
 SEQ CHAPTER \h \r 1

EDUCATION  IN UGANDA
A Tool of Development or Factor of Underdevelopment?
Dilemmas, Challenges and Possibilities
A Postgraduate dissertation presented to 

The Institute of Ethics and Development Studies In Partial fulfilment of the requirements for the degree of 
Master of Arts 
(Development Studies)

Uganda Martyrs University

Ambrose Kibuuka Mukiibi S.K
2000

CHAPTER ONE
INTRODUCTION

The World Bank is dedicated to poverty reduction. But one thing I think has not been stressed sufficiently is that poverty reduction will not be feasible unless there is real development;

 and real development will not be possible unless there is true education. 

These factors cannot be separated...
(Michel Lejuene) 
GENERAL BACKGROUND

Introduction

This chapter is intended to give the general background on which the study has been built. It highlights the key questions, which the study set out to enquire, and defines the research methodologies used in the study. By featuring the statement of the research problem and justification of the study, the chapter situates the research hypothesis in focus. The primary object is to provide a concrete basis on which the researcher has based the study. This is done through highlighting the key assumptions on which education is conventionally justified as the most vital factor in development. And without objecting to this position, the chapter attaches key questions to the same assumptions, with the intent of pointing at the divergence between the conventional promises of education and the actual effect of education on the Ugandan society.

There is a growing belief among educational planners, economists, employers, development workers, politicians and academicians that education has failed to effectively function as the critical tool of development it ought to be.
 At the core of this belief lies an antithesis to the conventional assumptions that education is the single most vital element in combating poverty,
 and that an educated population contributes to the socio-economic development of society and well being of individuals within society.
 Yet, emerging paradigms  in development research reveal a contrary relationship between education and development. What kind of education? What development?, are central questions in this antithesis.

No matter where one begins to study the complex subject of development, one will gain only a partial view of its scope and depth. However, in Uganda’s case, I consider examining education as a very revealing aspect of the nature and the magnitude of the development dilemmas and challenges. But also more importantly, the opportunities ahead of us. In this study therefore, we shall look at the entire development process through the lens of the education enterprise. 

We examine the approaches used in the education system for both policy planning and implementation, as well as methods used during the learning process. In order to get an overview of the cost-benefit status of the educational enterprise, we take a snapshot analysis of the various forms of costs involved in pursuing and sustaining it, and the impact it has had on individuals, systems and institutions. By so doing, we intend to assess to what extent education has functioned as an effective tool of development, and how in certain aspects, it has tended to become part of the development problem itself, as the emerging post-modernist school of thought holds.

This study, as Kabiru Kinyanjui once recommended, is an attempt at theorising from reality rather than fitting the reality into existing paradigms.
 It represents what I think is a creative and realistic approach to development debate and practice and how  they relate to the education system and its processes. We use the reality of Uganda’s escalating mass poverty, civil strife, social disintegration, wild unemployment of both the “educated” and “non-educated”, widespread apathy, widening inequality gaps and moral degeneration, among others, to show that despite the ever-growing private and public investment in education for over half a century, sustainable development is just not taking place.

 
Therefore, if education has not delivered what it promised to, as per conventional assumptions, then there must be a problem with it. This is the point of departure from which we intend to theorise. The study cuts across the entire orchestra of the drama of deepening poverty in Uganda. The ultimate object is to come up with an alternative approach to education that offers a remedy to the poverty scandal in the midst of heavy investments in education on one hand, and abundant untapped resources on the other.  

Traditional scientific research normally operates on the basis of hypotheses and paradigms. And data is looked at and interpreted in the window of such hypotheses and paradigms. That is why paradigm changes can take so long to happen. The required data may be available long before paradigm change takes place simply because we have looked at that data through the old hypothesis which has sterilised the data.
 

In this case, the almost unquestioned hypothesis that formal education is a universal factor of development, has stayed uncontested for too long, even when data is there to show that the system basically produces disoriented school drop-outs and impractical graduates, who, more often than not, turn out to be social and economic misfits and a liability to already exhausted family and national resources. The high opportunity costs involved in the existing education investment  are prohibitive enough to nullify the classical paradigms and hypothesis of education.

The Classical Role of Education: a Shrinking Optimism

Whatever perspective one uses to define it, and whichever form it takes, education seems to be universally recognised as a tool of personal improvement and social progress.

However, if I  were an advocate of consumer rights protection, I would inscribe on the entrance of each school the following words:

You are about to enter a point of no return. Through this gate, those who enter have mean chances of return. 95% get lost along the way and 5% turn into vampire, and they luxuriously live on the blood of the lost. You may be one of the 5%, but you are more likely not to. Try your luck!
This might sound like an inscription on a seal of an expensive one-way lottery ticket where chances are more inclined to the losing end than to the side of winning instant wealth. And indeed that is what education in Uganda seems to be like. In this study I want to grapple with questions like:

· 
Is education wiping out poverty or the poor people themselves?
· 
Is education a response to emerging needs or to traditional ideologies?
· 
Is education in all forms and all situations a factor of development?
· 
Does education mean the same thing as schooling?
· 
What is the top priority on Uganda’s education agenda?
· 
Who sets the agenda and who are the winners and losers? 
We could have an endless litany of such questions whose main object is to establish the relationship between Uganda’s underdevelopment and the education system. To cut the litany short we shall analyse statements by two key figures to get the gist of the matter. One is Uganda's Professor J.M. Sebuwufu and the other, Kofi Annan, Secretary General of The United Nations. 

In his  message to graduands during the 36th Congregation of Makerere University held on 8th October 1999, Professor J.M. Ssebuwufu, the Vice Chancellor, told the graduands: “We have played our part. Go out and work. Your success is our success, your failure is yours alone.”

At the core of this statement lies a leading attitude, an attitude which cements the very capital with which the edifice of poverty and underdevelopment is built. The Vice Chancellor’s statement embodies society’s powerlessness over effective quality control mechanisms for holding   educationists answerable for the nature of products they bring to job market. This prevents education from being a dynamic response to emerging needs and instead  conserves it as a response to traditional paradigms and ideologies. It is a central player in Uganda’s poverty drama. That is how the school has turned into “an agent of modernized poverty.”

That very statement unveils the complacency and arrogance with which  schools have remained blind to the damage they have inflicted on society. The schools are not willing to listen to the changing needs of society so as to produce relevant man power. It is only willing to produce according to its own standards, standards which are, in most cases based on out-dated ideologies. If by any chance the school graduates find something to do with themselves, well and good. If they don’t, too bad. Blame it on their “bad luck”, nobody is to blame, not even the schools that have plundered their money and time and given to them wrong prescriptions.

How can we comfortably and safely contend that the school has nothing to do with the failure of its products, but at the same time say that the latter owe their success to the former?  To say the least, this is the double standards by which  schools have continued to falsely justify a conservative tradition despite changing societal needs. In this contradiction lies the deadly deception that schooling in its present form, is an unquestionable factor of development.

Moreover, in the midst of these paradoxes we continue to hear the chorus of what seems to be a global consensus that education is the master key to development. From the political slogans of an L.C. I chairman in Uganda’s remotest village, to the biggest volumes of UNICEF (UN) dogmas, this seems to be the incontestable position. But we will pick out just a few points raised in the Geneva circles to show that education is not necessarily an automatic path to development. On the contrary, it can also function as a factor of underdevelopment.

Kofi Annan, Secretary General of the UN, in his foreword to the 1999 UNICEF report  entitled The State of The World’s Children, wrote:
Education is a human right  with immense power to transform. On its foundation rests the corner stone of freedom, democracy and sustainable human development.

We might naturally agree with this position, but we remain vulnerable to a vigilantly living question: What do we do when a human right turns into a threat to the existence of the very people it was meant to protect? Unfolding developments in the education sector show that even the best food can become poison if misused. In most part, Africa's education seems to have become a catalyst of underdevelopment due to bad approaches. It is a human right that has been abused.

Kofi Annan continues to emphasise that:

...the right to education (is an imperative necessitating) establishing schools as oases of respect and encouragement for children...it is giving us classrooms where principles of democracy are upheld and embraced.
 

 On the opposite side of Annan’s conviction lie some crucial questions which might give a clue as to why education has not necessarily served its due role in Uganda.
· 
Why must the classroom continue to be an oasis of respect? Is it not true therefore that that respect is artificial and cannot apply in the real world?
· 
Why has this classroom respect failed to come out of the classroom, for in real life we don’t live in classrooms. We live in villages, in communities, slums, workplaces, with all our differences politically, culturally, economically and in religion?
· 
Why is it that the perpetrators of anti-democracy behaviour (the army generals and politicians) are those who have served several years on the benches of the same classrooms that  Annan refers to as the nursery bed of the principles of democracy? In Uganda it is not the "uneducated" peasants who start up wars. It is the "educated" elite.
· 
Does it not therefore mean that the classroom knowledge and processes are divorced from contextual realities and are therefore distortive, disorienting and alienating?
· 
If millions of those of us who have gone through the classroom have failed to extend these oases of respect and encouragement to the wider society, is it not time to question the relevance of those oases, as well as the relevance and appropriateness of the classroom processes and products?
Yet in the conclusion to his foreword, Annan  says:

There is no instant solution to the violations of that right(right to education)but it begins with a simple proposition that on the eve of the 21st century, there is no higher priority, no mission more important than that of Education For All.

To me, the question still remains: “What education?” If he means the one that we know now, then I think Annan got his priorities mixed up, at least for Uganda. If the children who have passed through the school have been severely deformed, especially in regard to attitude, that they have been oriented to be perpetual dependants, is the priority to multiply the same menu so that many more  can access it? Is it not more prudent to devote more resources to making the educational menu healthy first, however small it may be? What is better, to be underfed in the short-run  with greater prospects for improved rations, or to be poisoned? Of  reforms geared towards better and relevant quality, and those geared towards expansion, which ought to precede the other?  Isn’t the unfiltered obsession with Universal Primary Education likely to breed Universal Pauperization Education? The dilemma is that complicated.

Our motive in this interrogation is not to rubbish  what Kofi Annan is saying, because he is presenting a position in which we all believe as a matter of principle. Our inquiry is focussed on redefining these principles in the context of Uganda’s contending problems and needs.

Official circles normally present illiteracy as one of the major hindrances to reduction in mass poverty and underdevelopment. In fact, the 1948 Universal Declaration of Human Rights elevated the status of education from being looked at as a people’s need to a Right. Article 26 of the declaration provides that: “The right to Education shall be directed to the full development of the human personality and to strengthening of respect for human rights and fundamental freedoms.”

The World Conference on Education for All held in Jomtien (Thailand) in 1990 re-emphasized the international consensus that:
Education is the single-most vital element in combatting poverty, empowering women , protecting children from hazardous and exploitative labour and sexual exploitation, promoting human rights and democracy, protecting the environment and influencing population growth.

In more emphatic terms the Conference further argued that:

 

Without an education, people cannot work productively, care for their health sustain their families or live culturally enriched lives. Illiteracy makes it difficult for them to interact in society in a spirit of understanding, peace, tolerance and gender equality among all people and groups.
 
 This kind of position that seeks to rightly rationalise heavy investment in education has characterised most of the poor countries over the second half of the 20th Century. Among development economists education investment has been traditionally justified on the basis of two broad assumptions: (a) that an educated population contributes to the socio-economic development of the society as a whole, and (b) that it contributes to the well being of individuals within society.
 

Proceeding from the same premises, in 1960 two regional conferences on education in Africa and Asia  set the ambitious target of Universal Primary Education by 1980. And over the following decades education has been a boom industry in these regions. In 1960 45% of primary age children and 21% of secondary age were in school in the less developed countries. But by 1970 the primary enrolment had shot up to 62% and that of secondary to 32%.

As those developments were taking place, in Uganda the Castle Report of 1963 was recommending, among other things: to raise the enrolment at primary level to 50% by 1971 with the ultimate achievement of Universal Primary Education and to expand secondary education by streams, increasing enrolment in classes and opening up new schools.
  This was actually followed by the expansion of 65 secondary schools under the IDAI project in 1965. By 1987 government-aided secondary schools had swollen from a mere 72 in 1965 to 504.
 

Eventually, the 1980s and 1990s saw a thunderous expansion of the education industry at the combined wits of  both the private and public sectors. Mushrooming primary and secondary schools have given rise to the necessity to establish more universities from the only one  university by 1993 to twelve of them by 2000. Meanwhile, current developments have seen a more aggressive policy to radically increase the supply of education than ever before. Between 1996 and 2000, primary school enrolment alone sky rocketed from 2.5 million pupils to 6.5 million pupils, representing 29.3% of the country’s total population. 

The 1996-2000 development is to be understood in the context of Government’s commitment to the implementation of Universal Primary Education(UPE) that took effect in 1997. UPE is one of the  many recommendations made to the government by the Senteza Kajubi Education Policy Review Commission report (EPRC) as reflected in the Government White Paper on Education of 1992. 

From the expenditure perspective, between 1994/95-1998/99 education is the single-most sector to have taken a lion’s share in the national budget. In 1998/99 for example, education alone took the highest vote of 22.7% of the national budget, followed by defence at 13.7%, while health and agriculture got the least at 6.4% and 1.5% respectively.

Problem Statement

Despite such unreserved efforts to boost the education sector as a preferential option for  investment in "poverty eradication", there is mounting evidence of escalating mass poverty, soaring unemployment and underemployment of especially the educated, resulting into frustration, crime and brain-drain, among a multitude of social problems.
 Yet, all this is happening in a country that is immensely endowed with untapped resources and unexploited investment potentials.

It is thus very apparent, as Paul Harrison notes, if education has failed in most poor countries (Uganda inclusive) as a tool to aid development and equal opportunity, it is not because governments did not expand it fast enough. But very importantly, the presumed direct effect of education on reduction in poverty levels and improvement in human development has not materialized. 

From a development worker’s perspective, a key question arises: ‘Is Uganda’s educational, and development, problem one of illiteracy or ‘post-literacy illiteracy’? Which of the two forms of illiteracy is more answerable for education’s failure to bring food at table in the arena of development? If we ensure access to the same educational menu to all Ugandans, will this correspondingly improve on the population’s human conditions?

The purpose of education was never to get people ready-made jobs, per se, as the school in Uganda has made its victims to believe and therefore to expect. This is a distorted perception which has rendered education more of a liability than a factor of development in Uganda. Instead the purpose of education is to make people aware of their surroundings, appreciate their circumstances, equip them with skills and knowledge and to influence their attitudes and to cultivate in them values that enable them to exploit their inner potentials in whichever circumstances they may find themselves. Education was meant to promote people’s productivity and creative thinking which enhances sustainable development that is consistent with their local social and economic context and aspirations.

Uganda’s educational problem is a complex one, compounded by failure to produce effective agents of change, who can invoke creative entrepreneurship to provide for their own needs and those of society and to produce wealth out of the country’s abundant resources and its international links.

The contending contradiction between the theoretical function of education and Uganda’s educational experience raises many questions about the relationship between education and development as propounded by classical educational theorists. Is education in all forms a factor of development, irrespective of time, space, content and methods?; Or even on a more basic note, do we mean the same thing when we talk  about education and schooling?; Will Uganda’s renewed commitment to large scale investment in education, especially Universal Primary Education, make a difference from past disappointments?; What internal and external weaknesses within the education system are responsible for its failure to effectively bring about beneficial and sustainable social transformation?; What possibilities are available for us to remedy past mistakes in order to position education in its rightful place as a tool of development, and therefore investment in it to cease being a bad investment?

Such are the contending issues that this study seeks to address. I have used available data to bring to bear the evidence that to a large extent, education in Uganda, like in most part of Africa, has risked turning into a factor of the very underdevelopment it was meant to check. This basically emanates from the wide diversion by educational planners and practitioners from the ideal principles of educational psychology and philosophy that would fit the reality on the ground.

Justification of the Study

Normally, studies on the education sector in Uganda have largely rotated around educational statistics like school enrolment, drop-out rate, performance in exams, sex Rations of students, teacher-student ratios, access in terms of distance and adult literacy as the key predictors of human development. Little has been said about the life skills, relevant knowledge, attitudes and values  acquired during the schooling  process and its direct impact on a people’s self-esteem, productivity, entrepreneurial abilities  and innovativeness. But these and the processes by which they are effected are actually key determinants of economic development, sustainable human development and reduction in inequality. Because these key aspects have been given limited attention, little effort, for example, has been made to establish the actual cost-benefit status of the education enterprise, both at micro and macro levels.

As a consequence, we continue to witness increased demands for more investment in poverty eradication programmes, of which education has been ear-marked as the key priority sector.
 There is thus need to develop deep-cutting indicators that go beyond traditional assumptions in assessing the impact of educational investment on development, with particular emphasis on poverty reduction.

Many questions remain unanswered pertaining the gap between the assumed role of education in a country’s development and the actual results on the ground.

Adonia Tiberondwa has for example argued that:


Lack of education creates idleness, which can lead to indiscipline delinquency and crime and for girls, it can lead to early sexuality, unwanted early pregnancies and contraction of HIV/AIDS and other sexually transmitted diseases

Reality however holds that the big majority of the idle and disorderly young people in towns are those who have gone to school and in fact many of them have even completed the primary cycle. Most of the 38% illiterate Ugandans are found in the rural areas and are relatively productively involved in agriculture and other economic activities in the rural sector. Hence, the question of idleness being directly related to illiteracy ceases to be valid as a main argument. When Adonia, just like the Jomtien Conference, contends that education protects (girls) against sexual exploitation, this position may fail to explain the fact that majority of the girls who operate as prostitutes on Kampala streets can use English fluently, which, by Ugandan standards most likely illustrates that they have served a considerable number of years on the school benches, in most cases even beyond the primary cycle- and are therefore not illiterate. 

If education also promised promotion of human rights and democracy, as the Jomtien Conference emphasized, then it seems to have hit the rock. For the vanguards of civil strife and abuse of human rights in Uganda have historically not been the illiterate. They are the educated elites, politicians or soldiers.

There is therefore need to investigate more critically why education in Uganda seems to have failed to deliver its assumed benefits. Before we find the omissions we have made and rectify them, further investments in education, as being passionately advocated by various stakeholders, might as well turn out to be bad investments. For as Weiler Hans  articulates:

Education expansion, as we know, does not make either people or countries 

more prosperous; instead it may and does, leave the former without jobs and 

the latter with increasingly burdensome claims on public funds.

Weiler’s observation poses an imperative that we examine education in Uganda along such crucial parameters. This is the project that this study seeks to contribute to.
Research Hypothesis

This study has been stimulated by a set of indicative assumptions, that seek to explain the relationship between the current state of underdevelopment and the education system in Uganda. This study hypothesizes that  “education”, the tool on which sustainable development ought to rely, has  instead, in Uganda’s context, turned into a factor that perpetuates the very underdevelopment it was meant to cure. Much of Uganda’s public and private investment in education goes to creating disoriented school drop-outs on one hand and impractical graduates on the other. These turn out to be parasitic social and economic misfits. This results into unfavourable cost-benefit status of the education enterprise on the whole.

The inappropriate values and attitudes acquired in school are incompatible with Uganda’s development needs. As a result, the school has become as good as the catechumenate courses which largely produce nominal Christians, not well equipped to live by the ten commandments, yet bogged by the scare of eternal flames of fire. Likewise, education produces people who are both alienated from reality and unable to cope with the monster of unemployment and the poverty trap.

The combination of such diversionary processes renders the current education system to function instead as a factor that promotes underdevelopment. It promotes tendencies, practices and systems that engrave poverty. 

It is my contention, in this study, that if the disorienting processes of the education system are not overhauled, education will continue to be a loss-maker investment, especially at the macro level, featuring an unfavourable cost-benefit status. But perhaps more importantly we shall continue to see a situation of deepening poverty. sustainable poverty alleviation programmes must begin with educational reform, not educational expansion. For the relationship between education and development is factor-specific. Its results can either be posititve or negative, depending on both the philosophical stance and methods of practice. Failure to recognise and act according to this fact is a major cause of underdevelopment in Uganda. 

Ultimately, despite the abundant resource endowments and very friendly conditions generally, Uganda is mired in poverty because her population has not effectively learned to creatively harness those resources for sustainable development. And the education system is responsible for this omission. For as Micheal Todaro observes, it is the human resources of a nation, not its capital or its material resources, that ultimately determine the character and pace of its economic and social development.
 

Therefore, if the dysfunctional elements within the education process are eliminated and replaced with appropriate ones, Uganda will be able to mitigate a big portion of mass poverty, widespread unemployment and the adverse inequality gaps, hence giving way to sustainable development.

Assumptions behind the hypothesis
(a)
If an education system is to promote independence and sustainable development, it must strike an equilibrium between the social and economic contexts of the country and the international system.

(b)
Both the private and social costs of education in Uganda are too far higher above the corresponding benefits.

(c)
The current teaching methods and techniques in Uganda which consist of recitation, repetitions, cramming, and drilling , rather than creative adaptable thinking and real-life problem-solving, as well as talent identification and development, are inconsistent with, and a disservice to, Uganda’s development needs.

Objectives of the Study

· 

  To investigate the trend of structure and educational policy from the colonial days to the present.
· 

To trace on a historical bearing, the causes and nature of the weaknesses inherent in the education system which have begotten its failure to effectively tackle Uganda’s development needs.
· 

To propose alternative strategies that will be instrumental in re-focussing education into an effective tool of empowerment and sustainable development.  
Organisation and Scope of the Study

Given the nature of this study, I will avoid restricting myself to a case study of a specific geographical locality within Uganda. Instead I hinge  much on analysing policy issues and how they have influenced education’s contribution to the entire development process in Uganda. The study features in four chapters. 

The first chapter highlights the background of the study and logically situates the research problem in the context of that background. In the second chapter we dwell on the theoretical framework. Here, we interrogate the  philosophical/theoretical validity of the prevailing scenario in which investment in education has continued to be uncontested as the most productive investment option even when indicators have sometimes shown contrary results. The chapter starts with a definition of the key concepts in the study topic, namely; Education and Development and an analysis of the conceptual relationship between the two. Given the central position of ‘poverty’ in the development debate, I give Education and Poverty a special treat in this chapter. This is the anchor for concrete analysis of what has been happening in education since the introduction of formal schooling in Uganda.


The third chapter will focus on the analysis of the findings from the research. Data is basically derived from review of policy documents from the Ministry of Education and other government departments whose operations have a significant impact on education. Equally important, analyses on education and development by various scholars is extensively used. Popular opinion concerning education and development is also compared with government policies as a measure of governments responsiveness to popular concerns. This data is obtained by reviewing articles concerning education as they have featured in the two leading daily news papers in Uganda,  ‘The New Vision’ and   ‘The Monitor’ over the period 1997-2000. The ensuing analysis in this chapter  focuses on deriving explanations for education’s failure to function as an effective tool of development, or even in certain extremes, to feature characteristics of a factor that promotes underdevelopment.

In the fourth chapter, "Recommendations and Conclusions", which, I deem of ultimate importance to the study, we have put sole emphasis on proposing alternative strategies that will help to refocus educational policy and practice into a system that empowers people to actualise their potentials, in order to tap their environment for sustainable human development.

Research Methodology

Population and sampling
Given the scope and nature of this study, I employed a research methodology that would enable me, with reasonable flexibility to examine issues and processes that cut across the entire spectrum of education, without being limited by locality or sub-sector. Any form and source of information was considered very essential. Hence, the study population cut across diverse categories of people ranging from secondary school students, primary and secondary school teachers, village folk, local educational policy makers, international policy makers and educational practitioners.

Data Collection 
My research methodology, therefore, involved using my own observation of what has been happening in education and what is still happening. As reflected in the analysis in the third chapter, I have been to many schools and educational institutions before and during the research process, and my observations in the process have had an impact on my perception of educational issues.

The findings have largely been informed by secondary data derived from newspapers and library research. I dwell much on examining policy documents and statistical abstracts in the Ministry of Education or other departments directly linked  to education.   

I also use informal discussions in casual situations to get the opinions people have about the performance of the education sector and although this information is not represented in any statistical or recorded form, it influenced the analysis.

Focus group discussions were also used involving a group of students from Uganda Martyrs University, secondary school students from Trinity College-Nabbingo and Gayaza High School. I also participated in a series of  group discussions involving 160 primary school and secondary school teachers who are pursuing a distance learning diploma course in Advanced Education Management at Uganda Martyrs University. They included teachers from Mbale, Masaka, Rakai, Mukono, Jinja, Iganga, Kamuli, Kampala  Tororo and Soroti districts.

Likewise, I also draw my analysis from insights gained at the International Education Conference, code-named "Voices for change", which took place in Cambridge University, in United Kingdom, in which I participated in September 2000.

Three video documentaries have also informed this research; namely Participation and Social Assessment: Tools and Techniques by the World Bank Social Sector group; I too Want to Study by Action Aid -Uganda; and NESCAA Uprooting Poverty: A Root-Cause Approach by NESCAA-Uganda.

Limitations of the Study
The study should have featured figures and analysis of the unemployment rate and expenditures on various government programmes vis-a-vis educational expenditures. This has however been done on a limited scale. The reason is partly due to logistical limitations on the part of the researcher and the time constraint, as well as the space constraint resulting from the stipulated length of the dissertation.

The study should have used indices of the various costs of education and the benefits in order to derive cost-benefit figures. This should have involved identification of the nature  employment school products are likely to get if they leave or drop out of school at a particular level, and the level of earnings one is likely to get in such a job. The time one takes while working, to recover the direct costs spent on education previously acquired as well as the opportunity costs should also have featured in this study. These and other forms of statistics that would give this study a more analytical picture were not easily accessible to the researcher either due to total absence or scarcity. 

Nevertheless, I try to optimize the available data to derive important aspects that bring out the objectives of the study. Hopefully, these offer a substantial foundation for further research to be conducted on the topic.

Conclusion
As I observed at the beginning, this chapter has been concerned with introducing the research study, shading the background picture which stimulated the study. The chapter has also highlighted the key questions that the study addresses itself to. In some instances more questions than can be answered under this study, due to the limited scope, time and resources have been raised. This is intended to give the reader a broad spectrum of insights and to stimulate critical thinking on certain issues in education. The chapter is of critical importance to the entire study and throughout the following three chapters we keep referring to questions it raises. For this matter, it offers a yardstick along which we shall assess the performance of this study.

In the following chapter we examine the theoretical perspective relating to the research topic and the hypothesis on which it is based. Much emphasis will be put on defining in details the key concepts of "education" and "development" and the theoretical debate surrounding them. The intent is to situate them in the perspective of the study topic. 

CHAPTER TWO

EDUCATION AND DEVELOPMENT: a Conceptual Perspective
Introduction
This chapter focuses on exploration of the theoretical deposit surrounding the philosophy and practice of the concepts "education" and "development" and how the two are related.
I attempt to examine the notions of "education for development" and "development education" as they contrast with that of "education and development". For while the former presupposes that education is a tool of development in all situations, the latter leans more on the fact that there exists a relationship between education and development, a relationship whose effect has no definite direction. Rather, the direction of education's effect on the entire development process is determined by a host of factors and conditions, which are in any case not identical across the scale of time, space and socio-economic situations.

Against this background, the purpose of this chapter is to interrogate the philosophical and theoretical validity of the prevailing scenario where investment in education has, as matter of tradition, continued to be justified by optimistic assumptions. The first one being that: an educated population contributes to the socio-economic development of society as a whole; and secondly, that education contributes to the well-being of individuals within society.
 The object of this interrogation is to bring out the fact that the relationship between education and development is factor-specific. It cannot automatically be taken for granted as automatically  positive.

There is a wealth of literature emanating from an on-going debate that seeks to explain why education in most of  the poor countries has not adequately facilitated the development process.
 In other cases it has been argued, and sometimes with the use of cost-benefit analysis methods, that education in most of the poor countries is largely a bad investment - a loss maker.
 We use literature from the ensuing debate to identify the gap between expected performance and actual performance of education as a tool of development. We shall also derive possible explanations for such gaps.
This body of knowledge is to form the basis for analysing the Uganda situation in chapter three, and for proposing a remedial way forward in chapter four of this study.
The Blurred Paradox

The conceptual interaction between "education" and "development" represents one of the most intriguing contemporary intellectual undertakings. Each of these two concepts on its own is less fascinating, yet when variegated, they are more revealing of the source and nature of the challenges of our times: poverty amidst plenty, lumpen among conspicuous spenders and hyper unemployment amidst an excess baggage of undone jobs. The cutting edge of this paradox exposes the ironical malfunctional nature of education in its current form as we know it.
Yet, the unanimous chorus still echoes across the planet as it did several millennia ago when in the 400s B.C Plato said that education is the key to social progress.
 Still today, no self-respecting nation, institution or academic would hesitate to agree with UN's Secretary General, Kofi Annan, when he assertively pronounces:

Education is a human right with immense power to transform. On its foundation rests the cornerstone of freedom, democracy and sustainable human development.

And when, for example, the Uganda Government  enlists herself with those nations that tirelessly work towards attaining Universal Primary Education, she is directly subscribing to Kofi Annan's contention that:

There is no instant solution to the violations of that right (right to education) but it begins with a simple proposition that on the eve of the 21st century, there is no higher priority, no mission more important than that of education for all.

However, such optimism and confidence in education notwithstanding, there is mounting hysteria over the paradoxical malfunctioning of education. A crucial question arises - if education is the slate on which nations seem to have written all the expression of hope for their development, then, why has that hope turned out to be a fiasco or an illusionary fantasy? Was the same education built on a faulty philosophical foundation ? Or is it a failure of the practice of education itself? Is the type of development that education promised to bring about different from the whole concept of "development" known to the expectations of this generation? Where then, lies the leaving line between what ought to be and what is?

Definitions And Purpose

It is possible that the major tragedy facing humanity is the practice of basing life's most important dimensions on concepts that lack a common definition, most outstanding of which are "education", "development" and "democracy". 

Meaning of "Development"
‘Development’ is a term that has remained amorphous through ages. It is a theoretically flexing and empirically mutating subject. In 1992, Wolfgang Sachs wrote: "The last forty years can be called the age of development. This epoch is coming to an end. The time is ripe to write its obituary"

These words reflect a celebrated scholar's state  of enigma over the concept. Sachs particularly illuminates in rhetoric terms, the ambiguity and obscurity of "development" thus:
No matter whether democracies or dictatorships, the countries of south proclaimed development as their primary  aspirations, after they had been freed from colonial subordination. Four decades later, governments and citizens alike still have their eyes fixed on this light flashing just as far as ever; every effort and every sacrifice is justified in reaching the goal, but the light keeps on receding into the dark.

His dilemma zeroes in on a conclusion that "the idea of development stands like a ruin in the intellectual landscape. Delusion and disappointment, failures and crimes, have been the steady companions of development, and they tell a common story: it did not work. Nevertheless the ruin stands there and still dominates scenery like a landmark." 
What makes the concept even more puzzling, is that the practices carried out in its name, when measured against its theoretical description, are not only quite divergent, but many times actually in conflict.
Perhaps it is Fletcher who presents a more practical definition of "development". In his sense, the term means 'the actualisation of an implicit potentiality'. Fletcher uses an illustration  of a patterned growth and maturation of a seed, or an initial germ cell, to the full adult form of the individual plant or animal or human person. He relates this transformational experience to man's social situations. The illustration is based on the assumption that both societies and individuals have innate biological, psychological and sociological capacities which can be evaluated in terms of their level of actualization.1

Fletcher's emphasis here is on the efficiency with which societies make possible the actualisation of their human potential. Thus, for him, the true meaning of the term 'development' represents 'any change which promotes or actualises the above dimensions of society(biological, psychological and sociological).
Gustavo Esteva finds a meeting point with Fletcher, when he refers to development as a 'process through which the potentialities of an object or organism are released until it reaches its natural, complete and full-fledged form.1
 Gustavo, however, further explains that development is frustrated whenever the plant or animal fails to fulfil its genetic programme or substitutes it for another. In such cases of failure, its growth is not 'development' but rather an anomaly, which represents a pathological and even anti-natural behaviour.
Gustavo's coinage of the anomaly  aspect becomes an important insight into the changing faces of "development", which seem  to be acceptable in their divergent forms. He particularly contends that failure to recognise this anomaly renders development to appear as a product of many concepts emanating from a step-by-step transformation such  that 'it is now a mere algorithm whose significance depends on the context in which it is employed'.
This same position is consolidated by Wolfgang Sachs when he regrets that:
The term is hailed by IMF and the Vatican alike, by revolutionaries carrying their guns as well as field experts carrying their Samsonites. Though development has no content, it does possess one function: it allows any intervention to be sanctified in the name of a higher goal. Therefore, even enemies feel united under the same banner. The term creates a common ground on which right and left; elites and grassroots fight their battles.1

In other words, Sachs proposes that development has acted as an ironical platform for stimulating, aggravating and sustaining social class conflict. Each system justifies itself under the umbrella - development. Sachs' post-modernist school of thought advocates for the deconstruction and reconstruction  of the concept of 'development'.
 Dudley Seers has defined the concept of development using a trio-question approach: Development is (i) What has been happening to poverty? (ii) What has been happening to unemployment (iii) What has been happening to inequality.1
 
Myrdal has defined it in more general terms as 'the movement upward of the entire social system'. But the same position can perhaps be more comprehended by using Furtado's three-way analysis of the concept. To him, it implies (a) an increase in the efficiency of the production system of a society, (b) satisfaction of a population's basic needs and (c) attainment of the objectives sought by the various groups in society, which  are linked to the use of scarce resources.1
 

This far, we can, with acceptable authority, agree with F.Ingermar and J.Saha  that the term 'development' has been used in a variety of contexts, often clouded with political and ideological overtones. A host of words that have a similar meaning with that of 'development' have been used almost interchangeably with it, eg. Social Change, Evolution, Progress, Advancement and Modernization.1
 All these point to the theoretical incoherence of 'development' as a concept. But at least one thing is also certain that whatever the conceptual controversy, 'development' holds at the centre of its essence the element of fulfilling human dignity. In the process however, distortions come about due to different perceptions, approaches, motives and backgrounds of the various players. Hence in given situations the term is given meaning by the politics that ensues in the process. What kind of development has education therefore brought to Uganda?
For the purpose of this study, our understanding of the concept ‘development’ is informed by Fletcher’s ‘actualisation of an implicit potentiality’ as opposed to forms of change that culminate into the ‘anomaly’. 

Meaning and Purpose of Education
The concept of 'education' has been metaphorically likened to that of 'medicine’.1
 P.H. Hirst and R.S. Peters argue that just as in the practice of medicine the doctor is mainly concerned with 'Curing' people through a 'family of processes', educating people also suggests a family of processes whose principle unity is the development of desirable quality in them." Hence, for the two scholars, educational reasons are connected with the development of desirable qualities in people. Such a position has its origin in the 'classical' view of education based on Plato's rationalism.
Plato's "The Republic" is held in high esteem as a master-piece on educational philosophy. His definition of the term is drawn from the word's Latin etymology "educere", meaning "to draw out from"- to bring out what is latently there.1
 In his sense, Plato looks at the purpose of education as facilitation of one to develop the potentials and abilities that are already inherent. This is what, Aristotle normally represented with the analogy of "a midwife- helping to give birth to ideas which are already born in the soul of each and everyone of us"1

It is actually here that Plato finds a profound meeting point with Jean Jacque Rosseau's perception of education. Rosseau argues that the individual is born unique and endowed. But that due to bad education "society can turn the individual, with all the uniqueness and diginity befitting a true individual, into merely another member of the herd, where individuality becomes lost in the faceless crowd.1
 Actually, the findings of this study as expounded under "The Four-way Omission of Education" in chapter three, prove as valid Rosseau's contention for Uganda's case.
Rosseau's position rhymes well with Plato's philosophy when he (Plato) asserts that education "is not about putting information into empty heads, like sight into blind eyes" He contends that human beings innately possess understanding, though in inchoate, undeveloped form. And therefore, education's purpose is to draw out from the mind the understanding which is already therein. On the contrary educational methods in Uganda largely focus on pumping information into the assumed "empty heads" of students.
In The Republic, Plato presents the education process in a dramatic imagery of a people accustomed to living in a dark cave, at the mouth of which, is the genesis of a whole new and strongly dazzling light. The environment of the cave represents a captivating ignorance, and once out of the wayfarer, again one goes through stages of "enlightenment." This marks the developmental process each individual will go through in true education. In this figurative language Plato is implying education to be the force of enlightenment or liberation from the imprisoning "environment". Plato's liberative role of education is also to be found in the twentieth century's Paulo Friere's school of thought which looks upon "the educational system as the means by which people become truly liberated"2

Shiniki Suzuki, (a Japanese educational philosopher born in 1898), sees education as a tool for nurturing.2
 He contends that " any child has seeds of ability which can be nurtured as far as the capacity of the brain will allow".2

Still Suzuki used the analogy of the plant seed to describe  the purpose of education. If adults are considered  as full-grown plants, then he refers to children as the seedlings. “Unless the seedlings are  well cared for, beautiful flowers cannot be expected”, he holds. He underpins the role of  parents, especially during the pre-school age, in a child's educational process. And for him "the fate of the child is in the hands of his parents" In Suzuki's perspective, the foundation of education is to carefully raise children with the ability to be fine human beings without being hindered by their individual characteristics. And like other philosophers before him Suzuki held that the child does not become educated once and for all and all of sudden. Education is a life-long process and on-going.
The importance of pre-school nurturing as well as the life-long nature of learning, as Suzuki highlights them, are two crucial aspects that Uganda's education has overlooked. We examine this in greater detail in the third chapter.  

Contemporary Educational Theory
According to Nduhukire-Owa-Mataze, the term 'education' is wrongly used  when made  synonymous with a schooling system.2
As such therefore, it has been intimately linked to those activities that take place in the insitutions of learning like numeracy, literacy and formalised skills training or special literary,theoretical or scientific mastering. 
Syed A.H.Abidi offers one such a definition:
Education is the process of acquiring knowledge gained by experience or learning. The aim of education is not only to give skills to an individual for productive employment but to assist hin in endeavours for scientific and artistic uplift and spiritual well being.2

Where as by implication Abidi's definition is brought in the context of schooling, Bernard Onyango has cited Maliyamkono's definition which offers a broad perspective of the term:
This process of increasing awareness about society, of analysing its challenges and trying to find solutions, is what is referred to as Education in its broadest term.2

Onyango's broad perspective of education offers an important insight into the kind of education that existed in Uganda, for example before the Missionaries introduced formal institutionalised learning, popularly known as schooling. Onyango explains:
Through this system the fisherman taught his son how to build canoes and to preserve fish. He also taught his son how to appease the gods of the sea and which fish could be eaten by women and which were a preserve of men. In the same way a mother taught her daughter how to preserve cassava and how to cut the baby's amblical cord.2

Still Onyango offers another important insight into the negation that exists in both the indigenous type of education described above and the present formalised schooling. He contends that in both forms, there is a tendency to confuse certain processes of the whole and to substitute them for education itself. In the same context Onyango invokes Tulyamuhika's sense of education as a process that "brings self-improvement to acquire perceptive power and skill to live in the environment" Certainly, as used in this context, the environment represents all the aspects of life. Thus, the implication is that education must, to its best, focus on developing one's diverse faculties.

Education and Development
 Maliyamkono's definition of development is a classical representation of the interlocking nature of these concepts. It also demonstrates that it is practically impossible to sensibly talk about one without implicating the other. Maliyamkono asserts:
Development [is] a transformation within a society with increased awareness and perception of its immediate environment and the challenges presented therein. Aware of  these challenges members of the society feel the urge to improve their conditions by analysing the problems and the needs and taking steps to ameliorate these conditions and adopt innovations for the betterment of society.2

The words 'awareness', 'perception', 'analysing' and 'innovations', as used in this definition have a direct or implied connotation of a process that brings information to bear on people's world outlook, and therefore influence their "intellectual" undertakings (the way they philosophise) and how they respond to circumstances. In both traditional and "modern" society this process of transmitting such causative information is a function of the education system. It might be through oral tradition, apprenticeship or formal training or instruction in institutions (schools). The information imparted into a people is what determines their perceptions of themselves and their environment and consequently what they do and how they do it. Cater Woodson epitomized the influence of education (the information imparting system/process) on people’s activities in the following words:

If you determine what a man shall think, you do not have to concern  yourself about what he will do. If you make a man feel inferior you do not have to compel him to accept inferior status; for he will seek it himself. If you make a man feel he is justly an out cast, you do not have to order him to back-door; he will go without being told and if there is no back-door his very nature will demand one.2

At the same time, however, the nature of the information-imparting system and of the means used in that system (technology), as well as that of the information itself, are all influenced, or actually determined by the level of a society's development ( To use Gustavo's definition: the level to which people have reached in actualising their potential). That is why this study contends that Uganda's educational system and rampant poverty and general underdevelopment in our midst, are closely related.
Ingermar Fagerlind and Lawrence Saha offer a deeper insight into this analysis. The two hold that the notion of education and development  is a neutral one without a normative directional connotation or a defined unilateral causative relationship between the two concepts. Their emphasis on the neutrality is because it "leaves open the possibility that education may have positive or negative effects on development objectives."2
 (as we shall see in supporting literature later).This 'neutrality' comes in the wake of the Ingermars' rejection of the two notions of 'Education for Development' and 'Development Education'. They argue that "both phrases [seem] to have normative overtones in that they implied the search for prescriptive guidelines in the use of education for prescriptive purposes." In their perspective, to speak of 'Education for Development', begged the question about the possibility that education could, in given contexts, completely undermine development objectives.
In Plato's analogy of the 'cave of ignorance', which we alluded to earlier, he articulates his perception of education as a tool of social transformation. He assumes that once an individual, formerly in the cave, has gone through the enlightenment process (education),
the enlightened individual feels the moral obligation to return to the setting of the cave to help the other captives to release themselves from the darkness of ignorance...the truly educated person responds to the duty of all human beings...we are social beings... we need each other even to be our selves.3

In this way, Plato, just like John Dewey, regards education not as just an end in itself but more importantly, as a means to an end- the liberation of the masses. The chief difference between them is that Dewey avoids Plato's romantist philosophy of the nature and purpose of education. He amplified in the strongest expression that "ideas are valuable if and only if they make a real difference in our day-to-day life".3
But still this study contends that education in Uganda has not really played this "social liberation" function.
Dewey has actually been labelled an apostle of pragmatism. This is because for him education is of any value only in as far as it enables the individual to contribute to society's growth. He in fact shares with Plato the conviction that education and  social structures are interrelated and must be treated simulteneously. And the theme of education as a factor of empowering individuals to shape and adapt to their environment cuts across his discourse.
Robert M. Hutchins was opposed to the reformist philosophy which represented the doctrine of adaptation or life adjustment, whose object was to fit the student into his physical, social, political, economic and intellectual environment with a minimum discomfort to society.3
 
According to Hutchin, this "misconceived" pragmatism with a strong emphasis on vocational training or career education is "poor mechanics without education". He reiterates that this doctrine of adjustment to the demands of the environment easily leads to a curriculum of disconnected and "dead facts". Hutchin sees the worst part of life adjustment education in the sense that it overlooks the fact that "our mission here on earth is to change our environment, not to adjust ourselves to it"

In the context of escalating poverty in Uganda, educationalists and policy makers are continually caught up in the conflict between Hutchin's development of the individual (humanistic) or satisfying manpower needs for society, as the overriding aim of education.3
 The principal aim of education is increasingly looked at in view of its ability to solve social problems. And of course this cannot go with out the risk of contradictions, even self-contradictions, both intended and unintended. Will the vocationlization of education for example, solve the current educational dilemma? 
For example, while on the one hand the United Nations has expressed education as a human right with the basic purpose of "full development of the human personality"3
, on  the other hand, the same institution has had to shift emphasis to looking at education from a functionalistic perspective as a tool for poverty reduction.3

A score of scholars and practitioners have reflected this UN paradigm through scholarly writing and policy measures, banking on the assumption that:
Education is the single-most element in combatting poverty, empowering women, protecting children from hazardous exploitative labour and sexual exploitation, promoting human rights and democracy, protecting the environment and influencing population growth.3

In fact the tone in which this position is expressed has tended to take a more emphatic direction by arguing that: 
Without education, people cannot work productively, care for their health, sustain and protect themselves and their families or live culturally enriched lives. Illiteracy makes it difficult for them to interact in society in a spirit of understanding, peace, tolerance and gender equality among all people 

and groups.3

Paul Harrison has consolidated this normative assumption by contending that education is not only the key to personal enrichment. In the Third World context, it should be the central mechanism by which entire villages and urban communities learn to develop themselves, their productive potential, and their resources.3
 
" 
Schultz Theodre's school of thought with its theories of modernisation and human capital  has dominated the theoretical framework used in policy formulation and in directing the practice of education in most part of Africa.3
 
In one of the studies that first examined the modernisation theory, David McClelland, in his book The Achieving Society, argues that at the core of the theory is a personality characteristic, which he called 'the achievement motive'. He explains that this motive is acquired through socialisation which makes society open to economic and technological advancement.4
 To McClelland education is the process responsible for creating and cultivating this achievement motive.

In the same line of argument, Alex Inkels coined the notion of the need for achievement as a psychological trait, and went further to formulate a set of attitude questions known as the "modernity scale". He used this scale to measure the extent to which members of a given society hold what he considered to be modern values.4
Both Inkeles and McClelland look at education as the principal instrument for instilling the achievement motive and  facilitating modern values.
Even in the midst of a strong wave of an emerging post-modernist paradigm of education, the optimism that education is the most important tool of development has kept outstanding. In 1999, James D. Wolfensohn, President of the World Bank, reaffirmed thus:
All agree that the single most important key to development and to poverty alleviation is education. This must start with universal  primary education for girls and boys equally, as well as an open and competitive system of secondary and tertiary education.4

In a similar fashion, the World Bank  still asserts that education affects how well individuals, communities and nations fare. It helps improve living standards and enhance the quality of life and can provide essential opportunities for all. And as a way of mapping out new strategies for the twenty-first century, the Bank looks at education as being central to the development agenda which is focussed on "fighting poverty and improving quality of life."4

The Folly of Education: A Post-Modernist Perspective
Even Good Food, if Poisoned, Can Kill. And Effective Poison is Normally Disguised. 

That is Why 

Rat Poison is 99% Wheat, it is the 1% that Kills

Education and Social Alienation
The popular assumption that the spread of education will automatically lead to personal and collective development is now under critical questioning, following the failure of the word to fit within the deed. Its innocence in the context of wildly growing poverty, and ironically, amidst abundant natural and human resources, side by side with a very conspicuous expenditure on education, "has given way to the age of skepticism", as Ingermar and J. Saha put it.4

Some theorists have been greatly disturbed by this paradox and have referred to the whole enterprise as a "compulsory mis-education",4
 while others have called for the "de-schooling of society"4
 . But where does the balance lie between inadequacy of educational philosophy and failure of educational practitioners?

Although Plato, like most other philosophers, was optimistic about the central role of education in both personal and social development, he highlighted important situations where education can be dysfunctional. He emphasised that: "that education which does not occur through forms of life, forms that are worth living for their own sake, is always a poor substitute for the genuine reality, and tends to cramp and deaden". For Plato who upheld the philosophy that people learn through experience:
much of present education fails because...it conceives the school as a place where certain information is to be given, where certain lessons are to be learned, or where certain habits are to be formed. The value of these is conceived as lying largely in the remote future. The child must do these things for the sake of something else he is to do; they are mere preparations. As a result they do not become a part of the life experience of the child and so are not truly educative.4
 

Yet, the post-modernist school of thought has observed, it is this kind of deadening education that exists in Uganda.  In some extremes it has been argued that instead, in its current form it is a factor of underdevelopment. Nduhukire-Owa-Mataze has referred to it as Education for Poverty Creation and Poverty Perpetuation (EPCPP),4
 while for Paul Harrison it is an "Alienation machine".4
 Among the key areas identified as sources of the problem are: irrelevant curricular that are inconsistent with national development objectives; improper pedagogic methods, attitudes and values which thwart personal growth and actualization of one’s potentials, destroy the children's creativity and ability to adapt to the environment; and gross inequalities in access that heavily exclude the poor majority from "good quality" education in favour of the rich minority. In the following section, we examine the theoretical gist of these issues in detail, in the context of the failures of the educational system. 
Education and poverty
Because education has had such a long established stereotyped position as an all-through positive thing, it has rarely been pointed at as a possible direct cause of the very poverty it is assumed to cure. Scholars and policy makers too, have understandably internalized a prejudiced popular belief.

But if one were to look at education in its comprehensive sense, as the socialization process that influences what people think, what they know, what they do, and how they do whatever they do, then it becomes unquestionably logical to deduce that, it is education that is answerable for people’s condition of life.

Nevertheless, a score of scholars on education or poverty have coined analyses which, when critically analyzed come to the same premises. Racheal Heathey has noted that education systems in most African countries either cater for the children of existing elite, or they simply prepare a tiny number of the poor to enter the elite. Heathey argues that this happens because in most Third World countries the rural poor haven’t yet won the power to force the educational system to respond to their needs.5
 Perhaps what such studies, as Heathey's, do not put bluntly is that, it is actually the education process(formal, informal and non-formal)which ought to empower people to influence decisions that affect them. If the education they have got in the first place has not empowered them to that effect, they might as well never “win” that ‘power to force the educational system to respond to their needs’ as Heathey advocates. Education is actually the starting point and what happens in society reflects the nature of the education system.

In their analysis of poverty, following global consultations with the poor, the World Bank poverty group came up with a model that explains the causes of poverty and the poor people’s perception of "poverty", which in this study they refer to as “illbeing”. See Figure 2.

Figure 2: Development as good change from Illbeing to Wellbeing
Source: World Bank Poverty Group
The group refers to development as “a good change- from ‘illbeing’ to ‘wellbeing’” In this case, ‘development’ also implying a poverty-free condition.

Just like Heathey, the World Bank group identified ‘powerlessness’ as one of the five factors that bring about the ‘illbeing’. The other factors are bad social relations, material lack/poverty, physical weakness and insecurity.

On the side of wellbeing, which connotes a poverty-free situation, the respective negative factors identified in ‘illbeing’ are transformed into positive attributes like Freedom of choice and Action; Good Social Relations; Enough for a Good Life; Physical Wellbeing and Security. But what the group does not seem to bring out openly is that the education process is actually what determines whether people get empowered or remain powerless or even acquire a feeling of powerlessness. For poverty is basically a disease of the mind. 

This observation fits in with the popular saying that “you are what you think and you think according to what you know, therefore, you are what you know”. What people know and what they think is a function of education: formal, informal and non-formal. Education is the interactive process that shapes attitudes, values, behaviours, perceptions, skills and abilities. These in turn are the determinants of how people relate to each other, how they harness their environment to satisfy their material needs, how they cater for their physical development, how they feel about themselves and others (security) and how their socio-political institutions are. If these aspects of society have gone wrong as to bring about a situation of illbeing, it is just logical that the education system must be held answerable.

Nduhukire-Owa-Mataze associates the folly of education in Africa with the root of poverty in the continent. He insists that education in Africa has been decisively anti-people. He refers to education as an enslaving process that perpetuates oppression and exploitation, and advocates for a relevant education that is poor-centred (which) can, without doubt, be a weapon against material poverty and mental or ideological bankruptcy.5
 

Seemingly, Mataze’s position is inspired by the observations of Roberto Gonzalez, minister of Foreign Affairs of the Republic of Cuba, who, talking about the existing education system in most developing countries, said:

It has produced civil servants who do not serve civil society but serve their own needs first; Politicians who speak but say nothing; voters who vote but do not elect, a media which misinforms; schools where they teach how to ignore; members of the judiciary who sentence victims and take bribes; a military that is always at war with the citizens it is meant to protect; a police force which cannot fight crime because it is busy committing crime; socialized bankruptcies and privatized profits; money which happens to be freer than people and people who serve things.5
 
Gonzalez’s observation places education at the core of the World Bank’s poverty group’s webs of ‘illbeing’ and ‘wellbeing’. And from this perspective, the two webs and their underlying dynamics cannot be understood without considering education as the key socialization process that fundamentally influences those dynamics.

The Cost-Benefit Paradigm   
George Psacharopoulos and Maureen Woodhall, represent the school of thought  which emphasizes that educational investment, just like any other investments, ought to be appraised along cost-benefit parameters, to establish its viability and justification. In their work, Education for Development: An Analysis of Investment Choices, the two have argued that although it may be impossible to measure the rate of return to investment in education with any precision, it is nevertheless important to use the framework of cost-benefit analysis to compare the costs and future profits of alternative educational projects. Actually their work represents the lessons that the World Bank has drawn from its involvement in funding educational projects in its member countries.5
 They have argued that economic evaluation of educational investments should be based on the following:

· 
Direct economic returns to investment, in terms of the balance between the opportunity cost of resources and expected future benefits, measured by increases in the productivity of educated workers.

· 
Direct economic returns in terms of external benefits affecting the incomes of other members of society.

· 
Fiscal benefits in form of higher taxes paid as a result of increased incomes.

· 
Satisfaction of demand for skilled manpower, which takes into account pay patterns, employers' hiring practices and other indicators of manpower utilization.

· 
The private demand for education(in the light of private rate of return to educational investment, the level of fees and other private costs)and social and other factors determining individual demand for education.

· 
Internal efficiency of educational institutions, in terms of relationships between inputs and outputs, measured by wastage and repetition rates and other cost-effective indicators.

· 
The geographical and social distribution of educational opportunities.5

In very emphatic terms, Psacharopoulos argues that if these factors are ignored, the costs of investment in  education will be under-estimated and the investment will appear more profitable than it really is.

This has many implications and raises many questions about Uganda's educational investment tradition. The key assumption behind educational investment, as propounded under the "human capital" theory, is that education yields improved productivity of the individual. But how valid is this assumption in light of the knowledge package offered in Uganda's schools, vis-a-vis the nature of work available and life style of the average Ugandan?

The other question that arises out of psacharopoulos' checklist is the relationship between productivity and earnings in the 'formal modern sector'. To what extent do those earning reflect increased productivity, as a product of  education, and not as an artificial construct of society? This questioning arises from the fact that, for example, regardless of one's productivity, there is a fixed salary scale for government employees, based on the level of academic qualifications and the position held. Can earnings in this case be used to measure the benefits  of education for workers  in the wage sector, as a measure of value-added by education?

For any investment to achieve desired goals, appraisals must examine the necessary conditions and for the successful implementation . Otherwise there is a high risk of basing on generalised assumptions to take investment decisions which in practice fail to yield anticipated targets. Have, for example, the prerequisite conditions for the targets of Universal Primary Education in Uganda, been put in place before embarking on the UPE investment choice?  

    
These and many more others are questions that still remain unanswered, if the cost-benefit parameters are any guide to go by. And the researcher is indeed convinced that educational investment must be based on cost-benefit projections and the prerequisites they imply, rather than on mere political grounds.

Conclusion
In this chapter, as was intended, we have explored a range of theoretical perspectives on "education"and "development", as well as the relationship between the two concepts. A common thread runs across this entire framework which puts education at the centre stage of the process by which individuals get empowered to actualize their potentialities, exploit their environment and shape their destiny. However, circumstances under which education might fail to play this role have also been discussed, giving specific possible effects arising from such circumstances. Under the "cost-benefit" paradigm we have highlighted a checklist of critical issues to consider when making decisions on educational investment choices. The chapter actually raises many questions about Uganda's education system.

Assuming that these theoretical perspectives are an ideal yardstick, in the following chapter (Chapter Three) we want to use this information as a benchmark for assessing educational philosophy and practice in Uganda. In line with the hypothesis of our research problem, we will relate the key issues raised in this chapter to what is taking place in Uganda's education. This is intended to enable us  draw possible explanations for the failure of education to function effectively as a tool of development in the country.
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WHY EDUCATION HAS NOT WORKED FOR UGANDA

Introduction
In this chapter we seek to locate the meeting point between the educational theory which we have explored in the previous chapter and educational practice in Uganda. We compare notes with what the theory says ought to be and what actually is. The ultimate object is to derive possible explanations as to why education has not effectively worked for Uganda as a tool to aid the development process.

The chapter uses as its benchmark, already existing data on education in Uganda which has been interpreted in the window of traditional paradigms of educational investment. In this part we  analyse and interpret the same data differently, using a post-modernist approach. Hopefully, this will offer alternative perspectives of educational analysis in Uganda. We integrate various sources of data as highlighted under "Research Methodology" in chapter on

 Education in Uganda: How Schooling Replaced Education

The effectiveness, efficiency and impact of systems, and processes underlying thereof, are determined by the philosophical stance on which those systems are based. Much of what has historically taken place in the education sector in Uganda has largely been determined by the philosophy underlying the enterprise.

In pre-colonial Uganda traditional education was looked at as an integral part, and most influential component, of the wholistics of life. The aim of education was to offer training and formation to the individual, through social processes and institutions, to enable one play a befitting role in society. This training and formation took place through real life processes based on age, sex, and status.

The world of learning was thus perceived as a life-long process, and was not apart from the world of work. Apprenticeship was the basic tool for learning skills. The acquired knowledge, skills, values and attitudes were not merely a preparation for a deferred future but for both the present and future life.

As a social learning process, pre-colonial education did not feature as an economic burden on any body and neither was it supplied on a discriminative basis along lines of affordability. Learning and working were transacted simultaneously, thus avoiding any category of people living a parasitic life.

The establishment of modern education (schooling) marked a critical change in the form, scope and philosophy of education. This change has its conspicuous mark in the phenomenon of Schooling, which changed the entire mode, spectrum, rationale and impact of education. As Plato observed in the citation alluded to earlier in the previous chapter, the value of schooling is conceived as lying largely in the remote future; the children must do the things they do in school for the sake of something else one is to do in future; they are mere preparations. As a result, these things do not become part of the life experience of the child and so are not truly educative.
 But also very importantly, the learner specializes in schooling exclusively for almost half of the life span - and survival is equally parasitic.

The school system in Uganda evolved from religious catechumen courses which were transformed into a network of elementary schools for boys and girls.
 Later on, as B.P. Kiwanuka notes, the protectorate government introduced the British structure of education which was similar to what was known to them back at home.

This historical origin of formal education has a lot to say about the trend and the effects the same system has had on the life styles and the entire development process in Uganda. For it is an educational system with roots in the medieval times. A system on which Western societies and economies have been built.

In his discourse in Education and World of Work in Uganda, C.M. Kasami observes that educational theories of the ancient and medieval times were based on the assumption that those who work  should not think and those who think should not work.

Kasami argues that these theories were advanced by rich and propertied classes to ensure their monopolistic ownerships and control over the means of production and knowledge of production. Monopoly over such sectors would ensure in perpetuity that such classes get work done by others and appropriate the surpluses generated by such work. These educational theories inevitably create minority classes that wield the levers of power and can go on enjoying the fruits of production without working.

This kind of education, which was bequeathed unto Uganda, with the school as its principal agent, has had its obvious effects on the country's development process. In this third chapter of the study we explore the land-marks that the school has planted along the path of Uganda's development. The key focus is on how schooling relates to the country's development needs, priorities, dilemmas and prospects.

Evolution of the Curriculum and school structure

Perhaps the most contested aspect of education in Uganda has been the curriculum. Public opinion, academia and policy circles hold the curriculum to be largely responsible for much of the failures of the education system. As E.H. Nsubuga observed, it is common to note that the need for curriculum reform is a theme running through most of the proposals for improving the quality and efficiency of education in developing countries.

Ironically, the system has gone through a series of reforms in the name of addressing this same question of curriculum relevance, but the problem has never been resolved. The first educational reform was executed as a result of the Hussey Report of 1924. In this case, the new governor of Uganda, Sir Geoffrey Archer invited Eric Hussey, then in charge of education in Sudan, to come and make a survey on the educational situation.

B.P Kiwanuka gives an account of the school package during the 1930s until the early 1950s, when the de Bunsen Education Review Commission was appointed. During the mid 1930s the education structure was in the order of four years of basic education, which was offered in Elementary Vernacular Schools (E.V.S). The vernacular language was the medium of instruction. And the aim of this course was to provide some literacy in vernacular to Ugandans who would serve in various parts of the country. The course content at this level included reading, writing and arithmetic. Geography and history were taught as supplementary subjects at this level.

This elementary level was followed by a two year Lower Middle Schools and Upper Middle Schools, respectively in an ascending order. At the level of the Upper Middle Schools also ran parallel vocational institutions.


At the apex of the school system was Makerere College, established in the mid 1920s purposely to train semi-professionals like teachers, doctors, and engineers.
 The vernacular schools were transformed into primary schools  towards the beginning of the 1940s and two years were added to the original four years, making it a six year course.


According to B.P. Kiwanuka's account, the Lower Middle School became a three year Junior Secondary School and the Upper Middle School became a three year Senior Secondary School. The parallel vocational schools and teacher training institutions were also restructured to match the new school set-up.


At this point the courses offered at Makerere also adjusted to their respective years according the complexity of each. Notably the medical course took seven years. Still, Kiwanuka's documentation notes that the de Bunsen Education Review Commission of the early 1950s proposed a new structure which took effect as follows: 
Table 1
Level 
Years

Primary Course
    6

Junior Secondary
    2

Senior Secondary
    4

Intermediate Course
    2

Undergraduate Course
    3

TOTAL                             
   17 years
Kiwanuka highlights an important development which took place in British education system involving the transforming of the intermediary level into the Advanced Level, popularly known as A' Level (The High School Certificate) in the 1950s. Since Uganda’s education system was designed along the British system, in 1959, it was adjusted to fit in the shadow of its British parent system. Thus, intermediary level was scrapped and replaced with the ‘A' Level.

Many questions arise from these developments. Were these  sporadic changes an adjustment to local needs or to the needs of those who established the school system? What was happening to the young people separated by the school, from their families and the reality of their village life over the 17 years of schooling? If the education system was a replica of its British counterpart, what was the meeting point between Britain's educational needs as an already industrial society, and those of Uganda, as a pre-industrial society, living on the wits of subsistence agriculture? Was the primary purpose of exposing Ugandans to this kind of education to create manpower required by local socio-economic systems, or for systems that served the needs of Britain's modern society? In other words, what education? and for what purpose?

Once again, in 1963, following acquisition of political independence in 1962, the first independence Government appointed Professor Castle to head another educational review commission. The Castle Education Review Report of 1963 recommended changes which effected a new structure of education as follows:
Table 2
Level

Years

Primary School

  7

Secondary School

  4

Advanced Level

  2

Degree Course at Makerere

  3+

TOTAL

 16 years 

The education system was run on the premises of the 1963 Castle Review Report until 1987 when the minister of education appointed the Education Policy Review Commission(EPRC) under the leadership of Professor W. Senteza Kajubi. The commission presented a report to government, which culminated into the Government White Paper on Education, entitled Education for National Integration and Development of 1992.

In all these ensuing educational reviews, the curriculum is at the centre stage of educational concerns. The irony lies in the fact that almost a decade after the Senteza Kajubi EPRC report and the subsequent 1992 Government White Paper, whose contents actually promised to almost deal with the problem once and for all, there are more agitations against the curriculum than ever before.

Part of the answer lies in what Professor Senteza Kajubi himself remarked in 1997, almost a decade after submitting the report to the Minister of Education on January 30,1989.
 "I really do not know why our recommendations have never been made policy but I think that our work was basically to recommend and leave everything for government to implement...,"
 Kajubi remarks.

Kajubi's statement implies that Government's commitment to implementing policy recommendations is the key factor that influences the performance of education. Much of the policy options required to transform  education into a tool of personal empowerment and social development were well articulated by the Kajubi report. Likewise, the same have been re-echoed  at various fora. However, Government priorities seem to have got mixed up, often putting the last first and the first at infinite. We shall get back to the issue of prioritisation in greater detail later in this chapter.

But how valid are accusations traded against the curriculum?

A close look at the curriculum content reveals that accusations against it from the content point, of view have largely been misplaced. A comparison between the O'Level secondary school curriculum of 1982 and that proposed by the 1987 Education Policy Review Commission might help to dismiss the alleged inadequacy of the curriculum content as a basis for necessitating endless educational review commissions and revision of syllabi.

Table 3
Comparison Between 1982 O'Level Secondary School Curriculum and that Proposed by the 1987 Education Policy Review Commission
Group         1982 curriculum
1987 EPRC curriculum
I                                     Mathematics
Mathematics

Biology
Biology

Physics
Physics

Geography
Geography

Chemistry
Chemistry

History
History

II
(i)Technical subjects
Woodwork 
Woodwork

Metalwork
Metalwork

Technical Drawing
Technical Drawing

(ii)Home economics
Clothing and Textiles
Clothing and Textiles

Foods and Nutrition
Foods and Nutrition

Home Management
Home Management

________________

          Health Education

(iii)Business Studies

Short Hand
Short Hand

Typewriting/Office-      
Typewriting/Office-

practice
practice

Principles of Accounts
Principles of Accounts

Commerce
Commerce

(iv)Agriculture

Animal Husbandry
Animal Husbandry

*Crop Husbandry                                     ______________ 

Agric. Farm Machinery
Agric. Farm Machinery

(v)Art and Craft
(Not expound)
Fine Art

Commercial Art

Design Crafts

III                                  English Language
English Language

Literature in English
______________

Religious education
Religious education

Music
Music

Political education
Civics

French

German



Luganda
Ugandan and Foreign 
Kiswahili                                                  Languages


Any other language




Physical education
Physical Education
Source For 1982 curriculum: 
Syed A.H. Abidi Op cit, p.46
Source For 1987 EPRC curriculum: Gov=t White Paper on Education, 1992, p.72
 From the comparison above, one observes virtually no significant difference in the content of the two curricular. And very importantly, the government itself made an analysis that to an extent contradicts  the very action it took. Government's comment on the EPRC's report seems to acknowledge that the educational problem did not reside in the inadequacy of the curriculum, but in the way the curriculum was being implemented. In Part 146 of the Government White Paper,  Government observes thus:

Government concurs with the commission's assessment that the secondary school curriculum has been serving mainly as a mere guideline on paper, and not implemented properly in schools due to the widespread absence of the requisite facilities, equipment and personnel. For example the teaching of practical subjects has degenerated into a theoretical exercise with emphasis continuing to be placed on academic performance, neglecting the practical aspects and application of knowledge to solving problems, especially in rural areas, in industry and in social life generally.
 

This very observation points to the fact that the failure of education to produce effective agents of the required social transformation is not with the nature of the curriculum itself. The problem lies in the practice of how the curriculum is implemented. And therefore, proceeding from Government's own statement, it is illogical to begin with seeking to design another curriculum on paper before optimising the existing one by appropriate implementation.

In the same statement the government argues that failure  to implement the curriculum is due to the widespread absence of the requisite facilities, equipment and personnel. Where as this argument holds to a certain extent, it is also true that much of failure to translate the rich curricular we have had so far, lies in the disoriented attitude most stakeholders in education have towards education. It is looked at by teachers, parents, policy makers and students as a process for accessing academic qualification papers for purposes of accessing jobs supplied by the urban modern sector. TheMinistry of Education has most probably historically played the leading role in propagating this attitude by exalting examination grades and the implied academic qualifications, above the most essential rationale of education.

We might take the example of rural schools where the agriculture teacher goes through the whole syllabus without taking the students beyond the four walls of the classroom. What justification does such a teacher have in not involving the students in the actual preparation of manure for production of  vegetables for the school when half the students have animals at their homes? Or what kind of requisite facilities does such a teacher need to do that which are not locally available in that village? 

Above all, many teachers lack creativity in identifying locally available resources that can be tapped to implement  certain components of the curriculum in a practical and appropriate way. We shall examine this issue in greater detail later in this chapter under " Teaching Methods and Learning Environment"
We now turn to examinations as a limitation to the proper implementation of the existing curricular, and the role chief educationists have played in failing their own curriculum.

The Examination Ritual


It is now a common contention among academicians, politicians, social critics, social workers and private sector employers that the education system is merely examination-oriented. The peripheral modern sector, which the school system in Uganda serves, or purports  to serve, has its tenets rooted in academic qualifications, represented by certificates. And academic certificates in turn are obtained in relation to the quantity  of examinations one has endured, as well as, how well one has passed those examinations.


Aloysius Kwitonda's observation epitomizes the growing popular skepticism against the examination ritual in the following words:

...Over the years, the educational system has become so examination-oriented that the entire teaching and learning are to passing the examinations and getting good marks needed for entry to the next level of education. In the process, many other aspects of the curriculum, such as development of moral and ethical values, sound physical health, practical skills, participation in social and cultural activities, etc, get neglected, since no weight is given to these in the evaluation of students' achievements.
 

Although successive Governments in general, and educational planners in particular, have long before recognised  the poisonous effects of this examination boogie, there seems to be little or no commitment to a remedial action. The apparent commitment there is, is confined to the level of political rhetoric and sloganeering. For example, the Government White Paper on Education, 1992 rightly articulated that:
Education is dominated by examinations at all stages. Without any provision for assessment of other objectives of the curriculum, such as promotion of moral values, practical skills and participation in social and cultural activities, the teaching in schools is geared towards the achievement of good marks in examination subjects at the cost of other important educational objectives.
 


Yet, a full decade after the same Government issued the same statement, its grip on using examination grades and academic qualifications for educational assessment is growing stronger. Every year, when the Ministry of Education and Sports releases results of candidate classes, it declares the best students, schools, districts and regions, on the basis of performance in examinations sat. The scramble for examination marks is thus  started by the Ministry itself, and schools rush to grab the academic cream so declared by the custodian ministry. In turn, the public has internalised passing exams, by whichever means, as the essence of education. Once public opinion has been formed, the ministry's practice becomes a tradition, and eventually, a sacred cow of the educational culture. And that is where we are.

A random sample of articles on education, published in the two leading daily news papers in Uganda is witness to the above argument. They reveal both government and society's exaggerated emphasis on examinations and academic qualifications as a mode of assessing educational achievements. Consider Table 4 below.

The table shows that of all the 62 articles relating to the subject of education that appeared in The New Vision paper during the month of February 1997, 25 of them were concerned with examinations and academic qualifications. This represents 40.32% of the total and is the highest frequency or ratio for a single item. This was followed by articles on Universal Primary Education (UPE) with a frequency of 17, representing 27.42%
Table 4
Categorization of articles on education that appeared in The New Vision Newspaper during the month of February 1997

	Subject/Category
	    Frequency
	Percentage of Total

	Universal Pri.Educ.

School Fees             

Examinations & Academic qualifications

University Education

Financial Fraud

Teaching Methods
PTAs & Participation

Educational reforms

Early child Dev't

Life Skill Educ.

Strikes

Learning Conditions

Secondary Education

	        17

         3

        25

         2

         2

         1

         1

         1

         3

         1

         1

         2

         3
	         27.42%

          4.84%

         40.32%

          3.23%

          3.23%

          1.61%

          1.61%

          1.61%

          4.84%

          1.61%

          1.61%

          3.23%

          4.84%

	TOTAL
	      62
	         100%


In the preceding paragraphs we have already discussed the roots of this exaggerated popularisation of examinations and academic qualifications. Educational institutions will hardly admit a student on the basis of any potentials other than the academic grades scored in previous examinations sat. Likewise, employers, even government, as though tagging academic qualifications to productivity, keep inflating academic requirements as a basis for recruiting employees.


One of the issues that kept recurring in the paper during the month under analysis was the debate as to whether Local Council (LC) III chairmen and district councillors should be restricted to a minimum academic qualification of O'level (Senior Four -U.E.C-.certificate) or left free. On the one hand, President Museveni refused to assent to the bill proposing this restriction, while on the other hand, the members of parliament  insisted that this restriction is the surest measure to ensure quality leadership that can comply with the modern times.
 

The President and those who supported him on this cause presented the argument that there are several people with proven performance as progressive and good leaders who do not possess  the O'Level academic qualifications. The President therefore asserted that the country stood to lose if such a wealth of talent and experience was to be sacrificed at the alter of  academic qualification, and at the expense of community development.

Among the news articles examined, however, there is a thread of a consistent grassroots voice, albeit ignored by policy makers, which seems to suggest that the examination ritual has persisted largely because the ministry of education has locked the biggest portion of the stakeholders out of policy formulation and implementation processes. These voices were almost unanimously maintain that the academic qualifications so advocated for by the members of parliament, were of secondary importance. To them what was of ultimate importance was a leader whom they can trust and who can deliver.

One article in the sampled newspaper cites two grassroots respondents on the same issue as saying:

Let the people decide what kind of persons should represent them. We know our people and their capabilities, so I cannot understand why somebody should make it his responsibility to set O'Level, A'Level or whatever standard for our leaders
 

According to the news reporter who authored the article in question, a number of people felt like Harriet Nansikombi, the respondent quoted above. To them, the issue was not whether one is an S.4 leaver or not, but whether one is responsible
      


The second grassroots respondent, Igumba, whom the article's author interviewed, reaffirmed the same position with a life example thus: "For example, our LC III has done a lot to develop the sub-county, but he is hardly literate. Though he may be illiterate, he is an initiator

Perhaps the more important side of this development is the revelation of how the average Ugandans, who are the majority moreover, do not see the relevance of examination grades and the certificates that represent them, in their day to day life. It might as well mean that examinations have continued to be "the tail that wags the dog"(education), instead of "the dog wagging the tail", simply because the same people are often marginalised in the processes that design and direct educational policies and practice.

Without anchoring on this "participation deficiency" theory, we easily run short of explanations for the examination obsession  in spite of the fact that the masses have overtly voted against it. We ought therefore to ponder on such questions as: To what extent are parents directly involved in formulating educational macro-level policies? Beyond the PTAs and local educational politics how, in practical terms, does the voice of an average  school teacher make an input into educational policies? Are students, who are the primary consumers of education, ever consulted on issues relating to teaching methods, modes of assessment, how to make the courses more practical and what to do with the existing irrelevancies?

The researcher used a sample of the news papers to show how the examination obsession takes a popular culture position, being pioneered by the ministry of Education itself, and manifested through the media.  For example, on page 21 of The New Vision February 1, 1997 ran an article: "He skipped P.6 but scored five aggregates in P.7- Genius at JOYCE" Another article on the same page reads: "Only Twenty seven First Grades in Gulu District". Yet another one, still on the same page ran: "Iganga Pupil ranks high in P.7 examination". 

None of these articles talk  about, for example, the best pupil at performing arts, creative art and design, enterprising farming, creative poetry, leadership or sports. The reason for this omission is simple to find: The Ministry of Education and Sports has not provided room for these aspects to feature in the final assessment. Therefore, acting on the ministry's signal, schools and society pass judgement on one's educational achievement basing on the seemingly, sole performance indicator known to the ministry: academic memory and the ability to reproduce the expected.

Likewise, The New Vision of Saturday April 1, 2000, had its main headline as "Namagunga Girl Tops A'Levels". In detail, the first and second paragraphs of the article read:

Mount St. Mary's College Namagunga student topped the 1999 Uganda Advanced Certificate of Education examinations, according to the results released yesterday. Kawempe Muslim, St. Mary's Kisubi and Gayaza followed.


Pages 3 and 23 of the same paper exclusively featured to showing the best five students by school and district. What appears on the table, and of course the exclusive checklist on which the best students were determined, were the three or four examinable subjects that each student sat for, and met the expectations of the markers.

Ironically, on one side of page 23 the editors fixed a  photograph of Bashir Kadhali, the third best student in Kampala District, while at work in his salon at Kawempe. The presence of this photograph with Kadhali holding a hair-cutter, working on a customer, is an ironical questioning as to why the ministry of education ignores such important aspects as entrepreneurship and industriousness in its assessment. 

Unfortunately, an enterprise from which, most likely, Kadhali had derived the school fees or other resources he needed in school, is by implication seen by the Ministry as irrelevant to the educational process. What is education anyway? Can we say that such activities are too peripheral  to educational aims to be part of the assessment package? What role has the school played in directly helping such industrious initiative and entrepreneurial talent to develop, even during the course of schooling? Can education be a true tool of development if it continues ignoring practical things like Kadhali's salon in preference for the examination-oriented abstract theories?

Moreover, even at University level, where people are supposed to learn advanced skills of research and optimize learning how to learn, still the examinations drive the system, just like the proverbial 'tail wagging the dog'.

In his appraisal of the examination procedures at Makerere University, University don Adonia Tiberondwa observed thus:

The lecturers who set, moderate, mark and grade examinations are mere actors. They must operate within the regulations set by the university sanate. If students do not perform to the standards of the Senate, they must fail the examination, even if the lecturer who teaches them throughout the year thinks that certain students deserve to pass. This system of examination tends to encourage students to study for examinations rather than studying for knowledge. Equally, lecturers tend to teach for examinations because if very many students fail a particular lecturer's course, that lecturer cannot completely escape the blame.
   

The situation at Makerere that Tiberondwa describes is actually not confined only there. It is generally true for the  other lower levels and institutions of higher learning. It is a sector-wide crisis emanating from the examination intoxication.

Examination Fraud and the Drop-out Wastage
Not All That Glitters Is Gold

Examination Fraud
When the participation and good performance in the examination ritual, is a prerequisite for inclusion in the advantaged class, people do whatever is in their means to acquire certificates that prove their successful participation.  According to available evidence, in Uganda, not everyone who is declared to have passed examinations has actually sat for them or passed them by own wits. Examination fraud is one of the most blossoming fruits of a rigid and inefficient educational assessment system.

Peregrine Kibuuka has reflected the position of a score of academicians and social observers that:

Some students are more interested in getting grades and certificates than with the process of learning and acquiring academic skills. Such a desire, coupled with a lack of interest in the proper methods could lead students to indulge in examination leakage.

Kibuuka invokes Merton's 'Strain Theory' to explain that the dire necessity to pass examinations as the determining factor of one's future life, breeds examination fraud. He goes ahead to show that there has been examination leakages since 1971 and documents that:

In 1991 the P.L.E. leaked massively and 4,333 candidates had their results cancelled. The cancer had set in and made its most serious exposure in 1995 when...more seriously, the leakage of 1995 P.L.E. and U.C.E. provoked an outcry among the citizenry so much so that Government had to move in by suspending eight senior UNEB officials and by appointing a probe team.
  

Very importantly, the kind of action we see being taken by government in this case, is the 'symptoms approach', which has characterised problem-solving in most, if not all, sectors in Uganda. But then, what about the several cases of examination fraud that go unnoticed? Can we rule out the possibility that many people, including important government officials, have sneaked through to the apex of the education system through cheating? Is it not also possible that many would-be useful people have been suffocated and frustrated by the examination roadblock, from accessing certain positions in society? Can the anomaly of examination fraud be sustainably eliminated, by simply commissioning a probe team, while examinations still remain the sole basis on which one's educational achievement is assessed? Do examinations address the most important questions to the rationale and aims of education? Did government ask itself why people indulge in exanimation malpractice any way? In any case, what were the recommendations of the probe, and has government acted on them?


The fact that Uganda National Examinations Board (UNEB) has registered reduced examination malpractice levels over the last few years does not necessarily mean its decline. It could also mean that each coming year, the stakeholders of examination fraud in the form of teachers, parents, students, and possibly ministry officials, innovate more sophisticated social technologies for cheating examinations and go unnoticed. That is the adaptive nature of humans. Expressed in terms of Merton's Strain Theory, as Peregrine Kibuuka invokes it, when culturally approved goals cannot be attained by culturally approved means, people conform to those goals, but will resort to using non-approved means to achieve the same.
       

The School Drop-out Wastage

On the occasion of releasing the 1999 examination results of the Uganda Advanced Certificate of Education, UNEB secretary Mathew Bukenya, reported that the number of candidates had gone up by 23.2% from 30,358 in 1998, to 37,941 in 1999. Bukenya however, hastened to add that of the 37,941 registered candidates, only 35,197 actually sat for the examinations. He did not give the reasons for the failure of others to sit, nor did he comment on the possibility of an alternative mode of assessment UNEB could provide for the 2,744 candidates who missed the examinations.


This case is one of the many ways in which educational investments have been wasted by the rampant school drop-out rate. According to official statistics, trends over the last few years indicate that over 60% of those who enroll for P.1 drop out of school before reaching Senior One, while as many as 70% of those who enroll for secondary education drop out at Senior Five level.
 

The table overleaf gives a snapshot view of the high drop-out incidence at all levels of Uganda's education system. According to the statistics presented in the table,  during the period 1980-1997, a total of 11,202,267 pupils enrolled in primary One (P.1) in government-aided schools. However, they dropped out of school before reaching Senior One (S.1) at an average rate of 61.2%. In absolute terms this means that 6,855,787 pupils did not cross to secondary school.


Meanwhile, the statistics also indicate that over the same period, of those who enrolled for S1 an average of only 25.5% of them crossed over to S.5. This represents a shocking 74.5% dropout rate between S.1 and S.5. Government-aided primary schools account for 85.4% of all primary schools in the country and 57.4%of secondary students are in Government-aided schools. Moreover, according to statistics on school dropout rates and their different causes, over 55% of senior school students who dropped out of school were due to lack of school fees.
 This means that we can count less and less on the private institutions to have taken on a big number of those who were not taken on by the government aided institutions.  
Table 5: School leavers and admissions in government-aided institutions 1980-1997, showing Dropout rates at each stage
Further still, a total of 200,166 S.6 leavers was registered in Government-aided schools over the period 1980-1997. Of these, however, an average of 59% continued to Makerere University and other Government aided institutions of higher learning. Putting into account the intake of private institutions of higher learning, these figures imply that slightly below the remaining 41% dropped out of the school system at S.6 level.

These figures, being that they represent dropout rates in Government-aided schools, show that the biggest portion of public expenditure on  education is 'wasted' on school dropouts. Here  I use the word 'wasted' not in absolute sense, but to mean that by the time they drop out they have not acquired any life skills of technical or social nature to enable them optimise the benefits of the schooling they have got. 

Learning Environment, Teaching Methods and the Deadening Attitude

We want  men capable of deciding, not merely what is right in principle, but we want men capable of deciding what is right in means to accomplish what is right in principle.

(Educational philosopher, Horrace Mann)

Educational concerns in the past, and increasingly today, have tended to focus on increasing access, bridging inequality gaps, improving the efficiency of teaching systems, as measured by performance in examinations, and on improving educational management systems. While big strides have been made in these areas, the most important factors that affect the child's learning and how that learning becomes an empowering tool, have  virtually remained too poor for true education to take place.

In this part, we put emphasis on those ultimate aspects which have traditionally not been given adequate attention in educational programs. Emphasis is put on analysing how the school is a continuation of the poor learning environment, with its roots in the child's home. The poor teaching methods used in school and the attitudes built in the recipients of education, are too deadening to out-wit the good objectives of education. These issues are discussed under what the researcher has termed as "The Four-Way Omission of Education".  

The Four-Way Omission of Education

The Nurturing Omission
The human mind is the raw material for education. Its quality is in turn, a more important determinant of the gains made from educational programs, than the amount of resources invested in the educational process itself. However, this research found that, 38% of Uganda's children under the age of four are stunted, 15% of them severely stunted, and 5% wasted.
 Malnutrition can have disastrous effects on the developing brain. Paul Harrison invokes a research study carried out in Mexico, which revealed that children who had gone through periods of severe malnutrition, equally failed severely, in perception tests which are fundamental to productive work and learning abilities, than those who were well nourished. He documents that: 


They found it harder to relate sound patterns to visual ones, to distinguish the orientation of shapes in space, and to describe the path a researcher was moving their arm through while their eyes were closed.
 

 By this measure, Harrison deduces, a malnourished child is bound to become a failure at school. However, this early childhood malnutrition may, to an extent, be compensated for by stimulation. If malnutrition during the period between 20 weeks of the foetus and 2 years after birth is accompanied by lack of stimulation, it can permanently retard the development of a healthy functioning brain.
 Yet this is what largely takes place in most Ugandan homes.

Most parents do not know that the stimulation children get from them is the foundation for learning abilities. Again Harrison rightly contends that education begins at home, and that the four to (six) years (Ugandan) children spend at home, before going to school, is ample time for irreparable damage to be done.
 Else where, Harrison's study revealed that a stimulating home background can make up for 10%-20% on a child's intelligence test scores.
 In other words, the Intelligence Quotient (IQ) can be directly determined by the Emotional Quotient (EQ).

Of the six thematic areas which the Jomtien (Thailand)Education For All(EFA)  conference set, 'Expansion of Early Childhood and Development Programs', was the top priority on the agenda.

Unfortunately, while the Uganda assessment report of Education For All, 2000, revealed that Universal Primary Education increased primary school enrolment from 2.5 million children in 1996 to 6.5 million children in 2000, only a miserable 2.6%  of the Primary One new entrants had attended any form of organised Early childhood Development programme.

The Jomtien Conference knew that proper early child development  is a prerequisite for genuine and beneficial education to take place. That is why it was given priority number one. For Uganda therefore to put increase of numbers of school goers before making them ready for the true learning, is to increase the supply of poor raw materials into the production line. If anything, early child development programs ought to take the largest share of the UPE package than anything else.

By the time of this research there is no official Pre-Primary curriculum in place, effectively enforced by the Ministry of Education and Sports. The first one is in final stages of formulation. In fact, Pre-primary is not yet provided for under the current arrangement of UPE. Children are enrolled directly into P.1. For such a determinant stage of education not to have adequate government attention, is a spell of doom for the entire educational spectrum. 

A score of nursery schools recruit lower secondary school or even primary school dropouts, many times relatives of the proprietor, as teachers. But, as George J. Mouly said, "If they are to fulfill their obligation of guiding pupil growth towards desirable goals, teachers must be familiar with the principles on the basis of which desirable behavioural changes can be brought about."
 Short of this, one may easily destroy the children's cognitive, emotional and creative potential, as indeed seems to be the case in Uganda.    

The Adaptive Thinking and Creativity Omission

The teaching methods employed by teachers are key determinants of the entire learning process. In Uganda, as we have already seen, the 'examination ritual' is the guiding star of the entire school processes. As such therefore, pupils and students are tuned to a prescribed academic package, with predetermined answers. Here, rote learning is required to memorize what is taught in class and then be able to reproduce it during exams. In effect, as we have seen in Tiberondwa's analysis of Makerere university,"this system tends to encourage  students to study for examinations rather than studying for knowledge. And lecturers to teach for examinations..."    

This practice in Uganda's school processes, suppresses the learner's creative-thinking and problem-solving abilities, and  by extension, adaptive thinking. Uganda's senior educationist Senteza kajubi echoes the problem thus:




Teaching is regarding as talking and writing on the blackboard, while learning is supposed to consist of passive listening, copying from the blackboard and committing material to memory. Thus teaching and learning activities in our schools, and evaluation methods in education stress the acquisition and reproduction of information rather than knowledge and its application to real life situations.
 
With the exception of the international schools like Lincoln, Kabira, Hill Side, those under the Agha Khan educational initiative, and a few local ones which try to imitate the teaching methods of the former, generally speaking, in Uganda's classrooms, the teacher plays the "know-it-all" function. Students are reduced to mere recipients. And right from kindergarten level, majority of children will have their freedom and requirement to explore substituted with academic bombardment. 

This largely explains the lack of originality among most of Ugandans in their various industries. The celebrated musician is that who excels at miming or encroaching on the copyright of songs done by a Western musician. Business people will go in for what every body else does. And a  bulging army of jobless graduates has reached staggering proportions as deposits of diverse abundant resources remain untapped. Their creativity was  almost hammered into extinction by poor teaching methods. 

In fact for Jean Piaget, a leading educational psychologist:


The aims of education were intellectual and moral autonomy. Autonomy means the ability to govern oneself. Moral autonomy is achieved through exchanging points of view regarding moral issues rather than through externally determined  rewards and punishments. Intellectual autonomy comes through constructing knowledge from within rather than internalizing it directly from outside. Children are not pressured to arrive at "correct" answers but are encouraged to think autonomously and discover relationships on their own. Social interaction is an invaluable process in the development of intellectual autonomy. Comparing answers, judgements and hypotheses forces children to question, to evaluate and to think about what they are doing. They also remember their conclusions and learn about the process of problem solving.

Perhaps it is Arthur W. Combs who puts it in more succinct terms when he asserts that: "When teachers permit children to be what they are and not just what teachers want them to become, openness to experience and self-directed moving into learning are possible."
 Yet, what we see in Uganda's education is the direct  opposite of what Combs is talking about. 

 
The Talent Discovery and Development Omission

The researcher used a video documentary on career guidance (NESCAA Uprooting Poverty: A Root Cause Approach) featuring 6 students from Gayaza High School and the school's careers teacher; students from Buddo Senior Secondary School and their careers teacher and students from Trinity College Nabbingo and their careers teacher. According to the voices of the mentioned characters during interviews, the omission of children's talents in preference for academic theories is a major cause of post-school agony, among the educated and school dropouts. In fact, while being interviewed, one girl in her S.5 at Gayaza high school broke down into tears as she exclaimed:





By the time you live school you have so much up here(pointing at her forehead, with visible anguish), but you can't do anything with yourself (paused for a moment as her voice trembled, then she continued). So like, we need solutions, real solutions.

These are words from a student in one of the top 3 secondary schools in the country, by standards of academic performance, as normally measured by examinations. She is most likely assured of scoring enough points to join the university. But can this compensate for the feeling of emptiness she harbours? Can she ever forgive a system which she considers to have lured her into settling for the least in the name of "the best"? Even if she scored distinctions in all the examinable subjects, will this be the actualization of her full natural potential? If she stumbles on a professional course, as shall be determined by the university selection officials, rather than herself, will she be committed to the ethics of that profession, or simply, to her survival, as she holds society to pay for the sins of disorienting her?

Fletcher's definition of 'development' which we examined in the second chapter, highlighted "the actualization of an implicit potentiality" as the substance of development. Fletcher's emphasis was on efficiency with which societies make possible the actualization of their human potential. And we also saw that Gustavo Esteva finds a meeting point with  Fletcher, when he focuses on development as a process by which the potentialities of an object or organism are released until it reaches its natural, complete full-fledged form. Gustavo is particularly keen on actualising the natural potentialities and insists that any form of change that does not fulfill this program is not "development" but an "anomaly."

Gustavo's "anomaly" directly applies to Uganda's school process. Principally, it is known that education ought to start from the known moving towards the unknown, where, among others, the child is the known, and the unknown being the child's implicit potentialities. The educational process then ought to  be directed towards helping the child to manifest those potentialities, and then put in place those learning facilities that permit the actualisation of those potentialities. In other words, education is meant to function as a refinery through which people's natural potentialities are developed into productive skills. And this should be the basis for gainful specialisation.

The reverse again happens in Uganda's schools. Instead, what takes place, those natural potentialities are more often than not, suppressed and replaced with the academic theories, excellence in which is seen as the path to high pay employment in the modern wage (salary) sector. Even if one's potentialities had the prospects of creating a thousand jobs, such possibilities are sacrificed at the alter of  misdirected schooling, mistaken for education. 

Worse still, because the options are narrowed by the school, many do actually strive and excel at the enterprise of de-programming their potentialities to create enough space for the academic gymnastics. But this is not without a cost. As a result, the country is witnessing misplaced specialization of its human resource, leading to low productivity and abuse of work ethics, even among the 'educated'. Many people find themselves in certain  professional fields, not so much by their own design, but by educational accidents and magic of the academic gymnastics.  

 The situation is more tragic for the 60% who drop out between P.1 and S.1 and the 70% who do so between S.1 and S.5, before reaching "specialization" level, which is normally after S.6. These are at double loss. Depending on the level one drops out,  they will have gone through bouts of de-programming, and will rarely be able to have useful traces of the potentialities they had at pre-school and early school stage. Much of such potentialities has been replaced by the academic theories, under the catalyst of the deadening attitude. Unfortunately, by the time of dropping out these theories are not quite useful, for they lack the "heavy-enough" certificates to back up acquisition of a salary job, the sole direction in which the school orients the attitudes of its victims.

Seven of the ten students at Uganda Martyrs University whom the researcher held a focus group discussion with, said they knew what their talents were, while three pleaded that they did not have any talent. In general the highlighted talents include: Making friends; counselling; swimming; drama; assertiveness; music; netball; constructive criticism; lawn tennis; football; netball; and smiling.

Asked as to whether the primary and secondary schools they had attended ever paid much attention to their talents, only one of them answered yes. That was netball. The reason they gave was that the timetable was too tight to allow for concentration on these "extra-curricular activities". Indeed this is te term schools use to refer to these natural talent-oriented activities. Meaning activities that are of an external nature or not part of the  main curriculum, or rather, of secondary importance!

To what extent are the school processes geared towards identifying and fitting the curricular and teaching methods to  develop people's natural talents into possible areas of specialisation?, is a question that might give a clue to the unemployment and poverty solutions. 

The Career Guidance and Counselling Omission

Again, during the focus group discussion with the ten students from Uganda Martyrs university, it came out that what is considered as career guidance in most schools is to inform students which subject combinations to choose, and which courses those subject combinations lead to at tertiary level. In effect, career guidance has, by this measure, been reduced to "combination" guidance. 

In other words, the school is busy stereotyping children, directing them to what they should do rather than helping them to explore what they can do. By defining for people what they should  do, you do away with any possibilities for creative imagination, which is the foundation for invention. 

Then, in a move that many schools think will make a break with this approach, the ministry of education, under the Minimum Requirements document, requires schools to have a careers day periodically. On this day, persons from different professions talk to students on how they can follow in their footsteps to "success".


But still, this is to do the same old stereotyping, albeit, in a different way. If you use as the "norm" the same engineers who have failed to invent technology that answers Uganda's needs,  doctors and pharmacists who still rely on imported malaria drugs, teachers who still rely on foreign text books to teach about Uganda's agriculture, social workers who rely on social assessment techniques invented in the World Bank's Washington air-conditioned offices, to address problems in rural Kalangala, then that is not the sort of career guidance that a developing Uganda needs. Most times these role models are identified on the basis of their high-paying jobs (which popular perception equates to career success), not because  they have an innovative track record or invented something new. Yet what Uganda needs is not a duplication of the same kind of perfect photocopiers of what  has already been done. Uganda needs young people who will invoke lateral thinking to invent beneficial new things and new ways of doing things.

This requires that children be helped to optimize their potential through using an exploratory rather than a prescriptive  career guidance approach. Career guidance specialist, Eli Ginzberg, has emphasized that: "Occupational choice is a lifelong process of decision making...The individual remains the prime mover"
 And as Herman Peters puts it:


The counsellor's role is not merely to assist clients in making particular career choices but to help them learn a method for making such choices. If occupational choice is a life long process, then it seems logical to teach young people  a way they can do it themselves for the rest of their lives.

Herman Peters' concern seems to arise out of such fundamental questions as: What if the market of given role models on which students based their career choices falls or becomes obsolete? How are they supposed to adjust their careers well if instead of teaching them how to make career choices you simply presented to them a range of show cases to choose from and emulate? Yet such an approach as Herman Peters is proposing is hardly found in Ugandan schools.

Likewise, information is lacking relating to educational institutions where one can acquire training to enhance given talents. The researcher was asked by a female student of Mugwanya Summit College, Kyengera, which institution she could go to if she wanted to train as a private detective, a potential she had seen in herself. The researcher did not have any knowledge about it. Previously, the student had asked some of her teachers but they simply discouraged her. Such misdirection comes about due to lack of access to vital information relating to careers.

In  summary, we will illustrate the reasons why education has not worked for Uganda with of the "Short-Circuited Wheel of Education". The Short-circuited Wheel of Education as opposed to the "Complete Wheel of Education", represents an educational process characterised by incompatible and incomplete components of varying nature, which render the wheel unable to rotate as it ought to. This short-circuited wheel represents the current education system in Uganda.

On the other hand, the Complete Wheel of Education represents an ideal system that features a holistic approach to education, with various complementary components, collectively forming a smooth, even-edged wheel that is capable of rotating continuously. The continuous rotation also represents education as a continuous learning process, whose initial stages are greatly facilitated by the school, but not limited to school processes and academic endeavours.
Figure 3



 The Short-Circuited Wheel of Education                                                                                                                                                                                                                             




Characteristics                                                                                                                           -Wheel has uneven edge, so cannot rotate                                                                                  - Disconnected components (incompatible)                                                                                - Education equated to schooling                                                                                                - Life-long learning is thwarted                                                                                                   - Emphasises what school products should do                                                                            - Suffocates talents, self-esteem, encourages                                                                                 artificial specialisation 

                           The Complete Wheel of Education







Characteristics                                                                                                              - Wheel is well balanced with even edge and can                                                                          continuously rotate.                                                                                                                  - Facilitates continuous/life-long learning.                                                                                 - Develops among school products the potential                                                                           to explore and exploit what they can do rather                                                                           than prescribing what they should do.                                                                                      - Optimises talents, self-esteem and appropriate                                                                            specialisation.     






Education and Development Strategies: Misplaced Priorities
Education is certainly the determinant of the entire development process. And if you want to understand a people's educational system you do not necessarily need to visit their libraries. You simply need to look at how they do what they do, how they feel about themselves and others and the things around them, what ideals they live their lives for, and how they actually live that life.

As we have noted in Chapters One and Two of this study, Uganda, like most poor countries has been made to believe that rapid expansion of schooling opportunities will be the key to national development. Successive post-colonial governments have consistently accused the education system of being an instrument of neo-colonial exploitation. 

Beyond these accusations however, little has been done to change it. Now thirty-eight years down the road of independence, the same governments continue to show a growing commitment to educational expenditure, without significant changes in the very system they have rightly condemned. The view of this research is that the Four-Way Omission which we have discussed, holds the password to true education. Without educational programs focussing on those four areas, increases in educational investments have historically proven, and will continue to be wasted expenditures.

Here below, we examine educational expenditures over the decades. What these national budgetary allocations say is that if education has failed to function as tool of development, it  is not because governments have starved it. Rather, it is simply because there is something wrong with the investment priorities within the education sector. The preconditions for its proper functioning have been ignored in preference for quantitative supply of schooling. 

According to the Ministry of Education and Sports 1999 school headcount results, there was a total of 427,492 students distributed in 1633 schools across the country. Of these 245,513 (57.4%) were in Government-aided secondary schools.

Moreover, recent developments also show that with the implementation of Universal Primary Education, primary school enrolment has radically increased from 2.5 million pupils in 1996 to 6.5 million pupils in 2000. Currently, education's share of Governments recurrent  expenditure stands at 33% and projections  of the Education Sector Investment Plan (ESIP) predict a growing government expenditure on education.

The big question, however, is whether the theoretical grounds, on which such growing investment options have been historically based, are actually valid. Have we seen education dully combatting unemployment as the theoretical justifications of educational investment promised? If we have spent lots of monies on increasing armies of impractical graduates who are rapidly swelling the jobless lot, in the midst of abundant unexploited resources, must we simply increase the supply of the same educational menu without prior fundamental changes? Do we see a reduction in inequalities, abject poverty, powerlessness and apathy? Are we seeing a significant leap in the industrialization impetus, as a result of local initiative? Do we see a better image of the human development indicators? Or in short, did we get our development strategies right?

In 1985 Micheal Todaro wrote:


After almost three decades of rapidly expanding enrolment and hundreds of billions of dollars of educational expenditure, the plight of the average citizen of Asia, Africa and Latin America seems little improved. Absolute poverty is chronic  and pervasive. Economic  disparities between rich and poor  widen with each passing year. Unemployment and underemployment have reached staggering proportions, with the "educated" increasingly swelling the ranks of those without jobs.

Fifteen years away, Todaro's observation seems to be growing more valid for Uganda than ever before. Yet, faith in educational expansion has caught a new fire. And justifiably so, it is based on the economic principle shared by all the world's nations, as articulated by Frederick H. Harbison thus: 
  

Human beings are the active agents who accumulate capital, exploit natural resources, build social economic and political organizations and carry forward national development. Clearly, a country which is unable to develop the skills and knowledge of its people and utilize them effectively in national economy will be unable to develop anything else.

This sounds like a celebrated economist's curse upon Uganda. And in that "curse" is embedded the explanation for failure of educational investments to yield the assumed impact on development. Harbison's remarks rightly imply that it is one thing for a country to develop skills and knowledge of its people, and quite another, to be able to utilize them effectively in national economy. This in turn raises lead questions: which knowledge? Which skills?

Development Strategies over the years

Successive post-colonial governments have, with good intention been putting in place development strategies with the ultimate aim of reducing poverty and promoting sustainable economic development. But they all seem to have ignored the most important aspect: the nature of the education system and its influence on, especially the attitude of the population. And as a result, to use Wolfgang Sachs' analysis, as we saw in chapter two, almost four decades after independence, the government and citizens alike, still have their eyes fixed on the light of  "development" flashing just as far as ever; every effort and every sacrifice is justified in reaching the goal, but the light keeps on receding into the dark.

 During the second half of the 1960s, it was hoped that the import substitution strategy would take root and soon spill into increased ability to export to the rest of the East African Economic community.
 But this did not work. Even Amin's move for primitive accumulation through expelling the Asians and giving their business property to Ugandans did not help to thrust them into sustainable enterprise. 

The World Bank's Structural Adjustment Programmes which have found maturity during the NRM era, were actually first introduced in the early 1980s during Obote II government, but did not take root due to political instability then.
 Now, under the NRM  Economic Recovery Program, liberalization has been successfully implemented since 1987. The macroeconomic results are plausibly vivid, most outstanding of which is a conspicuous 6.0% average annual economic growth rate over the last half of the 1990s.

Yet, despite all these strides, 55% of the population lives on less than $1 per day and 80% of the rural poor live in absolute poverty.
 Unemployment and underemployment are big factors fuelling this crisis. The economy is currently going through hard balance of payments and terms of trade trends. And of course the reason is simply due to decreasing production, which is in turn influenced by the low resource productivity. Liberalization which promised to solve the unemployment problem has been overwhelmed by the wildly growing numbers of those without jobs.

Government, with the support of local and international development agencies has put in place various safety nets to  save this situation. But one by one, these safety nets prove not workable and unsustainable, so they pack and go after a lot of funds have been wasted on them. The late 1980s and early 1990s saw Poverty Alleviation Program for Social Costs of Adjustment (PAPSCA), which as the name suggests, was meant to be a shock absorber for the "side effects" of the Structural Adjustment programs on the poor. Sooner than later, it proved unworkable.

During early 1990s, 'Entandikwa' scheme was started. The analysis behind this scheme was that people are poor because they lack financial capital. Hence the scheme was designed to bridge this gap by issuing loans to poor people at county level. It did not work. And this is in addition to over 500 indigenous Non-Governmental Organizations registered to tackle poverty from different angles. And now there is a renewed commitment through the Poverty Eradication Action Programme, which represents a sector-wide approach to the poverty dilemma.

But if poverty eradication has been central in all governments' development agenda, why is it not taking place?
Schooling and Unemployment: thread of the poverty web
Perhaps the most conspicuous post-modernist critique of education is most pronounced in the area of the rising unemployment of the graduate and the school dropout. In it, is manifested the venomous edge of confusing schooling with education, and it offers a clear clue on how poverty in Uganda is begotten and nurtured.

Equally important, the predicament of Uganda is not because millions of children of school-going age never see the face of a blackboard. Instead, as the World Bank's Education Sector group has noted,"too many more are enrolled but learning little. The result is that far too many people in developing countries do not have the foundation skills required to survive - let alone, to thrive, in our complex, competitive world"

In the same document, the World Bank also concedes that many children in school receive teaching of low quality, based on an out-moded and inappropriate curriculum. And that the result is poor achievement scores and unemployed graduates with the wrong skills.
 

In all the poverty-oriented endeavours, as identified in the foregoing section, one important aspect has been ignored. That is, that poverty in Uganda is basically a psychological construct and for that matter, a disease of the mind, not a result of material deprivation. Therefore solutions to it must be related to the processes that influence people's perceptions and orient their psyche. One question that has not been well answered is: why are people poor? Or to begin with, what is poverty?

President Museveni rightly identified the gist of the problem in his address to the nation during the NRM 14th Anniversary in February 2000. He registered his disappointment over the fact that after providing the requisite infrastructure, productivity in many areas of the country has hardly improved, citing the case of Bushenyi district. In conclusion, he noted that "the greatest constraint rural farmers face is attitudinal."
 But the president limited the scope of his conclusion. It is the conviction of this study that 'wrong attitude' is the country-wide cause of poverty and its associated evils.

Although the president has identified this problem, just like many other analysts and policy-makers, he has tended to be caught up in the "modernization trap" and therefore, to get diverted from the real problem. Inkle's modernization theory believes in the school as the modernizing institution, charged with the purpose of instilling modern values, stimulating modern behavior among the school products, and have them recruited to work for modern industries (which, in Uganda's case, are imported from modern societies-the West). See Inkel's Modernization model below.
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This modernization model, along which the modern school concept is constructed, is fallacious in logic and practice when applied to Uganda's situation. Inkel argues that society cannot  hope to develop until the majority of its population holds modern values.
 The school is identified as the principal agent in charge of the process that socializes modern values.

 Ironically, President Museveni confirmed the "Modernization  trap" on October 8, 1999, when he promised to join job seekers to demonstrate against the wild graduate unemployment rate in the country. According to the President's analysis, "it is the bureaucrats and politicians who are responsible for this unemployment" because they tend to delay, or even frustrate the authorization of foreign investors who would create jobs for Ugandans.

From the President's position it is clear that Government's strategy  for employment creation is NOT to give young people an education that empowers them to create their own jobs. Far from that, Government's strategy, as embodied in the President's own words, is to boost the "impetus for attraction of foreign  investment in the country."
 To a reasonable extent, in government's strategies lies the seal of unemployment and poverty. Even if all other policy packages are perfect, the educational policy is poor enough to undo the goodness in other policies. For even rat poison is 99% wheat, it is the 1% that kills. 

 
But what makes the contradictions in Government policy even more apparent is when, at the same occasion, the president turned  around to tell graduands to go to the villages and help farmers to actualize the Agriculture Modernization Program. Do we really expect them to go to the villages to get involved in small "non-modern" jobs they have created by themselves? Did the school prepare their attitudes and skills for that?

The real thorn in the flesh is that the school has tended to reduce education from a life-long learning process to a mere institutionalized learning, only proven by bearing certificates. It conditions its victims to become employees in the modern sector, which is basically an employee sector. It is a sector where potential workers have been trained to take instructions not initiative. Ronald Dore argues that in this case "those who get certificates and jobs will have learned the virtues of punctuality, regularity, hard work, conformity to regulations and obedience to the instructions of superiors".

Dore interrogates the effectiveness of such conditioning for people who are supposedly going to be charged with the administration and management of bureaucracies and the task of modernizing their society. Dore specifically asks:"What about imagination, creativity, honesty, curiosity and determination to get to the bottom of things, the desire to do a good job for its own sake?" Yet, by and large these are attributes the qualification-oriented schooling omits.

Finally, Dore poses two lead questions bent on a logical conclusion on the mal-functional nature of the kind of schooling we have in Uganda:(a) Is it surprising that the frustrations of unemployed school leavers and university graduates have not proved to be that fructifying kind of tension that breeds the successful entrepreneurs? (b) Is it any wonder, then, that the products of this kind of schooling are not, when cooled out of their modern sector hopes and settled back on their farms, notably more innovative and successful farmers than those who have not been to school?

But even if all the graduates were to get employed by the foreign investors as the president would like to see, this will not help Uganda to actualize its potential. For beyond the exploitative wages, Ugandans cannot benefit from the current industrialization drive. Not because industrialization is bad in itself, but because Ugandans are too paralysed by the education system, to play on equal footing with the foreign investors. 

Shamefully, one of the major incentives that Uganda Investment Authority uses to woe foreign investors is the "cheap labour force". Is government just proud that its labour force is cheap, as an important economic development strategy, and is therefore hesitant to reverse it through concrete educational reforms?

Metaphorically, David W'orr emphasizes that the modern education system which has successfully replaced indigenous forms of education throughout the world, prepares students almost exclusively for an urban existence, and dependence on fossil fuel and global trade.

What can be deduced from W'orr's remarks for Uganda's case is that much of the effort and attempt to produce urban-oriented graduates is wasted on increasing the unemployment incidence. This is because of the high dropout rate and the unavailability of enough activities in the urban modern sector to occupy every school graduate. And  since 89% of the population is rural-based, and basically relying on a subsistence economy, these school products who have been prepared for the modern sector are largely irrelevant to the economy.

Therefore by this very vice, the school enterprise bears an even bigger cost. It creates an unnecessary, destructive dualism: graduates or school dropouts who have been exclusively fed on attitudes and values based on Western social and economic systems, and yet in the real world of work(after school), they have to adjust to the reality of an African economy. An economy still dominated by a host of African values, social structures and production systems.

This makes Inkel's assumed "economic development", supposedly effected by schooling, to be inapplicable in Uganda's case. Instead, in this case, the ensuing dualism becomes a factor of underdevelopment. To that effect the school product is a dismantled piece of would-be agent of production. He is instead, psychologically rendered a disabled and a chronic parasite. He is destined to use the misplaced skills, attitudes, values and knowledge acquired in school to siphon what the non-schooled or less-schooled produce, just like a vampire.

In effect, this crisis is manifested in millions of youth, a whole generation lost in the jungle. Highly schooled, yet not educated, well read, but not learned. Ambitious, yet without any worthwhile goals. African, yet pretend to be different. Humans, yet behave like beasts. Meant to be domestic but find more comfort on city streets; meant to be agents of continuity but prefer to be traders of sex.

In the face of these developments, it remains very questionable whether the education we know in Uganda is the surest way to get a quality and optimally productive human resource. Is this education an answer to the unemployment problem or a causative ingredient of the same? The theory and reality continue to stagger in two contrasting worlds apart.  

This argument even makes more sense when looked at from the perspective of Harbison's remarks: "A country which is unable to develop the skills and knowledge of its people and utilize them effectively in national economy will be unable to develop anything else."

We have also seen earlier that the current school processes kill the self esteem of children, suppress their creativity and innovativeness. Consequently, they are meant to believe that they cannot do anything on their own. Hence we cannot utilize them effectively in national development, and by implication Uganda  cannot develop anything else. As we saw in Cater Woodson's  contention, "if you determine what a man shall think, you do not have to concern yourself about what he will do". Foreigners come and exploit what Ugandans have failed to, not because they have more money but because they are more innovative with positive thinking, high self-esteem, have clear goals, optimistic and committed to continuous learning in life. These are qualities the Ugandan school, and society by extension, never cultivates among the schoolers.

The statistical significance of this argument is simple. Since Uganda's illiteracy rate stands at 38%, it means that most likely over 50% of Ugandans have attended school and have gone through the same deadening processes. This is a number big enough to cramp the economy, as is indeed the case.

As non-governmental organizations do their best to solve poverty-related problems in communities, the school keeps supplying more of the disoriented young people in form of jobless dropouts and graduates. This means that even those NGOs are using a symptoms approach and they have to keep around all the time as long as the school keeps disorienting more and sending them to the villages. Hence, not even the approach of NGOs is sustainable, as long as they keep ignoring the school and its processes.

UPE: Moving in the shadow of global targets

As articulated by the Minister of Education and Sports,
 the implementation of Universal Primary Education in Uganda has its  roots in the 1990 Jomtiem (Thailand) Conference on Education For All (EFA), which set the target of education for all by the year 2000.

This is just an example of how poor countries are banded together, as though they have identically the same problems, needs and priorities. For Uganda's case, it is not questionable that too many children of school going age were not going to school before the introduction of UPE in 1997. This is evidenced by the 4 million post-UPE enrollment rise. However, there are important issues arising out of UPE's timing. Was Uganda's immediate educational priority that of expansion of education or first, making education compliant to existing needs so that eventually, any shilling invested in expansion through UPE, is sure to yield optimum private and social benefits? Given  the fact that UPE is funded by donor money, how sustainable is the program over the medium term and long-term? If under the current system even university graduates are not adequately empowered with life skills, what chances does UPE stand to function as a true tool of empowerment, as it is said on the policy papers? 

Conclusion 
In this chapter we have been concerned with using different types of data and ordinary life experiences in Uganda to analyse the education system and its relationship with the nature of human resource in the country, and by extension, the nature and pace of economic growth. By "getting out of the circle" of conventional survey methods, we have been enabled to capture  a little more insights on educational practice in the country. Much as some of the data collection methods used in this study may not be water-tight in efficiency and scientific inquiry, they have helped to bring out certain important issues, which are normally overlooked when doing studies of education. The findings of this study bring into picture the evidence that if the data collection methods used in this research are well developed, they can be useful in a more detailed study,  can by helping to amplify crucial aspects of the education system that need more and urgent attention  if education is to effectively play its role as  a tool of development. 

The major lesson learned from the chapter's findings has been capsuled in the "Four-way omission of education" theory. The conclusive position derived from this theory is that sustainable development is that sustainable development cannot take place in Uganda if the operating educational philosophy and practice remain the way they are currently.

In chapter four that follows, we use these findings as discussed in this chapter, as the basis for ensuing discussion. Chapter four  will propose and discuss recommendations on the possible measures that can be taken by stakeholders in the educational enterprise, to fix the problems, challenges and dilemmas identified in this chapter. Again on the basis of this chapter's findings, the following chapter will construct general conclusions to the entire study. These will highlight the major lessons learned in the study and what they mean for Uganda.
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CHAPTER FOUR
TOWARDS EDUCATION FOR SUSTAINABLE DEVELOPMENT
It is a shame that each new generation must find the way to success by trial and error when the principles are really clear-cut.
(Andrew Carnegie)

Introduction 
This chapter is based on the popular dictum: "from their mistakes, wise people learn the wisdom for their future". Despite the many weaknesses we have identified in the education system, there are immense opportunities for better performance, if only we can learn from past experiences and commit energies to better ways of doing things. Zie Gariyo has cited an indicative saying that "even a rotten tomato is useful. For surely within the inside of the rotten tomato are the seeds for its renewal. You only need to plant them on fertile ground, and they will germinate and produce more tomatoes until the next season."
 In this chapter we explore possibilities on how to use the existing system to get better results.

It is not the intention of this study to give prescriptions of "what should work" in terms of specific curriculum or syllabi. Neither do we claim to prescribe panacea, which will offer absolute answers to the educational dilemmas, and challenges we have examined. For to do that would be to degenerate into an ideology. 

Nevertheless, our proposals will still focus on the crucial educational principles, which have been omitted in Uganda's education system, rendering it both inadequate and ineffective. Likewise, we would like to offer remedial recommendations to the diversionary methods that have been adopted into the system, which make it more destructive than constructive. Those principles have already been identified in the previous chapter, especially under the Four-way Omission of Education and the Wheel of Education. 

However, we restrict ourselves to a broad framework of possible practical ways in which education in Uganda can be redirected in light of those principles, and how the existing diversionary methods can be eliminated. We draw from the experiences of other countries on given issues to consolidate the route-map for Uganda's path towards education for sustainable development.

Improve Quality Before Expanding Access

The most urgent of all priorities are educational reforms geared towards better quality. As we have discussed in the previous chapter, and especially looking at Psacharopoulos' checklist under the cost-benefit paradigm, our short-term priorities will have to choose between quality and quantity. Drawing from a global experience, the World Bank has noted that:

There is little point in expanding access unless there is reasonable quality. If people are not gaining the knowledge, skills and values they need, resources invested in teaching and learning are wasted

In the same spirit, the World Bank  identifies as one of the 'key' errors' of the past: 

Failing to place enough emphasis on the quality  of teaching and on learning 

outcomes... Or on expanding physical infrastructure without adequate concern 

for the activities and policies that determine learning out comes.

Official reports about the education sector are largely concerned with the growing number of children accessing schooling, the amount of money invested in education, and the number of classrooms constructed over a given period
. Although these are very important indicators they have tended to overshadow the ultimate indicator: "learning outcomes". If the renewed commitment to educational investment is to be profitable, there is an urgent need for stakeholders, especially Government, to move away from measuring educational success in terms of radical expansion and physical infrastructure to the learning outcomes. For it is these that influence the productivity of the school products. As we have seen under the four-way omission, the increasing numbers of school goers under the existing educational processes might mean exposure of more children to a 'disorienting' education. 

Therefore, learning from the World Bank's revised approach, we would like  to propose a shift from "hardware" to "software". This reflects the growing realization that physical expansion by itself does not lead to sustainable and good educational outcomes.
 Government might have to suspend the expansion campaign to first commit adequate resources to improving the quality of education at all levels. Even the proposed establishment of a secondary school in each sub-county which is underway will not yield the projected results if educational quality is not given the first priority. The principal focus ought to be put on the appropriateness of knowledge, skills, values and attitudes that learners acquire from school at any particular stage. When this is achieved, then we can be sure that any extra resources that will, in the future be invested in educational expansion, will be optimally productive. Otherwise, it is very likely that resources currently being invested will not achieve the desirable outcomes.

A Participatory Approach to Educational Planning

As already discussed under "the examination ritual" in chapter three, limited participation of the various stakeholders in policy formulation and in the practice of education is a leading bottleneck for education in Uganda. Otherwise we have seen in this study that the ordinary people, the teachers, and very importantly, the students know where the weakness lie and how to eliminate them. But these groups have no effective channels to make an influential input into policy decisions.

 In order to avoid any elitist or rubber stamp policy processes, the direct consumers of educational programmes, both current students and school graduates or dropouts, should be regularly consulted on different issues. This may necessitate District Education Offices to compile input of students' bodies pertaining specific issues, from each school in the district. The same should apply for teachers and parents' bodies. This information will represent the real felt problems and needs in the annual Educational Statistical abstract, and should be a key guide for educational policies.

There ought to be deep-cutting sector wide participatory studies to reveal the popular concerns of various stakeholders in education and corresponding recommendations. The recently completed Uganda Participatory Poverty Assessment study carried out by the Government was basically limited to Universal Primary Education. Of the nine pages dedicated to educational analysis, only one paragraph talks about education, and even then it is limited to barriers to access. Then on page 79, a table of analysis which features community recommendations, talks about adult literacy and higher education. Elsewhere, these issues do not feature in the report. The entire remaining part is about UPE.

There is thus need for a more open-minded participatory assessment of education involving all levels and types and relevance to societal needs. This is one important way how  the country can design and embark on more useful educational reforms. Participatory studies in education should also be in position to generate ideas on how mechanisms a broad-based policy planning, implementation and monitoring framework  can be put in place.

The theme of UPPAP 2000 was "Learning From The Poor". But in the proposed intensive participatory assessment of education we recommend that it should not be a mere listening to the voices of the "poor" or the citizenry. It should be a more interactive learning process of consultation. For we cannot take at face value the insights and recommendations of the "poor". They will say what they feel they want. But a genuine consultation process will also give opportunity to the technical people to share their experiences derived from a wide exposure with various categories of stakeholders. This technical experience is vital in shaping the attitudes, perceptions and orientation of stakeholders because is based on a wealth of insights and many possibilities generated from the benefit of wide exposure, which the  ordinary people may lack. 

The point of emphasis is that the technical people should not sit back and wait for the study reports from the field and interpret them then come up with policy recommendations. The various stakeholders need to share the insights of the technical people, just as the technical people need to understand those of the ordinary people. It should be a process of mutual education/learning more than just an information gathering exercise. 

At the level of higher learning students and employers should be involved in designing courses and evaluating them. This will ensure that course contents, instructional methods and  modes of assessment are compliant with the changing learning needs and dictates of the job market. 

Dismantling the Examination Ritual
In the "Background to the Budget" 2000/01 the part on education read:

During 1999/00 the Teacher Development and Management Systems (TDMS) programme for in-service training was expanded. However, delays in the completion of various construction activities have put this programme behind schedule. Meanwhile, 22 out of 66 Primary Teachers Colleges (PTCs) have been rationalised as an efficiency measure. It is hoped that this rationalisation, which has enabled better funding of the remaining colleges will result in improved exam results, (In 1998/99 only 55% of students passed the exams). The Teacher Education Department has conducted a study to develop a holistic national plan for teacher development. It is expected that this will better link the curriculum of primary teacher training with pupil learning achievements and difficulties in schools.

Despite the expressed public disappointment with Government's obsession with examinations, this statement shows how the ministry's faith in examinations as the measure of learning achievements is growing stronger. However, in order mitigate such crises as we have discussed in chapter three, there is need to put in place assessment instruments that enable integral development of the whole person. Such  methods, unlike the current examination method, must consider that true education entails actualization of one's potentialities and beneficial assessment ought to be open to diverse potentialities, not just limited to academics. For example there should be room to consider the entrepreneurial abilities of Kadhali the Solon boy whom we saw in chapter three while assessing his educational achievements. The ministry's focal emphasis on examinations is too narrow to allow true education to take place. Or put differently, it is too deadening to create an empowered and optimally productive human resource.

Career Guidance, Exploratory Learning and Entrepreneurial Orientation

Vocationalization of Primary and Secondary Education is the hot issue on Uganda's educational agenda. However, even the successful implementation of this component also risks becoming a hoax. The major premise on which this option is based is to enable school products create their own jobs. But, although this research did not come up with exact figures, general observation has shown that even products from the existing vocational schools come out as job seekers, just like their counterparts from other educational institutions. Neither is it uncommon for many of them to degenerate into different forms of underemployment. In some cases they completely abandon their vocational orientation out of desperation.

The major reason is that vocational courses, like any other courses, even in universities are taught without a practical entrepreneurial orientation. Few graduates will be in position to convert the acquired knowledge and skills into an enterprise. As suggested in the "Complete Wheel of Education" in the previous chapter, an exploratory and entrepreneurial orientation to all learning across the entire school process should be incorporated. All subjects at all levels should be taught with the view of enabling students to creatively explore how such subjects can practically be gainfully tapped to bridge missing links in society on a profitable basis. For example, Biology/Agriculture, at a very basic level, can have a very lucrative business orientation if one looked at medicinal herbs, ornamental plants, dried foodstuffs etc.

If students are, as a necessity of practical assessment, required to develop simple business plans, this will offer a solution to the unemployment crisis. Mere vocationalization has not effectively worked and will not work without developing the entrepreneurial culture.

Educational institutions should use an integrated approach in teaching the different courses. Treating business studies as if business is transacted in a society devoid of social sciences, psychology, physics, chemistry, fine art or medicine, distorts the reality of life and limits people's creativity for investment possibilities. Although all disciplines cannot be taught, teachers should encourage students to be widely informed, thus paving way for life-long learning as a necessity for success in any career in the new global society. It should be a chance for learning how to learn.

Educational institutions need to put emphasis on stimulating creativity among the learners and rewarding that creativity in all disciplines. This will be achieved through a multi-pronged approach involving the entire spectrum of all stakeholders in education. Students should be encouraged to go an extra mile in innovating new ways of doing and looking at things in a bid to raise solutions to impending or existing problems in society or to bridge missing links. Such creativity should be rewarded by counting it as part of the student's educational assessment,  even when it is outside the examinable curriculum. Still, such creativity should be given public recognition and where possible promoted through facilitation for further development. Stakeholders should find a way of putting in place a fund for this purpose.

Specifically, at University level, promoting this kind of creativity is vital for the generation of new technologies, social systems and approaches geared towards social progress. Students at this level should be required to produce such innovative ideas and followed up to make sure they are implemented. This will not only make education more interesting but also more relevant to the learners' talents and to social needs.

One of the key catalysts of creativity is exposure. Most schools in Uganda take the classroom as the sole learning place. There is a need to change the approach by encouraging schools to give their children guided exposure to a variety of life situations within and outside their communities. This, when well directed, has a double advantage of  helping students to learn how other people elsewhere have fixed certain problems and to identify possible entrepreneurial opportunities that they can tap.

Considering the mobility limitations that many schools are likely to be faced with in this endeavour, the ministry of education and the private sector should embark on producing visual aids in form of cinemas. While these may play a substitute to tours they also provide a wide range of exposure from different parts of the globe and country at very minimal costs. Likewise, the ministry should translate much of the lessons into visual aids for better assimilation to students. For example Geography about Uganda can be taught on the basis of a series of video or cinema compacts.

Private educational institutions which have the means should be encouraged to harness the benefits of the  Information and Communication Technology revolution by being part of the  global network. This is also an important tool for exposing students and stimulating their creativity.

As we noted in Chapter Three, concrete career guidance and counselling is lacking in majority of the schools in the country. A shift from the "combination guidance" is a must if education is to produce a fully empowered and confident human resource. Going by Kenneth B Hoyt's definition, "Career is the totality of work one does in his or her lifetime".
 This definition gives the sense of career being a way of life. Because it is actually something that one spends a life for. Students must therefore be well prepared considering their other life aspects and not just their academic performance and therefore the professional line they are likely to pursue as determined by academic performance. This requires that there should be constant guidance to match the changing feelings, opinions, insights, dreams and unfolding abilities of students. Career guidance is a thing that deals with emotions as well as with reason. Hence, this study recommends that there should be a full time career counsellor attached to each school. Each student should have a file in this department and the counsellor should be available to attend to students needs on demand. Such a person should preferably be a Psychologist, well trained in career education or any relevant field.

These career counsellors will help young people to focus on what they can do for their future basing on objective considerations, rather than merely fantasizing. It will enable them to set realistic goals and a commitment to those goals. This is a prerequisite to beneficial manpower development as a function of education.

Teacher Training and Early Childhood Development

We saw under the "Nutrition and Nurturing omission" that once the child's brain, which is the raw material of education, is affected by malnutrition and lack of stimulation, then proper education is thwarted. Government's budget for universal primary education and health should, with keen interest, be focussed on the early child development programmes, perhaps even more than getting numbers into schools. Campaigns which are currently running in the media,  without household outreach programmes will not achieve much. Just as Muchakamchaka was given vigilant commitment, so should these programmes. For it is the decisive factor for the country's future and whether the other investments injected in the economy will yield trade-offs in the medium and long term. Improving the child's physical and mental readiness to learn is a crucial component in ensuring quality education. 

Similarly, teacher education should be revised to reflect the system's shift from the examination oriented position towards comprehensive human-centred learning for actualising people's potentialities. Without hindering the private educational institutions, Pre-primary and Early primary school teachers must satisfy requirements of requisite knowledge of the country's educational philosophy and the psychology of child development and learning. This is intended to ensure that children's self-esteem, creativity, exploratory learning and intellectual development is built without foregoing cherished social values. Universities should be encouraged to promote Early Childhood Studies (ECS) as a policy for attaining a well developed human resource.

In this study we have not handled teacher education in details due to the limited scope. However, assessments are available to show that teacher education is one of the problematic areas in Uganda's education system. The teachers colleges have traditionally enrolled "failures" to train as teachers. Those who fail to get enough grades to Universities are the ones selected to  go to the teachers colleges. Secondly, although the current Government has tried to improve on the conditions under which teachers work, they still leave a lot to be desired. A case of National Teachers' College, Nkozi reveals that students do not have enough seats and space in lecture rooms. For residential accommodation, many of them are housed in abandoned coffee factories, with leaking roofs and without proper floor. Internally, the open spaced buildings are separated by papyrus mats to create cubicles. In average terms, the environment provides sub-human conditions of living. These factors combined cannot facilitate production of effective and efficient teachers who will be exemplary to learners. If quality education is to be achieved, teachers' conditions in training institutions and at work must be upgraded.  
School As Part of the Community and Educational Quality Control

The Citizenship and Service Education (Case) programme of Rutgers University in United States of America offers an insight on how to make Uganda's school relevant to the surrounding community. The programme matches the students' skills to the needs of central New Jersey community that the university serves. It was born out of the concern that university learning had become cut off from the community at large.

To break the growing gap between the school and community in Uganda, there must be a deliberate policy requiring students to offer service in one form or another to communities. From an educational perspective, this ensures that the theories students learn in school are checked and developed from being mere information into real life experience knowledge. It also builds their confidence in what they are learning while at the same time doing away with the dichotomy of the abstract school that creates misfits and the world of Uganda's reality.

As analysts have increasingly proposed, there is need to change the pedagogical approaches at all levels of education in order to integrate the school in the reality of the wider community. Articulating this need, Bernard Onyango, former Academic Registrar of Makerere University, underscored the University's challenge as being:

The task of rehabilitating its curricula to meet needs for development in today's Uganda. In the Medical School the aim now is to train a medical practitioner who is community based and whose curriculum is not only pathology and surgery but preventive medicine backed by sociology and psychology and who has spent a lot of training time in rural centres. In Agriculture and Veterinary Medicine the University now must aim to produce a farmer and not a administrator or a laboratory technician. This way Makerere hopes to produce manpower related to the development needs of Uganda.

Just like this proposal was put forth in 1991, many such good proposals have been suggested but their implementation has been sluggish, and in most cases they have been completely ignored. There is need for concerted efforts among various stakeholders to adopt such approaches that will help to integrate the schools in the communities. 

Very importantly also, in the context of a liberalized economy, society should be empowered to hold educational investors responsible for the nature and quality of their products. Cases such as that cited in chapter One where the Vice Chancellor of Makerere University claims that the failure of its graduates has nothing to do with the university should be avoided. Employers, parents and students should be in constant check to ensure that  institutions of higher learning adjust their programmes according to emerging job market needs. Actually a legal framework can be developed along these lines to ensure protection of the educational consumers rights, just like any other product consumers. United Kingdom's Quality Assurance Agency (QAA) might give an insight on how to go about it. Without such checks and balances educational institutions will continue to focus on the profit motive while squandering public resources and time.

Equally important, Government and NGO programmes, like those under the modernization of agriculture, immunization, water and sanitation, adult literacy etc. should be integrated in school programmes. While it helps to reduce manpower costs it also helps to make sure that the ideals addressed by such programmes are actually adopted by the young generation such that with time there will not be need to spend on them since every school product will be acquainted with them. It is the critical path to sustainable development.

NGOs, Human, Rights and Poverty Eradication Initiatives
From the discussion in the preceding chapters, we can deduce that any development initiative that ignores what takes place in the eduction system is doomed to fail, no matter how much is invested in it. In fact Benjamin Disraeli said of Britain 130 years ago that: "Upon the education of the people of this country, the fate of this country depends"
. The same words are equally relevant for Uganda. Poverty cannot be eradicated if the education system keeps disorienting people as it is doing now. Non-Governmental organizations, and sometimes Government, are particularly focused on preferential options for different disadvantaged groups like the youth, women, farmers, street children, the girl child and the rural poor as a development strategy. While some of these initiatives have achieved goods results they cannot offer sustainable solutions to those problems. For as a given number of people are helped out of the problem, there are more people with the same problem arising in the population. As we have seen the different ways in which the school disorients people, the same school is in constant supply of such who will need assistance from the NGOs. 

Much of Governments' assistance towards such programmes, as well as the resources used by the various NGOs, are provided by foreign sources, and are therefore not reliable and sustainable. The best solution to socio-economic problems therefore, is not to borrow or beg in order to provide for the disadvantaged groups. The solution lies in empowering the population to tap the locally available resources to generate enough for every body. Education is responsible for this. Hence, development initiatives ought to put emphasis on putting in place an education system that plays this role. When this is done there will be less disadvantaged groups because people will now be empowered to produce and provide for their needs instead of being condemned to chronic begging.

Zie Gariyo expressed this succinctly when he wrote:

Uganda is not an island. It is part of a larger global economy. We are dependent for 53% of our budget on foreign funds in form of grants and loans. Only 47% is internally derived from domestic resources. If the foreign resources are not there, the growth rate would go into minus. The country is also unable to participate effectively in the global economy. We are still an import dependent country. The president was lamenting about our inability to export. The problem is not export markets. The real problem is that even if we struck export deals, we would never fulfil them.
 
Gariyo's argument is actually consolidated by the report by Gerald Ssendaula, Minister of Finance, Planning and Economic Development, when in October 2000, he reported that export earnings in 1999/2000 were $113 million lower than in 1998/99, a fall of nearly 21%. Ssendaula attributed  this fall to the problems in the coffee industry. He articulated that World coffee prices in 1999/2000 were lower by 25% in Dollar terms, compared to the previous year.
 Without dismissing the statistics and reasons behind them, this clearly shows how the country has failed to creatively harness its resourcefulness to diversify the economy, which makes it highly vulnerable of the vagaries of world market fluctuations. It is because the human resource is of poor quality. By implication, to develop sustainable solutions to this kind of economic disadvantage, the education system, which determines the quality of the human resource, must be checked first.

Following Gariyo's recommendations, we must turn to our human capacity to generate our economic development. No other resource is as important as the human resource. But he hastens to warn that, "UPE candidates will soon be on street seeking for further education and work. They are not well trained  to join the labour market and could easily slide back into illiteracy, thus laying to waste the massive investments." In this  very statement lies Gariyo's advocacy for educational reform to be the top priority on the economic development agenda of every Development Agency. If not, resources invested in the existing education and other poverty-oriented programmes risk being wasted.

Likewise, one cannot talk of Human Rights to people who are not empowered in themselves. People whose self-esteem has been systematically paralysed in school. Hence, there is need for human rights agencies too, to devote part of their energies and resources to educational reform geared towards attaining true education that empowers people to take charge of their rights, as opposed to the existing schooling described in this study.

In this study we suggest that the medium and long-term strategies to a self-sustaining economy should focus on providing to Ugandans an education that concretely empowers them to harness their inner potentials and environment. If every citizen is enabled to actualize one's potentials, it will be possible to reach levels of optimum productivity of all sectors. When this optimum productivity of the human resource is backed by sharp fall in the dependence ratio,  it is possible to have enough savings available for further investments.

A common saying runs that "democracy respects the organised". But poor people can hardly be organized. Their concerns are with basic survival. Hence preaching human rights to poor people is abstract rhetoric. First, they are not well informed because they lack access to necessary information because of their poverty. Secondly, by the very fact of their poverty they feel inadequate and powerless to claim their rights. These two vices leave the poor people vulnerable to manipulation in different ways. By this measure, even organizations working for human rights cannot achieve sustainable goals because of the rampant poverty that looms across the country.

It is therefore important to look back to the causes of poverty. In a free society a people's conditions of life are determined by their behaviour and practices. Behaviour and practices are in turn determined by the attitudes and values a people cherish. But values and attitudes are also determined by how people perceive things. Yet perceptions are determined by the nature, range and depth of information they are exposed to (what they know and to what depth). And these aspects of information depend on the channels of access available and what kind of information those channels can provide. In modern education where the school is the major source of information meant to shape the attitudes and values of the population, which in turn are shaped by people's  perceptions, it becomes important for all development workers to be concerned first with what takes place in the school. It is here that  social problems emanate and solutions to them hatched.

Since in the preceding chapters we have already identified the weaknesses within the school system, which cause poverty and related social ills, Non Governmental Organizations  that seek sustainable solutions to social problems must embark on advocacy for educational reforms that address those weaknesses. Ultimately, it is here that battles for social and economic justice are won and lost.

This position is consolidated by Professor Harbison's remarks which we saw in the previous chapter, when he contends that:

Human resources...constitute the ultimate basis for wealth of nations. Capital and natural resources are passive factors of production; human beings are the active agents who accumulate capital, exploit natural resources, build social, economic and political organizations, and carry forward national development. Clearly, a country which is unable to develop the skills and knowledge of its people and to utilize them effectively in the national economy will be unable to develop anything else.

And surely, if education is the process charged with developing the human resource, then efforts to develop anything else ought to focus of the education system. Failure to do that risks being a symptoms approach.

The School as a Unit of Production
We have also seen that on average people spend almost half of their life time in school. And all this time they are not productive, so their general subsistence and sustenance in school  is met through parasitic relationships. If primary enrolment alone accounts for about 30% of the total population, this points at a very high dependence ratio. Schools must innovate ways of becoming units of production and actually participate in the competitive market place like any other enterprises. For example, Mengo Primary School in Kampala is well known for producing  quality furniture for sale to various institutions. St. Lawrence Citizens High School, Kampala also runs a programme where students meet their own school fees or a part thereof, through taking part in the construction of the school buildings. Such a move reduces the dependence incidence and prepare students for the real world of work. 

Universities and other institutions of higher learning can take a similar move on both manual and intellectual product markets. The service industry in Uganda is still largely underdeveloped and this is an area of enormous potential. The administration and teaching staff of these institutions can help students to establish consultancy firms and operate them along profitable parameters.

Those particular courses which can be easily converted into material out puts like literary works for Mass Communication or Literature should help students to form associations that enable them to produce for the market. Publishing is another lucrative industry that is not yet well tapped in Uganda. Partly it is because the population has a low reading culture. But still it is the role of professionals in this area to innovate ways in which that desirable reading culture can be cultivated. If students are helped to look at the entrepreneurial aspect of their courses while still in school, they can be able to earn through  the school's initiative and will be paid from their work as they study. In this potential talents will be promoted while at the same time cutting on the dependence incidence on families and the public purse.   

If the culture of the school as a unit of production takes root, it will in turn stimulate creative exploitation of the abundant untapped resources in the country. For example, a lot of plastic waste litters around the country without being recycled. If students of technology  have a micro-project for recycling such materials to produce goods like household items or materials for industrial use, the waste will then be put to use. Likewise, students of Marketing establish marketing bureaus through which they may take advantage of the information high way to do international marketing for a wide range of Uganda's products like crafts, foodstuffs, literary works, performing arts and tourist sites. 

Promote Distance Learning 

Experiences from India and the University of South Africa(UNISA) has shown that distance learning has a great potential to boost people's learning chances without necessarily interfering with their working schedule. Distance learning in Uganda should be used to offer a second chance to school dropouts of all levels to, not only develop their productivity skills, but also to climb the ladder of academic qualifications. For example those who drop out due to financial constraints after sitting senior Four can be helped to study for their A'level on distance learning, especially in the field of Arts. This will see many useful people rise to greater heights without interrupting their economic activities. In fact after facing the real world, the ideas of such persons are a very important in put into the world of academics. This could see an educational revolution in Uganda.

To facilitate this arrangement there should be established community libraries in different canters of the country. Encourage experience-oriented learning  from other parts of the country and the world through videolized materials, audio aids and tours where possible.

Conclusion 
What we have proposed in this chapter is not an exhaustive list of policy guide that must be followed as a matter of gospel truth. The areas mentioned above simply represent  proposals being recommended by this study. Of course there are many other necessary measures that can be taken and need to be taken in the pursuit of the required educational reforms which do not feature among these recommendations. However, this study considers  the proposals discussed above to be of paramount importance, and some of them, prerequisites  for a genuinely empowering education to take place. These recommendations have been based on the educational challenges and dilemmas in Uganda as identified and discussed in the third chapter.

However, the study recognizes that these proposals cannot all be implemented at ago and with immediate effect. Nevertheless, the first step towards considering them on the agenda is to subject them to discussion in different sections of the stakeholders. This process will enable us to sort out what works and under what conditions, as well as to identify the processes and resources needed to actualize those that shall be determined worthy and possible in our circumstances.

Finally, we will adopt figure 2 as used by the World Bank's Education Sector Group  to summarize the key aspects of a desirable education system towards which all the recommendations made in this chapter are geared. It is a model the group has used to illustrate how different components and resources in educational processes interact to produce good education outcomes. 

Figure 2: What Makes For Good Education Outcomes?
General Conclusion of the Study
By no means does this research offer an exhaustive analysis of the topic. As partly identified in the Limitations of the Study, there are a number of aspects that have been left out, which for that matter, are enough to prevent us from giving absolute conclusions on this study topic. Nevertheless, there are crucial revelations that the study has made, on which we can base to derive indicative conclusions. Possibly, these can be used as a basis for pursuing further inquiry into the topic.

Deducing from what we have discussed, education cannot be over-emphasized as the very core of the entire development process. It is the ultimate determinant of the people's capacity to exploit the environment in order to meet their needs. If something goes wrong with the education system, everything in society will go wrong. By implication therefore, a people's conditions of life reflect the nature of their education system. For it is the tool with which members of society are socialised into certain perceptions, values and attitudes. That system has determined how they think about themselves and others, how they do whatever they do and the ideals they live for. Just like we have expressed this central position of education in the problem tree that features in the preface to this study, the World Bank has coined the following model, putting education in a similar position. See figure below.

Figure 3:
The Importance of Education
Source: World Bank's Education Sector Strategy, 1999.
However, we have also seen, as David Gribble observed, that conventional school organisation seems designed to produce superficially competent people, who, underneath, are self-interested, ruthless, frustrated, cautious, obedient, timid conformists; they will be complacent about approved achievements and easily humiliated by public failure; they will have spent so much time at school struggling to acquire knowledge that does not  interest them and skills that are irrelevant to them that they will probably have lost all confidence in the value of their own true interests and talents. They will be people who don't care much about others, because most other people never seemed to care much about them.

The study based on the findings summarized in the characteristics expressed in the foregoing paragraph to conclude that sustainable development cannot be achieved if the existing education system continues without fundamental reforms. And more emphatically we also deduce that development programmes that seek to solve social and economic problems, but continue to ignore what takes place in the education system, can only offer solutions to the symptoms. In the fourth chapter we highlighted some of the key issues that need to be addressed if education is to play its role effectively as a tool of personal empowerment and social development. And in doing so, we borrow the World Bank's model of 'what makes for good education outcomes' to illustrate the proposed recommendations.

Finally, let us borrow the words of David Gribble to describe the kind of education outcomes that we expect to get from the true education that this study advocates for:

Ideal school-leavers would be literate and numerate, of course, but they would also be happy, considerate, honest, enthusiastic, tolerant, self-confident, well-informed, articulate,  practical, co-operative, flexible, creative, individual, determined people who knew what their talents and interests were, had enjoyed developing them, and intended to make good use of them. They would be people who cared for others 
because they had been cared for themselves.

Current commitment to educational expansion, especially under Universal Primary Education (UPE), will not necessarily lead to development, or even improvement in human conditions of individual beneficiaries. If such efforts are to bear plausible results, they ought to be largely complemented by educational reforms geared towards a redefinition of the operating educational philosophy and  policy, which in turn direct educational practice. Educational outcomes rather than processes and mere figures, ought to be the yard-stick for assessing educational programmes. Otherwise, the hopes raised by increased investment in education might turn out to be an illusion instead of the solution it promised to be. 
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