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1. Introduction 
 

“The children of Sierra Leone, many of whom have 
suffered unimaginable atrocities during the war, 

deserve a bright future— 
a future of hope. It is their right” 

(MEST 2007: vii). 
 

 



 6

The Sierra Leone conflict has been over for five years now but the children are still 

victims of its devastation.  The above quote is a motivation for this study because children, as 

well as the rest of Sierra Leoneans, do deserve better conditions of life, a better education, and a 

better future. By looking at how pedagogical training influences quality of education in Sierra 

Leone, this study aims at coming up with suggestions for improvement in order to ameliorate 

children’s prospects for a better future. 

 

1.1. The Problem 
In the 1990’s Sierra Leone experienced a decade-long civil war which left behind 

damaged social, economic and physical institutions. The educational system was highly affected 

by the war: school infrastructures were destroyed, qualified and trained teachers fled the country 

and children were psychologically and physically traumatized (World Bank, 2007). Today, as a 

consequence of the war Sierra Leone faces many other obstacles that impede access to a high-

quality education. Among these, it is worth mentioning that only 40% of primary teachers and 

55% of secondary teachers have training and a qualification for teaching (UNESCO 2005). There 

is a shortage of approximately 30 thousand teachers in Sierra Leone (UNESCO, 2006) and there 

is an urgent need to train educators and to build awareness about emerging issues (Jones, 2002) 

such as gender parity, HIV/AIDS, peace education and conflict prevention. In addition there is a 

need to improve the standards of education which are currently very low.  

 

1.2. Objectives 
With a focus on the case of Sierra Leone, the aim of this research is to contribute to the 

existing knowledge about the relationship between pedagogical training and quality of education 

in a post-conflict setting. In order to do so, the following central research question and sub-

questions will attempt to be answered:  

 
How does Pedagogical Training contribute to the quality of  

Primary Education in post-conflict Sierra Leone? 
 
Sub-questions 
1) What skills are teachers obtaining from the practice aspect of pedagogical training? 
2) What can we learn from different actors’ perceptions of quality of education? 
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3) What educational reforms are being implemented as strategies belonging to post-conflict 
development? 

 
To answer these questions, the main theoretical debates are presented, and the 

perceptions of local educational stakeholders on these concepts are discussed. On the one hand, 

the theory chapters state that some researchers view education in quantitative ways. Others 

analyze it by looking into qualitative indicators, and some analyze it using a combination of both 

qualitative and quantitative indicators. Three main aspects of quality of education are looked into 

in this study: the indicators of quality of education, the processes of teaching and learning, and 

the social context of education. On the other hand, Sierra Leonean educationists provided their 

personal views on pedagogical training and teaching skills, quality of education, and current 

educational reforms. Recommendations, based on the current literature and gathered data, are 

provided in hopes of guiding policy makers on how to improve certain aspects of the quality of 

education, and on how to make training of teachers more relevant for post-conflict development.  

 

1.3. Relevance 
It is important to mention that this research is undertaken as an assignment for 

Educational International (http://www.ei-ie.org/en/index.php). Educational International (EI) is 

the largest global union federation representing more than 30 million teachers and education 

workers. Education International is composed of 348 member organizations working for pre-

school to university levels in 169 countries, including the Sierra Leone Teachers Union. This 

organization supports the development of solidarity, democratic and mutual cooperation 

practices for educators worldwide. For this reason, EI supported this research to see what the 

current conditions of educators are, and to understand to what extent education can contribute to 

post-conflict development in Sierra Leone.   

Furthermore, an African country was selected under the topic of investigation because in 

general, the African education systems are relatively weak. In Africa, educators are unlikely to 

meet international educational goals, most foreign aid towards education is found, and 

dependence on aid is apparently increasing (Samoff 2005). Sierra Leone presents an academic 

challenge in itself since working conditions in the field are poor, there is hardly any reliable 

statistical data available, and very little academic literature is found related to this study. At the 
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same time, Sierra Leone is also a social challenge in that it has the potential of strengthening its 

public services and meeting national objectives and international goals.  

In the past few years there has been a heated debate over allocating research opportunities 

and resources to secondary versus primary schools. Some researchers argue that more attention 

should be paid to secondary schools since “pressure to expand secondary schooling has been 

growing rapidly in much of sub-Saharan Africa, partly as a result of unsatisfied demand for 

places as primary schooling is universalized” (Lewin and Sayed 2005:1). Others believe that 

primary education needs to be the main focus for educationists and policy makers since the 

expansion of enrollments, as a consequence of free education policies, have deteriorated the 

quality of learning (UNESCO/BREDA 2007). According to Lewin and Stuart (n/a) “policy on 

primary teacher education is fragmented, incomplete and more often than not, simply 

underdeveloped.” This explains why this paper will study primary level education.  

In addition, this study is relevant because the Sierra Leone Teachers Union (SLTU) is 

looking for ways to safeguard the quality of educators. The union notes with great concern that 

the introductions of policy measures, such as free primary education, distance training programs, 

and decentralization initiatives in the area of teacher training, are considered to be detrimental to 

the overall quality of the teacher training. Subsequently, these measures are also detrimental to 

the quality of the teacher, once in class. 

 

1.4. Thesis Set-up 
In the introduction, the concepts under investigation are presented such as pedagogical 

training, quality of education, and post-conflict development. Additionally, the country under 

investigation is introduced, as well as the problem, objectives and relevance of the study. 

Chapter two deals with the background of Sierra Leone; its general aspects are presented 

as well as the civil conflict and its consequences. Also, the post-war country’s educational 

system and its shortcomings are described. 

The Methodology chapter introduces the instruments for data collection techniques, as 

well as the research questions. The study’s epistemology, theoretical perspective, methodology, 

and methods are explained. A conceptual diagram is used to illustrate the main concepts, 

elements, actors, and relationships in this study. Sections on sample, data analysis, difficulties as 

a researcher, credibility matters, and limitations of the study are also found in this chapter. 
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The theoretical framework is found in chapters four and five. Chapter four presents the 

main concepts and related theoretical debates on quality of primary education. The functional 

approach is described and different aspects of quality of education explained. Literature on 

quality of education embedded in post-conflict settings is also introduced. Chapter five present 

the main concepts and related theoretical debates on teacher training. The concept of pedagogical 

training is introduced. There is also a section on teacher training in sub-Sahara and another one 

on teacher practices. How to reinvent the teaching profession is also included, as well as a 

section on teacher training in post-conflict contexts. 

 Chapters six and seven contain the empirical findings. Chapter six presents the statistical 

findings and the perception analysis on local stakeholders about Sierra Leone’s quality of 

primary education. Chapter seven discusses the perception analysis on pedagogical training in 

Sierra Leone. 

Lastly, chapter eight states the conclusions of this study. The three sub-questions and the 

main research question above are answered based on the findings on chapters six and seven in 

connection with the theory presented in chapters four and five. Some recommendations are also 

suggested to enhance the educational quality in Sierra Leone which could have further relevance 

in any other country with similar social, economical and political background. 

 

2. Background of Sierra Leone 
 

2.1. Sierra Leone at a Glance: General Aspects 

2.1.1. Geographic Description 
Sierra Leone, a former British colony, is located on the Southwest coast of West Africa and has a 

population of about five million people. It is a small country of approximately 74,000 square kilometers. 

Sierra Leone is characterized for having two dominant seasons: the rainy season goes from May to 

November with July and August experiencing the heaviest rains, and the dry season lasts from 

December to April (MEST 2007). Both seasons bring about difficulties to local people; transportation 

becomes an issue due to flooded roads during the rainy season and, dry, hot days make it unbearable to 

work in the field or study in classrooms.  
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2.1.2. Language and Religion 
Sierra Leone is composed by different ethnicities; their inhabitants speak various languages and 

practice diverse religions. While English is the official language of the country, Krio stands as the lingua 

franca. There are a total of thirteen African languages, but two thirds of Sierra Leoneans speak either 

Temne or Mende. Traditional religions and customs are practiced, however, “Islam and Christianity are 

widely practiced and educational institutions sponsored by both religions abound” (MEST 2007: 3). 

 

2.1.3. Administration 
Sierra Leone is divided into the Northern, Southern, Eastern and Western region. It has 13 

districts and 149 chiefdoms. The capital city, Freetown, is located in the Western area. According to the 

WORLD BANK (2007) the most vital post-conflict governmental reform was that of decentralizing and 

reestablishing local governments. At the moment there are 19 local councils and in 2004 the first local 

government elections, after the war, took place. 

This research took part mainly in Freetown as well as in the Eastern Province of Kenema (see 

map below marked in red circles). Freetown was chosen as a research site because the main institutions 

and organizations involved in this study are found there such as the ministry of education, international 

organizations, the teachers union, etc…At the same time, Kenema, which is the third largest city in 

Sierra Leone was chosen because it is one of the areas most affected from the war. Reasons for that are 

its proximity to Liberia and the strong presence of the mining industry in this province. Henceforth, 

these two locations can provide an interesting perspective of the current Sierra Leone’s educational 

system. 
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Source: http://wwp.greenwichmeantime.com/time-zone/africa/sierra-leone/map.htm (Feb. 2008) 

 

2.1.4. Economic Situation and Financing  
Poverty is still a significant concern: “years of political instability and mismanagement have 

meant that the economic development of the country is limited and the majority of people are very poor” 

(World Bank: 17). SL falls way below the Sub-Saharan GNI with a GNI/cap of 200USD (World Bank 

2007). SL is at the bottom of the UNDP Human Development Index. 26% of the population lives under 

the food/extreme poverty line and 70% falls under the full poverty line. It is estimated that the average 

poor household’s total expenditure falls almost thirty percent below the amount required to meet Sierra 

Leoneans basic needs. As most developing countries, poverty levels in SL are higher in rural areas than 

in urban cities; that is, 80% of people are poor in the countryside whereas 54% of people are poor in 

cities. Exceptionally, urban areas around Freetown have poverty levels that equal the national average of 

70% (World Bank 2007).  

36% of SL’s GDP comes from agriculture; this sector is the main support of the economy under 

which 70% of the rural population is employed. 80% of farmers cultivate rice, making it the most 

important crop; nevertheless, cassava, sweet potatoes, coco yams, and plantains are also intensive crops 

in SL. Mining of Rutile, Gold, Bauxite, and Diamonds also significantly contributes to the country’s 

economy; yet, the smuggling of gold and diamonds has seriously jeopardized the growth of the economy 

(MEST 2007). 
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2.1.5. Health related issues 
This West-African county, according to MEST (2007), has one of the lowest life expectancy 

rates wherein the average life expectancy is approximately ten years shorter than other African countries 

and about twenty-five years shorter than the rest of the world. Life expectancy is 39 years for men and 

42 years for women (WORLD BANK 2007). Malaria is still the first cause of death in SL and 

HIV/AIDS’ rates are low at the moment but, could rapidly increase if awareness is not shortly 

implemented (MEST 2007). MEST (2007) also argues that school-based health services pressingly need 

to be introduced.  

 

2.2. The 1991-2002 Conflict and its Consequences 
 

Sierra Leone went through a civil war, between 1991 and 2001, wherein most of the social, 

economic, and physical infrastructures were destroyed (World Bank, 2007). It came to an end thanks to 

the 1999 Lome Peace Agreement followed by UN peacekeeping support, and a declaration of peace in 

2002. The causes to the conflict, according to the Sierra Leone’s TRC (Truth and Reconciliation) 

Overview (2003) have to do with bad governance, corruption, and the denial of human rights. It is also 

argued in this document that the operation of diamonds was not the cause of the conflict, instead, the 

fuel of it: “diamonds were used by most of the armed factions to finance and support their war efforts” 

(2003) This decade-long brutal conflict left behind fifty thousand casualties, two million people 

displaced, approximately one hundred thousand people mutilated and about two hundred and fifty 

thousand raped women. In august 2007 Sierra Leone went through its third round of presidential and 

parliamentary elections in hopes for decentralized sustainable democracy and development (World Bank 

2007). 

The war left behind disturbing costs: infrastructures, businesses, and social values were 

destroyed. People were left to survive with 38 cents USD a day and around two million people were 

displaced. After the war, a strong economic boom was experienced wherein income increased to an 

annual average of 220 USD per person by 2005. International actors took part in reconstructing basic 

services such as schools, sanitation facilities, health clinics, and markets; primary school enrollment, for 

example, increased 149% since 1999 (World Bank 2007). 
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2.3. Education 

2.3.1. Education in the Colonial and post-independe nce era 
Sierra Leone’s education can be tracked down to the 18th century with the establishment of the 

colony for freed slaves. In 1808 SL became a British Crown Colony and education was handed to 

Christian missions. By 1840 these missions have established twenty-eight primary schools in the 

country. The British system was used in schools and “was used as a way to control social change” 

(MEST 2007: 5). Even though the Church Missionary Society was the main mission body because it 

was supported by the British Government, other Christian and Muslim missions were able to open their 

own schools and provided formal education in the nation (MEST 2007). 

Sierra Leone became independent in 1961 and, at the time, the urban middle class benefited from 

the education system that resembled, and was inherited from the British. This system worked in the 

following manner: smart, middle class students would be encouraged to attend tertiary education and 

later on would get a government position. At this time, mission schools still ran their schools but, 

slowly, the government started to play a bigger role in this sector. As a result, many actions were taken 

and policies were developed which led to an increase of enrollments; such policies were: the Education 

Act 1965, the White Paper on Education 1970, the Education Review 1976, the 1989 Taskforce Report, 

and the New Education Action Plan 1994/95. These reports stated, amongst other things, that the 

education system was now under the control of the Ministry of Education. Also, the 6334 system was 

introduced in 1993 with the hopes to extend the technical/education areas as well as the Basic Education 

Certificate Examination (BECE) (MEST). Unfortunately, the 1992 military coup and later on civil war 

affected all public services including the education sector. For this reason is that all the mentioned above 

initiatives were put in hold. In 2007, nevertheless, the Education Sector Plan was implemented by the 

Ministry of Education, Science and Technology and it covers the years from 2007 to 2015. 

 

2.3.2. Financing Education  
As for education, according to the World Bank (2007: 2) “the ingredient that has most 

contributed to the revitalization and rapid recovery of the Sierra Leonean education system is the 

government’s commitment to it”; that is, it is argued that the Government of Sierra Leone has dedicated 

to improving the quality of education at all levels and achieving international goals. This effort can bee 
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seen when looking at the present figures wherein 19% of the total government expenditure was 

attributed to the education sector during the years 2001 to 2004. The World Bank states that 35% of the 

total spending in education is represented by domestic public funding, 22% comes from donor 

contributions, and 44% from households. During this period, the World Bank, the African Development 

Bank, and the EU were the largest multilateral donors, having UK, Germany and Norway being the 

largest bilateral donors to Sierra Leone. Whereas the Government of Sierra Leone states that households, 

at primary level, finance 50% of the total recurrent spending and at secondary level they finance up to 

60% (MEST 2007). 

 

2.3.3. PRSP and MDGs 
The PRSP and MDGs are focusing on alleviating the poverty situation in Sierra Leone and 

improving educational standards. In the findings, related to poverty and education, the following issues 

were presented: there is famine and students go to school hungry, walk barefoot, and have no good 

uniforms, no pencils and no books. Poverty is seen, by the Ministry of Education, as a main obstacle to 

the provision of good education: there are limited facilities (no libraries in schools), children walk in 

highways to go to schools, and they are forced to work in order to sustain their families.   

Sierra Leone’s Poverty Reduction Strategy Paper (2005) is composed on three main pillars, 

which are closely inked to the Millennium Development Goals. Pillar number one focuses on promoting 

good governance, security and peace; it is linked to MDG 8. Pillar number two has to do with pro-poor 

sustainable growth for food security and job creation; linked to MDG 1 and MDG8. Lastly, there is 

pillar number three which consists on Human Development and it goes hand in hand with MDGs 2 and 

7. The latter one is relevant to this research because it prioritizes the needs of the poor in three 

categories: access to education, health and water. These provisions are seen as a way out of extreme 

poverty. As for education, “the education sector objectives are basic education for all and manpower 

development in key sectors” (PRSP 2005: xiii). These government’s initiatives, as mentioned above, go 

hand in hand with its commitment to the attainment of the MDGs achieving universal primary education 

by 2015, and the poverty reduction goals (PRSP, 2005). Basic education is seen by the government as a 

means to reduce poverty and incentive the national economic growth. The Government of Sierra Leone 

is willing to fight against the poor quality of education, the poor qualified teachers, and the lack of 

infrastructures and materials. Considering this, between 1999 and 2004 the education budget increased 

500% (GoSL, 2005). The PETS (public expenditure tracking survey assessment) claims to be doing the 



 15

right thing in that “it is focusing on the distribution of resources (primarily textbooks, teaching and 

learning materials, and drugs) critical to poverty reduction strategy and the achievement of the MDGs” 

(PETS 2007:16). Still, the PETS recommend that MEST (Ministry of Education, Science and 

Technology) needs to minimize the delay in the paying of school fees subsidies to primary school, while 

at the same time improve its accountability; MEST should incorporate a clear and transparent ways of 

distributing learning materials; the procurement and distribution of school furniture and other school 

materials needs to be devolved to district and local councils; local councils should find transparent ways 

of selecting their schools for the distribution of school furniture, and teaching and learning materials 

(PETS, 2007). 

 

 

2.4. POST WAR: Sierra Leone and Education 

2.4.1. SL: National Educational Profile 
A lot of statistical data is missing: at the ministry of education, only certain figures where 

available. At the same time, reports on SL’s educational system present various figures for the same 

indicators. Retention, Learning, Efficiency, and Resources statistics were not available. The Education 

Policy and Data Center (2007) stated that 53% of school-aged boys and 46% of girls have access to 

education; 51% of children not attending primary school are girls and 49% are boys and 83% of these 

children come from rural areas. EMIS (2007) estimated that approximately 70% of students pass their 

national examination and the Gross Enrollment Rate is of 106%. 49% of teachers are trained and 

qualified. In total, According to EMIS, the number of teachers in SL is 28,700. 

There are still many challenges to be faced by educational stakeholders in SL (Campaign for 

Good Governance, 2006).  There is still the problem of low salaries and poor conditions of service, late 

and non-payment of salaries, financial burden of extra classes, and early marriage and pregnancy 

affecting the learning and teaching processes. Poverty and corruption continue to be significant 

problems affecting the quality of education in SL. There is also the problem of how to tackle 

absenteeism, the unfairness in the promotion process, and the ineffective monitoring and evaluation 

framework (Campaign for Good Governance, 2006). 
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2.4.2. Educational Reforms and Current Challenges 
The educational reforms and the current challenges in the educational system are presented 

below. On one hand, according to the World Bank (2007), the Government of Sierra Leone has 

experienced a progress in the education sector which is reflected on the strong commitment of the 

government, the increased enrollment and access to education, the increment of primary examination 

results, and the decentralization of service delivery. On the other hand, the World Bank presents the 

damage generated to the education sector: “devastated school infrastructure, severe shortages of 

teaching materials, overcrowding in many classrooms in safer areas, displacement of teachers and delay 

in paying their salaries, frequent disruption of schooling, disorientation and psychological trauma among 

children, poor learning outcomes, weakened institutional capacity to manage the system, and a serious 

lack of information and data to plan service provision” (2007: 15). 

 Jones (2002), on his report on a workshop held on teacher development initiatives explains that 

such seminar was needed in order to deal with the negative impact that the war had on the educational 

institutions, the need to train teachers, and the need to build awareness  and sensitivity regarding certain 

topics due to the civil war, amongst other things. Some of the consequences that the war brought about 

concerning education are “school population were displaced; female teachers, pupils and heads or 

schools were maimed; other persons experienced unimaginable traumas; and some became susceptible 

to infectious diseases such as STDs and HIV/AIDS” (Jones 2002:1). This workshop recognized the 

importance of educators in the process of recovering from the war and how the government and other 

educational stakeholders give “support through training programs and/or materials development 

teaching programs or areas such as Girls education/ HIV/AIDS education, peace education, human 

rights education and the production of teaching aids and materials, lesson plans and teaching syllabus” 

(Jones 2002: 7). 

2.4.2.1. Educational Reforms 
Educational Reforms are one of the main initiatives taken by governments, multilateral donors 

and bilateral donors to initiate the rebuilding, reconstruction, and development of a war-scarred country. 

Sierra Leone is no different. Educational Legislations and Policies (1995-present) are enlisted below 

(MEST 2007); and later on, only those items relevant to this research are closely described such as the 

Education Act and the Local Government Act. This section also illustrates the many actions taken by the 

Government of Sierra Leone to improve the quality of education in the country such as the introduction 
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of the 6334 system, free primary education, long-distance education, the SABABU project, the girl-child 

program, and the decentralization process. 

 

� The New Education Policy  for SL (1995) 

� Tertiary Education Commission Act (2001) 

� The Polytechnics Act (2001) 

� The National Council for Technical, Vocational and other Academic Awards Act (2001) 

� The Education Act of 2004 

� Local Government Act (2004) 

� Universities Act (2005) 

� Moving Education Forward-Education Policy 2007 

 

The 6-3-3-4 education reform was introduced in 2002 stating the structure of the education 

system of Sierra Leone; that of 6-3-3-4. That is,  six years of primary education,  three years of junior 

secondary education, three years of secondary education/technical/or vocational, and four years of 

university or other tertiary undergraduate education (Educational Reform 2004).  

The education policy of free primary education in 2004 was seen as a way to encourage 

enrolment at that level, and at the same time, there is a need to increase the number of teachers and their 

performance serving that sector. The teacher education training and development team (2002) stated that 

it is essential for teacher training to be a vital component of the entire educational system. According to 

the team members, the new structure requires the training of sufficient quantity and quality teachers to 

the extent that the teacher-pupil ratio is decreased to 1:45, compared to approximately earlier figures of 

1:100, in order to avoid overcrowding in schools (2002). The campaign for good Governance report 

states that, related to the 2004 free primary education policy, there is evidence claiming “that great 

success can be counted in the area of enrolment of pupils (especially at the primary school level); but not 

much has been done to improve the quality of education in the schools (2006: 4) As a result of this 

policy, moreover, there was an increase of 65% of gross primary school enrollment in 1999 to 160% to 

the current date. From 2001 to 2005 the number of students passing the annual national primary school 

examination went from 21,000 to 56,000. Not only school-aged children are taking advantage of free 

universal primary education, but over-aged students, who did not attend school during the conflict, as 

well (World Bank 2007). 
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In the report on dissemination of distance education, UNICEF acknowledges the fact that there is 

a large number of unqualified and untrained teachers in primary schools and that the government is very 

concerned about this issue. A reason for such a problem is that when SL became independent there was 

a quantitative expansion of the educational system. More schools were built around the country but 

teachers were not being qualified at the same rate. Today, with the government’s measure on free 

education the number of children attending schools is increasing; however, teacher colleges are not 

capable to supply the necessary teachers to educate these pupils. This is why the Distance Education 

Program was established; so as to train untrained and unqualified teachers and have them receive the 

Teachers Certificate (UNICEF-SL (n/a)). “This program has been popular and has expanded rapidly 

over the past few years, offering good potential for enhancement of teacher knowledge and skills” 

(World Bank 2007: 8). 

Sorrie (2001) recognizes that with the introduction of free primary education, and the increase 

number of children attending schools, teacher training colleges will not be able to provide enough 

trained teachers into the field. Henceforth, the Government of Sierra Leone introduced the distance 

Education program “to upgrade serving teachers in all schools country-wide using the Teachers Colleges 

with Freetown Teachers College as the centre. Untrained and unqualified teachers who wish to be 

trained through this program, would be able to do so for the award of the Teachers Certificate (TC) on 

successful completion of the course and examinations taken by the full time college students” (Sorrie 

2001). 

The idea behind the four year SABABU project, set by UNICEF, and the SL Ministry of 

Education, Science and Technology, is to “strengthen the Teacher Education Division to establish a 

unified system for teacher in-service training and development and train 6,774 untrained and unqualified 

(untrained and unqualified) teachers” (SABABU Agreement 2004: 22).  The objective of this education 

project, concerning primary education, is to train 3,574 untrained and unqualified teachers in a four 

weeks program consisting on courses in pedagogy and six subject areas by 2007. The focus is on leaving 

behind submissive students and authoritarian teachers and instead, developing pedagogical and 

managerial skills so that the learning process can ameliorate and augment. Also, the objective is to co-

ordinate, harmonize and moderate the in-service training initiatives in Freetown as well as in the other 

twelve districts by 2007 (SABABU Agreement 2004).   

The Girls Education Support Program, in effect since 2003, was launched as “an affirmative 

action program that provides all girl pupils in the North and East regions with free junior secondary 
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schooling (MEST 2007: 6). The Girls Education Support Program is also known as the ‘girl-child 

program’. 

In 2004, the Local Government Act was implemented wherein local councils and local 

governments were established and re-incorporated the measure of decentralization in education after 

over 30 years of centralized governance. Local Councils’ main functions are to manage and control of 

council schools (district, town and city) from pre-primary to Junior Secondary School levels; to manage 

and control other government and government-assisted schools (primary to JSS), to provide school 

supervision, and to manage and control government libraries (World Bank, 2007). MEST (2007) argues 

that local councils have already taken action in influencing the education system in SL. There are the 

District Education Councils and the City/Town Councils which, is argued, by this year will take full 

control of pre-primary, primary, junior and secondary schools. Their functions, according to the 

Education Sector Plan.  include: “the recruitment and payment of teachers, the provisions of textbooks 

and teaching materials, and the rehabilitation and construction of schools” (MEST 2007: 11). This 

policy is highly linked to the SL’s PRSP because the government is making a clear effort “to develop a 

distribution of resources that would ensure equity in access and opportunity for all children” (World 

Bank 2007: 139). 

 

2.4.2.2. Current Challenges to the Education System 
MEST (2007: 7) argues that the challenges left after the war “range from quality of education, 

financial, human and material resources, and security to meeting the commitments to external 

aspirations of EFA and MDGs and the country-owned PRSP program”. There are other educational-

related issues included in the Education Sector Plan such as equity, quality, access, gender issues, 

geographical regions, and diseases (MEST 2007).  Also, the major challenges faced by Sierra Leone and 

policy makers, according to the World Bank, include achieving EFA goals, expanding post-basic 

education, enhancing the quality of teachers, managing decentralization, eliminating disparities in 

education, improving data, and mobilizing and using resources. There are several problems impeding 

quality of education, effective teaching, and teacher retention (Jones 2002: 7): 

 

-parents and school authorities do not provide supplementary reading materials to enhance their 

teaching 
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-the economic conditions in the schools’ communities inhibit full teacher/pupil participation and 

level of commitment 

-instructional materials are either inadequate or inaccessible or expensive 

-lack of electricity, high transport costs, lack of instructional skills and teacher’s ability to use 

effectively the child’s first language or mother tongue create difficult for teachers. 

-lack of funds to support research activities, to purchase teaching materials and resources and 

the inadequate classroom space and furniture contribute to the problems. 

-staffing, interpersonal and group relationships, health matters, and inattentiveness to pupils’ 

teaching/learning conditions.  

  

The SABABU agreement (2004) signed by the SL government and UNICEF also presents 

current issues regarding teachers and the education system. Whenever quality of education in SL is 

debated, teacher training comes to light. The reason for this is that at the time of the agreement, 54% of 

teachers were qualified and the rest were untrained and unqualified teachers.  Only 6% of all teachers 

had a BA degree. Most qualified teachers were and still are located in urban areas and untrained and 

unqualified teachers are found in rural areas teaching grades without suitable formal training. 

Before the war, in-service training was regular, allowing teachers to update their skills. Urban 

qualified teachers were also motivated to move to rural areas because of the attractive accommodation 

offered. Unfortunately, these facilities were destroyed during the conflict, especially those areas that 

were last used by the rebels as strongholds (SABABU Agreement 2004). 

A current problem detected in this agreement is the high rate of teacher absenteeism, reaching an 

average level of 19% nationwide. Another significant issue concerning teachers is their salary; teachers 

are poorly remunerated which leads them to take side jobs to survive. Clearly, this aspect does not 

attract more people into the profession. It is important to mention that there are also many volunteer and 

untrained and unqualified teachers which are not on government payroll but still contributing to the 

educational system (SABABU Agreement 2004).    

The SABABU Agreement (2004) also presents other weaknesses in the educational system. The 

teaching profession in Sierra Leone is not paired. There is a 1:3 female/male teacher ratio and most 

women in the field are untrained and unqualified teachers. In spite of the policy to decrease it, the 

teacher/pupil ratio is very high reaching levels of 1:45. Learning material is also very limited, in 

particular in rural areas. 
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2.4.3. Training Institutions Management  
In addition to the six training institutions in Sierra Leone for primary teachers (see annex ) there 

is also the Njala University and the Fourah Bay College campus of The University of Sierra Leone 

which train people in secondary education (UNESCO 2006). All these institutions are funded by the 

Ministry of Education. Recently, the ministry went through a reorganization wherein the new directorate 

of Higher Education Science and Technology was incorporated.  The new directorate is subdivided into 

1) Science Education, 2) Technical Vocational, and 3) Higher Education. The third division, Higher 

Education, is in charge of tertiary and teacher education, including the management of national teacher 

training programs.  However, the problem is that this division lacks capacity to reach its duties, leaving 

behind in-service training programs. For this reason is that international NGOs (such as PLAN SL, 

Norwegian Refugee Council) and UNICEF partnered up with the SL government to help reach its 

mandate (UNESCO 2006). 

Teacher shortage is a main issue in SL; its consequence is the increasing use of untrained and 

unqualified teachers. Around 28, 000 more teachers are required in the SL education system, which is 

the double of the current amount. The government has shown initiative to reach this figure. The 

SABABU project, for example, was intended to train untrained and unqualified teachers and, 

successfully enough, in certain areas the percentage of such teachers has dropped from 60% to 35%. 

Nevertheless, the training received did not change their status in society. Another problem regarding the 

teaching profession is the late payment of salary which leads to teacher indebting, and hence, low social 

status.  Therefore, policy making is essential to enhance teachers’ well being and respect by allowing the 

enrollment of untrained and unqualified trained teachers into tertiary institutions and by being paid on 

time. Teacher mobility needs to be encouraged by increasing the enrollment rates, as well as by 

improving the conditions of service for teacher retention, in order to be able to serve the one million 

primary school children in SL. A teacher service commission (TSC) was incorporated in the 2004 

Education Act in order to ameliorate teachers’ status, take care of their needs, carry out a census, 

provide capacity building, and establish a documentary center amongst other things (UNESCO 2006). 

This section presented the main context of the study, including the educational system in Sierra Leone 

and the challenges caused by pot-conflict reconstruction. The next chapter will describe the 

methodology and the gathering data approach used for this study.  
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3. Methodology 
In this section data collecting techniques are described. It begins with the research questions 

followed by the conceptual diagram. An explanation of the importance of qualitative research is 

provided and the epistemology, theoretical perspective, methodology and methods used in this study are 

presented. This session also provides a brief account of credibility matters concerning this investigation 

as well as a brief mention on the limitations of the study. 

 

Research Question 

How does Pedagogical Training contribute to the quality of primary education in post-conflict 

Sierra Leone?  

 

Sub-questions 

1) What skills are teachers obtaining from pedagogical training practice aspect? 

2) What can we learn from different actors regarding their perception of quality of education? 

3) What educational reforms are being implemented as strategies belonging to Post-Conflict 

Development?  

3.1. Conceptual Diagram 
The following conceptual scheme is divided into two sections: the community and the school 

environment. The school environment, the bluish oval, is framed within the community, inside the green 

rectangle. There is a circle in the middle of the oval where the educational agents are found. Small black 

arrows point towards different elements such as Pedagogical Training, Quality of Educators, 

Educational Reforms, and Quality of Education. All these elements have significant roles in post-

conflict development. The small black arrows start in the educational agents which are in the middle 

because every element is directly influenced according to the different actors’ interests. The big black 

arrows signal the direction in which interactions occur among different local agents, including the 

school environment and the community members, which result in the development and implementation 

of such elements. The blue arrows illustrate the relationship between the four different elements. Size 

and color of arrows have no order of importance; there is no particular order to tackle the elements, and 

these could be simultaneously worked on. Yet, the educational reform and the pedagogical training need 

to be relevant, accurate and constructive in order to have and retain high quality educators, and in order 

to offer high quality of education to Sierra Leone’s children. Only when this is achieved is that Sierra 
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Leone will be a step away from falling back into conflict and a step closer to a more stable society, to 

durable peace and to economic development, amongst other things. A description and definition of all 

these terms, elements, and relationships will be addressed later. 

 

 

Educational Reform

Educational Agents:
NGOs, INGOs,
Governments, Donors, 
Policy Makers, School 
Directors, Teachers, 
Local Educational 
Officials, Students, 
Parents

Quality of 
Educators Educational 

Reform

Quality of 
Education

Pedagogical 
Training

SCHOOL ENVIRONMENT

 

 

3.2. Qualitative Research 
It is known that quantitative and qualitative research measure the same things using different 

approaches; nevertheless, it is argued that qualitative research has lots of advantages. According to 

Hordijk (2007) qualitative techniques give us the opportunity to explore different cause/effect 

relationships and to immerse ourselves in social issues in search for justice. Qualitative research also 

allows us to discover how people give meaning to their lives in a very flexible manner. This 

investigation uses qualitative methods for data gathering in the hope to understand the educational 

system in Sierra Leone and how various agents interpret different issues such as Pedagogical Training, 

Quality of Education and Post-Conflict Development. 
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3.3. Epistemology 
As subjectivists, one assumes that the world is socially constructed and hence, subjective; that is, 

science is driven by human interest and the researcher becomes a party of what is being observed. 

Subjectivism allows the research to uncritically search for people’s subjective experience (Crotty, 1998). 

On this light, for this study the researcher, focused on the meanings constructed by individuals, tried to 

understand what is happening concerning Pedagogical Training, Quality of Education, and Post-Conflict 

Development and, later on, attempted to construct theories based on the data.  

 

3.4. Theoretical Perspective and Methodology 
This research was a phenomenological study, under interpretivism, in which personal 

construction of the individuals’ world was explored. Interpretivism “looks for culturally derived and 

historically situated interpretations of the social life-world” (Crotty 1998: 73) whereas “phenomenology 

suggests that, if we lay aside, as best as we can, the prevailing understandings of those phenomena and 

revisit our immediate experience of them, possibilities for new meanings emerge for us or we witness at 

least an authentication and enhancement of former meaning” (Crotty 1998:78). In other words, this 

research mainly looked at how individuals construct and perceive education-related issues concerning 

teacher training, quality of education and post-conflict development. Ethnography requires that you 

“observe it (culture) as closely as possible, attempt to take place of those within the culture, and search 

out of the insider’s perspective” (Crotty 1998: 76). Even thought this is a very difficult task to achieve, 

in the field, as an ethnographic research, one tried to take the place of the other, and the data collected 

allowed the researcher to produce information about a certain social setting; in this case, the educational 

system in  and post-conflict country such as Sierra Leone. 

 

3.5. Methods Employed 
Before going to the field a literature review was done to collect secondary data. During this 

phase information was gathered about the ten year conflict in SL, the current educational system, teacher 

training programs, and post-conflict situations. This information was essential for two reasons. Firstly, it 

helped define the sub-topics of this investigation: pedagogical training, quality of education and post-
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conflict development. And, lastly, it provided the researcher with an outline of the major issues 

regarding these topics which, later on, were used to create the questionnaires for the interviews. 

Qualitative techniques, described below, were used to collect primary data in order to understand 

how teachers and trainers, and other educational actors in Sierra Leone perceived quality of education 

and the quality of pedagogical teacher training programs, and how effective were/are the educational 

reforms as strategies belonging to Post-conflict development. Triangulation, using different instruments 

(described below) to come up with different results (Kelle 2001), was used to cross-check the data 

obtained regarding pedagogical training, quality of education, and post-conflict development.  

Ethnographic research entails several forms of data gathering such as interviewing, focus groups 

discussions and observations. To start with, informal interviewing has to do with having a “total lack of 

structure and control” (Russel 2002: 209); based on information stored in field notes, developed by the 

researcher (from conversations held or ear-dropping while in the field). According to Russel (2002) 

unstructured interviewing is used to have people open up at their own comfort level. Most of 

‘ethnographic interviewing’ falls under this category. What is more, unstructured interviews are 

prepared in advanced by the researcher, when following his/her plan, who intends to have little control 

over the interviewees’ answers to allow informants express themselves freely. Russel (2002) also 

describes semi-structured interviews as not having excessive control over the informants. Semi-

structured interviews also require a guide but the researcher, although in control, is flexible enough to 

allow himself/herself and the informants take new paths.  

It is believed that focus groups are essential in this kind of qualitative investigation since they 

“produce ethnographically rich data” (Russel 2002: 229). Basically, focus groups, of six to 12 members 

who should not know one another, are recruited to discuss and get detailed and accurate information 

about a particular topic. Another major tool in qualitative research is observation since it allows us to see 

things in their natural setting (Hordijk 2007). Next, the different methods utilized in the field are 

described: 

1) Informal Interviews: eleven children (including girls and boys from 11 to 14 years old) 

from three different schools and one SLTU staff took part of this research. Informal interviews 

were conducted lasting about 15 minute per pupil and an hour and a half with the SLTU Senior 

Assistance Secretary. In the case of the children, questions regarding Quality of education and 

post-conflict development were asked and all three sub-topics of this research were discussed 

with the SLTU officer. 
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2) Unstructured Interviews: five trainers from Freetown Teachers College participated in 

unstructured interviews. They were selected by Reverend Owens, the Freetown Teachers College 

Registrars. Interviews lasted about 20 minutes each since trainers were busy with workshops at 

the time of the researcher’s visit. Both men and women participated. Six teachers from three 

different schools were also interviewed using unstructured questions. The schools were located 

in two different regions of the country and were chosen by convenience. Teachers interviewed 

lasted around 30 minutes each. In both cases pedagogical training, quality of education, and post-

conflict development were discussed. The set of questions used in both cases were developed in 

the Netherlands before being in the field. 

3) Semi-structured Interviews: seven semi-structured interviews were conducted at the 

ministry of Education, in Freetown, including various local officers and one foreigner. These 

encounters lasted for about 30 min to 2hrs long. Participants were chosen due to snow-ball 

effect, starting from the Director General Education.  Moreover, in UNICEF and two INGOs 

(Plan International and Save the Children), four semi-structured interviews were conducted; 

mainly with local staff except for one. These were selected according to their willingness to 

participate in the research. UNICEF’s educational unit is currently working in increasing primary 

school enrollment rates, reducing the gender gap, rehabilitating schools, providing temporary 

shelters, school furniture, and teaching and learning materials, as well as in-service training 

(UNICEF, 2008). Plan Sierra Leone (2008), works in Freetown, Moyamba, Bombali, and Port 

Loko and focuses on educational renewal and rebuilding and revitalizing the educational 

facilities after the war. Lastly, Save the Children (2008) works in Slum areas of Freetown and 

two remote border districts: Pujehan, and Kailahum. It focuses on protecting children from 

maltreatment, providing better health care for women and children, and improving children’s 

experience in schools. The meetings lasted around 45 minutes each. Other NGOs were contacted 

but did not seem interested at the time. These interviews touched upon issues regarding 

pedagogical training, quality of education, and post-conflict development. The set of questions 

used in both cases were developed in the Netherlands before going to the field. 

4) Focus Group Discussions: five focus-groups in different primary schools were conducted 

(see picture below). Each focus group consisted of about five to seven teacher participants and 

lasted between 30-45 minutes each.  All focus groups except for one (only females) were 

composed by male and females teachers. All participants were from different ages, held different 
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degrees and came from different regions of the country. Pedagogical training was discussed 

during these sessions as well as quality of education and post-conflict development. Participants 

chose to take part or where asked to do so by the head-teacher. The researcher did not take part 

in the selection of focus groups members. The topics and sub-topics discussed were developed 

with the help of a local supervisor. Topic number one consisted of ‘human resource capacity and 

Quality of education’, topic number two was ‘physical resource capacity and Quality of 

education’, and lastly, topic number three was ‘how can teacher training programs contribute to 

education for peace’. 

5) Classroom Observations: Three classroom observations at two different schools 

were conducted. One of the lecturers observed was an untrained and unqualified teacher whilst 

the other two where trained and qualified. Two of the schools were located in Freetown and the 

third one was in Kenema. The schools were chosen by convenience and the classrooms were 

assigned by the head teachers. 

6) National educational-related statistics:  a combination of quantitative and 

qualitative indicators is being used in this study. For this reason, the current status of SL was 

reviewed; Quality of education in SL was studied by looking at examination scores, gross 

enrolment rates, literacy rates, survival rates from grade 1-5, pupil-teacher ratios, percentage of 

teachers who are trained and expenditures per pupil (see operationalization graph). 

7) Perception Analysis of Quality of education: was conducted by having questions 

such as: ‘what is your personal opinion of the Quality of education in SL?’ and delike in focus 

groups and interviews with teachers, trainers,  INGOs’ staff, children and Sierra Leone’s Teacher 

Union officer. 
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Teachers in a Focus Group Discussion 

3.6. Sample 
Most quantitative researchers focus on statistical representativity referring to “the drawing of a 

random sample which permits to generalize by statistically estimating population parameters from the 

results found in a sample” (Droogleever Fortuijn 2007: 2). Hence, it could be stated that the findings in 

this research are not representative of the country’s educational population because data cannot be 

statistically generalized from it. Nevertheless, to qualitative researchers this sample is representantive 

because it is based on conceptual representativity. Conceptual representativity refers to “empirical 

material that is representative of a concept or of the theoretically possible variation of certain 

phenomena in a limited selection of cases to be studied in depth” (ibid: 3). Therefore, the sample of this 

study can be generalized to other cases under the same criteria or characteristics. That is, the findings of 

this report can possibly be found in other areas of Sierra Leone or even in other countries under the same 

post-conflict, socio-political, and economical circumstances. 
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3.7. Data Analysis 
Collected data was analyzed with spreadsheets made in an attempt to recognize the main topics. 

My notes taken during jotting and in my field diary were also compiled and closely studied. Moreover, 

cultural aspects were taken into account when analyzing people’s responses. 

 

3.8. Difficulties as a Researcher 
Some complexities about researching in Sierra Leone are the following. Medical assistance, for 

example, is hard to find; local hospitals are not well equipped so foreigners are usually treated by UN 

doctors in UN clinics. The international airport is hard to access since it is located in Lungi and not in 

Freetown. Most people take the hovercraft or a helicopter to get there but in case of emergency the 

options are limited and expensive. Lastly, it is important to mention that planned meetings and 

appointments with locals are easily cancelled or delayed. People do not always comply so, as a 

researcher in Sierra Leone, one has to be flexible, patient, and prepared to deal with things that might 

not turn out the way intended.          

Transportation, accommodation, and nourishment were also significant adversities faced in the 

field. Roads are in very poor conditions in the capital city as well as in every other region in the country. 

The state of the roads worsens during rainy season making it almost impossible to go up-country and 

hard to move around Freetown. Comfortable and safe accommodations in the West of Freetown, with 

generators and security, are expensive and often not located in the heart of the city. Therefore, one 

becomes dependent on vehicles to move around; there is no walking distances from these homes in the 

West to downtown. Governmental power is only provided, unreliably, in certain areas of the city; this 

becomes a problem when it comes to using and or charging a computer, cell phone or delike. Even 

reading, transcribing interviews, and working at night become a hassle due to lack of electricity. Internet 

is very limited and even though there are some cyber cafes in Freetown, the service provided is slow and 

blackouts occur very often. As for food, there are only very few restaurants that offer western dishes at 

very high prices. At the same time, local food is cheap, with not much variety, and extremely spicy. One 

can also cook for oneself and buy products at Lebanese supermarkets but, again, prices are ridiculously 

expensive.  Besides these important inconveniences, doing research in Sierra Leone can run smoothly 

due to the kindness, openness, and hospitability of Sierra Leoneans who seem to always be ready to help 

in any possible way. 
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 3.9. Credibility and its indicators 
Credibility is a key element of social science knowledge. This research, as proposed by O’Leary 

(2004), intends to be credible so as to add to this academic world. In order to do so, certain aspects of 

Credibility were incorporated in this investigation such as reliability, validity, authenticity, neutrality 

and audibility. 

Reliability refers to “the extent to which a measure, procedure, or instrument provides the same 

result on repeated trials”; that is, achieving consistent findings using a same tool or research method 

(O’Leary 2004: 59). In order to assure the reliability of the interviews all aspects were addressed in a 

systematic way: same questions were asked, same interviewer was used, and no interpreter was needed. 

As for the class observations and focus groups discussion same observer and a same mediator was used 

respectively, and the same guidelines were used for each case.  

Validity, on the other hand, “is premised on the assumption that what is being studied can be 

measured or captured, and seeks to confirm the truth and accuracy of this measured and captured ‘data’” 

(O’Leary 2004: 61). In other words, the methods used assure the conclusions of a study, wherein 

looking at relationships all variables are taken into account making sure that no other external factors are 

affecting the results. In this study close attention was played to all possible variables related to each sub-

topic mentioned above. These factors were then included in questions asked at interviews, focus groups 

discussions, and guidelines for classroom observations.  

As mentioned above, authenticity, neutrality and audibility were also taken into account in the 

development of the research techniques of this study. This research accounted for the search of a truth 

value, assuming that a singular truth does not exist. That is, authenticity was employed by allowing 

different educational agents express their personal truth and perceptions and, later on, analyzed as valid 

truths even though the answers received did not match as a single truth. Even though this is an 

ethnographic research and subjectivity was often involved, to achieve neutrality, the researcher 

attempted to be as objective as possible and sought to recognize her position regarding the topics studied 

in order to avoid biased results. The researcher also assured transparency in this study by offering a 

detailed description of the different steps taken in this study, including methods and methodology, 

analysis of data, context of research etc... Audibility then was incorporated to allow other researchers 

follow the same path taken in this research and have them arrive to the same conclusions. By being 

transparent about this study other investigators will be able to comment on the trustworthy and the 

credibility of this investigation (O’Leary 2004). 
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3.10. Limitations 
This research presents several limitations. To start with, data gathering took part in only two 

regions of the country presenting, as an outcome, an incomplete overview of the educational system in 

SL. Moreover, the researcher lacked to analyze current textbooks and class curriculums. Their content 

could have been of great significance to this research, specially, in the areas of quality of education and 

post-conflict development. The research also accounts for the lack of observations at teacher training 

programs. During interviews, furthermore, systematic probing was not applied which harmed interviews’ 

outcome since not all of them were complete.  

This study did not use a representative sample, which made the analysis of the results not able to 

statistically generalize to the whole population of Sierra Leone, or even other post-conflict countries but 

using context representativity, the results can yet be useful. Important educational agents were left out 

such as parents, School Management Communities and Community-Teachers Associations. No Civil 

Society Organization or local NGOs took part of the research; they could have added rich contributions. 

The researcher, before going to the field, did not have any contact with, or information about the Sierra 

Leonean culture. Possibly, for this reason, some information was missed out during interviews because 

of the inability to read between the lines. What is more, the researcher did not speak Krio or Mende, 

both local languages spoken in the regions where the study took place (Freetown and Kenema 

respectively). Perhaps, the communication with interviewees was not optimum due to this fact and also 

because the English spoken in the provinces is not very clear.  

Presidential runoffs occurred in September 2007, right when the investigation was taking part. 

This significant political turn-point affected the research in several ways; some people were hesitant to 

participate, especially those in high commands at the Ministry of Education and at INGOs. Schools 

openings and teacher training programs were delayed pushing back all planned interviews and 

observations. 

Some focus groups took place with the presence of a Sierra Leone Teachers Union officer. This 

might have hindered the active input of participants since there is a possibility of them feeling 

intimidated by the SLTU officer. Conversations were also deviated from the topics because many times, 

during the discussion, teachers complained to the SLTU agent about the lack of support from the union.  
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 This chapter presented the research questions and used a conceptual diagram to illustrate the 

different concepts, stakeholders and relationships within this study.  The reasons why this is a qualitative 

research and the epistemology and methodology used were also explained. Sampling and data analysis 

were described, and matters of difficulties, credibility, and limitations introduced. The next chapter will 

present the main concepts and theoretical debated on quality of education. 

 

 

 
 *See Annex for the Operationalisation Graph, Teacher Training Institutions, names of participants, and the 

questionnaires used for the interviews. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 33

 

4. Presentation of the Main Concepts and Related Th eoretical 
Debates on: Quality of Primary Education 

 

To answer the research question: How does Pedagogical Training contribute to the quality of 

primary education in post-conflict Sierra Leone? Quality of education needs to be understood. 

Developing countries are in an urgent need to invest in quality of education yet, no fixed definition has 

been offered for such concept. It is known that quality of schooling is socially constructed, that it 

changes over time and that it has to be considered according to nation’s political, and cultural 

backgrounds, as well as the international context. For this reason is that quality of education cannot be 

applied universally. Some specialists study it by analyzing economic measures while others look at the 

different indices that take part of the classroom experience (Welch 2000). This concept is vital because 

“as enrollment rates increase, developing countries are facing the challenges of supplying children and 

society with ‘quality’ education” (Rosati & Rosi, 2007).  

Some assume that improving education quality helps achieve economic and social development 

objectives both at national and international levels (UNESCO, 2005). High quality education is 

fundamental since it brings about a strong economic potential, it impacts people’s attitudes and 

behaviors, and has the capacity of improving health conditions by having people acquire cognitive skills 

and making informed choices. Moreover, Education quality which includes gender-sensitive policies can 

improve educational outcomes and social equity (UNESCO, 2005). It is worthwhile mentioning that 

even though education can achieve many personal and national objectives, to many, as explained below 

under the Negative Education subsection, education is also a threat. Education can propagate violence 

and support social inequalities. Education can segregate and oppose peace efforts; it can even destroy 

physical and human resources. 

This chapter presents the main debates associated with concept of quality of education. First it 

begins by looking at quantitative aspects of education through the functional approach, effective 

schools, and international goals. Then it continues to explain the importance of quality and different 

aspects of quality of education focusing on indicators, processes of teaching and learning, and social 

contexts. The last section of the chapter includes ‘quality of education in post-conflict settings’ so as to 

embed the context of Sierra Leone better.  
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4.1. Functional Approach to Education 
For many years education was analyzed under a functional approach, mainly promoted by the 

World Bank. This economic approach is based on the rates of returns to education, access, input-output 

processes and student achievements. It is believed that there is an important relationship between the 

years of schooling and the earning of students once they finish their education and start working. 

Evidence has shown that an additional year of schooling has an effect on the earnings for workers in 

developing countries as well as a positive correlation with chances of being employed. Compulsory 

education policies are viewed as an excellent public investment. In this light, universal access to primary 

education might have a higher impact in a nation’s overall economy than providing the highest level of 

education to a limited amount of students. This approach focuses on quantitative measures and not 

qualitative ones; for this reason, access is relevant to the economy and not to the quality of education. 

What is more, quality of education can be achieved when, amongst other things, students and teachers’ 

performance are the focus of study, and when parents and families are empowered, perhaps in the form 

of subsidies (Betts 1999). 

According to this line of thought, in developing countries, it is more important to expand access 

rather than to provide additional spending that could be seen as quite ineffective. Evidence has shown 

that students’ achievements have a stronger relationship to expenditures on facilities and teacher training 

than to, for example, expenditures on class size. For Betts (1999: 13) “spending on quantity, rather than 

quality, (…) is likely to have a stronger and more systematic payback”. Moreover, the author argues that 

nowadays most scientists study the relationship between the quality of education and school resources 

and other indicators like test scores, years of schooling and earnings. Yet, he believes that there are other 

innovative ways of measuring the effectiveness in school spending that one can put into practice, such 

as, analyzing job satisfaction, health, civic participation,  fertility rates etc… 

In a study of school quality education for Black South Africans under the apartheid system it was 

found that most people in today’s labor forces attended poor quality schools with inadequate trained 

teachers, insufficient textbooks, and overcrowded classes. The results presented suggest that quality of 

education affects the probability of employment for both sexes. Also, three channels were found 

“through which deprivation in school resources affects the outcomes of an entire generation of Black 

South Africans: educational attainment, probability of employment, and returns to education” (Case & 

Yogo 1999: 23). Henceforth, this study illustrated that quality of education does matter: it has a positive 
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effect on the years of completed education and on the chances for employment; employment being the 

indicator of quality of education.  

For others, education is seen as a vehicle of social mobility and quality is measured by its 

relationship with external efficiency and its costs. That is, for Bergman (1996) quality impacts two 

aspects of education: whether to enter the educational system and whether to remain and finalize the 

education. For him, continuing in school is significantly more influenced by quality than enrolling in 

school. It is necessary then to look at his propositions of quality aspects to grasp a better understanding: 

Outputs (student achievements), Processes (teaching/learning interaction, curriculum) and Inputs 

(human resources, material resources, time). When studying each quality aspect separately, the output 

aspect influences more enrollment rates; whereas, the input aspect influences more whether to continue 

in the educational system. Henceforth, when analyzing education, which is for Bergman student 

enrollment and attendance, not only costs need to be considered but also the variable of quality. The 

problem with quality of education is that quality is not a system element; instead, it is an attribution to 

any element under its dimension. Therefore, every element has a number of potential quality 

dimensions. In other words, “education quality is the quality of the system components, and the overall 

quality hence depends on the quality of these components” (Bergman 1996: 586). Outputs, inputs, and 

processes are interrelated, and in most developing nations unequally distributed across the regions; in 

most cases the main distinction is between rural and urban disparities in resource allocation and funds. 

For this reason rural areas tend to have the poorest learning results and the worst economic opportunities 

(ibid). 

Student achievements also fall under the functional approach and its quantification procedures. 

Quality of education is usually evaluated by several standards, according to functionalists. The problem, 

however, is that this term is vague and when researchers are asked to provide an operational definition 

of ‘standards’ they usually use the term requirements or, in most cases, fail to provide one (Hunsen, 

1990). Nonetheless, quality is referred, by some researchers, to educational products such as cognitive 

competencies or student achievements. Cognitive outcomes, is usually measured by certain criteria such 

as scores on standardized tests at national and international exams Notably, available resources and 

educational processes are left aside in this definition. This classification of quality also takes into 

consideration the achieved objectives of a certain educational activity which, in turn, also leads to a 

problem in operationalization of the concepts (Husen 1990). Other indicators of quality of education are 

also used by other researchers such as school environments absenteeism, delinquency, drug abuse, drop-
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out, and teacher turnover; however, none of these take part of the definition of Quality of Education 

presented by Hunsen (1990). 

 The value-added analysis, furthermore, studies the progress of students in different settings by 

establishing fair comparisons. The Performance Indicators in Primary Schools (PIPS) provides 

information of schooling. This data is often shared with head teachers so that they analyze it and 

improve their services. This information measures the relative progress, or value added of students as 

they move through schools in hopes to identify a general starting point (Tymms, 1999). 

This economic approach is also embedded in the perspective of education as human capital and 

preparing students for a productive labor. Little (2003) explains that in the last half of the century policy 

makers heavily incorporated this notion as a way to motivate people invest in themselves. Human capital 

theory proposes that “the skills that people acquire are a form of capital, human capital; that these are 

acquired through deliberate investments in education; that skills are the capacities that contribute to 

economic production; and that earnings in the labor market are the means by which a person’s 

productivity is rewarded” (Little 2003: 438). Linkages between education and work are often 

emphasized by functionalists. Trostel and Walker (2006), for example, illustrate that education and work 

choices are positively correlated; “that is, optimizing behavior implies a positive relationship between 

investment in human capital and work” (395). In other words, the focus is on employment outcomes 

relative to the levels of education: the more years of education, the more chances of being employed. 

The functional approach to education explained above deals with economic and quantitative 

aspects. It looks at the rates of returns to education, access, probabilities of employment after receiving 

education, input-output processes, student achievements and value added analysis. This paradigm to 

education focuses on human capital and how to contribute to economic productivity. According to 

Sarangapani (2005), the World Bank initiatives to increase economical growth through education 

brought about a new educational discourse: that of quality of education. In 1990 there was a division in 

the educational policy discourse named by Sarangapani as ‘Before Quality’ and ‘After Quality’ (2005). 

In the next section, effective education is explained in an attempt to understand the concept of quality of 

education better. 

 

4.2. Effectiveness 
Good schools mean different things for different educationists; this section briefly describes 

some of those views. In the mid-70s researchers and policy makers took part of the movement to 
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identify and define effective schools and come with the best educational practices so as to promote these 

(Silver, 1994). Effectiveness, for them is composed by different items such as school improvement, 

school reforms, restructuring, teaching styles, testing and assessment, teacher education, school 

curriculum, financing. All these aspects do shape how effective a school is, nevertheless, stakeholders’ 

interests also take part in molding and defining the standards of a ‘good school’: a good school “is 

therefore related to the multiple expectations and judgments of multiple constituencies” (Silver 1994: 5). 

 Certain aspects of the education system are essential to achieve effectiveness such as the role of 

the principal, the curriculum and the total environment of the school. However, the relationships among 

the latter items or even student outcomes are often under-researched (Silver 1994). Good and effective 

schools are “conditioned by the source of their definitions, and the power to make and influence them” 

(163); this effectiveness can only be achieved when the school community and its values is taken under 

consideration. Without the consensus of parents, students and other community members, improvements 

in effectiveness will hardly be achieved.  

Effectiveness in education is difficult to achieve. UNESCO  states that “successful primary 

schools are typically characterized by strong leaderships, an orderly and secure school and classroom 

environment, emphasis on acquiring basic skills, high expectations, of pupil attainments and frequent 

assessment of progress”(2005: 11). What is more, the 2005 EFA Quality Imperative Report explains that 

in developing countries, attention should be paid to teaching time, adequate textbooks and instructional 

materials, and teacher quality. 

On that note, a study carried out in Latin-America attested that in order to achieve effectiveness 

in education, classroom libraries, textbook distributions, and in-service teacher trainings are necessary. 

What is more, food programs proved to have positive correlations with class promotion and an increase 

in math and language scores. Promotion rates are also linked to the provision of cross-age tutors 

(Anderson, 2005). Again, one can see that quality of education is multifaceted.  

Additionally, The OECD International Report on Schools and Quality presents the following ten 

characteristics of effective schools (1989): 

 

1) a commitment to clearly and commonly identified norms and goals 

2) collaborative planning, shared decision-making, and collegial work in frame of experimentation 

and evaluation 

3) positive leadership in initiating and maintaining improvement 
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4) staff stability 

5) a strategy for continuing staff development related to each school’s pedagogical and 

organizational needs 

6) working to a carefully planned and co-ordinate curriculum that ensures sufficient place for each 

student to acquire essential knowledge and skills 

7) a high level of parental involvement and support 

8) the pursuit and recognition of school-wide values rather than individual ones 

9) maximum use of learning time 

10) the active and substantial support of the responsible education authority 

 

Effective schools have different meanings to different people. What seems to be a common 

belief is that local stakeholders need to participate in constructing such definition.  Achieving 

effectiveness in education is a hard job and it requires comprehensive efforts. 

 

4.3. International Goals 
Educational beliefs changed with time and slowly, the use of the economic approach decreased 

and quality of education gained terrain. In 1990 the Jomtien World Conference on Education for All 

took place in which an expanded vision of basic education was proposed and agreed upon. According to 

Torres (2001) this EFA conference was meant to build a new paradigm of education, not only for basic 

education but education as a whole. The idea was to leave behind the economic imperatives mentioned 

above and create an educational framework based on refocusing on learners, combining theory and 

practice, and linking educational processes to social processes so as to achieve high quality of education 

(ibid). Samoff (2005) explains that Quality of education is present in international agendas; that is, EFA 

goals require that by 2015 all children should have access to complete free and compulsory primary 

education of good quality. Clearly, this illustrates the global importance of this topic.  

The Millennium Development Goals, concerning schooling, state that all children should 

complete primary education by 2015. Even though this is a very ambitious and optimistic aim, it does 

not take into consideration the quality of education provided to children around the world (UNESCO 

2005).  UNESCO (2005) argues that the frequency and the duration of school attendance are closely 

linked to how students are taught and what they learn. For this reason is that the Dakar convention in 

2000 distinguished that quality of education is key in achieving EFA goals. EFA’s goal 2 consists on 
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committing nations to provide primary education of good quality. As for goal 6, it consists on improving 

all aspects of education quality in order to ensure excellence as well as measurable learning outcomes by 

all; in particular, in the areas of literacy, numeric and life skills. What is more, UNESCO (2005) 

provides the following principles to define quality of education: “the first, which identifies learner’s 

cognitive development as the major explicit objective of all education systems, sees the success with 

which the latter achieve this as one indicator of their quality. The second emphasizes the role of 

education in promoting commonly shared values, and creative and emotional development-objectives 

whose achievement is much more difficult to assess.” (UNESCO 2005: 5). 

It seems that there is a gap between the international goals’ objectives and the way they are put 

into practice. Critically looking back, Torres (2003) claims that EFA used a minimalist approach in 

search for fast, short-term solutions, and focused mainly on quantity and not quality of education. That 

is, quantitative indicators predominated wherein a focus on access and enrollment at primary level took 

place; other essential elements to achieve EFA were ignored such as the role of the family and media; 

and only two indicators, based on formal qualifications, were used to measure the quality of teachers. 

The processes and strategies were left aside and education systems around the world ended up 

expanding rather than transforming. Avalos (2003) agrees with this view and states that this 1990 inter-

agency commission based their policies on human capital and neo-liberal beliefs instead of breaking 

away from them, as intended. 

 

4.4. Aspects of Quality of Education 
For the purpose of this study, a different focus is given to education wherein the factors that 

impact the quality of educational systems are embraced and the functional approach is left behind.  A 

reason for this is that human development cannot solely be measured by economic imperatives; a more 

humane perspective needs to be applied taking into consideration people’s background, culture, and 

social context (Avalos, 2003). In this research quality of education will be studied by looking at three 

main aspects: the indicators of quality of education, the processes of teaching and learning, and the 

social context of education. By doing so, the idea is to have a better understanding on how to promote 

adequate learning environments in schools in order to achieve high quality of education 
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4.4.1. Indicators of Quality of Education 
Quality of education, according to Samoff (2005), is continuously redefined and re-specified; 

thus, one should keep in mind that there is no need to generalize because best practices are always local 

ones and that, universal methods to achieve quality of education, in general, fail. Moreover, good quality 

education arises when there is a direct interaction between teachers and students as well as when free 

materials are offered to learners. High quality education, furthermore, is that which encompasses gender 

equality and uses innovation and transformation approaches wherein political, social, and economic 

risks are taken. 

Even though, as seen above, Hunsen (1990) mainly focuses on input-output processes, he states 

that teacher/pupil ratio, per-pupil expenditure, size of non-teaching support staff, and library facilities 

are all considered to “be used as proxies for product variables” (ibid 81).  The author also recognizes 

that students’ backgrounds do not fall under these categories; yet, they highly contribute to the overall 

outcomes of education. 

There is a present debate on how to improve quality of education: “on the one hand that the 

emphasis should shift from inputs to outputs; on the other, that the input/output distinction is a distortion 

that neglects the complex set of processes involved in determining outcomes” (1989: 32). Yet, more and 

more, a shift in focus is seen wherein factors such as teaching skills and approaches, curriculum 

development, physical facilities, textbooks, and management of schools are being taken into 

consideration (OECD 1989).  

Some common indicators used to measure quality are the following: pupil-teacher ratio, teacher 

qualifications, grade repetitions, literacy rates, enrolment drop-out rates, student and public attitudes 

about education, examination achievement data, national examinations and international league tables 

(O’Sullivan, 2006). There are other indicators used, although not as popular, such as the presence of 

libraries and laboratories in school premises, time of instruction, amount of homework given to students, 

textbooks, teacher subject knowledge, class sizes, and teacher experience and teacher salaries. 

Nowadays, most international donors prefer to use the net enrolment ratios, female enrolment, private 

sector involvement in education provision and community involvement (ibid). 

An important indicator for quality of education, mentioned by several authors above, and highly 

relevant to this research, is the role of teachers: “everyone agrees that the competence and commitment 

of teachers are a vital prerequisite for producing an education of quality” (OECD 1989: 71). The OECD 

believes that it is necessary to provide teachers with initial teacher trainings that are sufficiently-in depth 
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and relevant, as well as in-service trainings to have updated teachers. To ensure quality of education the 

following approaches regarding teachers should be followed: attract good recruits, prepare the new 

teachers more effectively, take measures to maintain the competence of practicing teachers, and raise 

teacher morale and motivation (1989). More about the relationship of teachers and quality of education 

is present in the ‘Presentation of the Main Concepts and Related Theoretical Debates on: Teacher 

Training’ Chapter. 

Since quality of education has several definitions, its indicators also vary. As seen, the indicators 

for Quality of education go from teacher-pupil ratios, to curriculum development, physical facilities, 

people’s attitudes about education and teachers’ qualifications and competences. It is important to make 

it clear that these are only a few of the so-many described in the literature about this topic. 

 

4.4.2. Processes of Teaching and Learning and Quali ty of Education 
The processes of learning and teaching are also important. O’Sullivan (2006) recommends that 

instead of looking at measurable inputs, policy makers should study what happens in the classrooms, 

what the experiences are for students and teachers, and what teaching and learning methods are effective 

for the different contexts. Donors should focus less on inputs and more on the processes, that is, leave 

aside exact indicators and lean to a more comprehensive approach. Focus is given to educators and their 

trainings: “the extent to which inputs can improve quality is directly related to the extent to which 

teachers effectively use them to improve the teaching and learning process” (ibid: 6). 

A similar view is shared by Avalos (2003).The climate for learning needs to be positive and 

according to her, the good atmosphere needs to be provided by teachers. Educators are the ones, with or 

without resources, in charge to make the classroom welcoming, social, and affective. “the instruments in 

hand are simple: learning students names and recognizing them as individuals, showing a sense of 

humor, being respectful even when having to reprimand and stimulating pupils’ respect amongst each 

other” (16). 

The quality of the learning environment highly influences the quality of education in schools. 

According to UNICEF (2000) learning environments are made up of psychical, psychosocial, and 

service delivery elements. As for physical elements, schools facilities and infrastructures are known to 

have an indirect effect in learning. These are hard to measure relationships but nevertheless, it is argued 

that poor infrastructures lower students’ achievements. The same happens with access to water and 

toilette facilities in schools; when absent, school participation is influenced. Class size and its linkage to 
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student achievement is one of the biggest debates when it comes to quality of education. Some believe 

that class sizes has a relationship with student achievements and other agree that there is no consistent 

link between the two because some schools “have not yet adopted the more demanding but higher 

quality student-centered learning practices” (UNICEF 2000: 8). 

Psychosocial elements are of great significance when it comes to quality of education. It is 

believed that peaceful and safe environments (especially for girls) are vital to the quality of the learning 

environment. Teachers’ behaviors affecting safety, effective school discipline policies, inclusive 

environments, and non-violence are also noteworthy elements. As for service delivery, the provision of 

health services has a great impact on the quality of education of schools (UNICEF 2000). 

The quality content has to do with the intended and taught curriculums in schools. Quality is 

present when student-centered, non-discriminatory, standards-based curriculum structures are present, 

when the local and national curriculum content is relevant and when literacy and numeracy are 

emphasized. Quality content is also measured by the presence of life-skills lessons touching upon 

psychosocial and interpersonal skills, and the presence of peace education (UNICEF 2000). 

Quality processes is defined by “how teachers and administrators use inputs to frame meaningful 

learning experiences for students” (UNICEF 2000: 13). Professional learning for teachers, working 

conditions, and teacher competence and school efficiency are measured as part of quality processes, 

among other things. Ongoing professional development and the continuing support for student-centered 

learning are also aspects of quality teachers. As for supervision and support, administrative support and 

leadership, student access to languages used at schools, and the use of technology are all part of the 

quality process. Lastly, quality of education is successful when quality outcomes, which are the intended 

expected effects of an educational system, are taken into account; that is, “what children know and can 

do, as well as the attitudes and expectations they have for themselves and their societies” (UNICEF 

2000: 19). 

Teaching and learning can also be improved if focus is paid to appropriate aims, subject balance 

(how many courses and how much time is spent on each one), good use of time, pedagogic approaches 

for better learning, language policy, and learning from assessment (UNESCO 2005). When analyzing 

education in Africa, for example, the traditional factors were not as important as time spent in schools. 

That is, teacher training, textbooks, and class sizes do not explain the disparities in learning outcomes, 

however, actual teaching time proved to be a determining indicator for quality educational outcomes. In 

most countries, it was found that time spent in African schools was insufficient perhaps due to the 
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structure of the school academic year, and or due to constant teachers and students absenteeism. 

Nevertheless, “one can hardly hope to improve significantly the quality of learning in basic education in 

Africa if pupils are not ensured of benefiting from a number of teaching hours close to the international 

norm of 900 hours” (UNESCO/BREDA 2007: 26). 

As described above, the processes of teaching and learning significantly influence the quality of 

education. Educationists should pay attention to the quality of learners, environment and content. 

Supervision, assessment, time-frame, and pedagogical approaches are extremely important in the 

unfolding of knowledge transfer and construction. So are the structure of the school and the class 

atmosphere provided by teachers. All these elements need to be present and in good shape in order to 

achieve high quality processes of teaching and learning. 

 

4.4.3. Social Context of Education 
In order to improve the quality of education, one needs to have an understanding of the context 

in which the education is taking place and the meaning given to education by different actors. For 

Broadfoot (1992), when looking at quality of education and how to measure it for parents and students, 

one needs to study the definitions on how they define this concept. According to their definitions then 

alter the concept of quality of education and set their educational priorities. Parents, in general will 

define quality according to the outcomes they see as having most value for their children. In many cases 

parents and students are being encouraged to define educational quality in terms of the results of public 

examinations. But this assessment approach has its strengths and weaknesses. So parents and other non-

professionals should be aware of this and should be encouraged to explore other ways to define quality 

of education according to what they wish to see from schools about students’ performance and the 

performance of the school as a whole (Broadfoot 1992). Levinson (n/a) also claims that “the definition 

and attainment of educational quality is a fundamentally local affair, and that values, norms, and cultural 

beliefs are an essential part of the process” (32). 

As explained above, quality is measured by educationists by looking at students’ achievements 

or by analyzing the returns of education, earlier developed in the ‘Functional  

Approach to Education’ sub-section. However, Rosati & Rosi (2007) explains that more attention 

should be paid to the role of education quality and its impact on students’ school attendance as well as 

their involvement in child labor; in their own words: “to the extent that school quality affects return to 

education, it also influences the household’s decisions concerning the investment in children’s human 
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capital” (2). In the case of Mexico, for example, pupils that attend high-quality schools are more likely 

to continue their education and not work. It is argued that parents do value the quality of education. 

When parents observe an improvement in their offspring’s academic achievements they are more likely 

to stimulate their child; that is, have the children increase their educational involvement and reduce their 

economic activities. Parents and children are important stakeholders that should participate in 

educational policies. Clearly, when quality of education is offered, positive results are seen: human 

capital investment increases and children are intentionally kept out of work. In the case of Sierra Leone 

many children have outside school obligations. This Kenema girl, for example, helps her family 

business in the afternoons after attending the am school shift. 

 
         Kenema Girl at work 

  

The quality of education and its indicators in South Africa was studied by Motola (2001). What 

matters in their schools was investigated by looking at school stakeholders’ values and knowledge of 

quality of education. In the conclusion several strategies were presented to improve the quality of 
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education in this country. To start with, school policies on governance or resources need to take into 

consideration pedagogical concerns. Effective schools, require that their communities take part in the 

development and maintenance of the schools: there needs to be a shared feeling of agency, 

responsibility, and accountability. Teachers are the most important resource in the teaching and learning 

process, hence, more attention should be paid to them since “it is necessary to emphasize the role of 

teachers as pedagogical agents who want to undertake quality teaching” (Motola 2001: 76). 

Moreover, it is argued that student’s achievements on tests are the main measures of the quality 

of teaching and learning. Nevertheless, as mentioned above, O’sullivan (2006) believes that tools, such 

as classroom observations and interviewing, need to be used to measure the quality of education because 

they highlight the settings wherein learning takes place and what practices are best under such situations. 

In other words, these techniques help us see what can be done with what is there, that is, which are the 

available resources and capacity, and what is needed. Taking into account the intricacy and settings of 

educational systems is vital for policy makers; methods such as interviewing and participant observation 

are facilitators to explore the qualitative aspects of such systems. Best practices are not one-size fits all. 

It is clear, from O’Sullivan’s work that she agrees: “what matters ultimately is whatever methods best 

bring about teaching and learning in specific contexts” (2006: 256). Teachers’ knowledge and 

understating of the curriculum has a great impact on the quality of education. Yet, more importantly is 

that teachers know their students and their background experiences; they need to be aware of their out-of 

school lifestyles and activities in order to fully provide quality and relevant education (Avalos 2003). 

Quality of education cannot improve if the context in which teaching and learning takes place is 

not taken into account. It is indispensable that stakeholders analyze not only the context, but also how 

education is defined by different actors, households’ needs, and children’s economic activities. The 

community participation is essential; there needs to be a shared feeling of ownership and responsibility 

when building sustainable educational systems. At the same time, the role and status of teachers in 

society need to be improved. Examining the educational setting is imperative because one can infer what 

the best practices are for each situation. Having said this, the next section will discuss education and 

post-conflict contexts in an attempt to understand how to ameliorate such institution in post-war 

countries. 
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4.5. Quality of Education in a Post-Conflict Contex t 
Because this study focuses on quality of education in post-conflict Sierra Leone, the next section 

will touch upon the importance of education in such settings. It will start by explaining why education is 

treated as a humanitarian intervention, followed by why education matters, the impact of negative 

education, the best approach to intervention, and finally how to overcome educational inefficiencies. 

 

4.5.1. Education as a Humanitarian Intervention 
Humanitarian aid during crisis used to consist of food, water, shelter, and health. Later on 

education was integrated to humanitarian efforts. The view that since the 90’s education was included as 

another significant pillar varies according to different sources. It is believed that “a new ideology (or 

discourse) of humanitarian interventions and protection emerged in the international community as a 

complex worldwide crises formed in the 1990’s: the Gulf War, the genocide in Rwanda, conflicts in 

Angola, Afghanistan, the former Yugoslavia, parts of the former Soviet Union, Liberia, Sierra Leone, 

Somalia and Sudan” (Kagawa 2005: 487). Sinclair also shares a similar view regarding this topic; she  

agrees that education in emergencies was born in 1990s and also that “educational emergencies is a 

crisis situation created by conflicts or disasters which have destabilized, disorganized, or destroyed the 

education systems, and which  require an integrated process of crisis and post-crisis support” (2002: 22). 

It is believed that in the past years education has been recognized as a fundamental pillar of 

humanitarian aid because it is seen as a right. In other words, education is offered in emergencies 

because access to education is a right (Devadoss, n/a). 

So far, this is what the literature presents, but the reality is that such initiatives only took place in 

the late 90’s. For example, the Inter-Agency Network for Education in Emergencies “was conceived in 

2000 during the World Education Forum’s Strategy Session on Education in Emergencies in Dakar 

during which the idea was proposed to develop a process which would improve inter-agency 

communication and collaboration within the context of education in emergencies”. INEE’s objectives 

vary from including education in all humanitarian interventions, providing access to relevant education 

to all children and youth, to improving the quality of education in formal and non-formal settings.  In 

practice education as a humanitarian intervention only started being implemented in the late 90’s and 

beginning of 2000 (INEE, 2008). Furthermore, to some, the 1996 Machel Report, on the promotion and 

protection of the rights of children, was one of the main pillars of humanitarian intervention. Machel 
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(1996) proposed a comprehensive agenda for the international community as well as member states that 

deals with the protection of children’s rights in conflict and post-conflict situations. 

 

4.5.2. The Importance of Education in Crisis and Po st-crisis 
Local resiliency regarding education is many times underestimated; nevertheless, it is of great 

significance when it comes to overcoming devastations of the war. In the case of Angola, for example, 

civil society groups got together during the war and came up with manuscripts in which requests for 

peace were stated. These documents, later on, were published and distributed to educate people on 

conflict and peace processes. The most popular ones, ‘Manifesto para a Paz em Angola’ and ‘Paz pela 

via do Dialogo’, were published in 1999 (Comerford, 2005). Grass-roots initiatives that support 

community development regarding emerging issues such as peace-building, conflict prevention, HIV-

AIDS, gender parity, etc… are as important as governmental measures and as significant as foreign aid 

initiatives. In the Peer Education, Gender and Development of Critical Consciousness paper, Campbel 

and Macphail, present how South African youth participate in HIV prevention programs (2002).  To 

them, “ideally peer education should provide opportunities for young people to develop a critical 

consciousness of the way in which socially constructed norms of masculinity and femininity place their 

sexual health at risk, as well as a belief in the possibility of alternative gender relations (ibid: 11). These 

initiatives are examples of how different local groups react and, through educating people, take part in 

society’s reconstruction processes. 

Why is education so important in emergency and post-emergency situations? Well, “education, 

along with other emergency responses such as shelter, water and sanitation, health and food aid, 

revitalize and strengthen morale of children affected by conflict, displacement and disaster” (Nicolai 

2003:6). Moreover, as mentioned above, education is a human right established in early UN 

declarations. The truth is, however, that the role of education goes beyond meeting international laws; it 

can more importantly be used to provide protection to students. Education can bring about a safe and 

supervised environment; at schools students can engage in structured activities and learn to deal with 

present risks; education can accommodate vulnerable groups and at the same time keeps children away 

from being exploited (Nicolai, 2003). 

Quality of education needs to be ensured in all situations, including emergency and post-

emergency, because it carries with it long-term benefits. Human resources are developed and strengthen, 

and new attitudes regarding conflict resolution, peace education, HIV-AIDS, and psychological trauma 
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can be encouraged. Moreover, educational practices can be improved, namely, more teachers can be 

trained in modern and participatory child-centered teaching methods, leaving behind traditional 

instructional practices. Quality of education can also bring about educational innovations concerning 

school administration, record keeping, and gender equity (Nicolai, 2003). 

Children in emergencies and post-emergency situations need to receive quality of education in 

order to become literate and numerate like other children around the world. They also need to learn basic 

skills in schools, in particularly those mainly valued by their communities, in order to improve their 

livelihood. Nicolai claims that schools in conflicts should provide practical survival skills and how to 

avoid violence but, most importantly “quality education can provide children with a sense of hope and 

aspirations for the future” (2003: 13). We also need to bear in mind that certain elements such as 

education relevance, inclusions and durability are necessary when responding to all children’s needs 

(Nicolai, 2003). 

Educational quality is fundamental in emergency and post-emergency response because it is 

central to human and national development. Education is a social and cultural institution used by society 

to install attitudes, values and certain types of knowledge in its citizens and future leaders. Emergencies 

provide the opportunity to transform education, and at the same time, help achieve EFA goals. 

Emergencies “allow for the possibility of re-constructing a social institution that helps develop and form 

the human resources that determine the way a society functions” (Pigozzi 1999: 3). Good education can 

heal and restore the nation; also, countries with high quality education tend to apply and adhere more to 

international laws.  

Education can be offered for different motives along with preventing, protecting, and building 

peace and national development. It varies according to local and national capacity, as well as to nation’s 

contexts (Rose & Greeley, 2006) and local resiliency, as mentioned above, is often significant to 

positive change. Peace education, which is an essential element in post-conflict development, is further 

described in the theoretical chapter on teacher training. Education can protect children and have them 

stay out of risk, but the truth is that schools are not always safe; they are in fact active targets in conflict 

zones (Kagawa, 2005). Education, furthermore, needs to be tackled because, according to Williams 

“education is both a casual factor in relation to conflict and a means to its resolution” (2004: 479); other 

authors agree on this view which will be explored on the next sub-section. 
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4.5.3. The impact of Negative Education 
Having stated all the potential benefits of providing education in conflict and post-conflict 

situations, it is also significant to understand that not all education is good and that it can have a limited 

outcome in society. Education can oppose peace-building initiatives and damage students at different 

levels. Attitudes of hostility and revenge can be instilled in schools as well as the reinforcement of social 

inequalities. What is more, not all schools might practice children’s rights and messages could be 

transmitted with intentions of propagating the conflict (Nicolai, 2003). 

Education can be used as a divisive feature; it can lead to violence, hold-up social cohesion and 

peace-building, and stimulate youngsters into conflict (Sinclair 2002). What is more, as claimed by 

Kagawa (20005), having schools does not necessary mean that conflict will avoid school areas. On the 

contrary, many times rebels and conflict leaders are particularly attracted by schools; they are visible, 

and easy sources for abducting and or recruiting child-soldiers and workers and, possibly, setting a 

military coup (Williams, 2004).  

It is clear that many researchers agree about the strong linkage between education and post-

conflict development. “The relationship between education and conflict includes the more obvious effect 

of war and violence on education itself—disruption, loss of physical and human resources, hardening of 

attitudes to the enemy, to the out-group; but there is the perhaps less obvious reverse impact of 

education on conflict” (Davies 2005: 359) In other words, Davies (2005), presents the debate that 

universal formal education does not necessarily promote international peace. On the contrary, she 

argues, that education can fuel a conflict. For example, in many cases national curriculums incorporate 

military commotion.  According to the author, this is because there is an absence of critical pedagogy in 

schools and most importantly, political messages are being ignored due to the lack of political education 

in school settings. Thus, in post-conflict settings, in general, there is an absence of active citizenship and 

resistance. 

Davies (2005) recognizes three main causes of conflict, related to education, that are closely 

intertwined. Firstly, there is class relations measured by the unequal access to power, employment, 

housing etc; there is also the cause of gender relations, especially in patriarchal societies where power 

and control are at play. Lastly, there is pluralism or diversity, as a cause of conflict and violence, based 

on ethnicity, religion, tribalism and nationalism. In all cases, education can play a significant role in 

diminishing the violence and bringing about peace. However, there is evidence that education can also 
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foment conflict, particularly, when international agreements on human rights are not integrated in 

curriculums and when fundamental values are introduced in the education offered. 

 

4.5.4. Best Approach to Educational Intervention 
In conflict and post-conflict areas two different approaches are being used. Firstly, the 

psychosocial approach is used as a recovery tool for victims of war in which psychological and social 

aspects are taken into account as well as cultural elements. The community participation is often 

encouraged (Kagawa, 2005).  Secondly, there is also the approach of dialectical relationship between 

schools and armed conflicts, which is based on Freire’s sociology of education, and wherein the belief is 

that schooling reproduces social inequalities. This approach supports the idea that educational systems, 

many times, are responsible for social exclusion and that formal education can bring about identity-

based conflicts (ibid). 

Kagawa (2005) claims that during emergencies there is always a debate among stakeholders 

about using rapid interventions to rebuild educational systems or focusing on socio-cultural responses 

which require more time to develop. In any case, the most important thing is to use those measures 

which take into account the local society and its long-term development. These educational 

reconstructions should always entail local political and economic dimensions as well. Significantly is, 

for educationists to bear in mind when reforming educational systems, that education can have a 

potential serious negative effect (ibid). 

 

4.5.5. How to Overcome Educational Inefficiencies 
Rose and Greeley (2006) use a report done by USAID to conclude that fragile states should have 

the following main priorities available to overcome poor quality of education: teacher training, learning 

materials, community involvement, healthy and safe learning places. Once these priorities are set and 

progress has been done, when resources are available, management and training, planning and 

budgeting, monitoring and evaluation should be nations’ second set of priorities. Lastly, when these are 

accomplished, the ministry of education should focus on long-term measures such as personnel 

procedures, salary adjustment, payroll procedures, recruitment, deployment, management system, pre-

service training, decentralization, school construction programs, and building management information 

systems (Rose & Greeley, 2006). 
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Stakeholders, before coming up with educational initiatives after an emergency, should take into 

consideration the following factors that highly affect the learning process. These involve: physical 

reconstruction (school buildings, electricity and water facility), ideological reconstruction 

(democratization), psychological support, policy and curricular reconstruction, school management and 

administration, human resource development (capacity building of teachers and community members), 

inter-agency coordination and school feeding programs. Moreover, their initiatives need to include 

specific target groups such as refugees, internally displaced people, gender minorities and special need 

groups (Kagawa, 2005). 

Responses need to start early, taken into account the context of the emergency, and with a long-

term view of reconstruction. They should include appropriate delivery methods and continuity of 

educational materials needs to be endured. Community participation and ownership (as Rose and Greely 

mentioned), as well as building field-level partnerships, are essential in post-conflict development. 

Sustainability of initiatives is also of extreme significance. The needs of the most vulnerable 

populations, girls, child-soldiers, and women, need to be met (Devadoss, n/a). 

When reforming educational systems, Riddell (1999) also comes up with some recommendations 

for stakeholders that are relevant to this research. For example, monitoring and evaluation should not 

only be left for mid-term and final reviewing but also should take part of the development of the project. 

Local context need to be taken into account and local stakeholders need to be involved. Educational 

initiatives need to look beyond average achievements of students in order to incorporate all children, 

including the ones with special needs. School staff needs to have technical and communicative skills and 

issues of control, accountability, leadership, and capacity building need to be addressed. 

Sinclair claims that since every crisis is different one cannot apply a single measure to all 

conflicts and obtain successful reforms. Yet, there are certain principles, matching the ones mentioned 

above, that need to take part of emergency educational reconstruction: access to quality education, 

resources (community based participatory approach and training of teachers, youth, adult educators), 

recreational activities,  curriculum development (including development of individuals and society, life 

skills, environmental awareness, peace education, conflict resolutions, human rights, citizenship, etc…), 

coordination between all stakeholders and capacity building (including local actors) (2002). 

Quality of education is many times neglected when funding is available; too often, stakeholders 

decide to invest on rebuilding schools due to the structural lack of infrastructure (Nicolai, 2003). 

Although infrastructure is important, quality of education can be attained with properly trained teachers 
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that accelerate the change processes.  For this reason is that this research focuses on teacher training 

programs because teachers are the most important element of the student learning process. The problem 

is that all actors want to see an immediate and tangible result, which is why they generally opt for 

focusing on physical structures. What is also true is that, as earlier described, there are various 

components that impact the quality of education in conflict and post-conflict situations; some major ones 

are described below: 

-school buildings are important as long quality learning and access is also being taken into account. 

-simple clean furniture  is needed for students: mats on the floors or seats and desks. 

-clean and safe water needs to be present in school premises and basic sanitation skills should be 

provided to children. 

-latrines significantly prevent the spread of disease. Hence, it is important to incorporate a set of 

separate latrines for boys and girls, and if possible, a separate set for teachers as well. 

-school communities should ensure that the routes to and from school are safe.  The ‘buddy system’ 

(never walking alone), parents volunteers escorting children, or organized transportation should be 

provided to make sure children are safe on their way to school and on the way back home. 

-school compounds should be cleaned and ordered and recreational spaces should be available for 

sports and assemblies. 

-school feeding programs have a positive impact on academic performance; they fight malnutrition, 

and incentive attendance. 

-learning aids, charts, and décor encourage teachers to be more interactive and, at the same time, 

enhance learning.  

-it is believed that physical punishment is ineffective and hinders the learning process, as well as 

creating physical and psychological injury.  

-education quality can also be attained, in all contexts, by involving the community through school 

committees. SMCs and PTAs can help in school decision making and school management (ibid). 

The education system, in conflict societies, must be rebuilt and not just re-instituted; it needs to 

radically change, according to Pigozzi (1999). Although conflict presents an opportunity for change it 

does not necessarily does. Parents and community members should become partners in educational 

processes and community resources should be used; context, at the same time should be taken into 

account. What is more, geographical location should not impede students to receive an equal opportunity 
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to acquire the critical elements of primary education such as skills, knowledge, competencies, attitudes, 

and values. Significantly is that these elements must be relevant to their situation (ibid) 

Although war-related healing processes should be context-specific, Rwanda’s post-conflict case 

can be studied in order to extract the lessons learned during its recovery. It is important to look at 

lessons from other countries to see, whether in similar contexts, alike procedures could be applied. Next, 

a few recommendation are provided by Obura (2003) based on these lessons. The ministry of education 

is considered to be decisive after a conflict in re-starting schools so, emphasis should be put on this 

institution’s development. Also, the ministry’s communication capacity is vital in facilitating its 

services; this can be propagated with the use of radio, for example. Coordination between agencies at 

every level should be clear from the start and field roles for every actor need better definitions. A focus 

on the nature of consultation is necessary so as to provide a sense of significance and control to the 

ministry of education. Moreover, external partners need to listen carefully and become team-players. Of 

relevance to this research is the suggestion that teacher capacity building is significant in post-conflict 

situations. That is, capacity building “needs to be done early, as early as possible; there needs to be a 

plan; the program(s) should be of the highest quality manageable at the time; they need to be assessed, 

documented and followed up” (Obura 2003: 63). Lastly, program evaluations are essential in order to 

measure the degree of efficiency of peace education programs such as the use of sports, arts, and drama. 

 

In this section quality of education in post-conflict context was analyzed starting by the fact that 

in 1990s education in emergencies was born and was incorporated to other humanitarian aid because 

access to education is a human right. The section continued to explain the importance of education in 

such settings: it can provide protection, and keep children away from risks. Education can bring about 

education innovations both in teaching methods and learning practices. Education in post-conflict 

settings can enhance national development and enrich human capacity. It can also help build new 

positive attitudes in society and accelerate healing process of the nation. Even so, one has to be aware 

that education can also bring about negative impact or no impact at all in post-war societies: schools can 

reinforce social inequities and propagate the conflict. Schools can also become conflict targets and 

sources of recruitment for child soldiers. What is more, different educational approaches are currently 

being used in post-conflict settings; the most important thing is to use a long-term approach in which 

local society is involved. The literature presented describes many suggestions on how to overcome poor 

quality of education in post-conflict settings; these vary from investing in teacher training to providing 
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learning materials, community participation, physical reconstruction, psychological support, school 

management, monitoring and evaluation and curriculum development.  

This chapter closely analyzed the concept of quality of education. It started by looking at the 

functional approach, effective schools, and international goals. Then it continued to explain the different 

aspects of quality of education focusing on indicators, processes of teaching and learning and social 

contexts. The chapter ended by studying the quality of education in post-conflict settings. Quality of 

education is affected by several factors; many attribute significant responsibility to teachers and their 

roles in schools and in communities. For this reason is that teacher training and its relationship to quality 

of education needs further analysis. Henceforth, pedagogical training will be studied in the next chapter 

in an attempt to discover the impact it has on educational quality. 
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5. Presentation of the Main Concepts and Related Th eoretical 
Debates on: Teacher Training  

 

 

“Increasing the number and quality of the teaching force is crucial to achieve 

reasonable pupil teacher ratios in universal primary education” (Mattson 2006: 1). 

 

Quantity of educators is nowadays paired with quality of educators. The reasons for this are 

many but in brief, research has found that investing in teacher training improves the quality of education 

(OECD, 2005). In the last decades high quality education has become a priority for many countries 

because it is seen as the means of achieving high social and economic expectations (OECD, 2005). 

Teacher policy, therefore, became a priority in nations’ agendas: “teachers need to be capable of 

preparing students for a society and an economy in which they will be expected to be self-directed 

learners, able and motivated to keep learning over a lifetime” (OECD 2005:7). Braslavsky (2002: 8) 

assumes that there is a common view of un-satisfaction with the education quality “because the 

programs, buildings, and teaching materials are inadequate; teachers lack the appropriate skills; there is 

excessive bureaucracy; and a number of other factors can and should be improved”. Knowing this, and 

adding to the chapter on quality of education, this chapter will focus on the importance of teacher 

training programs and teaching methods. In particular, this chapter will discuss pedagogical training. 

The intention is to fully explore this term so as to later on answer the research question of: How does 

Pedagogical Training contribute to the quality of primary education in post-conflict Sierra Leone?   

Teacher training is an imperative matter that needs to be studied because first, the current 

numbers of teachers is insufficient, and second, there is a growing need for more and better qualified 

teachers around the world. In Sub-Saharan Africa, according to Kirk and Dembele, 1.6 million 

additional primary teachers are needed in order to reach established international goals such as MDG2 

by 2015 (2007). Short-term teacher training measures, sometimes used in conflict and post-conflict 

situations, are good responses to cover teacher shortages but in many cases their poor quality can impact 

the teaching-learning process (Kirk & Dembele, 2007). To avoid this, unqualified, untrained and poor 

trained teachers need to receive training “to enable them to view themselves as producers, as well as 

recipients of knowledge” (O’Sullivan 2002: 525). At the same time, the training offered could enhance 

teachers’ abilities to deal with the learner-centered philosophy. 
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Pedagogical training is further explained in this section as well as teacher training in Sub-

Saharan Africa. The student-centered approach and other teacher practices to improve the quality of 

education, to make education more inclusive, and to ameliorate the learning environment are described 

as well.  

5.1. Pedagogical Training 
This section embarks the concept of pedagogical training; its historical background, reasons for 

being considered the best practice, and the different teaching methods and skills with an emphasis on the 

student-centered approach. To start with, pedagogy is a concept born in the early twentieth century that 

has to do with teaching’s relationship to learning. This term was born as an alternative to the 1800’s 

authoritarian education system.  The idea was to get rid of dictatorial teachers and, instead, trained 

teachers in progressive methods to become cooperative and caring tutors and not just experts in their 

subject matter. Basically, this teaching consists on providing skills to educators so as to enhance their 

guiding and facilitators capacities (Stone 2002). 

Kilpatrik (2006) has a discouraging stand on pedagogical approaches. He claims that such 

constructive methods, wherein discovery learning takes place, are the least effective processes and that 

“the most important thing a teacher can give to a student is not self-esteem, or learning skills, or 

enthusiasm but knowledge” (81). Nevertheless, pedagogical teaching, in most cases, is considered to be 

the best practice in the education world. Many educators consider that pedagogical training is more 

significant than receiving a master’s level in the field of education. The reason for this is that teachers 

believe that “optimal educational outcomes (…) are possible only when the right kind of teaching is 

used” (Stone 2002: 39). This kind of teaching can only be attained with the formation received in 

pedagogical teacher training practices. Learner-centered instruction is the key element in pedagogical 

training; the interests of the learners are placed first allowing the students to grow, maximize their 

talents, and receive practical, relevant, and integrated understanding. The idea is to provide thinking 

abilities and not merely knowledge. This concept is further developed below. 

Stone (2002) presents education as a business wherein consumers and producers debate over 

their interests, expectations and concerns. “Producers seem to be primarily concerned about how schools 

operate; whereas consumers are primarily concerned about whether they are producing expected 

benefits” (Stone 2002: 37).  There are many factors that interfere in decision-making regarding teacher 

training programs such as social, political and economic aspects. Some agents (consumers) want to see 
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results right away whilst others (educators) prefer to get policy makers involved to set up and work on 

the process.                                                                                                                                                                         

Pedagogical training is very important because it helps teachers become aware of their teaching 

approach and the methods they implement in their classrooms. Those teachers that received more 

pedagogical training seemed to use more student-centered approaches and have higher self-efficacy 

results than those teachers with less pedagogical training (Postareff et al, 2007). Educators believe that 

teachers, after being trained, can become self-conscious of the approach they use and its shortcomings. 

That is, “training makes teachers more aware of the problems they have in their teaching, and after a 

longer training process they become more aware of an ideal way to teach” (Postareff et al 2007: 569). 

Teachers chose their teaching approach according to their personal conception of teaching; if they 

believe that teaching is about transmitting knowledge they are more likely to use the teacher-centered 

approach, whereas, those believing that teaching is about facilitating knowledge, often prefer the 

student-centered approach. The teacher-centered approach is one in which transmitted knowledge is 

constructed by the teacher, students are seen as passive actors, memorization of facts is enforced, and 

outcomes are measured with quantitative indicators (Postareff et al, 2007). 

Dembele and Miaro II (2003) also present the concept of pedagogical renewal which they refer 

to a pre-meditated, qualitative change in the educational system consisting of desirable teaching 

practices. These practices envision student learning and are mainly consisted of participatory, 

interactive, child-centered, adventurous pedagogy, cooperative learning and inquiry, critical thinking, 

and problem solving skills. In other words, pedagogical renewal is all about teachers and classroom 

processes.  

Again, this concept needs to be understood because through pedagogical processes, education 

quality can be improved. Moreover, understanding pedagogical training will hopefully help answer the 

sub-questions of this research. 

 

5.2. The Student-Centered Approach and its Critique s 
The student-centered approach is a shift of focus wherein students become the active actors of 

their learning processes. It is presented below using historical background and it is explained that such 

approach is often seen as a democratic tool and a top-down measure imposed by foreign-aid agencies. 

Most of the times, countries’ political and socio-economic context is often ignored but this urgently 
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needs to change and context needs to be included when using this approach in order to be effective. The 

different views on this approach are further developed below. 

The student-centered approach is particularly relevant to this post-conflict context study because 

research showed that such teaching method can help students internalize their negative experiences 

during the war more efficiently than with teacher-dominated/top-down approaches (Kugawa, 2005). The 

student-centered approach (SCA), also described by Stone (2002) is an interactive way of learning 

where teachers shift the focus to the students and their learning, taking into account their existing 

knowledge and their different needs. Children are motivated to explore and build their own knowledge 

by becoming independent learners. The student-centered approach has many effects on the learning 

process. Studies have shown that students, for example, focus more on the subject of learning and show 

greater interest. What is more, the SCA uses more qualitative indicators to measure its outcomes such as 

thinking processes, and competencies (Postareff et al, 2007).  

Learner-centered pedagogy, or student-centered approach (SCA), is often inter-changeably used 

by many researchers with alternative, participatory, democratic, inquiry based and discovery methods. 

Tabulawa (2003) explains that SCA was born in the 1980’s neo-liberalism movement and that it 

represents its economic and political ideology. He states that this approach was founded under the 

constructivist epistemology wherein knowledge is socially constructed. This approach expects students 

to become active actors of their learning process; learners should become autonomous and learning 

activities should prevail. The author explains that many educationists see the learner-centered pedagogy 

as a democratic tool: teachers and students are in a constant exchange of ideas and knowledge and there 

is a permanent dialogue and debate in the classroom. Because of these democratic tools, the SCA was 

meant to be the appropriate pedagogy for the third world (ibid). 

Even though most researchers, according to Tabulawa (2003), believe that learner-centered 

pedagogy is universal and that it can be applied to different scenarios, it should be noticed that this 

approach is not neutral and value-free because it is based on social and philosophical foundations and it 

cannot be used as a one size fits all model since it contains ideological and political weight. In Africa, 

for example, most curricular reforms include the SCA but not because governments freely introduced it 

but because foreign aid agencies prescribed it. Tabulawa strongly opposes to such measures because in 

his view there has not been any study in developing countries stating that the SCA is better than the 

traditional teaching methods (2003). 
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Moreover, Tabulawa (2003) believes that such educational reforms, like in the case of many 

African countries, were imposed and introduced so that certain traits would be spilled-over to 

individuals and to society. The student-centered approach, according to him, is used as a political 

instrument and as part of the westernization process. He argues that this: “ should not be surprising at all 

because education is a political activity, and to make curricular choices, such as adopting a particular 

pedagogy, is to engage in a political activity” (18). Having this in mind, he reminds the reader that the 

teaching and learning process are contextual activities and that it is not possible to have a universal and 

homogenic pedagogical method. Nevertheless, the SCA has been successful in developed countries and 

it could also work well in developing nations as long as context is comprised. 

This view is also supported by Dennis and Fentiman (2007: 33). They claim that international 

agencies want to transform educational systems “as part of reconstruction to conform to prevailing 

international development discourse ideas of how education needs to be ‘child centered’, involve active 

learning and ‘learner centered pedagogy”. The problem here is not only about top-down imposed 

measures but about adding burden to school managers and teachers that lack experience in such 

approaches (ibid). 

Just as Tabulawa stated (2003), when it comes to the student-centered approach the authors state 

that there is still an ongoing debate about this; research results are mixed about its effectiveness in the 

less developed countries. Some people believe that this approach, under the alternative teaching, is 

superior to direct instruction per say. At the same time, they argue that other specialists in developing 

countries contradict this view. SCA is also difficult to apply for inexperienced teachers, like Dennis and 

Fentiman (2007) mentioned, and difficult to implement at large scales (Dembele and Miaro II, 2003 & 

Gauthier and Dembele, 2004). Nevertheless, the student-centered approach can work as long as context 

is included and school members properly trained.  

 

5.3. Teacher Training in Sub-Saharan Africa 
In sub-Saharan Africa, teacher training is seen as a vital tool to achieve EFA goals. Nevertheless, 

many problems are encountered in this profession. This sub-section will touch upon the issues of not 

enough training provided, low professional standards, discrepancies between urban-rural training 

institutions, and the presence of undesirable teaching practices in the region. 

The problem in Africa, according to Mattson (2006), is that in order to reach the goals for 

universal primary education, many countries lowered the entry requirements for the teacher profession 
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as well as the minimum qualifications. There is also the issue of governments’ lack of funds to pay a 

sufficient number of trained teachers. What is more, training time was also reduced. The study of 

Mattson on field-based models of primary teacher training with case studies from sub-Saharan Africa 

shows that there is no size that fits all approach to deal with the above mentioned issues as well as the 

right teacher training for each nation because what might work for one country might not work for 

another one (2006). Always, context needs to be taken into consideration when developing and 

reforming teacher training programs as well as educational policies. Mattson also presents suggestions 

for policy makers, implementing distance education for teachers, such as amongst other things take 

political dynamics into account, build the capacity of the entire delivery and support network in a way 

that links the stakeholders, and have on-going quality assurance, monitoring and evaluation (2006). 

According to the UNESCO report (2005), teacher training institutions in Africa are of great 

significance because they not only provide room for teacher quality building, but by doing so they also 

facilitate the achievement of EFA goals. These programs should include the following aspects when 

providing their services: curriculum relevance, pedagogic methodologies, library and research plants, 

gender equity, and open and distance learning as well as ICT, amongst other things. There are several 

issues presented in the teaching profession, including gender disparity, low means of livelihood, poor 

working conditions, and unreliable wages. Moreover, unions are essential because, overall, they support 

their members by pursuing teachers’ education, looking for alternative didactic methods, and by helping 

develop the profession.  

It is significant to take into consideration certain aspects of the teacher training establishments 

such as their location (rural/urban), who runs them (public/private), their status 

(autonomous/dependent), and their level of authority. The managers’ roles, operations and networks can 

highly influence the impact of the programs provided as well (UNESCO, 2005).  In South Africa, for 

example, power and authority is a problem when it comes to teacher training institutions. Teacher 

colleges’ managers are caught up in the process of decentralization. The problem arouses from the 

central government’s attempts to devolve power and authority to local governments. The central 

government, on one hand, needs to decentralize to implement democratic practices, and on the other 

hand, needs to centralize power to eradicate the inequalities and injustices created by the apartheid 

regime. In the midst of all this, teacher training institutions are often tangled in these struggles for power 

and are left alone to deal with such situations (Nieuwenhuis & Mokoena, 2005). Looking at the 
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impact of establishments’ management, the case of SL is used to illustrate this phenomenon (UNESCO 

2005): 

“(…) teacher training is ensured by each educational network, different from that of public schools; We thus find 

Catholic secondary school training teachers for Protestant schools and Moslem secondary schools training teachers for 

Moslem schools without any coordination and in an obvious wastage”(23). 

 

Although teaching practices are elaborated below, it is important to mention that another issue 

falling under this teacher training in sub-Sahara African educational systems section is that undesirable 

teaching practices are still very much present in schools with rigid, teacher-centered, teacher-dominant, 

and lecture driven methods (Dembele and Miaro II, 2003). Students are still passive actors, there is 

hardly any activities taking place in classrooms, and memorization and recitation of data is still applied 

as knowledge transfer. Moreover, literacy levels are very poor. The authors believe that African 

authorities and stakeholders need to introduce effective teaching practices in order to achieve higher 

quality of education; more attention needs to be paid to process factors such as looking into the inputs 

that are being used in classrooms. Some of their recommendations include investing in teacher, 

principals, parents, school inspectors, and the community as well as strengthening and building the 

research capacity (ibid). Yet, the authors believe that “teacher development, and the development of 

other educational personnel who are expected to support them, is one of the critical issues and 

challenges that Sub-Saharan African countries face as they strive to provide UPE that is equitable and of 

acceptable quality” (Dembele & Miaro II 2003:12). 

The issues presented above are of great significance. In order to improve the quality of education 

in Africa, educational stakeholders need to take them into account always having in mind the importance 

of teacher training. 

 

5.4. Teaching Practices 
It is very interesting to find out what the main teaching practices are according to different 

authors. In general these are related to the quality of education, and to the learning environment. This 

section will expand these views. For example, it is mentioned below that when it comes to quality of 

education teachers are the main factor influencing it and that there is an imperative need to bridge theory 

and practice. Teacher practices also need to embrace inclusive education so as to stimulate positive 

changes in society and better recognize the relationship between politics and education. Lastly, this 
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section touches upon the importance of a healthy and stimulating learning environment, wherein a 

welcoming atmosphere, cooperation and collaboration, amongst other things are crucial. Teacher 

practices are a main ingredient in teacher training programs; it is vital for us to recognize them. 

 

5.4.1. Quality Focus of Teacher Training 
Quality of teaching is so important because whatever teachers do in class determines the 

academic performance of students, that is, teaching quality has a strong impact on the quality of 

education. Gauthier and Dembele argue that teachers are the main variable influencing school 

achievement, in particular, for those students from poor socio-economic households. Student learning is 

highly impacted by their teacher’s management of the class and their teaching ability; in other words, 

teachers are the “most influential factor in student learning” (2004:3). The authors also argue that school 

achievement can improve by ameliorating teaching skills. 

The problem however, is that not all the teaching approaches have the same result and it is 

researchers and educationists’ responsibility to study which practices have the highest impact on the 

quality of education. Gauthier and Dembele (2004) introduce two main practices: the traditional 

teaching and the alternative teaching. Traditional teaching is still found in some developing countries 

wherein teachers have a dominant position, students are treated as passive actors and memorization of 

data is enforced. Alternative teaching, according to them, is based on constructive processes and is sub-

divided into structured teaching and discovery-based approaches (ibid).  

It is difficult then to determine which approach is best since there are no guaranteed solutions to 

the complex issue of quality of educators. Nevertheless, Gauthier and Dembele (2004) state that 

traditional teaching does present many shortcomings and in order to reduce these, teacher trainings need 

to be emphasized both at theory and practice level. The authors believe that the bigger the distance 

between the acquired skills and the skills put into practice, the bigger the chance of providing poor 

quality education. Effective teaching should then be emphasized. In order to do so, trainers should teach 

student teachers how to have positive expectations of their pupils, how to be flexible, how to maintain 

order and discipline, how to relate to other teachers, how to have pupils spend more time on activities, 

how to assign more homework, and how to have frequent assessments. Quality of education is highly 

influenced by teachers’ practices. It is essential then to focus on which approaches work best and how to 

eliminate the gap between theory and practice. 

 



 63

 

5.4.2. The Learning Environment 
A conducive learning environment is essential for a successful teaching and learning process. 

Comfort and a shared sense of belongings by teachers and students are essential items for a good 

learning environment. This welcoming atmosphere falls, mainly, in the hands of the teacher. Teachers 

need to make every student feel equally valued and promote respect, while at the same time, fight 

prejudice and discrimination amongst students and community members. They also need to use 

inclusive practices wherein community’s cultural diversity, socio-economic backgrounds, and religion 

are taking into consideration amongst other things. It is recommended that students and school 

authorities keep a close relationship with students’ parents and care-givers to understand the complexity 

of the students’ backgrounds (UNESCO, 2004). 

Moreover, teachers are motivated to use collaborative learning activities so that, through 

cooperation and collaboration, students can learn about tolerance, acceptance, and integrated effort. 

Students, at the same time, should be engaged in the planning and structuring of their own learning so as 

to grow their commitment to education. To avoid, amongst students, feelings of poor-self esteem, 

learned helplessness, and lack of interest in school, teachers need to have high expectations for students. 

Moreover, to support academic success, teachers should implement in their classrooms the following 

measures: collaborative learning, positive interdependence, individual accountability, co-operative 

skills, face to face interaction, and student reflection and goal-setting (UNESCO, 2004). 

Physical features of the classroom environment and time management are also vital in the 

teaching-learning process. The UNESCO report touches upon a few of these physical elements: seating 

arrangements, noise level, space and order all contribute to the level of comfort (2004).  

Inclusive education “is about how, where and why, and with what consequences, we educate all 

pupils”, giving equal opportunities to all including the different and disabled (Barton 1997: 234). To 

bring about positive changes in society topics such as equality, politics, power, and control need to be 

present in teacher training programs for politicizing teachers and employing inclusive education 

methods. Firstly, only when teachers and other educational actors are informed about such issues is that 

they can make a change in their society. Many times, researchers find that teachers do not question 

themselves in what society they live in and how to make it better. On the contrary, teachers are found to 

be passive agents that continuously depoliticize themselves by not analyzing their surroundings. This 
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observation is clearly based on the belief that education policies and actors derive from politics (Barton, 

1997).  

Secondly, it is believed that such topics are fundamental for teachers in the implementation of 

inclusive education. Such concept is significant because it gives room for integration and for positive 

change: “inclusive education is about responding to diversity; it is about listening to unfamiliar voices, 

being open, empowering all members and about celebrating ‘difference’ in dignified ways” (Barton 

1997: 233). Henceforth, inclusive education is seen as a tool used to struggle for change wherein context 

is taken into account and the voices of the oppressed heard. Only then, can one achieve human rights, 

enhance society’s participation and choice, and fully accept societal differences. 

Quality of education is then closely related to the learning environment; teachers are the main 

actors regarding the standards of the classroom atmosphere presented to students. Positive changes in 

society can be achieved when inclusive education is introduced in classrooms and where diversity is 

celebrated and disabled involved. Therefore, teachers’ training programs entail to cover practices on 

how to provide conducive environments and how to put into practice inclusive education and 

integration. 

 

5.5. Reinvention of the Teaching Profession 
This section summarizes what researchers have suggested to improve the teaching profession. 

These recommendations vary from surveying communities on how to improve the quality of educators 

and overall education, the main topics that teachers need to be trained in, such as citizenship, wisdom, 

empathy, and the need for ongoing in-service training.  Moreover, it is also described how to improve 

educational standards, and how to improve teachers’ quality of life and profession, in order to facilitate 

the achievement of EFA goals. It is imperative for teachers to learn how to recognize and deal with 

students’ differences in the classroom. Lastly, it is argued that if the teaching profession, at all levels, is 

not promptly tackled quality of education will probably decline or not improve. 

To improve the teaching profession for the 21st century items from the modern schools and 

education systems need to be restored. Teaching skills need to be re-evaluated and reconstructed to take 

into account the exchange of experiences in the classroom. Certain competencies need to be present in 

teaching and to find out which ones, children and teachers in each society should recreate the meaning 

of these competencies and skills.  Only then, when new meanings are given, structural solutions will 

arise to the teaching problems and quality will start to improve (Balavsky, 2002). This does not mean 
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that universal solutions should apply; on the contrary, it supports the idea that teachers should educate 

according to their own perceptions of the world and should choose the approach that fits them best. That 

is why they should recreate their own meanings to teaching and learning. 

Balavsky also believes that the above mentioned competencies should include the next five key 

items: citizenship, wisdom, empathy, institutionalism, and pragmatism which are elaborated below. By 

citizenship the author means that teachers should be good and active, in the present and in the future, 

citizens; they should be able to connect their discipline to the real world.  Being a wise teacher is also 

important; teacher trainings should include general knowledge subjects as well as the community’s 

history, biographies etc…the teacher should also be able to accept their doubt and knowledge gaps. 

Teachers should furthermore be trained to be empathetic and to have an understanding and feel for the 

other. Moreover, teachers need to learn and be able to teach how to break stereotypes and respectfully 

talk about ‘the other’. Teachers need to receive training on the relationship between society’s macro 

politics and their school’s micro politics in order to incorporate it to their classroom’s activities. In other 

words, institutionalism refers to teachers needing to understand that what goes on in the government 

directly impacts what goes on in their classrooms so they need to be aware of these processes. It is also 

vital for teachers to receive training on how to incorporate team work, mutual observation, and 

experimental projects in their classrooms so as to become a more pragmatic educator. These items need 

to be included in teacher training programs in order to improve the quality of the educators (2002). 

In-Service teacher training is generally known to improve the quality of teaching and learning. 

This continuing professional development, or CPD, to be effective needs: “teachers working together 

and making decisions about their own professional development in their own schools; balancing subject-

matter and pedagogy; peer observation and feedback on teaching; action research ad sharing results 

opportunities for teachers to apply what they are learning in their own classrooms, with outside 

assistance as needed” (Schwille, 2007).  

Additionally, to ensure quality of education, governments and international agencies should 

implement the following suggestions: plan effective processes to increase the numbers of teachers, 

provide effective recruitment, training and deployment policies, and finance resources to offer better 

teacher salaries. Moreover, studies on teacher training and quality educators should take into 

consideration why teacher absenteeism is such a big problem. What is more, in order to achieve EFA 

goals, policy makers should also look into the quality of life of teachers, and the need to develop child-

centered approaches (Kirk & Dembele, 2007). 
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Likewise, “in order to provide quality of education for all, students, teachers need to differentiate 

their teaching to suit the needs of the students rather than assuming that children will fit into what they 

offer” (UNESCO 2004: 68). It is important to recognize that teachers teach differently and children learn 

differently as well: some prefer to think logically, others to work with people, and others to play with 

words. Hence, teachers should include in their lessons activities that include individual peer, and group 

work, as well as those activities that integrate different learning styles (visual, auditory, kinesthetic) and 

learning abilities (interpersonal, mathematical, verbal, visual, etc…). To get started, teachers should: 

plan what they want to do and how they want to do it, work with a colleague, ask for help, not be afraid 

of making mistakes, not be discouraged if something does not work immediately, know that students 

need time to learn new ways of working, ask for feedback from students, think that teaching is about 

learning, and celebrate the work they are doing in the classroom. In other words, “teachers can 

differentiate their curriculum delivery by: adjusting the pace, using different learning styles (e.g. visual, 

auditory, kinesthetic), providing tasks and questions at different levels of complexity, varying the 

number of steps in the practice, providing opportunities to practice and learn in a variety of ways such as 

writing, reasoning, making plays, using music, and listening (UNESCO 2004: 68). 

Quality of education will most likely decline if certain aspects of the teaching profession are not 

modified. For example, people’s perception of this profession needs to change and become more 

positive, teachers’ status in society needs to ameliorate, and teachers’ motivation needs to increase. The 

OECD report presents many general concerns regarding teachers and their profession. Some people 

worry about the reputation about this career, about the best training practices to develop teachers’ 

knowledge, and about recruiting, selecting and employing, and retaining teachers. Also, some common 

policy directions are offered in the report such as emphasizing teacher quality over teaching quantity; 

developing teacher profiles to align teacher development and performance with school needs; viewing 

teacher development as a continuum; making teacher education more flexible; transforming teacher into 

a knowledge-rich profession; providing schools with more responsibility for teacher personnel 

management (OECD, 2005). 

Knowing now what the literature states on how to ameliorate teacher training and how these 

changes can potentially positively impact the quality of education; it is imperative to take a look at the 

idea of teacher training in post-conflict settings. As mentioned above, it is crucial to take into account 

the context of the educational system under research, in this case post-conflict Sierra Leone. For this 
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reason is that the next section is included: to understand better the repercussion of teacher training in 

such situations. 

 

5.6. Teacher Training in a Post-Conflict Context 
The role of teacher training in post-conflict settings will be further elaborated. In such contexts, 

alternative pedagogical approaches are often used; these will be further described below. Moreover, the 

risk of providing peace education is illustrated as well as its positive impact on post-conflict 

development. 

 

5.6.1. The Importance of Teacher Training during an d after Conflict 
In the case of Sierra Leone, as explained earlier, more than half of the actual teachers are 

untrained and unqualified due to that a great majority of the trained teachers fled the country during the 

war. Henceforth, presently, there is a pressing need to offer teacher training programs. According to 

UNESCO “teacher training is thus one of the most important dimensions of an emergency response” 

(UNESCO 2006: 1). The guidebook for planning education in emergencies and reconstruction suggests 

that teachers living in such situation should be trained to cope with emergency, and should be taught 

new topics regarding displacement and returnee people, psychological issues and trauma. Training 

colleges and their prospective teachers have a significant role in post-conflict development (UNESCO, 

2006). Nicolai (2003) also believes that during and after emergencies teacher training is significant; 

according to her, teachers need to acquire new knowledge, strengthen their skills, and gain new teaching 

methods. 

UNESCO (2006) highlights the importance of theoretical knowledge as well as pedagogical 

training as part of teacher education. Pertaining to this is the observation of role models, microteaching 

and classroom practice. UNESCO (2006) suggests that part of post-conflict reconstruction, should 

include the renovation of pre-service teacher training, as well as a renewal of content, pedagogy, and 

infrastructure. Moreover, researchers suggest that most teaching skills are acquired the first five years of 

practice. Again, this shows the importance of teachers’ education, particularly in critical situations such 

as those of conflict or post-conflict. 

After an emergency, the UNESCO guideline (2006) suggests that national and local educational 

authorities, as well as communities, should take part of the educational reconstruction process. This 
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should consist of designing and implementing formal and non-formal teacher training activities. Teacher 

trainers, at the same time, are encouraged to develop and implement relevant trainings for educators 

including capacity building and training skills. It is advisable, in the case of limited numbers of trainers, 

to partner up with international organizations such as the UN and other international NGOs to provide 

the service. Lastly, in order to promote the quality of educators, approval and accreditation of training 

by national and local educational authorities are essential factors. 

5.6.2 Pedagogical Approach 
Emergency and post-emergency educational initiatives usually use progressive pedagogies, 

mentioned earlier, which include activity-based, child-centered and participatory approaches. The reason 

for using such teaching methods is that they help children and youth internalize their negative 

experiences during the war more efficiently than with teacher-dominated/top-down approaches. 

Nevertheless, this is a one-size fits all pedagogy and it should be carefully introduced in developing 

countries because research does not fully support its effectiveness, as specified earlier. Moreover, local 

teachers can perceive such approach as a burden if not previously been trained on how to put it into 

practice; hence, continuous training and support should be provided (Kugawa, 2005). 

Although there are opposing views, as discussed earlier, it is believed that teacher education 

should incorporate children-centered approach and fun learning methods as long as they are context-

specific. The education provided should be of high quality and relevance. It should also be sensitive, and 

at the same time, equity and diversity issues should be incorporated. Teachers also need to be trained on 

how to teach science and life skills that are targeted to existing situation (Pigozzi, 1999). Authorities 

should prepare and encourage teachers to deal with the crisis in their neighborhood and school to better 

respond if conflict re-arouses (Sinclair, 2002). Crucial to understand is that not only qualified teachers 

should receive the training but community members and certain youths can become volunteers to be 

teachers or youth leaders as well. What is more, head teachers can receive training in how to provide 

support to other teachers (Nicolai, 2003). 

 

5.6.3. Peace Education 
Peace education, as mentioned earlier, is particularly important because it helps develop certain 

skills such as: active listening, negotiation and meditation, and helps understand students’ current 

context. Tolerance and diversity are usually promoted values in these courses. Yet, for peace education 



 69

to be effective quality of teachers and the methods used are significant: “it is unrealistic to introduce 

peace-building curriculum without extra support and training” (Nicolai 2003: 14). Bretherton et all 

(2003), claim that during peace education efforts,  content and pedagogy need to be combined, a more 

peaceful school and community environment created, and main core concepts for peace included such as 

dealing with trauma, communication, conflict management and human rights and democracy. Further, 

Pigozzi believes that many times peace education is only introduced after the conflict, and that it should 

also be introduced as a preventive measure. Teachers, according to him, should not only tell and explain 

its definitions but more in-class demonstrations are needed (1999). 

In the case of Sierra Leone a peace education kit was created in January 2002, after sending two 

Australian project consultants to explore the field, which comprises an introduction, cross-curriculum 

units covering broader issues, specific curriculum units for several subject areas and different student 

ages, and whole school community activities. In other words, the kit “consciously combines content 

with pedagogy, addresses core issues which transcend specific learning areas and contributes to the 

creation of a more peaceful school and community” (Bretherton et al 2003: 226). By focusing on 

combining content and pedagogy, they mean to concentrate on what needs to be taught and how to teach 

it. The four main issues in the peace kit’s cross-curriculum units are dealing with trauma, 

communication, conflict management, and human rights and democracy. In June of 2002 the consultants 

went back to Freetown and held a two day workshop with the consulting team and participants from 

teacher-training institutions. The feedback received was very positive and hence, a final version of the 

kit was sent to the World Bank. What was noted at the workshop was the need to train new and existing 

teachers in those pedagogical approaches present in the kit. 

Davies (2005) studies what is needed to promote peace during the conflict and post-conflict 

phase. She suggests that it is necessary to act according to the interest of peace; perhaps, by having 

international NGOs build resilient, self-organized, independent and safe schools. What is more, she 

believes that peace is not just about being nice to others but “its about creating a degree of turbulence in 

the system by challenging the taken-for granted realities about problem solutions and about difference” 

(Davies 2005: 365). Even though it is important to have the international community participate, local 

resiliency should not be underestimated because local efforts in peace building and conflict prevention 

are as effective as any other foreign initiative. 

Teachers also need to learn that the “portrayal or non-portrayal of historical events and their 

interpretation, characterization of the “other”, and narratives of nationhood and victimhood all lay the 
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groundwork for civil conflict or for peace ” (Williams 2004: 479). Also, educationists need to study the 

different impacts that formal, non-formal and informal education have on peace-building and conflict-

resolution initiatives (ibid). 

 

This section touched upon the vital role of teacher training in Post-conflict settings illustrating 

that it is considered to be the most important dimension in nations’ recovery and reconstruction 

processes. By training teachers, quality of education is enhanced and new knowledge and skills are 

acquired by both teachers and students. Using an alternative pedagogical approach is recommended 

during these contexts because it helps children overcome the crises and negative experiences and, 

simultaneously, in such dramatic circumstances it makes learning fun. Peace education on the other 

hand, helps develop positive skills and values and facilitates the understanding of the context. Positive 

peace education is powerful enough to challenge the system and teachers should receive the necessary 

training to make peace education effective and positive. 

To finalize, this chapter dealt with various aspects of teacher training including perceptions on 

pedagogical training, its background, and several teaching methods with a special emphasis on the SCA 

as it is most relevant to this study. A section on teacher training in Sub-Saharan Africa was also 

mentioned since such domain is seen as a significant tool capable to improve the quality of education 

and at the same time, help achieve EFA goals. It was also stated that teaching practices vary, and that 

these variations are related to the quality focus of teacher training, the SCA, and the teaching-learning 

environment. How to improve the teaching profession was also introduced so as to understand how to 

improve the Quality of education and how to sustain it. Lastly, teacher training and post-conflict settings 

was presented in hopes to comprehend the implication of such concept in such context. Having provided 

the theoretical foundations and current debates on quality of education and teacher training, one can now 

move on to the next findings chapters with a stronger basis and knowledge of the subject matter. 
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6. Empirical Findings on Quality of Primary Educati on in Sierra 
Leone: Statistics Review and Perception Analysis of Educat ion  

 

This chapter presents the gathered data collected in the field on local agents’ perception of the 

quality of education in Sierra Leone. A review of the current national figures was analyzed and 

shortcomings in the educational system were debated. Furthermore, local stakeholders discussed their 

views on quality of education; in general, their perception was that quality of education had improved 

but that it still needs a lot of attention and improvement. 

 

 6.1. Review of Statistics 
There are around 60% of untrained and unqualified Sierra Leonean teachers and around 40% of 

qualified and or trained ones. In Sierra Leone Figures are presented differently by various actors in the 

field, and many times, they are incomplete.  Nevertheless, all statistical figures are included in the 

report. According to EMIS statistics, there are a total of 30134 full-time primary teachers, of which 

22315 are female and 7819 are males. There are also 12359 untrained and unqualified full-time female 

teachers and 12857 untrained and unqualified full-time males. There are 5,059 primary schools; 608 

schools located in the Western area, 1,295 in the Southern area, 2,013 in the Northern area, and 1,143 in 

the Eastern area. 694, 724 boys and 629, 459 girls are currently attending primary school. It is estimated 

that 67,568 boys repeated in the academic year of 2006-2007 and that the same goes for 64,092 girls 

(EMIS). According to Leo Hamminger, the UNESCO Statistics Planning directorate, the ministry of 

education is creating an educational management information system because there is very little 

information. 

Officers at the ministry of education estimated that half primary teachers are untrained and 

unqualified. They did not specify in which way this affects the quality of education. However, it is clear 

that with untrained and unqualified teachers, children are not receiving optimal education: they are not 

being challenged nor taught how to be critical thinkers. They might also not be receiving accurate 

content not sufficient attention so as to comply with the syllabus requirements. What was not specified 

in the research was weather untrained and unqualified teachers did receive some sort of peer/volunteer 

training at any point in their careers. The EFA national coordinator, Mr. Williams, suggested that the 
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retention rates have improved. Even though he did not have figures for retention rates he used the 

statistics for national exams to support his statement. Also, he argued that the number of girls in schools 

is increasing and that the gross enrollment rate for 2007 was 106%. It was further stated that 20% of 

national budget goes to education. He claimed that no percentage for trained teachers was available and 

that the only statistics on learning are the exam scores. 

  

6.2. Present Shortcomings 
Evidence has shown that there are many troubles in today’s educational system in Sierra Leone. 

Unfortunately, the extreme poverty found in this country, fueled by the decade-long war, is only 

contributing to the debilitation of the quality of education. In addition, professionals in this field 

presented a variety of other factors that are deteriorating this public service such as lack of physical and 

human resources, poor school management, lack of funding, and the decreasing role of the government 

amongst other things expanded below. This section is subdivided into the different concerns: school 

structure, lack of teacher capacity, un-conducive learning environment, physical punishment and other 

issues, gathered by interviews, focus group discussions and classroom observations; their order of 

presentation does not relate to importance nor frequency of appearance. The last section, other issues, is 

composed by different problems that are present today in SL’s education system and, since there was 

little evidence, they were combined into one.  

  

6.2.1. School Structures 
Many schools are destroyed: walls, roofs, windows, and furniture were taken away by rebels and 

yet not been replaced (UNICEF, 2007). School structures are poor hence, when it rains children get wet. 

Schools’ structures also appeared several times in the various discussions with teachers; there is 

overpopulation in classrooms, not enough sitting accommodation and lack of furniture. There are also no 

lodgings for teachers, there are unprotected school compounds, and bad infrastructure including lack of 

gender facilities. It would have been interesting to find out what were school statuses before the war just 

to have a dimensional idea of the conflict’s impact on the educational system. However, this information 

was not gathered. What it is known about school structures is that there is a common estimation that 

around 50% of school premises around the country were vandalized and destroyed by rebels. The 
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following picture is a clear illustration of the poor school infrastructures commonly found in the country 

wherein classrooms’ walls are made out of straw and sticks, and roofs made out of plastic materials. 

 
These classrooms belongs to a school located in a slum in Eastern Freetown; it accommodates primary and secondary students 

6.2.2. Lack of Teacher Capacity 
During a focus groups discussion, it was stated that teacher capacity is, in general, very weak as 

a consequence of the war. Again, data on what the situation, before the conflict, was regarding trained 

and qualified teachers is missing. After the conflict situation, teachers argued, the human resource 

capacity remained fragile: many teachers fled the country and the students left behind could not attend 

college because there was no infrastructure. So, the government, with external help, used volunteers to 

fill in the gap. Instead of three years of training they offered two years, and so on, in order to have 

human resource capacity to flourish. Simultaneously, unskilled and unqualified people were allowed in 

the profession. Most schools with these unqualified and untrained teachers are found in rural areas; 

upcountry. In-service training then, is essential because educating is being poisoned, according to a 

teacher, by the lack of training. This view is supported by most researchers on this topic such as Rose 

and Greeley (2006), Kagawa (2005), Riddell (1999), amongst others. 

According to a UNICEF’s officer, there is still a big gap between what is being taught in 

universities and what teachers do in class. In other words, theory and practice do not go hand in hand, 

and lack of supervision is widening this gap. Dembele (2004) suggests the importance of bridging the 
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rift. Unqualified and trained teachers are a main problem to society; not only for the present but for 

future development. They are not providing the necessary education to children, and in a way, as a UN 

volunteer put it: “at the moment we risk more instability in the country.” The reason for this is that 

“today they (children) learn to follow people they admire” and so whatever is told by their teacher they 

will intake and believe, even if it is inaccurate and mistaken. These statements are tricky because 60% of 

Sierra Leonean children are being trained by untrained and unqualified teachers and we cannot 

underestimate their efforts; nevertheless the government of Sierra Leone is heavily responsible for 

lacking the capacity to pay all teachers and provide them with necessary trainings. Yet, one needs to 

keep in mind that conditional aid and the international community might put pressure on the government 

to reduce educational costs and hence, national officials have no other options but to opt to decrease 

educational staff and payroll. Save the Children came up with other current issues such as lack of 

resources in teacher training institutions, teachers lacking practical knowledge, lack of teaching and 

learning materials in schools, access, retention, protection in schools, and financing. Some of these 

problems were recognized by Plan’s advisor as well such as management, access, quality and financing. 

As for teachers, it was argued that there is a huge teacher shortage, teacher qualifications are 

very low, there is the problem of untrained and unqualified teachers affecting the Quality of education, 

and not enough training is being offered. Kirk and Dembele (2007) support this by stating that many 

times the problem of shortages is solved by providing short-term training, lowering the quality of 

education. There are still the issues of poor conditions of service, lack of teaching and learning 

materials, and no promotions available for teachers. 

The Ministry of Education claimed that untrained and unqualified teachers are still present in 

great quantities and providing poor education; bad head teachers and politics’ leadership also influence 

the standard of education provided to children. There is a lack of teaching and learning materials and the 

conditions of service are yet very poor; teachers are not satisfied and students suffer the consequences. 

Quality of education is also being negatively influenced by the mass production of teachers to meet the 

expected enrollment rates; financial input is emergently needed. 

Regarding pedagogical training, a Sierra Leone Teacher’s Union (SLTU) officer argued that, the 

will to improve is there from the Government of Sierra Leone, NGOs and the Sierra Leone Teachers 

Union; the problem, however, is that the means are not there to adequately train everyone at the same 

time. For him, structure does not matter-- it is there in abundance, but the dilemma is the lack of 
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training. The training given by the SLTU is not enough. Hence, he suggests building more partnerships 

in order to provide necessary pre and in-service teacher trainings. 

 

6.2.3. Un-conducive Learning Environment 
The teaching and learning environment is an essential variable for the provision of quality of 

education (UNICEF, 2000); nonetheless, an absent conducive environment to learning was the main 

debate in one of the focus group discussions related to physical resource capacity and quality of 

education. School buildings, according to a teacher, are not helping the learning process: an example 

being that roofs “leak during rainy season and children get cold”. The near environment is also an 

obstacle to learning. According to teachers, there are several ghettos near school compounds (which they 

refer to bars and hang out places) wherein there is easy access to alcohol and drugs. Many times, 

children are negatively influenced at these places and they will often try to copy the behaviors observed, 

growing away from the academic world. Many times, as mentioned above, children need to work; they 

run out of schools to go to help their parents at the market and come back later. Students also leave 

school compounds to fetch water since there are no tap-water facilities. Highways near school 

compounds are also perceived as a problem by teachers; there is no police around to help children cross 

the zebra, and many times there are accidents. At the moment, children are not safe in schools; teachers 

complain that the school compounds should have gates to protect their students. Most of the children 

interviewed, and contrary to what teachers stated, agreed that they feel safe in the school compound and 

that they like coming to school. The reasons provided for this feeling of safety is that there is a stick 

fence so no one comes into the compound, and that the teachers take care of them. The general sense 

was that children enjoyed being in school; they play with friends and they found it pleasant. Most 

students enjoy attending class; only one child replied he did not like going to school but had no reason 

for it. Those who did like attending class gave the following reasons for it: like school compound, gain 

more ideas, it is important for the future, it empowers.  

Teachers, as mentioned above, complained that the environment is found to be not conducive: 

there is nothing displaced on walls, teacher/pupil ratios are very high, and poverty affects the learning in 

several ways.  

  



 76

6.2.4. Physical Punishment 
An issue that startlingly appeared during a focus group discussion was the usage of physical 

punishment in school compounds and with it, a broad variety of misinformed justifications. Teachers 

openly talked about beating/flogging/slashing their students without any remorse: “the cane is 

necessary” or “the cane frightens them” were repeatedly ideas shared by the group. When questioned by 

the mediator about these behaviors, teachers’ answers were nothing but puerile. It was believed by 

teachers that the cane is needed because the rooms are too large and that it is difficult to control the 

class.  Teachers declared that they work with African children who have different characteristics than 

other children in other parts of the world; they are uncontrollable and misbehaved. It was also believed 

that because some of the students were sons or daughters of rebels, they had particular inclinations to 

being wild and troublesome, henceforth; teachers were forced to strictly discipline them to prevent them 

from growing worse. It was also uttered that these latter children still have contents of, and are still 

under the influence of, drugs that were previously consumed by their parents six years ago. Clearly, this 

group of teachers is misinformed and is excusing their behaviors with knowledge that is not correct. Yet 

again, this is a perception analysis; in this particular case teachers’ perceptions led to false judgment 

because according to a health specialist from the health unit at UNICEF SL the influence of drugs 

should fade away after six months of consumption.  

 

6.2.5. What has been observed 
Many problems stated above were also detected in the educational system from primary 

classroom observations held in the field. Overpopulation in classrooms is a persisting problem; the 

picture on the front cover illustrates this case. It was found that there are 60, 80 and even 100 students 

per class. Sitting accommodation then becomes a problem wherein, sometimes, up to four children were 

sharing a bench for two. The next picture clearly shows the present poor learning conditions in which 

not enough sitting and learning materials are available for all students. 
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Kenema First Graders 

 

Lack of learning materials was observed; not all children had books, paper and pens 

subsequently, for example, one of the teachers in Kenema asked the first graders to write the numbers in 

the air. Crucial to mention is the fact that not all children followed the teacher’s instruction, denoting 

that some teachers lacked the capacity to catch students’ attention and have them do as they are told. 

Children’s obligations outside school were sometimes observed in classrooms, that is, there was a case 

of a smaller sibling sleeping on one of the sixth grader’s lap while attending a math class. This 

exemplifies that children need to be multi-tasked at a young age and that they have a lot of 

responsibilities, such as caring for their young ones, that can drive them apart from educating 

themselves. Another case is that of a sixth grader who fell asleep in a Religious Moral Education class 

stating, once more, that Sierra Leonean children are sometimes asked for too much to the point that their 

tiny bodies cannot take. Contrary to common perception, the observation accounted for gender parity in 

classrooms both in numbers and in the way teachers treated the students.  

What is more, the learning environment in most of the visited schools was noticeably not 

conducive: there were no pictures on the walls, some roofs and walls were made of tin or precarious 

peaces of wood, sometimes there were no divisions from class to class making learning unbearable and 

hardly impossible to listen to the instructor, and sometimes there were people standing outside the 
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classrooms distracting children and teachers. An untrained and unqualified teacher was also observed 

while giving a social studies lesson to a Freetown class IV; clearly, he was not able to make the lecture 

dynamic, children were not asked to participate, and he even made spelling mistakes on the board. After 

all, one cannot infer that all untrained and unqualified teachers are incapable of providing high quality of 

education just by looking at this example but, if this was in fact the case, then SL would be in big 

trouble concerning the kind of education that this generation of students is receiving.  

 

6.2.6. Other Issues 
Other issues described by teachers were the huge influx experienced by schools today due to the 

free education policy, the disadvantages of having two shifts in most schools, and the lack of 

competition among schools. In addition, a teacher argued that there are no peace courses offered at 

primary level and that in school compounds violence is present. Lastly, it was suggested by two teachers 

that the government lacks responsibility and capability and that it is not doing enough to put an end to 

these problems.  

From the Ministry of Education perspective, there are not enough training colleges and the 

education is being affected by the large amount of untrained and unqualified teachers. Space is a 

problem; there are still large classes with very high teacher/student ratios impeding high standards of 

education to all the students in the class. There is also a serious lack of in-service training (the 

government does not offer in-service training to classes 1-3 because they do not need much content.) 

The process of teacher recruitment and retainment is also failing in the system. Moreover, there is a lack 

of teaching and learning materials which directly affects the practice of providing knowledge, 

processing it, and receiving it. Many children are still out of school and numerous others, according to 

the ministry of education, start education late, at an older age. 

Teachers also complained about the time frame of schooling; having two shifts to accommodate 

all the students significantly reduces the time spent at school leading to a lesser access to quality of 

education. Furthermore, many times, teachers blamed parents for not giving enough importance to their 

children’s education; they force the children to work very hard (around 90% sell in the street) and do not 

allow them to get enough rest to the point that some children sleep in class. According to UNICEF 

(2000) this might be related to the parents’ level of education. 

According to the Ministry of Education, there is a lack of science, technology, peace, and 

conflict resolution education and development in schools. There is also the issue of the present 
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discrepancy of cultural belief versus scientific truths, as well as the bad attitudes of teachers and 

students; unfortunately these attitudes and their attributions were not further studied.  

Looking at the statements above, it can be inferred that quality of education is seen as a problem; 

it is low and inadequate because of several factors influencing it. Having said this, two important factors 

are worth attention: teacher training institutions and supervision. To start with, it was mentioned that 

teachers are not receiving appropriate pre and in-service training and that training institutions lack 

resources. There is still an important gap between theory and practice and this fissure is further being re-

enforced by the lack of supervision that teachers receive in classrooms. Teacher recruitment and 

retainment is also presented as a problem affecting the education. Funny enough, a debate emerged from 

this topic wherein some people stated above that mass production of teachers, in order to reach 

international goals for enrollment rates, was formulating poor quality educators and, others discussed the 

issue of  teacher shortages. Continuing the discussion about primary teachers in Sierra Leone, the 

present conditions of service are still very poor; in general, there is a shared feeling of job dissatisfaction 

which might lead to poor performance.  

Poverty is recognized as a main concern impeding the provision of high quality of education in 

Sierra Leone. It is also debated that there are no learning conducive environments due to several 

questions such as poor school structure, not enough teaching and learning materials, high teacher/student 

ratios, double shifts, children’s obligations outside of schools, and the presence of violence in school 

premises amongst other things that directly affects the teaching-learning process. Post-conflict 

development is not incorporated into primary school curriculums and, according to the participants in 

this study, it presents a problem because children need to learn what the context of the war was so that 

history does not repeat itself. School managers and people in leadership positions are often blamed for 

the misfortunes of teachers and the poor quality of education being offered, yet, the government is 

mostly held responsible for not doing their job. Perhaps local stakeholders are blaming the government 

without actually analyzing whether this institution has sufficient resources to achieve its objectives and 

service delivery and without understanding to what degree the government is meeting conditions 

required for international aid.  

 

6.3. Current Voices on Quality of Education 
As this is a perception analysis, it is difficult to interpret these answers as objective truths 

because the concept ‘quality of education’, ‘low’, ‘high’, ‘improved’, or ‘worsen’ can have different 
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meanings to different people. Answers are very subjective and unfortunately these meanings were not 

further explored, yet, the words were taken as they were stated to understand educationists’ outlooks on 

this topic. The different stakeholders at the different levels presented several views on the quality of 

education in Sierra Leone and, in many cases, voluntary examples were provided to justify their 

perception. Some of the interviewees only offered their opinion and did not support it with an argument. 

Interesting was to find out that within a same group, like the case of trainers, their opinions varied 

regarding whether quality of education has improved or worsened in the past few years. Overall, the 

general viewpoint was that even though the quality might have improved, the education offered at Sierra 

Leonean primary schools is extremely poor. Quality of education has improved in the sense that more 

children were passing the national examinations, access had increased--in particular girls’, and some 

schools were being rebuilt. The general perception, nevertheless, was that physical and human capacities 

are visibly deficient, and that many significant factors are negatively affecting children’s education such 

as poverty, teachers’ salaries, children’s jobs and other important issues presented below. 

 

6.3.1. From the Ministry of Education’s Perspective  
The quality of education is generally perceived as having improved. The evidence from this is 

extracted, according to them,  from more children excelling in primary exams, enrollment rates going 

up, more teachers being trained, and schools being made of cements (as opposed to sticks and straw.) 

We need to keep in mind that these statements have no statistical foundations since officers were not 

able to provide figures to support their statements, but nevertheless are significant because they based 

their views in their vast experience dealing with teachers. The deputy director of the Western Area 

Inspector division argued that the education in Sierra Leone is improving since it is not restrictive and 

that the government is paying for fees and books. He also stated that different teacher training programs 

are being offered and, as said above, new schools are being built. The issue is that he lacked to mention 

how many and whether the ministry’s initiatives are sufficient to cover all the in need areas. Although 

one can probably infer that the government of Sierra Leone does not have sufficient fiscal capacity to 

comprise all deprived regions. 

Many weaknesses of the education system affecting the quality of education in Sierra Leone 

were presented by the Ministry of Education as well. Lack of learning and teaching materials, not 

enough available classrooms, poor teacher monitoring, and inadequate preparation for the 6334 system 

were some of the issues presented by a school supervisor.  The general director of education also stated 
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that lack of teacher capacity and class sizes are a problem. The EFA national coordinator also 

complained about overcrowding in schools and not enough textbooks and learning materials: ‘today 

there are some areas with 1:4 ratios of learning materials to children’. Moreover, the inspectorate 

division argued that interventions are not sufficient (but did not specify from who: governments, NGOs, 

INGOs etc…) and that there is a lack of structure, furniture, and teaching and learning materials. It was 

also presented by this department that monitoring, funding and management bring about difficulties to 

the education system. Lastly, teacher recruitment also seemed to pose a problem. 

 

6.3.2. Teacher Trainers 
On the other hand, there is among the trainers, apparently, a debate about whether the quality of 

education in Sierra Leone has improved or not. Three interviewees at Freetown Teachers College argued 

that the quality of education in Sierra Leone has gotten worse in the last few years compared to 

educational standards before the war. They stated that the quality level is very low: old pedagogy is still 

being used, and that there are many persisting problems such as male biases, poverty, teacher 

dissatisfaction, and lack of materials and governmental financial input. Also, these trainers claimed that 

a lot of improvement in the educational system is required. Meanwhile, two other trainers believed that 

the quality of education has improved due to the government of Sierra Leone’s measures such as more 

training provided to untrained and unqualified teachers, and increased rates of access, local materials 

being used from the environment in classrooms. Still, they believe that many aspects of quality of 

education are lacking: the gap between theory and practice is still very big; more training and learning 

materials need to be facilitated 

 

6.3.3. Primary Teachers 
As mentioned above, it is difficult to interpret these answers because the concepts improvement 

and worsen might have different meanings for different people. Having said that, in general terms, most 

teachers agreed that the quality of education has shaped-up, but still not up to standard. Teachers 

complained that children need to be fed and that quality is poor because salaries are low so classes are 

being neglected since teachers use other methods to gain money. They said that after the 6334 system 

and the girl-child program have been implemented, the quality of education is better. It appears that, 

according to teachers, there are not enough training colleges and there is the persisting problem of 
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teacher shortages. Teacher training colleges’ fees are very high stopping prospective students from 

applying and pursuing the teaching profession. In her school in Eastern Freetown, the textbook/student 

ratio is of 1:3 and they also have no running water. One of the Kenema teachers also stated that before 

the education system was very poor but that now, after the implementation of several programs, they can 

see some development; nevertheless, poverty is still an important obstacle. Contrary, a head-teacher 

blamed both the government and parents for the poor education system, she said: ‘Sierra Leone is trying. 

Free education is a problem. The government does not support schools as promised. There is still a lack 

of supplies and parents do not comply’.  

 

6.3.4. NGOs 
The NGOs’ perception on the quality of primary education in Sierra Leone varies. Some NGOs 

argue that it has improved while others still believe that the quality of education is still very poor. 

Improvements were seen in the provision of food programs in schools, increase provision of school 

resources, and development of curriculum Poor education, on the other hand, was attributed to lack of 

access to education, lack of human and material resources, and the heavy amount of untrained and 

unqualified teachers. There were also a few items included to their answers such as the discrepancy 

between the quality of education in urban areas versus in rural areas. Even though detailed observations 

were not offered, surprisingly, it was stated that some schools in rural areas are in better conditions than 

those in the cities due to the NGOs and faith missions’ efforts in these areas.  

 

6.3.5. Students 
Quality of education was also studied by having informal interviews with children. The students 

proffered very worthy information concerning this topic. There is evidence of lack of teaching and 

learning materials and a serious negligence from the government concerning its provision. Most of the 

teaching materials present in children’s classrooms consisted of colored chalks, some pictures on the 

wall, and readers. It is important to allege that some children specified that there were no pictures on the 

wall; only colored chalks were used by teachers. Some of the teachers make their own pictures on the 

blackboard when explaining new concepts. It appears that, from the children who answered, only one 

did not have a textbook. She declared that the teacher flogs him/her for not having it and that she 

explains every time that her mother cannot afford purchasing one, but this is not good of an excuse for 
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the teacher. The other four children had textbooks that were bought by parents or relatives for them. 

Meanwhile, the government is supposed to supply these to the children, but apparently, that is not the 

case.  

After school, children have several obligations. As for having homework, students’ answers to 

this question varied. Half of the responders stated that they do not have HW while the other half said 

they do get it. One student even said that since she does not have a textbook she needs to do her HW by 

heart that is, memorizing it. Nevertheless, most of the children have other non-academic obligations 

after class (if they are in the morning shift) or before class (if they are in the pm shift). A student 

described his tasks: sell oranges, cook, help mother with housework, and fetch water. Another student 

washes pans, and sells/buys provisions in the market. One child said that his duties were to wash and 

clean but no selling in the market whereas his classmate stated to have plenty work in the house: wash, 

sweep, fetch water, and also goes to the market to buy. These children have very busy schedules. Now 

we have to ask ourselves whether, and to what extent, any of these activities are interfering with their 

education. 

Students’ attendance is also a debate presented by different agents affecting the education 

received. During focus group discussions some of the teachers explained that their pupils sometimes 

leave the lectures in order to meet their parents in the market and give them a hand. Yet, the children 

interviewed did not experience having their classmates leave the classroom in the middle of a lecture. 

 It seems that children’s acquisition of education is also distressed due to their level of tiredness. 

Almost half of the students said that students do not sleep in class even though they are tired because if 

they do, they get flogged. The other half stated that yes; children sometimes do sleep in class. The 

reason for this is that they work very hard at home and then when they are in class they are exhausted. 

When they do fall asleep children, as mentioned above, are usually beaten. 

Children not only work at home, but also at school. Students are in charge of maintaining the 

school facilities. They buy chalk, sweep the school compound, girls clean the toilettes, and boys pick up 

the garbage. What was not mentioned was whether these tasks are done during school hours or after 

class, that is, whether these duties have an effect on the process of teaching and learning 

When ‘what would u change in the school?’ was asked, children were very aware and willing to 

share what the needs of their schools were. Some of the suggestions were the following: buy 

blackboards, build roofs (they leak), fence the compound, and paint it. Some students suggested giving 

money to teachers to have them build the school and make it bigger for more students, add a garden and 
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some major games: basketball, netball, volleyball. Having a playground for recess was desired by 

several students. Furniture and learning material were essential needs for many students: ‘add benches 

and paint. Need some books, some textbooks with pencil, pen and ruler’, or ‘buy books, pens and 

reading books’ and ‘get more furniture, chalks, books, bells’. A student suggested changing the pictures 

on the wall because they are old. Another student suggested buying machetes to cut the grass in the 

school compound. One child suggested getting bags to carry their materials, and purchasing notebooks 

and uniforms. A better understanding is acquired about the needs of today’s schools in Sierra Leone. 

The next picture of a classroom illustrates the children's devastating descriptions: sparse furniture, old 

paint, poor learning materials as well as pitiable teaching aids. 

 

 
                                                          Primary Classroom and Teacher in Kenema 

 

 Clearly, the provision of physical equipment was prevalent in children’s answers; learning and 

teaching materials are lacking, physical structures are still very poor, and the government is undoubtedly 

failing in their tasks. Startlingly, one student suggested having more teachers, a sign of lack of human 
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capacity. Still, children were not capable to think about their teachers’ lack of training; especially those 

with untrained and unqualified teachers. Perhaps children don’t know who is untrained and unqualified 

and who is not? 

 

6.3.6. SLTU 
The perception of Sierra Leone’s quality of education is that it is not very good. The will, 

according to the SLTU Senior Assistance Secretary, to improve is there; they are in fact focusing on 

building schools. But when one looks at the set-up of the country, he argued, most people want to move 

to urban areas because learning and living conditions upcountry are very poor. According to him, 90% 

of untrained and unqualified teachers are found in rural areas so “whatever they are delivering it is 

lacking quality of education”. He also argued that there is a lack of teacher motivation in urban areas 

and that urban teachers are not giving out their best; perhaps, due to that salaries are not good, and that 

there are not enough and appropriate learning materials. Mr. Karim believes that rural schools, 

supported by NGOs and faith missions, are, in effect, in better conditions than government schools; 

nonetheless, quality is yet to be seen. Moreover, he allocates responsibility to the government of Sierra 

Leone for poor quality of education: he explained that some communities build their own schools and 

then go to the government and ask to be assisted. Since the government’s mainly focus, according to this 

SLTU officer, is reaching EFA 2015 goals, they are forced to intake and support these schools. In his 

view, the government of Sierra Leone, foremost, worries about quantity leaving aside the importance of 

quality of education. 

In this section several arguments presented by the different stakeholders were in support of the 

improvement of the education offered in Sierra Leonean’s schools. Nevertheless, it has to be highlighted 

that the strongest arguments came from the ministry of education. It was stated by the government that 

figures show an improvement on the quality, and that they are also contributing to the quality by paying 

for fees and books. 

The debate is evident; quality of education has improved but the quality is still very low. Some 

of the points of view discussed above argued that there is still a very large absence of teaching and 

learning materials in schools, and that the physical structures of educational institutes are very poor as 

well. Monitoring, funding, and school management are still a significant problem in Sierra Leone. Class 

sizes, teacher capacity and the large amount of untrained and unqualified teachers were also presented in 

the collected data as an issue affecting the quality of education. Low salaries are also affecting the 
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education provided by teachers and there is still the problem of teacher shortages. Parents are also 

perceived as influencing the education received by students and the government is frequently blamed for 

not doing their job right, blamed for their negligence. Besides, poverty came up several times as a vital 

factor affecting the quality of education at primary level in Sierra Leone. It is important to mention the 

existing scorching dispute about the discrepancy between urban versus rural schools; the unanswered 

question is where and why the quality is different? Children’s performance in schools is also being 

affected by their teachers’ punishment and forms of discipline; fear is being installed and physical 

punishment is being used when students do not comply. It is vague from these findings how these forms 

of lecturing affect the children; perhaps, they become more participative or they might have the opposite 

effect and lead children to introversive behaviors in class. What is not clear from the interviews is 

weather homework is being regularly used and whether it can be said that when homework is present, 

education is enhanced. Children’s attendance and weariness are important factors influencing the 

standard of education received by students. If they do not attend class regularly, or if they are constantly 

tired and even falling asleep, they do not fully benefit from the programs offered. Other responsibilities 

in school compounds, outside the academic tasks, might also affect the education received by children 

but there is no evidence to support this. Yet, what data did show is that, family obligations are so severe 

that children are easily distracted from their school duties. Students are also motivated to go to school 

because, according to gathered data, they like the environment and because they feel safe in the school 

compounds; children then are positively influenced to attend class. 

 

 6.4. Safeguarding the Quality of Educators 
From this section it can be attained that teachers are encountering several difficulties in their 

profession hence, many times, their work is being affected, delivering low quality performances in class. 

It was stated that their basic needs are not being met, that their profession is perceived as a temporary 

activity, that their self-esteem is very low, and that capacity-wise teachers lack of serious training. 

Educationists commented on these issues and proposed alternatives to improve teachers’ living 

conditions and the overall profession of teaching. 

The ministry of education suggested that in order to safeguard the quality of educators in Sierra 

Leone several things should be done. They suggested the implementation of specialized colleges for the 

different academic disciplines. Moreover, textbooks, learning materials, and remote allowances, should 

be provided to teachers as well as Audio-Visual Education. Another officer added that training and 
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monitoring are essential factors influencing the quality of teachers. What is more, the technical 

coordinator of the Sababu project suggested that forming associations among teachers can also 

contribute to their performance. Working on building high self-esteem in teachers seems to also add to 

the quality of teaching. An additional factor is that teaching should be seen by teachers and by society as 

a whole, as long-term profession instead as how it is today: teachers perceive educating as an alternative 

method until they find something better. 

Many factors were suggested by trainers to safeguard the quality of teachers, mainly, the 

improvement of conditions of service, the delivery of more training at content and practical level, and 

the focusing on teacher motivation. Monitoring teachers was also considered as a measure to guarantee 

their quality. It was presented, as well, that teachers are in need for counsel and advise; their basic needs 

have to be met, specially, since many of them have hungry children at home and cannot really focus in 

class for this reason. Facilities and teaching materials should also be improved and provided to assure 

teacher quality, according to trainers. Lastly, replenishing teachers was also commented so as to not 

exhaust the current available ones.  

Several features appeared in the teachers’ discussion about safeguarding the quality of educators. 

Let us not forget why people teach: “the love of job brought us to the field” and in what conditions they 

work: “the salary is deployable”. Having said this, strangely enough, some teachers focused on 

strengthening human resource capacity whereas others described the development of physical structures 

as measures to improve their professional outcome. Training and motivation and incentives were the 

ideas suggested by teachers who focused on human resource capacity. They believed that if the teacher 

is well equipped with good pre and in-service training then he/she can provide good quality education. 

Under motivation and incentives, some of the teachers included the following items: payment of salaries 

(on time), increment of salaries, mobility, lecturers should also be paid, in-service training, and lodging; 

that is, a general improvement of the teachers’ standard of living. As for building physical resource 

capacity, teachers thought that the following things could improve the quality of educators: school 

buildings, more teacher training colleges and universities, and more learning materials. It was also 

argued that untrained and unqualified teachers should be encouraged to get their certificates and that in 

general, the government should give more scholarships. 

Apparently, different priorities are set by the various NGOs in order to safeguard the quality of 

educators. UNICEF, for example, is providing learning and teaching materials and establishing mother-

clubs (so as to get the parents involved in the learning processes of their children). They are also 
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working on reducing the teacher-student ration. Save the Children, made it very clear that their priority 

was not to provide physical structures; instead, they focus on supporting teacher training programs, 

improving enrollment and retention rates, and creating child-clubs (to keep children entertained, active, 

and out of the streets). Lastly, Plan international supports MEST’s implementation of teacher training 

programs by providing in-service training and workshops; they also support long-distance education 

programs for untrained and unqualified teachers. 

Incontestably, evidence has shown that the quality of educators in Sierra Leone is very low. 

Nevertheless, there is still hope and, as many educationists have argued, there are several initiatives one 

can take in order to safeguard the quality of teachers, including general improvements in human and 

physical capacities. To start with, as mentioned above, content and practical training should be 

emphasized, special education programs can be provided according to the wanted discipline, learning 

and teaching materials need to be supplied, and associations can be formed to strengthen teachers’ 

voices. Motivating educators is a key factor that appeared many times in different discussions as a way 

to attract more people into the profession and to increase the retention rates, especially in remote areas. 

Monitoring can also work as a way to guarantee high standard of education provided by teachers. 

Granted, high tuition fees are a persisting issue, hence, it was suggested that scholarships should be 

available for students with low resources. Implementing some of these proposals, according to the 

participants in this research, will help improve and safeguard the quality of Sierra Leonean teachers.   

 

6.5. Education and Post-conflict Development 
Local stakeholders shared their opinions and thoughts about education and post-conflict 

development. The relationships between education and conflict and the relationship between education 

and conflict are included in this sub-section.  

 

6.5.1. Relationship between Education and Conflict 
Opinions about the relationship between education and conflict varied between different trainers. 

Some suggested that education has a positive correlation with conflict in which teachers can bring a 

positive impact to children and communities, and where knowledge can help one decide between good 

and wrong as well as help one clarify gray areas; whereas others believed that the relationship was 

negative. Nevertheless, a senior lecturer commented about the differences between negative and positive 
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education, and added that education can both destroy/end and/or create conflict. In general, trainers 

seemed to be very narrow-minded when talking about this issue; sometimes, leaving aside that education 

can create conflict like in the case of Rwanda wherein ethnic differences between the Tutsis and the 

Hutus were enforced in the educational system. 

Other views were also shared regarding the relationship between education and conflict. 

According to UNICEF, peace education empowers society. It is seen as an eye-opener wherein people, 

after receiving the appropriate education will not allow the government to do whatever they want; they 

would fight back.  Save the Children’s Education Program Officer stated that education reduces conflict 

but does not stop it; and that conflict generally arises from the ignorance of facts. Education is there to 

provide these facts, and hence, reduce the conflict. Education is also seen as a key tool to prevent 

conflict by the advisor at Plan SL; he argued that if the mind is engaged it becomes creative and 

productive avoiding the involvement in possible riots and conflicts. 

What is more, teachers’ opinions varied when discussing the relationship between education and 

conflict. One teacher argued that without education there is always conflict and that with education one 

learns the difference between good and bad. Another educator claimed that we need to make a 

distinction between formal versus informal education, however, he did not specify how these different 

types of education influences conflict. Nevertheless, he did state that when talking about education and 

conflict one always overrides the other one. Also, a Kenema teacher stated: ‘when there is conflict 

education will not progress’. Lastly, the untrained and unqualified teacher simple said: ‘conflict is bad 

education is good’*. Clearly, the general discourse among teachers is that the relationship between these 

two terms is exceptionally strong. 

Captivating was the debate fomented about the relationship between education and conflict 

amongst the educationists; it was presented that education can end a conflict, reduce a conflict, prevent a 

conflict, and worse than that, even create a conflict. On the other hand, it is believed that high quality of 

education is never possible under a war situation. This is a confirmation of the magnitude of education; 

it is a powerful tool that one cannot disregard. Basically, the main argument was that education and 

conflict cannot go hand in hand; it is either one or the other. 

 

*  Conceivably, this affirmation might be true but from this last quote one can infer the lack of capacity of this particular 

untrained and unqualified teacher to articulate an idea or a personal belief. The question to be posed then would be whether or 

not all untrained and unqualified teachers are standing on the same page concerning communication skills, and whether we 

are currently allowing Sierra Leonean children all around the country to continuously be taught by people who are undoubtedly 

lacking basic skills and who are unable to even formulate a simple argument. Are these the kind of educators that children 
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should look up to and model after? How then, will the students be encouraged to become critical thinkers? How will the 

students receive the necessary tools to become good citizens? How will the students become aware of the situation of the 

society in which they live and opt to follow democratic principles and respect the rule of law? 

 

6.5.2. Relationship between Education and Developme nt 
A frenzied debate stirred up when touching upon this delicate relationship. The general idea 

behind the question ‘Does the quality of education in Sierra Leone have a relationship with society’s 

stability, to durable peace, to violence prevention, to inter-ethnic understanding, to economic 

development, etcetera?’ is that it is relative, and it really depends on the quality of education; that is, 

when the quality of education is good, it tends to provide for these things. On the contrary, it is well 

known that education can be misused to propagate conflict and bring about national instability, but this 

point was not reflected in participants’ answers. In both cases, education has a key role but the way it is 

being used determines the level of development, stability and peace. 

Education does correlates to post-conflict development, according to the participants. It was 

mentioned that quality of education helps people become more disciplined presumably, because order, 

control, and obedience might be seen as going hand in hand with development. Even so, one has to be 

careful in putting too much emphasis on discipline because this is a characteristic present in 

authoritarian regimes and, unquestionably, what we are not looking forward to in classrooms are 

dictatorial teachers and submissive students. Going back to the linkages, a couple of officers at the 

ministry agreed that there is a relationship between the quality of education and the development of a 

society; they argued that it is necessary to educate people so they become active and do not start another 

war. Having said this, high quality of education is not being met at the moment because, according to a 

teacher, most people at government levels do not do their work.  

Teachers were very critical when discussing the relationship between quality of education and 

post-conflict development. It is well known that having a good education system influences society as a 

whole and, teachers strongly shared their opinion regarding this. One of the teachers argued that with 

poor quality of education no complete democracy will ever be achieved and, contrarily, high standards 

of education can have opposite effects, including poverty eradication. Quality of education, as we know, 

is a very broad term composed of numerous indicators; a teacher used some of these to exemplify how 

quality of education can influence society’s development. He argued that with good infrastructure and 
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good conditions of service literacy will increase; bearing in mind that literacy is one of Sierra Leone’s 

main obstacles for its national development since 70% of the total population is illiterate.  

It was also argued that lack of access to education and lack of parents’ involvement can be a 

deterrent to society’s evolvement. An interesting reaction came from a teacher in Kenema stating that 

many times, traditional customs interfere with the education of the children, such as initiation or 

marriage. Many of these children do not go back to school after their traditional practice. The teacher’s 

concern was that without education children might become trouble makers. Another problem suggested 

by a teacher is that some parents do not allow their children to study, so even if the quality is good, 

students are being forced by their environment to stay behind somehow, instead of progressing. In a 

focus group discussion it was declared by a teacher that: “some parents do not contribute; we can apply 

methods, provide materials, involve the children but parents have a role to play as well”.  

All the NGOs that took part in this research agreed with the fact that the quality of education in 

Sierra Leone has a relationship with society’s stability, to durable peace, to violence prevention, to inter-

ethnic understanding, to economic development, etcetera. They believe that education creates awareness 

and that it is the door to stability and a major point for national development. Education is also seen by 

these organizations as a means for developing self-reliance, reducing interdependence, and reducing 

poverty. The advisor from Plan even exemplified his answer that quality of education influences peace, 

by saying that education, in fact, helped people act serenely and that this was manifested in the last 

presidential election. According to him, education helped pull people out of violence and so did radio-

talks, community-dialogues, and newspapers. 

Education highly influences the processes of development that countries usually go through 

before, during, and after experiencing conflict. All-embracing, evidence has shown that the general 

belief, amongst educationists, is that with education students become more aware, and are kept 

physically and mentally active and out of the streets. What is more, democratic practices, peace-keeping, 

stability, and poverty alleviation are also seen as consequences of the provision of high quality 

education. The learning environment also influences the process of development. In other words, the 

community sentiment is that the quality of education in Sierra Leone has, in effect, a relationship with 

society’s stability, to durable peace, to violence prevention, to inter-ethnic understanding, and to 

economic development. 
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This empirical chapter on quality of education touched upon many interesting variants. It started 

off by having local agents review their national statistics. The results showed that figures varied 

according to the source of information. Most offered statistics were inaccurate and often, solely 

estimations. It is generally known, however, the approximate 60% of all Sierra Leonean teachers are 

untrained and unqualified, which contributes to poor levels of quality of education in the country. Many 

shortcomings were discussed by all the participants in the study; these varied from poor quality of 

education, to lack of physical and human resources, poor school managements, lack of funding, poor 

role of government and parents, poverty and un-conducive learning environment amongst other things. 

The same educational actors provide different views on the quality of education; even within the same 

group of people there was a discrepancy. Nevertheless, the overall perception of quality of education 

was that it had improved but that educational standards are still very low in Sierra Leone. What is more, 

most people agreed that the quality of educators is poor due to that their living conditions are poor, and 

the overall conditions of their profession are low. So in order, to improve quality of teachers, these 

issues need to be combated.  Lastly, education and post-conflict was also discussed with local 

stakeholders and the general belief was that quality of education can be used to install democratic 

beliefs, develop human capacity, maintain peace, and support economic growth. Following is the 

chapter on empirical findings on pedagogical training that deals with pedagogical training’s content, 

skills, the student-centered approach, voices on critical pedagogy, and teacher training and post-conflict 

development. 
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7. Empirical Findings on Pedagogical Training in Si erra 
Leone: Bridging Theory and Practice 

 

This chapter is based on a local stakeholder perception analysis about pedagogical training and 

its implications. The aim is to grasp this concept through the lenses of local actors in an attempt to, later 

on, compare and contrast what is happening in Sierra Leone versus what the experts claim about 

pedagogical training. This chapter is subdivided into sections which include pedagogical training’s 

content, pedagogical training skills, pedagogical training and education for boys and girls, the student-

centered approach, voices on critical pedagogy, and teacher training and post-conflict development. 

 

7.1. Pedagogical Trainings’ Content: Relevance and Accuracy 
To start with, the content of pedagogical training is analyzed. All interviewed training facilitators 

said that pedagogical training’s content is relevant, accurate, contemporary and sufficiently in-depth; 

according to the head of the science department this is due to the fact that trainers update their skills on 

current trades in education. However, some remarks were added such as that pedagogical training is 

modern but inadequate due to lack of materials, facilities, etc…Also, the director general of education 

argued that the pedagogical training content is relevant and accurate because coaching is offered to 

trainers in colleges and institutions. Teachers agreed that pedagogical training is all of the above except 

one said that it is difficult to be accurate; but did not explain why. Well, clearly, this question was either 

poorly posed or respondents were not sufficiently informed to respond. The problem is that the 

information gathered does not proportionate enough evidence to compass a debate on this topic. 

Perhaps, in order to understand pedagogical training offered in Sierra Leone’s teaching institutions, it 

would be smart to analyze their curriculum and its contents. Since school curriculum was not analyzed, 

and pedagogical trainings’ content not studied, this research cannot go beyond the perception of the 

actors. 

 

7.2. Pedagogical Trainings’ Skills 
Local stakeholders were asked to report about the skills offered in pedagogical training. It was 

found that many skills are being obtained by teachers in training schools concerning pedagogical 

instruction. According to the ministry of education, teachers are obtaining the following pedagogical 
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skills: how to handle kids, how to use textbooks, how to discipline children, usage of democratic means, 

peace education, writing skills and speaking skills, communication skills,  and psycho-social training for 

traumatized children. Some of these skills match the pedagogical approach recommended in post-

conflict settings by Kugawa (2005) and Pigozzi (1999) and Riddell’s (1999) recommendations on how 

to overcome educational inefficiencies. 

Withal, coaches at the Freetown Teachers College described the following pedagogical training’s 

practical skills that teachers are obtaining in teacher training programs: teaching skills, relationship skills 

(teacher-teacher, teacher-pupil), demonstration, participatory skills, skills of introduction and revision, 

school based exercises supervised by lecturers, communication skills, observation skills, and how to 

make hypothesis. 

As for those trained and qualified teachers, they reported the following skills received in the 

practical aspect of pedagogical training: reading, listening, children-centered approach, and dealing with 

children with special needs. One teacher reported that teachers learn how to bring yourself down, to the 

level of the children, so they understand what you are explaining. 

NGOs had a lot to say regarding the different skills that teachers are obtaining from the 

pedagogical training’s practice aspect.  At UNICEF the argument was that teachers learn how to prepare 

lesson notes, assessment, tests, assignments, marking schemes and other forms of evaluations; but, 

perhaps, most importantly, teachers learn about the child-centered approach. A UN volunteer in the 

education unit explained that in teacher colleges nine courses are offered. From those, only one is on 

education and teaching techniques which include the child-centered approach. From her experience she 

gathered that no critical thinking was being installed in teachers; on the contrary, trainers were just 

preaching. So, teachers learn and model that same method in their classrooms. The Education Program 

Officer’s view, from Save the Children, stated that little practical skills are being offered in teacher 

training institutions and that teachers are only receiving content preparation. 

We can also learn a lot from children’s experiences in schools. Obviously, children cannot tell us 

what skills teachers received at teacher training institutions, but they can surely state the skills that 

teachers are applying in the classrooms, in particular whether teachers were using a critical approach to 

stimulate critical thinking. Some children explained that they were forced to think before answering the 

questions, while others, just had to repeat what they were taught moments ago. The first one represents 

critical thinking and the latter not. Moreover, a student confessed that if he did not know the answer he 

would get beaten by his teacher.  
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Most of the students interviewed respect their teachers; three main reasons were given by them 

for looking up to their educators. The most prevalent reason for respecting their teachers was that 

children valued being taught, gaining more knowledge. Children perceived being educated as a privilege 

and they believed that they became more interesting people by receiving education. The second most 

shared reason for respecting their teachers had to do with a cultural tradition, that of respecting their 

elders. Most students acknowledged this; one child even replied: “I respect my mothers and fathers”. 

Lastly, two students answered this question by saying that they respect their teachers because they are 

afraid and because “they (teachers) flog too much”.  

Diverse teaching skills were described by the different stakeholders; some skills appeared with 

more frequency than others such as: discipline skills, communication skills, how to deal with children 

with special needs, and the child-centered approach. It could be stated then that teachers are in fact 

receiving some aspects of pedagogical training. Nevertheless, it is imperative to highlight what was 

mentioned by several NGOs concerning the lack of practical skills being taught at teacher training 

programs. This might be inaccurate but in case it is, teachers cannot rely solely on curriculum content 

training. Perhaps, what is going on is that the training is being offered at these institutions but there is 

still a strong focus on content and less value is being placed on pedagogical training. 

 

7.3. Pedagogical Training and Educating Boys and Gi rls 
Most teachers, as well as other educationists, agreed that teaching is the same for boys and girls 

and that there are no genders differences. This goes in hand with Barton’s definition of inclusive 

education wherein equal opportunities are given to all (1997). A teacher mentioned having critical 

assessments when they are mixed, and only one teacher said that there were some differences in the 

classroom but did not specify which ones. Lastly a teacher mentioned that there are more girls in the 

classroom, as a result of the sensitization and the girl-child program, but did not talk about how the 

quality of education is different for boys than girls. Next, the view of a teacher from the focus-groups 

number 4 is presented regarding gender differences in the classroom: 

 

“Children live as one. There is no preference for boys and girls. Girls are excelling and there is 

competition against boys and girls. We give equal opportunity” 
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Two trainers also believed that pedagogical training does not contribute to a gender difference in 

the provision of education. Yet, a senior lecturer agued that there is a male biased in terms of perception 

and learning and that many times women are put in advantage because of this. The reasons were not 

provided, therefore, more research is needed to explore this particular subject.  

Overall, the general opinion is that there are no difference towards the quality of education for 

boys and girls; clearly, empowerment is happening regardless of gender or other differences (Barton, 

1997). There is evidence for the increasing amount of girls attending school as a result of government 

measures to support this stand. Somehow, for Sierra Leonean educationists, access remains more valid 

or important than other aspects of quality. Nevertheless, although it seems to be absent in classrooms, it 

is important to mention that, gender differences are easily seen in after-school tasks wherein their 

responsibilities are defined according to their sex such as fetching water, cooking, and cleaning. 

 

7.4. Voices on Critical Pedagogy 

7.4.1. Does Critical Pedagogy Empower? 
Critical pedagogy is perceived by different Sierra Leonean educational agents in various ways, 

just as educationists argue for and against it (Stone, 2002; Kilpatrik, 2006). Some show positive attitudes 

towards it, while others in this study found this term too sophisticated and were not able to answer 

questions or just argued against it. Some did show a basic understanding of the term though and were 

able to answer if they believed that critical pedagogy empowers. 

All the trainers in this study agreed to the fact that critical pedagogy can empower students and 

teachers. Many saw critical pedagogy as an eye-opener, as a tool to broader teachers and students’ 

horizon and a way to see who they are and who they want to become. Critical pedagogy, according to 

the head of the science department at Freetown Teachers College, makes people aware and alert so they 

can challenge other people’s opinion.  It is believed by the interviewed group of educationists that 

creativity arises from critical pedagogy. The principal lecturer at Freetown Teachers College stated the 

following: ‘if you are properly trained you will deliver the information well and benefit the students’. 

But, in order to do so, it was argued that teachers had to know what they teach and who they are 

teaching. 

Two trainers suggested that critical pedagogy can bring about social change because it aids 

people see things differently; they become aware of their social status and society as a whole. 
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Democratic awareness is transferred from classrooms to the wider community. This was exemplified by 

the principal lecturer at Freetown Teachers College by looking at the recent elections that were peaceful. 

The education specialists at UNICEF argued that offering critical pedagogy to teachers can help 

children because it provides them with creativity. Critical pedagogy can empower students, according to 

her, because they learn not to rely on being fed by others and become autonomous citizens. In this way, 

students can individually analyze what is going on and contribute to society accordingly. The UN 

volunteer supports this statement by adding that critical pedagogy creates a big impact in society, 

especially when it comes to students making their own decisions in the future. Save the Children shares 

a similar opinion: critical pedagogy creates positive impact and everyone benefits from it. Lastly, from 

Plan SL one can learn that when using critical pedagogy in teacher training programs children develop 

critical reflections and actions. In the case of post-conflict development, children will understand not to 

use violence because there is a cause-effect relationship. According to the Partnership and Learning 

Advisor at Plan, “if people cannot think, democracy and the rule of law are not possible”. Overall, all the 

NGOs in this research argued that the consequences of offering critical pedagogy are positive and that 

students, by being empowered, will positively contribute to society. 

According to most teachers, critical pedagogy can empower students and teachers. It was only 

the untrained and unqualified teacher who believed that it cannot empower. Perhaps, the untrained and 

unqualified teacher did not understand the question, or perhaps he did and still believed that critical 

pedagogy does not contribute to the development of teachers and students. The point is that, as said 

above, most teachers did; they believe that critical pedagogy helps children take in what you teach them 

and by having debates and sharing different ideas you can easily transmit different messages such as 

avoid fighting. Critical pedagogy is also believed, by teachers, to bring about a positive change in 

society and to promote democracy. Even the smallest child understands democracy according to a 

teacher; according to another, thanks to critical pedagogy children learn to make smart choices when 

faced with a problem. Following Tabulawa’s (2003) and Dennis and Fentiman’s (2007) ideas, these 

beliefs were imposed in African countries as a political tool to ‘democratize’ and westernize the South. 

Apparently, if that was the case, they met their objective since most actors support critical pedagogy. 

It is clear then that educationists in Sierra Leone agree that critical pedagogy does have a positive 

effect in society. Empowering teachers influence children’s development; it gives them the chance to 

acquire creativity skills and become more self-sufficient. Critical pedagogy is believed to make teachers 
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and children more aware, opinionate, better citizens, and able to challenge others’ views.  Local people 

also consider the use of critical pedagogy as a way to positively influence post-conflict development.   

 

7.4.2. What is the General Perception on the Studen t-Centered Approach? 
The Student-centered approach (SCA) seems to be formally implemented in school programs 

and being supported by INGOs. Hence, its presence illustrates that student-centered approach is sought 

after, perhaps, due to its efficiency in providing students with thinking abilities instead of simply 

information. Next, the different stakeholders’ claims about this approach are presented. 

According to UNICEF, pedagogical training already includes the SCA wherein the child is 

constantly engaged in the learning process. Plan SL is a child-centered community organization so it 

supports these types of initiatives. Plus, Plan influences policy regarding the student-centered approach, 

although lacked to describe how, and it assures that curriculum materials are child-centered; these items 

are not developed by Plan but supported by them.  

At the Ministry of education it was stated that the student-centered approach is being used in 

teacher training programs but there is no supervision in classrooms. No opinion was given about SCA 

nor it was explained the effects of not having an effective monitoring system. Perhaps this is a problem 

because, as it was stated above by a UN volunteer, the training received was a lecture which remains as 

such and never translates into practice. 

Two teachers agreed that the student-centered approach is a positive measure; it adds more 

improvement to children’s life skills and it is good because whatever the teacher tells the class, the 

students will absorb the information, just as Stone (2002) claims.  Conversely, a teacher used this latter 

argument to present his opposed position, that of the student-centered approach is tricky and it can lead 

to a problem. Because children will absorb all the information given to them and because they believe in 

the teachers so much is that this approach can lead to a misunderstanding. That is, if a teacher makes a 

mistake, the pupils will most likely intake whatever has been taught regardless of the information being 

accurate or not.  

As for teaching methods, two teachers concurred that educators should pose thought provoking 

questions; whilst a third teacher said the following: ‘we expect children to pose the questions’. Either 

way critical thinking is being stimulated. Moreover, one trainer suggested that teachers should ask 

voluntary questions while another one said teachers should pose thought provoking questions. NGOs 

also agreed with this last trainer’s opinion. In all these cases, the benefits or disadvantages of using such 
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approach were not described by agents; they just offered personal-based assumptions. What is more, two 

lecturers agreed that student-centered approaches are positive; the senior lecturer at Freetown Teachers 

College argued that student-centered approaches helps children filter down information and later on it 

will be passed down into the community. 

As mentioned above, the Student-Centered Approach is already incorporated in the system; yet, 

teachers in Sierra Leone are still debating about the benefits and risks of this approach. However, few 

agents in the field were able to explain why SCA is believed to be of importance. This is unfortunate 

because it would have been especially appealing to study the interests behind the different parties, that 

is, compare and contrast the consumers versus producers’ intentions and assumptions regarding the SCA 

as suggested by Stone (2002). 

 

7.5. Pedagogical Training and Post-Conflict Develop ment 

7.5.1. Participation and Educational Reforms 
At large, educationists seriously value the concept of having the society take part in the process 

of reconstructing and rebuilding. Evidence has shown that participatory methods are already taking 

place in the development of teacher training programs, educational reforms, and peace-building 

initiatives. This goes in hand with researchers’ recommendations on best approaches to education 

interventions, which highlights the importance of community participation (Kagawa, 2005). 

Officers in the Ministry of Education value participatory methods and argue that teacher training 

colleges are already participatory: peer learning and team-teaching are by now part of the process of 

teaching and learning. As one officer stated:  “we organize teacher training, we do workshops and we 

even get training”. It was argued that critical pedagogy is included in these training programs.   

Participation is essential in the development of teacher training programs and educational 

reforms, was the general claim of all the interviewed trainers. It is necessary, according to a training 

instructor, since their goal is to use participatory methods in classrooms, such as the student-centered 

approach. Another trainer said that participation allows for a better learning environment and children 

are spurred to learn actively.  The head of the science department at Freetown Teachers College stated: 

‘we need to take part (in educational reforms) in order to develop our own concepts and get a better 

understanding’. Lastly, a senior lecturer suggested that the educational program in Sierra Leone should 

be based on a ‘give and take’ system. 
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Accordingly, both UNICEF and Save the Children believed that participation is necessary in the 

development of teacher training programs and educational reforms. A holistic approach should be used 

when working on educational reforms so as to contribute positively to policies and to make sure children 

are getting what they need. Another important factor mentioned about participation in the development 

of teacher training programs and policy making is that it builds trust in society. 

The Ministry of Education explained that communities are already taking part in educational 

reconstruction, especially in the areas of infrastructure, labor and general assistance. Just as Pigozzi 

(1999) recommends, local materials are being used. Also, there was the creation of School Management 

Communities in which seven members of school environment are part of. Decentralization in the 

education system is an objective; hence, local councils were established. These local authorities take part 

in the reconstruction processes. Moreover, teachers, from time to time, help develop curriculums. 

Most teachers argued that their communities were and still are involved in peace-building 

development reforms. The local media and teachers are part, along with other key agents, of the 

rebuilding process, according to a focus group discussion. One teacher gave the example of the recent 

adaptation of CTAs (community-teachers associations), wherein the whole community works in 

oneness. In this way, by talking to people and informing them about avoiding violence and sensitizing 

them, peace can be spread. In CTAs, teachers explain to parents how to educate children at home; again, 

this shows how development is reached throughout the group of people. Teachers are, as reflected by 

many participants, perceived and feel like, the hearts of communities. For instance, when children miss 

class some teachers visit their homes and try to find out why students are not coming to school. Some of 

the households are dreadful wherein, according to a teacher, abusive language and physical violence is 

present. Educators believe that they “can teach children to practice peace” in their homes and that “older 

children can stop parents (from beating)”. Another case about participation and post-conflict 

development was presented by one teacher from Kenema. He shared the example that in his community, 

a member came back after the war and, even though he had burnt houses and actively participated in the 

conflict, he was still accepted back in the community. With this statement, he tried to show that 

communities are a big part of the post-conflict development, rebuilding and reintegration of society.  

The subjects in this study made it very clear that participation is significant in the development 

of policies, initiatives, and reforms. It was argued that the community needs to take part in the process of 

rebuilding and reintegration in order to grasp a better understanding of the changes involved and to build 

trust, transparency and the feeling of belongingness within the society. Remarkably, almost all 
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participants agreed that Sierra Leoneans are already actively contributing to the educational reformation. 

School Management Communities and community-teachers associations are clear examples of how the 

communities are being organized and decentralized to take part in the post-conflict development of 

Sierra Leone. Interestingly, according to Nicolai (2003), these organizations are vital in improving the 

quality of education, decision making, and administration of school and staff. 

 

7.5.2. Relationship between Teacher Training Instit utions and Post-Conflict 
Development 

The great majority of educators that took part in this research allocated responsibility to teacher 

training institutions when it comes to rebuilding, reconstructing, and peace keeping in Sierra Leone. The 

roles expressed included training, incorporating emerging issues, critical thinking and the Truth and 

Reconciliation (TRC) Report in curriculums as well as acting as a community centre accessible to all. 

The role of teacher training colleges regarding post-conflict development, according to the 

Ministry of Education, should include training more teachers, offering conflict and Peace Education, 

stimulating discussions and debates in class, and preparing teachers to include TRC report in their 

classrooms. The General Director of Education, Mr. Jalleh, argues that all aspects of post-conflict 

development are already included in teacher training curriculums.  

It was also suggested that the main role of a teacher training college regarding post-conflict 

development, according to several trainers, is to prepare future teachers in emerging issues such as HIV-

AIDS, girls’ education, and peace education. It is suggested by teacher trainers that teacher training 

institutes should also act as resource centre for the community supporting the social and economical 

development of society. Teacher training colleges are and should create polyvalent teachers—ready to 

influence the community at different levels. 

Being that only 40% of educators are qualified and or trained, UNICEF staff agreed that the 

main role of teacher training colleges regarding post-conflict development is to train more people, in 

particular, in the areas of critical pedagogy. More certifications should be given and the quality of 

teachers should be improved. The other NGOs suggested that new courses should be offered. Actually, 

Plan stated that teacher training institutions should help minimize conflict but did not specify how. 

Most teachers agree that teacher training programs contribute to education for peace. The main 

reason being that ‘if you educate teachers it can educate masses, improve living conditions, and correct 

their mistakes’, according to a teacher. Teacher training programs can coach educators on how their 
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students should learn to control their temper and emotion, how to obey, and how to comply. Peace and 

stability can only be promoted in classrooms if teachers are encouraged and motivated by trainers to do 

their work, according to a teacher.  

During focus groups discussions teachers, mainly trained and qualified ones, complained that 

attending teacher training institutions is very difficult and, most importantly, that they offer no training 

in post-conflict development. Apparently, it is difficult for students to pursue the teaching career 

because programs are extremely costly and apart from that, scholarships are not easily available. 

Furthermore, prospective students complain about how intricate it is to complete the programs because 

they find themselves with heavy family responsibilities, in particular, having had relatives killed at war 

and, consequently, having attained new obligations in the household. Likewise, most teachers during 

these discussions complained that conflict resolution courses are only offered at university level and that 

teacher training programs should also embrace them. Teacher training institutions, according to the 

discussions, should instruct how to teach children about what happened during the war, the necessity of 

peace, and what happens after the war.  This process of teaching and learning these topics in the 

classroom is key for national development because, according to teachers, these children later on take 

messages to parents, and possibly, to the community as a whole. 

Teacher training institutions are believed to have significant responsibilities concerning post-

conflict development. They should not only educate but act as community centers as well. Yet, mainly, 

teacher training colleges should train more teachers, in particular, in the areas of critical pedagogy as 

well as in emerging issues. Interestingly, the TRC report is seen as a major ingredient to the 

development of Sierra Leone henceforth, it should be incorporated in curriculums. 

 

7.5.3 Relationship between Teacher Capacity Buildin g and Post-conflict 
Development 

Teacher training can affect Sierra Leone in different ways. Lecturers argued that teacher 

capacity-building can bring about self-discipline and good attributes. Again, discipline appears as a 

valuable characteristic, perhaps because it is in fact a social norm. Also, a senior lecturer believed that: 

“if it’s (teacher capacity building) effective it will build peace and prevent conflict” and that the skills 

obtained by teachers will eventually be passed to children. This reflects Nicolai’s (2003) view in that for 

peace education to be successful, teachers need to receive adequate training. That is, if the information is 
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received and understood by the students, they will share it with their families; in this way, peace and 

conflict prevention will presumably be spread throughout communities. 

A general thought about post-conflict development was shared by most teachers, being that in 

order for a country to develop trained teachers are essential. As one teacher stated: ‘teachers are key 

agents and hearts of communities; they are involved in conflict resolution’. Educators believe that if 

there are many teachers, conflict will not arise. From this, it can be inferred the value that is given to 

teachers within the society; they are highly respected and looked up to. Overall, the shared opinion is 

that teacher capacity building is essential in the process of post-conflict development; that is, 

communities will be influenced and peace will be spread. 

Focus group discussions opened up the floor for conversations about how trained teachers can 

influence the process of rebuilding and reconstructing. Teachers can be prepared to council children and 

advise them in all sorts of aspects, including not fighting. If two girls rumble in class, a teacher argued, 

one should talk to them and tell them that “they should be sisters because when you fight you should be 

at war”. Perhaps, nowadays teachers are already counseling their students and intervening when there is 

conflict among them; it is essential, however, for all teachers to be aware and competent of the best, 

current methods in order to be efficient in dealing with violent students and general violence on school 

premises. What is more, teachers also insisted in receiving more training in using democratic practices 

in the classrooms, such as having elected prefects, so as to prompt democratic values in their students. 

Overall, teachers in these discussions agreed that having the right skills will allow them to spread peace 

in the country by educating children about the war, having them become active, creative, out of the 

streets, and pressingly aware of where they are standing and what their situation is. 

Trained teachers, it was argued at a focus group discussion, will have more tools to desensitize 

children and to deal with conflict prevention, inter-ethnic understanding, and peace education. Teachers 

discussed the usage of plays and drama to embed peace education in the classrooms. Needless to say is 

that Sierra Leone is based on a tribal system and that many times, children live in one same compound 

with different families with different backgrounds. Teachers insisted that different tribal emotions 

should be taken into consideration when educating children and that a teacher should be capable to 

claim: “it is ok to be different; we should be together”. 

In this chapter the essence of pedagogical training, based on Sierra Leonean local stakeholders, 

was captured. The gathered data was insufficient to state whether such training is accurate or relevant. 

Nevertheless, it was possible to find out the many skills incorporated in pedagogical coaching including 
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the well-known child-centered approach, discipline and communication skills, and inclusive education. 

Yet, there seems to be more focus on content and a significant absence on practical skills. The student-

centered approach, already in the system, continues to be the topic of debate among educationists; local 

actors appear to be uncertain about its effectiveness. What is more, participation is perceived be a vital 

measure for the development of policies, initiatives and reforms. Community participation is of extreme 

importance in the process of post-conflict development because it builds trust and accountability. Local 

agents highly estimate teacher training institutions and believe they can be a significant source 

contributing to post-conflict development; they can build capacity and act as community resource 

centers. Teacher training is also regarded as significant in post-conflict recovery:  teachers learn how to 

deal with children and the community, how to deal with conflict prevention, inter-ethnic understanding 

and peace education. Now that a perception analysis of quality of education and pedagogical training by 

local actors was performed, and their views clarified, the next chapter will combine theory and 

perceptions in an attempt to answer the main research question and sub-questions of this study.  
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8. Conclusion 
Now that Sierra Leone has been contextualized, theoretical debates presented, and 

perceptions gathered, it will be possible to answer the research questions and add to the existing 

knowledge on pedagogical training, quality of education, and post-conflict development. The 

problems of teacher shortages, the large amount of untrained and unqualified teachers, and the 

poor quality of education in Sierra Leone will be addressed. These answers will provide a better 

comprehension of the conceptual diagram on the methodology section. After analyzing the main 

research question, recommendations are provided that are thought to be relevant for policy 

makers and educational stakeholders to improve the quality of education and educators in Sierra 

Leone. 

 

8.1. Sub-questions 
1) What skills are teachers obtaining from practice aspect of PT? 

It is important to emphasize that approximately 60% of all teachers in Sierra Leone are 

untrained and unqualified. The information regarding the skills that teachers are obtaining from 

pedagogical training comes mainly from trained and qualified teachers which represent about 

40% of the teacher population. From the information gathered, it is clear that some of the skills 

that teachers are using in their classrooms were acquired in previous trainings whereas other 

skills were incorporated by them as imperative needs to deal with their present difficult 

situations. 

 On the one hand, there are those skills acquired in teacher training institutions or 

workshops which are put into practice by teachers. Sierra Leonean teachers are trained on how to 

deal with pupils and how to discipline them, how to use textbooks, and how to incorporate 

democratic practices in the classrooms. Educators receive training in testing and evaluation and 

provision of homework. Communication skills, relationship skills, and participatory skills are 

also present in training sessions. Furthermore the child-centered approach is of particular 

importance in this context.  Almost every stakeholder noted that the model is being adopted in 

classrooms; sometimes some expressed strong support for the approach while others appeared to 

be considerably less favorable to it. Likewise, inclusive education and critical thinking are also 

present in classrooms. Teachers are taught about inclusive methods so as to deal with children 

with special needs and vulnerable groups like females and sons and daughters of rebels. When it 
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comes to post-conflict development, special skills are introduced in pre- and in-service trainings 

to deal with Sierra Leone’s current context. For example, as mentioned above, participatory 

skills are highly accentuated: peer-learning and team-teaching are already taking place. The 

implementation of Community-Teachers Associations is also an indicator of the importance 

given to participation and community involvement. Psycho-social training and emerging issues 

such as peace education, HIV/AIDS, girls’ education and conflict prevention are also being 

incorporated. Nevertheless, some local actors stated that post-conflict development, conflict 

resolution, and the Truth and Reconciliation Commission report were not included in their 

trainings.  

On the other hand there are skills which were not necessarily acquired at training 

sessions, but were individually incorporated by teachers as a result to their current situation. For 

example, teachers needed to learn how to deal with poor infrastructures and lack of teaching and 

learning materials. Somehow, educators find creative ways to teach in unfavorable learning 

environments, such as overcrowded classrooms and rooms that have leaks during rainy seasons. 

A few of the creative skills found in this study were having children to write in the air as a 

solution to the lack of learning materials, and making charts and drawings on the blackboard as a 

solution to lack of teaching materials. Double shifts obliged educators to seek skills on how to 

teach in a shorter period of time. Teachers are also forced to deal with uneducated parents and 

sometimes even former rebels who do not necessarily support their children’s education. 

Because of these circumstances, educators are constantly searching new ways to communicate to 

them the importance of education. Many times, teachers need to accommodate children’s other 

obligations in their teaching, especially those who leave and enter the classroom as they please 

due to their needs to sell in the market, fetch water, and care for their younger siblings. At the 

same time teachers are bound to face daily crude realities: poor children attending school hungry 

and violence in school compounds. 

Many practical pedagogical teaching skills are being obtained at training sessions. 

Several of these skills were incorporated as measures that deal with post-conflict development. 

Simultaneously, there are other skills that teachers themselves incorporated in their teaching as a 

result of their communities’ hardships after the war. Sierra Leonean teachers’ efforts need to be 

acknowledged because most of the time they work under no supervision and with extremely poor 

conditions of service. Urgent financial input is needed as well as more partnerships to provide 
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pre- and in-service training in order to narrow the gap between theory and practice, which is still 

prominent. Conjointly, teacher motivation and incentives are hereupon fundamental in order to 

improve teachers’ standards of living and the overall teaching profession. 

  

2) What can we learn from different actors’ perceptions of quality of education? 

In general the literature on quality of education is segmented. Some researchers argue 

that in order to improve educational standards, attention needs to be granted to physical resource 

capacity, whereas others believe that the focus should go to building human resource capacity 

(OECD, 1989; UNESCO, 2005; O’Sullivan, 2006, Avalos, 2003;). Yet, several experts claim 

that in order to improve the quality of education a combination of physical and human capacity is 

needed, such as Nicolai (2003) and Pigozzi (1999). A similar scenario is found amongst Sierra 

Leonean educationists. In the course of this research it became clear that their perceptions on the 

current educational standards vary according to the personal importance attributed to different 

quality indicators. This explains why some actors claimed that the quality of education in Sierra 

Leone has improved whereas others believed that it has worsened. 

Those educational agents that believe the quality of education has improved are looking 

at the improved scores on national examinations, increased access rates, increased girls’ 

enrollment rates, increased number of teachers being trained and schools being rebuilt.  They are 

also taking into account the provision of food programs and school resources. 

Likewise, there are those local agents that argue that the quality of education might have 

improved, but it is still very low. Their perceptions are based on the presence of traditional 

pedagogy, lack of materials, and lack of financial input. They also affirm that educational 

standards are very low because of poor teachers’ salaries, not having enough teacher training 

institutions, and the persistent problem of teacher shortages and the heavy amount of untrained 

and unqualified teachers. 

 Lack of human and physical capacity is still object of a pressing debate; indeed, both are 

needed to ameliorate educational quality but which one should be tackled first? Local actors do 

not share a general opinion concerning this since some perceive that educational quality 

improves with physical input, whereas others believe that human capacity is more important. 

These differences vary according to individual interpretations and personal distinctness. Yet, a 

consensus is found among all participants in this study being that most agreed on the present 
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discrepancies in education quality between urban and rural areas. Many challenges are still found 

in the educational sector including monitoring, funding, management, and provision of favorable 

environments. 

In general, local stakeholders are aware that education has a positive relationship with 

conflict and that it can positively impact communities. Few, however, understand that education 

can not only bring positive outcomes but negative ones as well, or even no impact at all. It was 

clear to some local stakeholders that quality of education is imperative in that education can 

prevent, worsen, and even create conflict. Furthermore, agents concluded that high quality of 

education can bring about democratic and peace-keeping practices, stability and poverty 

alleviation. 

 

3) What educational reforms are being implemented as strategies belonging to Post-Conflict 

Development?  

 Several educational reforms have been implemented in the last couple of years in an 

attempt to overcome the adversities that remained after the civil war in the educational system. 

Most schools have been destroyed, many teachers fled the country and, as a consequence, 

voluntary untrained and unqualified teachers took over. There is a significant lack of teaching 

and learning materials, and in general the learning environment is unfavorable. As developed in 

Chapter two, there has been progress in the educational sector. There is a larger commitment 

from the government of Sierra Leone, student enrollments have increased, examinations scores 

improved, and decentralization measures were incorporated. 

 Furthermore, in 2004 two main policies were implemented that are specifically relevant 

to this research: the Educational Act and the Local Government Act. These acts, as well as other 

initiatives, focus on improving the quality of education and on increasing access rates by 

involving communities, constructing and rehabilitating schools, providing teaching and learning 

materials, and training teachers, among other things. Other important initiatives were the 

introduction of the 6334 system, free primary education, long-distance education programs, the 

SABABU project, and the girl-child program which are all elaborated in the Background Chapter 

of Sierra Leone. 

 Even though many initiatives are in place there are still many challenges ahead. The 

quality of education is still very poor in Sierra Leone. There is a significant lack of financial, 
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human, and material resources as well as persistent problems regarding equity, quality, access, 

gender issues, and regional discrepancies. Additionally, there is still a significant amount of 

untrained and unqualified teachers that continue to teach hundreds of children every year. 

Likewise, the government is far from meeting national and international goals. 

8.2. Main Research Question 
How does Pedagogical Training contribute to the quality of primary education in post-conflict 

Sierra Leone?  

Now that all sub-questions have been answered, the main research question will be 

tackled as follows. Firstly, the concept of quality of education is briefly defined. Then, Sierra 

Leone’s post-conflict educational situation is presented.  Lastly, the importance of pedagogical 

training and the child-centered approach to improve the quality of primary education in Sierra 

Leone is explained. 

Quality of education is a comprehensive concept grounded in political, economical, and 

cultural dimensions. It is socially constructed by different stakeholders such as the ministry of 

education, policy makers, teachers, trainers, community members, and external donors. To 

improve the quality of education, both the local context and international standards and trends 

need to be taken into consideration to provide relevant education and to achieve national and 

global targets.  Quality of education is not universal since it is context-specific and different 

specialists study this concept using quantitative and qualitative approaches and also the 

combination of both techniques.  

The quality of primary education in Sierra Leone has been jeopardized as a consequence 

of the ten year civil war. As stated in the introduction, there is a need to improve the standards of 

education by focusing on several challenges regarding financial, human, and material resources. 

Many educational agents are concerned about the large percentage of the teaching population 

which is still untrained and unqualified. Although this study showed that there are many factors 

such as student backgrounds, physical facilities, learning materials, school management, learning 

environment, time of instruction, context of learning, furniture, water and latrines facilities, safe 

routes to and from school, feeding programs, community participation, and recreational areas 

determining quality of education, teacher training remains the most essential element that can 

help improve educational quality in Sierra Leone. After introducing free universal primary 

education, more children attended school. The lack of infrastructure and teacher shortages 
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brought about overcrowded classrooms. Building more schools and training additional teachers 

can partially combat this issue and, at the same time, guarantee that more children will access 

quality education. Training teachers in pedagogical methods is believed, by researchers as well 

as local actors, to enhance the achievement of national and international goals. 

This research has shown that educational standards increase with the improvement and 

provision of teaching skills. Ongoing professional development of the teaching career has been 

shown to increase quality of education. Teachers need to be trained in order to ameliorate the 

teaching and learning processes. Pedagogical training has to be provided in order to make ‘the 

classroom’ welcoming and learning-friendly. Traditional and undesirable approaches need to be 

left behind and modern and participatory teaching methods included, under close supervision and 

monitoring. Critical thinking, cooperative learning, and problem solving skills are capabilities 

that teachers need to gain and transfer to their students. Thus, teachers’ qualifications and their 

roles in the classrooms and community are vital and necessary for high educational standards.  

 Even though some argue against it, the child-centered approach seems to be effective as 

long as the context is taken into account and the curriculum is re-adjusted and relevant. Teachers 

need to receive training on this approach and need to understand the curriculum content. They 

also ought to know their students’ backgrounds and be able to work hand in hand with the 

community. In conflict and post-conflict situations, teachers may generate hope, help spread 

peace, and provide psycho-social support. Educators can help children become active citizens 

and improve their livelihoods by providing them with basic skills, literacy and numeracy. The 

benefits of and strategies for effective inclusive education need to be incorporated into 

pedagogical training so that special need groups can be taught in mainstream schools alongside 

mainstream students. Teacher training can also incorporate methods for empowering the 

oppressed, and helping them in their struggles to affect change in society. 

Teacher training is important because it impacts society at different levels. Pedagogical 

training, furthermore, with regular supervision and monitoring, can positively contribute to 

educational standards. In the case of Sierra Leone it fights teacher shortages, helps untrained and 

unqualified teachers, supports governmental and foreign educational initiatives, and positively 

impacts conflict resolution and peace-keeping efforts.  

As stated previously, this research might not be able to statistically generalize these 

inferences but does provide contextual representation. This study began with a quote and before 
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coming to an end will refer back to it: yes, Sierra Leonean children went through dreadful 

experiences during the war and, yes, they deserve a brighter future. Training teachers will not 

only increase the chances that children will access education; it will increase their chances of 

accessing a quality education. 

 
Kenema Primary School Children at Recess 

 

8.3. Recommendations  

Now that the relationship between pedagogical training and quality of education in post-

conflict Sierra Leone has been analyzed against the background of the theoretical framework and 

local stakeholders’ perceptions, some recommendations will be elaborated. To start with, pre- 

and in-service pedagogical training needs to be systematically provided to all incoming and 

current educators, including untrained and unqualified teachers, in order to reduce the theoretical 

and practical gap. Teacher training curriculums should be developed hand in hand with teachers, 
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trainers, and governmental officers. Emerging issues such as peace education, conflict 

prevention, HIV/AIDS, and gender parity, as well as the findings and recommendations of the 

Truth and Reconciliation Commission Report should immediately be incorporated into training 

curricula as well as in the curriculum of primary schools.  

Community members should have a voice on what goes on in schools in order to 

guarantee transparency, accountability, and a shared sense of belonging. That is, participation is 

extremely significant because it builds trust among community members and provides a feeling 

of ownership that, in the future, might facilitate the sustainability of the reformed educational 

system.  

Quality of educators is a persistent problem that has to be urgently tackled. Some 

measures such as the provision of teaching and learning materials and methodical supervision 

and monitoring can positively contribute to the teaching and learning process. At the same time, 

teacher motivation and the distribution of scholarships for incoming teacher students might 

improve the quality of teachers by improving educator’s quality of life and their status in society.  

Lastly, it would be interesting to further explore the relationship between the quality of 

education in Sierra Leone and social stability, durable peace, violence prevention, inter-ethnic 

understanding, and economic development so as to grasp a better understanding of what other 

factors, besides pedagogical training, need further improvement and elaboration. For example, a 

further research could use an inductive approach to study what local actors believe is the main 

educational factor that can lead to a positive development of the country. The actors should 

propose not only the educational element under study but also the area of development such as 

peace, the economy, and conflict prevention that fits their personal and national interest.   
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10. ANNEX 
 

10.1. Operationalisation Graph 
 

Concepts Dimensions Variables  Indicators 
Pedagogical 
Training Theory Relevant 

Is the content pertinent and applicable to local teachers/students/socio-economic  
and pol.situation? 

    Accurate Is the content precise? 

    Current/Contemporary Is the content up-to-date? 

    In Depth Is the content analyzed in detail? 

  Practice Time Are educators taught to pace and use available time? 

    Pupils Are educators taught to appropiately assess pupils 

    Feedback Are educators taught to provide constructive feedback? 

    Interpersonal Skills Are educators provided with social and interpersonal skills training? 
Quality of 
Primary 
Education 

Statistics of 
existing data Examination Scores Do the scores meet government's expected standards? 

    
Gross Enrollment 
Rates Where does GER fall comparing intnl ranking? 

    Literacy Rates Where does LR fall comparing intnl ranking? 

    
Survival Rates from 
grade 1-5 Where does SR fall comparing intnl ranking? 

    Pupil-teacher ratios Where does P-T ratios fall comparing intnl ranking? 

    
Percentage of teachers 
who are trained Where SL’s % of teachers does trained fall comparing intnl ranking? 

    Expenditures per pupil Where does the budget per pupil fall comparing intnl ranking? 

  
Perception 
Analysis Teachers What do educators think of the education they are providing? 

    Trainers What do trainers think of SL's primary education and quality of teachers? 

    NGOs What do NGO's think of SL's primary education and quality of teachers? 
Post-Conflict 
Development 

Educational 
Reform Access 

Is education being provided regardless of location, political or ethnic affiliation, 
 gender or citizenship?  

    Protection Is physical, psychological and cognitive protection being offered to children? 

    Curriculum Is the curriculum inclusive, considered interesting, valued and relevant? 

    Facilities Are there enough schools or are classes overcrowded? 

    Staff Are there enough qualified teachers? 

    Vulnerable Groups Are teachers trained to deal with children with special needs? 

 

10.2. Teacher Training Colleges 
The following are six training colleges in SL for future educators that were recently converted 

into polytechniques (UNESCO 2006): 
 
-Port Loko (train people in primary education) 
-Makeni and Bo Teachers College (train people in primary education) 
-Eastern Polytechnic (train people in primary education) 
-Freetown Teachers College (train people in primary education) 
-Milton Margia College of Education and Technology (train people in primary, secondary and tertiary education) 
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10.3. Interviewees’ Information 
Method First Name Last Name Profession Work at Address Time  Date 

Semi-
Structured 
Interviews Amadu Jalleh 

General Director 
Education Ministry of Education Freetown 2.00-4.00 30-Aug 

Semi-
Structured 
Interviews Mr. Williams 

EFA National 
Coordinator Ministry of Education Freetown 

10.00-
11.00 3-Sep 

Semi-
Structured 
Interviews Mr.  Wilson 

Deputy Director-
Western Area 

Inspector Division Ministry of Education Freetown 
10.00-
11.00 4-Sep 

Semi-
Structured 
Interviews Mr.  Dupigny 

Technical Coorditnator 
of SABABU Project Ministry of Education Freetown 2.00-2.45 4-Sep 

Semi-
Structured 
Interviews Mr.  Elliot 

Civil Works Team 
leader Ministry of Education Freetown 1.00-1.30 6-Sep 

Semi-
Structured 
Interviews Mr.  Komora Project Architect Ministry of Education Freetown 1.00-1.30 6-Sep 
Semi-
Structured 
Interviews Mr.  Alpha School Supervisor Ministry of Education Freetown 2.00-3.00 6-Sep 
Semi-
Structured 
Interviews Leo Hamminger 

UNESCO Stats 
Planning Directorate Ministry of Education Freetown 

11.15-
11.45 3-Sep 

Semi-
Structured 
Interviews Dr. Sonia Spencer 

Education specialist 
(working in formal 
primary schools) UNICEF Freetown 

10.00-
10.45 5-Sep 

Semi-
Structured 
Interviews Ronja Hoelzer 

United Nations 
Volunteer UNICEF Freetown 3.30-4.00 14-9 

Semi-
Structured 
Interviews James Brewah 

Education Program 
Officer Save the Children Freetown 

14-20-
15.00 18-09 

Semi-
Structured 
Interviews Mohammed Lamin 

Partnership and 
Learning Advisor 

Plan International 
Sierra Leone Freetown 

10.00-
11.00 27-Sep 

Focus Group 1 Elizabeth  Farmah Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
12-40-13-

20 19-9 

Focus Group 1 Edison S. Kpukumu Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
12-40-13-

21 19-9 

Focus Group 1 Margaret B. Tham Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
12-40-13-

22 19-9 

Focus Group 1 Titus I. Massaquor Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
12-40-13-

23 19-9 

Focus Group 1 Marianna Dumbuya Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
12-40-13-

24 19-9 

Focus Group 2 Morie Contah Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
13.30-14-

15 19-9 

Focus Group 2 Adeen Baugura Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
13.30-14-

15 19-9 

Focus Group 2 Nat Daugues Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
13.30-14-

15 19-9 

Focus Group 2 Konah S. Berdu Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
13.30-14-

15 19-9 

Focus Group 2 Foday E.  Kaikai Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
13.30-14-

15 19-9 

Focus Group 3 Beatrice Cole Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
14.20-
15.00 19-9 
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Focus Group 3 Florence M. Jengo Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
14.20-
15.00 19-9 

Focus Group 3 Margaret V. Squire Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
14.20-
15.00 19-9 

Focus Group 3 Mary M. Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
14.20-
15.00 19-9 

Focus Group 3 Elizabeth T. Kumha Teacher 
St. Michaels Primary 

School 
Eastern 

Freetown 
14.20-
15.00 19-9 

Focus Group 4 Juliana O. Pearca Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Ibrahim A. Jalloh Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Ibrahim A. Banguna Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Morray J. Braima Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Elizabeth J. Jones Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 
Mariatu 

L.O.  Bangura Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Aminata N. Mangara Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 4 Linda M. Korond Teacher 
Tabernacle Primary 

School Freetown 
13-30-
14.15 27-9 

Focus Group 5 Alie Banguro Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Ensah N. Sellu Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Princess T. Dumai Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Asmar Jimansaray Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 
Mariatu 

L.O.  Dumbuya Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Joseph B. Kalokoh Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Falmata 
Damany-

Sesay Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Rafmata I. Kamara Teacher Baptist School 
Regent Road, 

Freetown 
12.00-
12.45 27-09 

Focus Group 5 Foday  Kuyateh Teacher 
UMC Ginger Hill 

School Freetown 
12.00-
12.45 27-09 

Unstructured 
Interviews Abalu Marian Teacher KMDEC (AM shift) 

Moiwo St. 
Kenema 9.20-10.00 10-Apr 

Unstructured 
Interviews Samai M. Kallon Teacher KMDEC (AM shift) 

Moiwo St. 
Kenema 10-10.30 10-Apr 

Unstructured 
Interviews Sellu David Teacher KMDEC Hangha Kenema 13.20-1400 4-Oct 

Unstructured 
Interviews Sao V. Demby Teacher KMDEC  Hangha Kenema 

14.00-
14.30 4-Oct 

Unstructured 
Interviews Emmanuel Cauliler Senior Lecturer 

Freetown Teachers 
College JUI 

12.00-
12.20 15-Oct 

Unstructured 
Interviews Mohamed Kallon Senior Lecturer 

Freetown Teachers 
College JUI 

12.20-
12.40 15-Oct 

Unstructured 
Interviews Dr. Imelda Masaray Principal Lecturer 

Freetown Teachers 
College JUI 

12.40-
13.00 15-Oct 
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Unstructured 
Interviews Gladys Deigh Principal Lecturer 

Freetown Teachers 
College JUI 

13.00-
13.20 15-Oct 

Unstructured 
Interviews Edward S. Kamara Senior Lecturer 

Freetown Teachers 
College JUI 

13.20-
13.40 15-Oct 

Unstructured 
Interviews John D. Kamara 

Head Teacher PM 
Shift 

Evagelical Mission 
Primary School 

Eastern 
Freetown 

12.30-
13..00 10-Oct 

Unstructured 
Interviews Unknown Unknown General Secretary 

Evagelical Mission 
Primary School 

Eastern 
Freetown 

13.00-
13.30 10-Oct 

Class 
Observation     Class 4 

Evagelical Mission 
Primary School 

Eastern 
Freetown 

13.30-
13.50 10-Oct 

Class 
Observation     Class 4 

Evagelical Mission 
Primary School 

Eastern 
Freetown 

13.50-
15.10 10-Oct 

Class 
Observation     Class 1 Kenema DEC School Kenema 9.00-9.20 4-otc 

Class 
Observation     Class 6 Baptist Primary School Freetown 

15.00-
15.15 27-9 

Class 
Observation     class 3 

School Church of God 
of Prophecy Primary 

School Portee 
13.30-
14.00 16-Oct 

Class 
Observation     Class 6 

School Church of God 
of Prophecy Primary 

School Portee 
14.00-
14.30 16-Oct 

Informal 
Interviews Mr. kamir 

Senior Assistance 
Secretary SLTU Freetown 

11.30-
12.45 17-Oct 

Informal 
Interviews Alhaji A.  Kabba Pupil 

KEDC (Muslim 
School) Kenema 

17.00-
17.20 10-Apr 

Informal 
Interviews Ibrahim  Sesay Pupil 

School Church of God 
of Prophecy Primary 

School Portee 
12.30-
12.45 16-Oct 

Informal 
Interviews Abu 

Bakars 
Bangura Pupil 

School Church of God 
of Prophecy Primary 

School Portee 
12.45-
13.00 16-Oct 

Informal 
Interviews Amadu Bondabaila Pupil 

School Church of God 
of Prophecy Primary 

School Portee 
13.00-
13.15 16-Oct 

Informal 
Interviews Kadiatu Kamara Pupil 

School Church of God 
of Prophecy Primary 

School Portee 
13.15-
13.30 16-Oct 

Informal 
Interviews Aisha A. Bakar Pupil 

SLC-Primary School 
(Christian School) Kenema 

10.00-
10.20 5-Sep 

Informal 
Interviews Antony  Sheriff Pupil 

SLC-Primary School 
(Christian School) Kenema 

10.20-
10.40 5-Sep 

Informal 
Interviews Dauda  Jmbia Pupil 

SLC-Primary School 
(Christian School) Kenema 

10.40-
11.00 5-Sep 

Informal 
Interviews Ibrihim B.  Kallone Pupil 

SLC-Primary School 
(Christian School) Kenema 

11.00-
11.20 5-Sep 

Informal 
Interviews Mariama  Dabor Pupil 

SLC-Primary School 
(Christian School) Kenema 

11.20-
11.40 5-Sep 

Informal 
Interviews Sylvia   Gomoh Pupil 

SLC-Primary School 
(Christian School) Kenema 

11.40-
12.00 5-Sep 

 

10.4. Questionnaires for Interviews  
 
Ministry of Education  
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• Is PT’s content relevant, accurate, contemporary and sufficiently in-depth? 
• What skills are teachers obtaining from PT’s practice aspect? 
• What can statistics tell us about SL’s quality of primary education? 
• What is your perception of the quality of primary education? What are its weaknesses and strengths? 
• What educational reforms are being implemented as strategies belonging to Post-Conflict Development? Do these have any 

implications on the quality of education? 
• Does the quality of education in SL have a relationship with society’s stability, to durable peace, to violence prevention, to 

inter-ethnic understanding, to economic development, etcetera? 
• How can we safeguard the quality of educators? 
• Is there a need for participation in the development of TT programs and educational reforms? If yes, what can it create? 
• Do you believe that critical pedagogy can empower students and teachers? 
• Can critical pedagogy bring about social change? Democracy? 
• Should teachers pose thought provoking questions? 
• What do you think of student-centered approaches? 
• What, in your opinion, are indicators of quality of education (size of classes, TT, natnl examinations, etc…)? 
• what is effective education? 
• What about innovation methods? 
• What do you think of EFA/MDGs? 
• What are the issues today? 

-comment on teacher shortage 
-UU teachers 
-late payments 

• How to increase teacher retention? 
• What do you think is the role of a TT college regarding post-conflict development? 
-did your college fulfill your expectation regarding this? 
• Should communities take part in educational reconstruction process? 
• Should non-formal training be provided? 
-What about approval and accreditation? 
• What is the relationship between education and conflict? 

-How does critical pedagogy take place? 
• How can teacher capacity-building affect post-conflict development? 

 
NGO: 

• Do you know anything about pedagogical training offered to teachers in TT colleges? If so, is PT’s content relevant, 
accurate, contemporary and sufficiently in-depth? 

• What skills are teachers obtaining from PT’s practice aspect? 
• What is your perception of the quality of primary education in SL? 
• What educational reforms are being implemented as strategies belonging to Post-Conflict Development? Do these have any 

implications on the quality of education? 
• Does the quality of education in SL have a relationship with society’s stability, to durable peace, to violence prevention, to 

inter-ethnic understanding, to economic development, etcetera? 
• How can we safeguard the quality of educators? 
• Is there a need for participation in the development of TT programs and educational reforms? If yes, what can it create? 
• Do you believe that critical pedagogy can empower students and teachers? 
• Can critical pedagogy bring about social change? Democracy? 
• Should teachers pose thought provoking questions? 
• What do you think of student-centered approaches? 
• What is your opinion about the ministry of education’s reorganization and its creation of the directorate of Higher 

Education Science and Technology? 
• What are the issues today? 

-comment on teacher shortage 
-UU teachers 
-late payments 

• How to increase teacher retention? 
• What do you think of the ‘Teacher Service Committee’ (incorporated in new educational activity)? 
• What do you think is the role of a TT college regarding post-conflict development? 
-did your college fulfill your expectation regarding this? 
• Does TT help achieve EFA? 
• Should communities take part in educational reconstruction process? 
• Should non-formal training be provided? 
-What about approval and accreditation? 
• What is the relationship between education and conflict? 

-How does critical pedagogy take place? 
• How can teacher capacity-building affect post-conflict development? 

 
Trainers 
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• Is PT’s content relevant, accurate, contemporary and sufficiently in-depth? 
• What skills are teachers obtaining from PT’s practice aspect? 
• What can we learn from different actors regarding their perception of quality of education? 
• Do you perceive that pedagogical training contributes to a distinction between the quality of education for boys and girls? 
• Does the quality of education in SL have a relationship with society’s stability, to durable peace, to violence prevention, to 

inter-ethnic understanding, to economic development, etcetera? 
• How can we safeguard the quality of teachers? 
• Who runs the establishment? 
• Where are the establishments located? 
• What is its status? Is it independent? 
• What is the model of the establishment? 

o Autonomous? (its students would follow their course in the university with concentration on professional 
training, knowing that a good relationship could be facilitated by a common type of recruitment for both types of establishments) 

o Integrated? (integration into the university, allowing either the teaching of pedagogy to students of other 
departments or sending its students to disciplinary courses.) 
• Is there a need for participation in the development of TT programs and educational reforms? If yes, what can it create? 
• Do you believe that critical pedagogy can empower students and teachers? 
• Can critical pedagogy bring about social change? Democracy? 
• Should teachers pose thought provoking questions? 
• What do you think of student-centered approaches? 
• What is your opinion about learner-centered instruction? 
• What is the impact, if any, of the establishment’s management on schools? 
• What is your opinion about the ministry of education’s reorganization and its creation of the directorate of Higher 

Education Science and Technology? 
• What are the issues today? 

-comment on teacher shortage 
-UU teachers 
-late payments 

• How to increase teacher retention? 
• What do you think of the ‘Teacher Service Committee’ (incorporated in new educational activity)? 
• What do you think is the role of a TT college regarding post-conflict development? 
• - Should communities take part in educational reconstruction process? 
• Should non-formal training be provided? 
-What about approval and accreditation? 
• What is the relationship between education and conflict? 

-How does critical pedagogy take place? 
• How can teacher capacity-building affect post-conflict development? 

 
Teachers 

• Is PT’s content relevant, accurate, contemporary and sufficiently in-depth? 
• What skills are teachers obtaining from PT’s practice aspect? 
• What can we learn from different actors regarding their perception of quality of education? 
• Do you perceive that pedagogical training contributes to a distinction between the quality of education for boys and girls? 
• Does the quality of education in SL have a relationship with society’s stability, to durable peace, to violence prevention, to 

inter-ethnic understanding, to economic development, etcetera? 
• How can we safeguard the quality of teachers? 
• Is there a need for participation in the development of TT programs and educational reforms? If yes, what can it create? 
• Do you believe that critical pedagogy can empower students and teachers? 
• Can critical pedagogy bring about social change? Democracy? 
• Should teachers pose thought provoking questions? 
• What do you think of student-centered approaches? 
• What do you consider more important: pedagogical training or receiving a master? 
• What is your opinion about learner-centered instruction? 
• As a teacher, whose interests, in your opinion are you fulfilling? 
• Do you receive any support from the Union? 
• What is the impact, if any, of the establishment’s management on schools? 
• What is your opinion about the ministry of education’s reorganization and its creation of the directorate of Higher 

Education Science and Technology? 
• What are the issues today? 

-comment on teacher shortage 
-UU teachers 
-late payments 

• What do you think of the ‘Teacher Service Committee’ (incorporated in new educational activity)? 
• What do you think is the role of a TT college regarding post-conflict development? 
-did your college fulfill your expectation regarding this? 
• Should communities take part in educational reconstruction process? 
• Should non-formal training be provided? 
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-What about approval and accreditation? 
• What is the relationship between education and conflict? 

-How does critical pedagogy take place? 
• How can teacher capacity-building affect post-conflict development? 

 
 

 


