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ABSTRACT 

Formal teacher preparation in Uganda was a Western education ideology first introduced 

by European missionaries in the late-nineteenth century. By this time, African indigenous 

education already existed, with the teaching practice based on oral traditions where parents, 

siblings, and every intelligent and responsible member of society taught the young people basic 

knowledge. This dissertation is exploratory research aimed to chronicle, examine and analyze 

historical and contemporary trends in music teacher preparation in Uganda from 1950 to 2020. 

The study was conducted as an historical research to examine music teacher preparation trends in 

Makerere University and Kyambogo University with consideration to the associated events and 

policies that prevailed from 1950 to 2020. The study's ultimate purpose was to track the 

evolution of formal music teacher preparation practices in Uganda’s music education from the 

colonial era to the present.  

This research was conducted through three qualitative research methods of oral history, 

semistructured interviews, and examination of historical documents and records. The data 

obtained consisted of testimonies and lived experiences of eyewitnesses who played active roles 

in this process. Twelve informants were interviewed for this study, under four categories: senior 

and retired Ugandan music educators, former British expatriate music teachers who worked in 

Uganda, retired clergy, and current Ugandan music educators. The individuals interviewed were: 

Peter Cooke and Janice Hobday as British expatriate music teachers; Zadok Adolu Otojoka, 

Faith M. Rwegyemera, Pison Nyinomujuni, and Stephen Rwangyezi as Ugandan retired music 

teachers; Bishop (Emeritus) George Sinabulya – a retired Ugandan clergy and music teacher; 

while James Makubuya, Peter Ekadu-Ereu, Godfrey Ntubiro, Beatrice Geria, and Paul Isabirye 

were practicing Ugandan music educators. Data gathered through the interviews were 
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triangulated against multiple primary and secondary sources to ensure the authenticity of the 

information.  

I employed a chronological framework of data analysis following the timelines of the 

period covered by the study. Four major timelines were identified: The Colonial Period (1950 – 

1962); The Immediate Post-Independence Period (1963 – 1979); The Post-Colonialism and 

Neoliberalism Period (1980 – 2000); and The Twenty-First Century Period (2001 – 2020). The 

study findings indicated that the church was a significant factor in music preparation practices, 

since the roots of Uganda's formal teaching profession were established through the European 

missionaries’ activities. The church aspect is strongly reflected at the different stages of 

Uganda’s music teacher preparation systems and the general music education curriculum in 

schools. Indigenous African music and music education practices were marginalized over the 

years, leading to a more Eurocentric music teacher education curriculum in Uganda’s higher 

education institutions. The information gathered through this study adds to the knowledge about 

the evolution of the music education discipline and provides direction for current and future 

choices for Uganda, and potentially, the East African region.      
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CHAPTER I 

INTRODUCTION 

Since the advent of Western education into East Africa in the late nineteenth century by 

the European missionaries, Uganda’s teaching profession has undergone numerous changes.1 

From indigenous education practices where, “every intelligent and responsible citizen of the 

society taught the young people the basic knowledge,”2 there has since been a significant shift in 

Uganda's teaching philosophy to teachers in Western or formal education, who had to be 

specially trained in particular schools before they began to teach.3 In this study, I seek to trace 

the trends in music teacher preparation in Uganda from 1950 in the pre-independence era to 

2020. The purpose of this study is to track the evolution of music teacher preparation practices 

from the time they were first introduced by the British colonialists and how they have developed  

over the years.    

Adoniya Tiberondwa, in his book, Missionary Teachers as Agents of Colonialism: A 

Study of their Activities in Uganda, 1877 – 1925, provided an overview of traditional Ugandan 

education that was based on tribal and clan units, and "covered both the theoretical and practical 

fields."4 The author further added that the traditional teachers' system involved parents, siblings, 

relatives, and peers.5 Tiberondwa includes strong arguments against the widely held view that 

education, per se, was introduced in Africa by Europeans. Instead, it should be stated as 

 
1 Adoniya, Tiberondwa, "The Teaching Profession in Uganda, 1877-1972." (PhD diss., University of Dar es Salaam, 
1975). 
 
2 Ssekamwa, John C. History and Development of Education in Uganda. Fountain Pub Limited, 1997. 42 
3 Ibid.  
 
4 Ado K. Tiberondwa, Missionary Teachers as Agents of Colonialism. National Educational Company of Zambia, 
1978. Ch.1. 
  
5 Ibid.  
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European or Western education. However, he acknowledged that the idea of professionally 

trained teachers as we know them today is a product of a European education system that started 

in 1877 with the missionary groups.6 

Similarly, music education among indigenous African societies was conducted in 

informal settings where children learned musical skills from parents and indigenous expert 

musicians at any given time, anywhere in the community.7 However, under British colonialism, 

all indigenous education practices, including teachers and expert musicians, were expressly 

marginalized and disregarded by the European missionaries.8 The current study aims to trace the 

trends in music teacher preparation practices in Uganda from pre-independence to the present.    

As is the case in most traditional African societies, music education in Uganda existed 

through the oral tradition practices of teaching and learning. Ugandan education historian John 

C. Ssekamwa reported that music was an integral component of indigenous education through 

songs, legends, and proverbs.9 Through an oral tradition system of instruction for children,10 

music, too, was taught in a family-like setting or by indigenous music experts.11 Formal music 

education, on the other hand, is reported to have been  introduced by European missionaries in 

 
6 Ibid., 3. 
 
7 Clemente K. Abrokwaa, "Indigenous Music Education in Africa." What is Indigenous Knowledge: Voices from the 
Academy (1999): 191-208; Louise, Pirouet, Historical Dictionary of Uganda, Vol. 64. Metuchen, NJ: Scarecrow 
Press, 1995, 52. 
 
8 Andrew Solomon Mangeni, “The Marginalization of an Indigenous Master Musician-Teacher: Evalisto Muyinda—
1939–1993” (Ph.D. diss., Boston University, 2019), 3. 
 
9 Ssekamwa, History and Development of Education in Uganda, 9-11. 
 
10 Michael W. Tuck, “Uganda: Education,” In Encyclopedia of African History: Kevin Shillington, ed., A-G.. 1. Vol. 
1. (New York: Taylor & Francis, 2005).1621. 
 
11 Pirouet, Historical Dictionary of Uganda, 52. 
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the mid- to late-nineteenth century,12 who were the fore-runners of colonial rule in East Africa. 

But prior to independence, around the first half of the twentieth century, there were increased 

efforts at Africanizing and secularizing both curricula and faculty,13 a trend that resulted in an 

education system that is “neither truly African, nor truly European.”14 

The focus for the current study is higher education with specific interest on music teacher 

preparation. The foundation for higher education in Uganda, therefore, can, in its real terms, be 

traced back from the 1923 Ormsby-Gore Commission that the colonial government tasked to 

report on matters of native education in all British colonies and protectorates in East Africa.15 In 

their 1925 report, Ormsby-Gore, the chair of the committee stated that: 

Education should be adapted to the mentality, aptitudes, occupations and traditions of the 
various peoples, conserving as far as possible all sound and healthy elements in the fabric 
of their social life; adapting them to changed circumstances and progressive ideas, as an 
agent of natural growth and evolution.16    
 

The immediate outcome of Ormsby-Gore's recommendations was the development of a native 

education system, which aimed to include African education philosophies and beliefs, to the 

European education that the missionaries had established. Native education was jointly operated 

by the African chiefs, European missionaries, and colonial government officers. These events are 

reported as the initial steps in the development of formal higher education in Uganda.  

 
12 Tuck, “Uganda: Education,” 1621. 
 
13 Ibid. 
 
14 Ladislaus Semali, "History and Development of Education in Uganda." Journal of African History 40, no. 3 
(1999): 512-13. 

15 Richard Bhekithemba Mngomezulu, "A Political History of Higher Education in East Africa: The Rise and Fall of 
the University of East Africa, 1937--1970" (Ph.D. diss., Rice University, Houston, 2004), 1. 
 
16 Carol Shicherman, "Becoming an African University: Makerere University 1922–2000." Asmara, Eritrea: Africa 
World Press Inc. (2005). 9-10. 
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Despite Uganda’s earliest tertiary institution, Makerere College (and also the first in the 

entire East African region), having started in 1922,17  the region’s higher education infrastructure 

was barely developed even by the 1950s. As a result, the mid-twentieth century experience saw a 

wave of study abroad for East African elites either as an alternative or supplement to Makerere 

College,18 including Ugandan formal music educators. Thus, after the European missionary 

teachers, Uganda’s earliest indigenous formal music educators were mostly trained abroad, under 

a Western classical music education system, which consequently influenced the subsequent local 

curricula and methods of instruction.19 Notable individuals included: Mbabi S. Katana (1922 – 

2019), George W. Kakoma (1923 – 2012), Zadok Adolu Otojoka (b.1932), Moses Sserwadda 

(1931 – 2005), Michael Kalule and George Ssenoga Zaake,20 who attained their advanced music 

training abroad between the second and the third quarters of the twentieth century. Others that 

were closely associated with the church and also known as composers and music teachers were 

Joseph Kyagambidwa (1928 – 1978), Benedicto Mubangizi (1926 – 1995), and Expedito 

Magembe (b.1936),21 all of whom had substantial foreign experience in their music teacher 

practice.  

Therefore, in this study, I explore trends in music teacher preparation in Uganda and their 

related events from the colonial era through post-independence and contemporary Uganda. 

 
17 Shicherman, "Becoming an African University," 
 
18 John Ernest Goldthorpe, An African Elite: Makerere College Students 1922—1960. Oxford University Press/East 
African Institute of Social Research, 1965. 16-23. 
 
19 Benon Kigozi, Music Education in Uganda. Music in Africa. 6 February 2015.  
<https://www.musicinafrica.net/magazine/music-education-uganda>. (accessed. 17 April 2020). 
 
20 Ibid.  
 
21 Catherine Gray, "Compositional Techniques in Roman Catholic Church Music in Uganda." British Journal of 
Ethnomusicology 4, no. 1 (1995): 136. 
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Although the focus period for the current study was set to start from1950, it was necessary to 

historicize back to the pre-colonial times of the European missionaries, so as to better situate this 

argument in the greater historical context of Uganda’s formal education development. The 

overall historical timeline for this study, therefore, is set as follows:    

1877 – 1900:  Pre-colonial era (Christian Missionaries) 

1900 – 1962:  Colonial period (British) 

1962 – 2020: Political Independence and Post-independence era.     

Uganda: Political and Historical Background 
 

Uganda's colonial history is closely entwined within that of the rest of the East African 

region. The pre-colonial territorial demarcation of East Africa consisted of three countries: 

Uganda, Kenya and Tanzania – constituting the mainland, plus the Islands of Zanzibar and 

Pemba22 (See figure 1.1).  

 
22 Maxon M. Robert, East Africa: An Introductory History. West Virginia University Press, 1986. 3. 
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Figure 1.1 Map of Pre-colonial East Africa showing the three-member states of Uganda, Kenya 
and Tanzania.23 

In the last two decades of the nineteenth century (between 1880 – 1895), there was a 

scramble for the control of the interior of East Africa between the British and the Germans, 

 
23 Ibid., 3. 
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which ended in two peaceful Anglo-German agreements of 1886 and 1890.24 These two 

agreements effectively partitioned East Africa into European colonial powers where Uganda and 

Kenya were controlled by the British while Tanzania went under the Germans. The British then 

set up the Imperial British East African Company (IBEAC), in an agreement of 1888, that was 

authorized to administer their territory on behalf of Britain.25 Of paramount importance to the 

current study is education, which was one of the major components of the IBEAC agreement as 

it influenced the establishment of schools and tertiary institutions within the region.   

Unlike Kenya and Tanzania, which lacked pre-colonial centralized states, also classified 

as "stateless societies,"26 Uganda presented a different social setup – a factor that partly 

accounted for the difference in colonial systems of colony and protectorate, respectively. Before 

the coming of Europeans to East Africa, Ugandan society existed in varieties of pre-colonial 

socio-political organizations called Kingdoms, such as Buganda, Nkore, Tooro, and Bunyoro 

Kitara, and each had their individual elaborate institutional state structures, tribal culture and 

were run under traditional authority of kings27 (See figure 1.2). This pre-existent political set-up 

implied that British conquest over Uganda never came easily, as they were faced with fierce 

resistance from the indigenous kings and their local fighters. Concerned with the huge amounts 

of money required for large and prolonged military expeditions, the Europeans adopted a 

strategy of “allying with different African groups within the territories to subjugate other groups, 

 
24 Ibid., 127-134; Donald A. Low, Fabrication of Empire: The British and the Uganda Kingdoms, 1890-1902. 
Cambridge University Press, 2009. 3 
 
25 Ssenkomago Ssewanyana, “Uganda: Education,” In Encyclopedia of African History: Kevin Shillington, ed., A-
G.. 1. Vol. 1. (New York: Taylor & Francis, 2005).1616. 
 
26 Robert, East Africa: An Introductory History, 92. 
 
27 Martin R. Doornbos, “Ugandan Society and Politics: A Background,” In Uganda, the Dilemma of Nationhood, 3; 
Donald Denoon, “The Historical Setting to 1900,” Uganda, the Dilemma of Nationhood, ch.2.  
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following the dictum of divide and conquer.”28 The culmination of these conquests resulted in 

the signing of protectorate agreements, thereby establishing entities that were referred to as 

“Agreement States or Kingdom States.”29 

 

Figure 1.2 Map of pre-colonial Uganda showing Kingdom States30 

 
28 Robert, East Africa: An Introductory History, 139-140. 
 
29 Godfrey N. Uzoigwe, Uganda, the Dilemma of Nationhood. Studies in East African Society and History. NOK 
Publishers International, 1982, 57.  
 
30 Robert, East Africa: An Introductory History, 145.  
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The protectorate system of colonialism was a form of “indirect rule” employed by the British in 

Africa, which used African rulers to govern on behalf of colonial masters.31 This system was 

different from the colony type of rule, which used British colonial agents on behalf of the 

colonial government based in London.  

Therefore, the British protectorate rule over Uganda was established with the signing of 

agreements with local kingdoms, starting with the 1900 Buganda Agreement, followed by 

Bunyoro, Tooro, Ankole (Nkore), and Bukedi (which included Bugisu, Teso, and Bukedi) 

agreements in 1902. Other regions such as Kigezi were added in 1911, Acholi and Karamoja in 

1913, while the last was West Nile, which joined in 1914. Historical reports indicate that Uganda 

attained its present shape in 1918,32 after the end of World War I, with the demarcation of the 

southwest border.33  The country's name is also said to have been derived from that of the 

Kingdom of Buganda. For this reason, a greater part of Uganda's colonial history favored the 

Buganda Kingdom. Critical among the factors that privileged Buganda was when the Christian 

missionaries and traders first arrived in Uganda in the 1870s, they settled in Buganda, where they 

established a base for their operations, including educational institutions, cash-crop cultivation, 

and colonial administrative machinery.34 Before the arrival of the Christian missionaries, 

Ugandans practiced their indigenous religion of spirits that were categorized in three levels of 

 
31 Filda Ojok, “Uganda: Education,” In Encyclopedia of African History: Kevin Shillington, ed., A-G.. 1. Vol. 1. 
(New York: Taylor & Francis, 2005), 1617-1618.  
 
32 Ibid. 
 
33 Doornbos, “Ugandan Society and Politics: A Background,” 7. 
 
34 Ibid.  
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

10 

Katonda (the creator), Lubaale (god) and the Guardians as described in the Buganda’s 

indigenous religion.35   

Precisely, British colonial rule over Uganda is reported to have started at the turn of the 

nineteenth century to the twentieth century, when agents of the Imperial British East African 

Company (IBEAC) reached Buganda Kingdom in December 1890, led by Captain Fredrick D. 

Lugard.36 Lugard was quickly confronted by inter-religious conflicts involving British 

Protestants, French Catholics, and Muslims. He conveniently sided with the Protestants under the 

Native Anglican Church (NAC), who became the politically dominant group and constituted the 

core of the ruling group in colonial Uganda.37 Christianity gained popularity with an increase in 

the number of Ugandan converts. This development heightened suspicion between the 

missionaries and Kabaka Mwanga, the King of Buganda, as his subjects shifted allegiance to a 

foreign doctrine. Consequently, Mwanga’s powers were weakened, and he had to collaborate 

with the British rulers.38 Therefore, Christianity became an integral vehicle for British rule in 

Uganda, through which several of their structures were introduced, including formal education. 

 
Toward Independence 
 
 Agitations for Uganda’s independence heightened after World War II when nationalist 

ideas began to emerge with the increase of African representation in the Legislative Council. 

 
35 “Buganda’s Indigenous Religion,” accessed February 3, 2021, <http://www.buganda.com/eddiini.htm> 
 
36 Low, Fabrication of Empire, 3; Frederick Lugard JD, The Dual Mandate in British Tropical Africa. Routledge, 
2013. 7; Sewanyana, “Uganda: Education,” 1616. 
 
37 Low, Fabrication of Empire; Phares Mutibwa, Mukasa. Uganda Since Independence: A Story of Unfulfilled 
Hopes. Africa World Press, 1992. 2; Kevin Ward, "Obedient Rebels"-the Relationship Between the Early" 
Balokole" and the Church of Uganda: the Mukono Crisis of 1941." Journal of Religion in Africa 19, no. 3 (1989): 
195-197. 
 
38 Low, Fabrication of Empire, 4-5. 
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Catch-phrases such as ‘self-government now' were some of the initial products of the struggle 

towards independence.39 Ugandan historian Turyahikayo-Rugyema contended that the inter-war 

years of the 1940s and 1950s played a significant role in African nationalism: 

This period in Ugandan nationalism, and Africa at large, is generally known as an 
‘incubation’ period as opposed to the ‘hatching period’ after the war – a time when most 
people were immersed in the acquisition of western education, travel, and growth of cash 
crops whose prices were determined by the impersonal forces beyond the control of the 
producers on the world market. People were being torn out of their cultural societies and 
joining towns and cities simply because the demands of the ‘new age’ were such that one 
had to find a job in order to pay the ‘European taxes.’ The African, too, discovered that 
though he had acquired the white man’s knowledge of reading, writing and ‘speaking his 
language,’ he could not be given the type of job that reflected his own training and 
skills.40   

 
 Also, the Africans’ participation in World War II alongside other fighters from Europe 

and Asia exposed Africans to new realities about their colonial masters. “They shared ideas, saw 

Europeans die, slept on the same floor, and in a way discovered that the white man was a mortal 

being who could be challenged like any other person.”41 This realization strengthened the 

Africans’ motivation to change conditions in their countries after they returned from the war.    

However, for Uganda, the nationalist movements encountered a challenge because they 

were organized on tribal rather than national basis.42 This setback was especially exacerbated by 

the Baganda, who were the dominant group at the time:  

While there was an attempt to create a united Uganda to overthrow colonialism, there 
were other divisive nationalisms whose main concern was to safeguard their 
independence against the rest of Uganda, and which were even prepared, when necessary, 

 
39 Oliver Furley, “The Legislative Council, 1945-1961: The Wind of Change,” In Uganda, The Dilemma of 
Nationhood, ed. G.N. Uzoigwe, (NOK Publishers International, 1982), ch.6; Mutibwa, Uganda Since Independence, 
ch.3. 
 
40 Benoni Turyahikayo-Rugyema, “The Development of Mass Nationalism 1952-1962,” In Uganda, The Dilemma 
of Nationhood, ed. G.N. Uzoigwe, (NOK Publishers International, 1982), 218-219.  
 
41 Ibid., 219. 
 
42 Mutibwa, Uganda Since Independence, 11.  
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to block the attainment of independence for Uganda at large, for fear that their privileged 
positions would be tampered with.43 

 Another setback on Uganda’s road towards independence occurred through the formation 

of local political parties, which was also marred with tribal and religious affiliations. Several 

political parties were formed, but I focus on four that were most prominent for purposes of this 

study. In 1952, the first political party, The Uganda National Congress (UNC) party, was formed 

and comprised of predominantly Baganda Protestants.44 The Roman Catholics, who were the 

majority group, did not take this well and formed their own: The Democratic Party (DP) in 1954, 

which the Baganda also dominated.45 Four years later, in 1958, an anti-Bugandaism movement 

comprised mainly of non-Baganda emerged and formed another party, the Uganda People's 

Union (UPU). UPU then allied with a section of UNC to form Uganda People's Congress (UPC), 

led by Milton Obote, a non-Muganda, who would later become Prime Minister of Uganda and 

lead the country into independence in 1962.46  

Education in Pre-independence Uganda 

In a review of Ado Tiberondwa’s book on missionary teachers as agents of colonialism, 

Sandgren acknowledged that the author indicated indigenous education existed in Uganda long 

before the arrival of Europeans. This education, Sandgren remarked: “emphasized the values of 

society: kindness, reliability, respectability, and good manners. Parents were the natural teachers, 

but all members of the community taught its values.”47 In this case, formal education was largely 

 
43 Turyahikayo-Rugyema, “The Development of Mass Nationalism 1952-1962,” 217. 
 
44 Mutibwa, Uganda Since Independence, 13-21. 
 
45 Ibid., 15. 
 
46 Ibid., 16-19.  
47 David Sandgren, "Missionary Teachers as Agents of Colonialism: A Study of Their Activities in Uganda, 1877-
1925 (Book Review)." The International Journal of African Historical Studies 33, no. 2 (2000): 491.  
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a responsibility of the Christian missionaries who arrived in Uganda in two groups: the Anglican 

Protestants who arrived in 1877 and the Roman Catholic White Fathers in 1879.48 Under their 

representative organizations, the Church Missionary Society (C.M.S) for the Anglican 

protestants and the Mill Hill fathers for the Catholics, the earliest schools in East Africa are 

reported in Uganda starting in 1895, while Kenya and Tanzania had their first schools in 1914 by 

the missionaries.49 The missionaries applied an alphabet to the local language, Luganda,50 to 

create a local written language for purposes of teaching Christianity to new converts as a means 

of spreading literacy. Later, their teachings were extended to include general education and 

vocational training programs,51 mainly focused on producing "office interpreters, clerks, and 

teachers."52  

Education Commissions 

By the end of the nineteenth century, the British colonial government sought to take an 

active role in shaping education in all colonies to provide secular education, which the 

missionary groups did not consider.53 To implement this plan, the London-based Colonial Office 

came up with a British Education Policy concept for all colonies and protectorates.54 Under this 

 
 
48 Low, Fabrication of Empire, 3. 
 
49 Goldthorpe, An African elite, 2-3. 
 
50 A language spoken by the people of Buganda. 
 
51 Tuck, “Uganda: Education,” 1621. 
 
52 Ssekamwa, History and Development of Education in Uganda, 59. 
 
53 Felicity Jensz, "Missionaries and Indigenous Education in the 19th‐Century British Empire. Part I: Church‐State 
Relations and Indigenous Actions and Reactions." History Compass 10, no. 4 (2012): 294-305. 
 
54 Clive Whitehead, "The Concept of British Education Policy in the Colonies 1850–1960." Journal of educational 
administration and history 39, no. 2 (2007): 161-173. 
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policy, education commissions were set up, comprised of eminent members of the British civil 

service, particularly in education to advise on the general principles for local-based education in 

the colonies. Various education commissions were appointed to progressively review the 

education system, a trend that continued in most British colonies even after independence. For 

the purposes of the current study, I focus on education commissions that directly impacted higher 

education in Uganda.   

It is reported that “both the Colonial Office and the Uganda Protectorate government in 

1925 wanted to balance literary education with practical education.”55 The missionary 

organizations’ approach that “sacrificed agriculture and technical education to literary 

education”56  was quickly rendered inadequate by the 1925 report of the Phelps and Stokes 

Commission, which visited all British colonies in eastern and southern Africa, to review the 

status of this education. This report advocated for government participation in education by 

providing supervision and financial assistance to the missionary efforts,57 but also a balance 

between literary education and practical-based education that offered technical and agricultural 

skills.58 Following the Phelps and Stokes report, a series of education policy commissions were 

established, including the following:   

(1) The 1928 Hilton-Young Commission which studied the relationship between 
education activities of the mission groups and the government.  

(2) The De la Warr commission on higher education in 1938, [which] made 
recommendations that led to the setting up of Makerere College as an interterritorial 
postsecondary institution with independent financing.  

 
55 Ssekamwa, History and Development of Education in Uganda, 59. 
 
56 Ibid., 60. 
 
57 Continuity Amid Change, David R. Evans, and Senteza W. Kajubi, "Education Policy Formation in 
Uganda." Education policy formation in Africa: a comparative study of five countries 12 (1994): 127. 
 
58 Ssekamwa, History and Development of Education in Uganda, 60. 
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(3) In 1940 the Thomas Education Committee [that] was created to review the guidelines 
for allocation of grant-in-aid and draw up a development program for 1941 – 1945. 

(4) After the war [1945] the Worthington Plan was published which set criteria for 
expansion of education and linked the provision of education to the capacity of 
teacher training institutions to produce trained teachers.59 

Indian-Ugandan political historian Mahmood Mamdani, argued that, “higher education in 

middle Africa [the Africa between the Sahara in the north and the Kalahari in the south] really 

only began in any meaningful sense with independence, not colonialism.”60 Mamdani’s claim 

was premised on the view that British colonialism of Africa had two distinct periods; ‘direct 

rule’ and ‘indirect rule’. The former ideology was where colonialism was used as a civilizing 

force of the world and was mediated through African elites who were educated in Western 

institutions. Indirect rule on the other hand, “the British looked with suspicion on the educated 

strata and with favour on traditional chiefs.”61 Mamdani contended that these strategies 

influenced higher education ideology for all British colonies:  

This student of the modern history of higher education would notice a sharp contrast 
between the emphasis on higher education in early and robust colonialism, the period of 
direct rule, and its near boycott in the period of indirect rule that followed the upsurge of 
anti-colonial resistance in mid-19th century.62   
 
In this regard, the first tertiary institution in the region, Makerere University, was begun 

in 1922 as a colonial technical school,63 in Uganda. Then Kenya followed over three decades 

later in 1954, while Tanzania got their first tertiary institution in 1961.64 According to Mamdani, 

 
59 Change et al., "Education Policy Formation in Uganda,” 128. 
 
60 Mahmood Mamdani, "Higher Education, the State and the Marketplace," Journal of Higher Education in Africa 6, 
no. 1 (2008): 1-10, 5.  
 
61 Ibid., 4.  
 
62 Ibid. 
 
63 Shicherman, "Becoming an African University," xv. 
64 Mngomezulu, “A Political History of Higher Education in East Africa,” 3. 
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tertiary education in more general terms, including formal music education in African British 

colonies and protectorates, was fundamentally the work of British missions and expatriates, and 

for whom, it was a colonial strategy to have one university to serve an entire region.65 Mamdani 

added that most colonies did not get their own universities until towards or after independence.66 

As a protectorate and not a colony, Uganda's position could have been the difference, as 

explained earlier in this document.   

When Makerere College was started in 1922 as a colonial technical college, its primary 

focus was vocational education in medicine, agricultural, veterinary and engineering sciences,67 

with the aim of “training African assistant officers for the Uganda government’s technical 

services.”68  It is important to note that, in its initial stages, much of Makerere College’s 

emphasis was put on natural science courses and less on the humanities and social science 

programs. The rationale behind this decision was that the colonial government feared that the 

humanities would transform the Africans into superior beings and hence problematic to govern.69   

  Uganda’s designated teacher education institution – the present-day Kyambogo 

University, was established in 1948 as a Government Teacher Training College (GTTC),70 but 

 
65 Mamdani, "Higher Education, the State and the Marketplace," 5. 
 
66 Ibid. 
 
67 Eric Robert James Hussey, Tropical Africa 1908-1944. Memoirs of a Period. [With a Portrait.]. St. Catherine 
Press, 1959, 65. 
 
68 Goldthorpe, An African Elite, 10. 
 
69 Kenneth Prewitt, Uganda Extramural Students and Political Development. Makerere Adult Studies Centre, 1966; 
Nizar A. Motani, "Makerere College 1922--1940: A Study in Colonial Rule and Educational Retardation," African 
Affairs 78, no. 312 (1979): p.361-362. 

70 Kyambogo University. Department of Music and Performing Arts. 23 January 2020,  
<https://kyu.ac.ug/department-of-performing-arts/> 
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did not include a department of music. Specialized music teacher preparation in Uganda is 

reported to have started with the introduction of the extramural studies – founded in 1953 at 

Makerere University, as a community engagement service and outreach program as the country 

prepared towards independence.71 This course was organized as a short-term training program 

for in-service teachers.72 In 1963, the government upgraded Kyambogo GTTC to a National 

Teachers' College (NTC), which facilitated the starting of Uganda's first department for music 

teacher preparation in 1964.73 A British ethnomusicologist Peter Cooke, who had moved to 

Uganda to work as head of music at Makerere College School – a demonstration secondary 

school for Makerere University College, served as the Music Department's first head at the NTC 

Kyambogo.74 Makerere University, on the other hand, started its Department of Music, Dance, 

and Drama in 1971, employing only western-trained music teachers as its faculty.75 Music 

teacher preparation in these two institutions will constitute the focus of the current study.  

Purpose and Justification 
 

“The quality of an education system cannot exceed the quality of its teachers.” 
Andreas Schleicher 

 
71 George Ladaah Openjuru, and John Robert Ikoja-Odongo, "From Extramural to Knowledge Transfer Partnerships 
and Networking: The Community Engagement Experience at Makerere University," Community Engagement in 
African Universities: Perspectives, Prospects, and Challenges (2012): 161-178; p.161.  
 
72 Zadok Adolu Otojoka, interview by author, 2 June 2020. 
 
73 Peter Ekadu-Ereu, interview by author, 18 June 2020. 
 
74 Peter Cooke, Ethnomusicologist. 2 June 2020. <https://www.drpetercooke.uk/about/biography/> 

75 Andrew K. Kagumba and Lawrence B. Sekalegga, “Decolonizing Higher Music Education in Uganda and 
the Question of Neoliberalism: The Case of Makerere University,” Hung; Althea; Alexandra (Ed.), Proceedings of 
the 19th International Seminar of the Commission on Music Policy: Culture, Education, and Mass Media. 
International Society for Music Education. Munich, Germany [electronic resource]. (2018).131-143.  
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 The purpose of this study is to trace trends in music teacher preparation in Uganda from 

colonial era through post-independence and contemporary Uganda with the hope to understand 

its evolution and the current state of the country’s music education discipline. In a study about 

effective teaching and learning environments that tracked the performance of education systems 

in 23 countries, Andreas Schleicher concluded that "the quality of an education system cannot 

exceed the quality of its teachers and their work."76 Schleicher's conclusion was derived from the 

findings of a survey that highlighted that:  "the perspective of teachers is crucially important 

because the best policies and practices will only yield results if they are effectively 

implemented.”77 Schleicher’s study further revealed that most of the hindrances to effective 

learning pointed back to various inadequacies in teachers' quality, such as lack of requisite 

qualifications and pedagogical preparation. The current author believes that chronicling trends in 

Uganda’s music teacher preparation practices since 1950, will provide a comprehensive 

understanding of present patterns in the country’s music education discipline, and to better 

anticipate future choices.    

In an essay on historical development of higher education in middle Africa through 

colonial, nationalist and neoliberal periods, Mamdani justified prioritizing higher education and 

teacher training: 

Higher education is the strategic heart of education; those who wish to transform general 
education must begin with higher education… Higher education is where teachers are 
trained; it is where curricula are developed; more than likely, it is also where the range of 
leadership of an independent country is cultivated; finally, because it is where research is 

 
76 Andreas Schleicher, "Lessons from the World on Effective Teaching and Learning Environments." Journal of 
Teacher Education 62, no. 2 (2011): 202. 
 
77 Ibid.  
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located, higher education is where we develop the range of choices which make 
democracy meaningful in different spheres of life.78  

Value of Historical Research 
 
 Various scholars have emphasized the value of history in the transformation trajectory of 

human practices and predicting future outcomes. British satirist Sir. Terence Pratchett said: 

If you do not know where you come from, then you don't know where you are, and if you 
don't know where you are, then you don't know where you're going. And if you don't 
know where you're going, you're probably going wrong.79 

 
Relatedly, and more particular to the current study, American historian Allen Britton emphasized 

the value of historical research in music education by stating: “The historian can see in the issues 

of history the issues of today and be better prepared to attack them with the greatest possible 

wisdom and so the greatest possible success.”80 In regard to the concept of report writing, 

Jacques Barzun and Henry F. Graff argued that all research is by definition historical; that is, 

nothing can be reported that has not taken place. The authors justified their argument by stating 

that: 

Everything in a report is about what happened earlier. It is from historical scholarship 
that the world has taken the apparatus of footnotes, source references and bibliography, 
which validate what is stated. It is writers of history that others have learned to sift 
evidence, balance testimony, and supply verification.81  

 
George Heller and Bruce Wilson provided four reasons to justify the value of historical research 

in music education: 

(1) to satisfy interest or curiosity, 
(2) to provide a complete and accurate record of the past, 

 
78 Mamdani, "Higher Education, the State and the Marketplace," 1-2. 
 
79 Terry Pratchett, I Shall Wear Midnight. Vol. 38. Random House, 2011. 113. 
 
80 Allen P. Britton, "The Place of Historical Research in Graduate Programs in Music Education." The Bulletin of 
Historical Research in Music Education (1984): 56. 
 
81 Barzun, Jacques, and Henry F. Graff. The Modern Researcher. Sixth ed. Thomson/Wadsworth, 2004. 5. 
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(3) to establish a basis of understanding the present and planning for the future, 
(4) to narrate deeds worthy of emulation.82 

 
In a special edition of the Australian Journal of Music Education, Jane Southcott 

presented twelve articles that explored different aspects of history of music education. 

Southcott’s summary of all the articles is reflected in the following statement: “The work of 

music education historians is vital in giving current music educators an understanding of what 

has been done so that we have a better picture of what is happening now.”83 These ideas and and 

considering the notion that educators can only better prepare for the future with adequate 

knowledge of the past, provided justification for an historical study framework for studying 

trends in music teacher preparation in Uganda from 1950 to 2020. 

 
Teacher Preparation Perspectives in Music Education 

A group of scholars in a recent comparative research study on music teacher training 

practices around the world reported differences in both theory and method in different parts of 

the world. However, the common finding among all the researchers was: “the emphasis placed 

on music education depends on the cultural and educational expectations of the country.”84 Yet, 

considering that formal education in Uganda was first introduced by British colonialists, and 

whose influence remained evident even in the post-independence era, poses questions of which 

cultural considerations, or even, what educational expectations were considered at the time of 

writing the country's education curriculum in general, and music education in particular. The 

 
82 George N. Heller and Bruce D. Wilson, “Historical Research,” In Handbook of Research on Music Teaching and 
Learning, Richard Colwell, ed., (New York: Schirmer Books, 1992), 103. 
83 Southcott, Jane. "Special Edition: Historical Research in Music Education." Australian Journal of Music 
Education, no. 2 (2014): 3-4. 
 
84 Royse, David, Akosua Obuo Addo, Rita Klinger, Peter Dunbar-Hall, and Patricia Shehan Campbell. "Comparing 
Music Teacher Training Practices Around the World." Journal of Music Teacher Education 8, no. 2 (1999): 14. 
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current study aims at tracing the history of music teacher preparation in Uganda, with the hope of 

understanding its evolution from colonial times to the present.   

Nigerian scholar, Meki Nzewi, argued that there was a need for “a radical revision of all 

European influenced trends in music education so as to rescue Africa and the African from total 

cultural and mental emasculation.”85 Numerous education policy commissions have been 

reported in the history of Uganda’s education, but a greater number of them were constituted of 

foreign education experts. Although the commissions presented an agenda of developing a native 

education system86, Mamdani contended that these policy commissions were only meant to 

establish a system that served interests of the colonial masters.87 It was not until the 1977 and 

1987 commissions, that an education policy commission was headed by a Ugandan scholar, 

Senteza Kajubi, and comprised of Ugandan educators.88  

The Kajubi (1987) commission was constituted by Ugandan educationists who were 
deeply knowledgeable about the social, political and economic dynamics of Uganda. In 
this regard, it was hoped that the commissioners could translate the societal interests into 
the proposed education system so that they could be addressed, making the education 
system relevant to Ugandans.89  

 
In the recent history of education in Uganda, the country has witnessed a series of 

dilemmas on numerous education sector reforms, that are not necessarily informed by focused 

research. One such situation started in 1998,  when the Government of Uganda embarked on an 

 
85 Nzewi, Meki. "Strategies for Music Education in Africa: Towards a Meaningful Progression from Tradition to 
Modern." International Journal of Music Education 1 (1999): 73.  
 
86 Change et al., "Education Policy Formation in Uganda," 127. 
 
87 Mamdani, "Higher Education, the State and the Marketplace," 3-4. 
 
88 Change, et al., "Education Policy Formation in Uganda," 136. 
 
89 Caesar Jjingo, and Visser Marianna, "The Ssenteza Kajubi Legacy: The Promotion of Teaching Kiswahili in 
Uganda." Journal of Pan African Studies 10, no. 9 (2017), 6.  
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ambitious reform program called the Education Sector Implementation Plan to implement the 

Universal Primary Education (UPE).90 This initiative was shortly followed by the Universal 

Secondary Education (USE) in 2006, both of which were adapted with little consideration of the 

system's capacity or involvement of headteachers responsible for their implementation.91 In 

another World Bank study conducted by Majgaard and Mingat about education in Sub-Saharan 

Africa, the researchers noted that, “achieving education of acceptable quality is perhaps an even 

greater challenge than providing enough school places for all.”92 In another related scenario 

within the East African region, in Tanzania, researchers reported little attention to teacher 

professional development under the Primary Education Development Program (PEDP 2001 – 

2006).93 Observations from Uganda's most recent education history has indicated a focus on 

increasing classroom enrollment ahead of equipping the teachers who are expected to implement 

these programs.  

African icons of decolonization of education such as Ngugi wa'Thiongo and Mahmood 

Mamdani have expressed a feeling of betrayal with the World Bank's neoliberal policies of the 

1980s, which shifted the debate of higher education from decolonization of education curriculum 

to one that emphasized student numbers for increased revenue.94 In another World Bank 

 
90 Alan Penny, Michael Ward, Tony Read, and Hazel Bines. "Education Sector Reform: The Ugandan 
Experience." International Journal of Educational Development 28, no. 3 (2008): 268-285. 
 
91 David W. Chapman, Lisa Burton, and Jessica Werner. "Universal Secondary Education in Uganda: The Head 
Teachers’ Dilemma." International Journal of Educational Development 30, no. 1 (2010): 77-82; George 
Psacharopoulos, "Why Educational Reforms Fail: A Comparative Analysis." International Review of Education 35, 
no. 2 (1989): 179-195. 
 
92 Kirsten Majgaard , and Alain Mingat. Education in Sub-Saharan Africa: A Comparative Analysis. The World 
Bank, 2012. 1.  
 
93 Willy L. Komba, and Emmanuel Nkumbi. "Teacher Professional Development in Tanzania: Perceptions and 
Practices." Journal of International Cooperation in Education 11, no. 3 (2008): 67-83. 
 
94 Ngugi Wa Thiong'o, Decolonising the Mind: The Politics of Language in African Literature. East African 
Publishers, 1992, 87. 
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sponsored study titled: Uganda Tertiary Education Sector Report, Liang Xiaoyang reported an 

impressive record of tertiary institutions which included 16 licensed public and private 

universities, 10 national teachers’ colleges, 13 colleges of commerce, and 7 technical colleges in 

Uganda.95 However, the same report indicated that, “overall there is not yet a vision or strategic 

plan for the future of higher education in Uganda.”96  

Controversies surrounding education curricula have also presented another challenge of 

not clearly conceptualized undertakings. In a more recent study by Kagumba and Sekalegga on 

decolonizing higher music education carried out at Makerere University in Uganda, the authors 

noted that, “the current music curriculum is mainly focused on Western music aspects with a big 

emphasis on classical music.”97 One of the recommendations in the Kagumba and Sekalegga 

study was: “a need to adapt theory and methodology to the teaching of African music, and 

African music to the teaching of music theory, and development of contextually relevant 

teaching methodology in Africa.”98  

In 2016, the government of Uganda suspended implementing the newly revised 

secondary school curriculum citing that the majority of stakeholders had not understood the 

changes. In her response to the National Curriculum Development Center (NCDC), the Minister 

of Education, Alupo, confirmed: 
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We shall not implement the secondary curriculum as earlier planned.  There are many 
emerging issues. There is an outcry from the public because they don't know what to 
expect. We don't want to start something we cannot sustain or even defend.99 
 
Hardly four years later, a much similar controversy re-immerged from the most recently 

drafted ‘student-centered curriculum’ by the National Curriculum Development Center 

(NCDC).100 When this new curriculum was tabled in parliament prior to the 2020 school year's 

opening, the legislators moved to suspend this process, citing a lack of adequate preparation for 

all stakeholders, mainly the teachers.101 In a related incident, one of the teachers, Tazaana, who 

was undergoing training on the new curriculum commented; “As implementers, we were not 

consulted and have noticed a lot of anomalies. We ask government to take back the curriculum 

and first consult stakeholders.”102  

A recent study conducted about “curriculum expectations versus teachers’ opinions and 

practices in teaching English in rural primary schools in Uganda,” also revealed challenges of 

inadequacies relating to lack of teacher preparedness in implementing new introductions into the 

curriculum. The authors reported that:  

Teacher preparation prior to the introduction of the thematic curriculum was 
inadequate… Training on implementing the new, thematic curriculum lasted 10 days; one 

 
99 Patience Ahimbisibwe, “Government Suspends Revised School Curriculum.” Daily 
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teacher from each school was trained, and that teacher then had to replicate the training at 
his/her school.103  

It is therefore, against such a background that the current researcher is convinced that a 

focus on teacher preparation processes from a historical perspective presents a meaningful 

avenue to not only appreciate the origin of the dilemmas, but also, to better understand the 

present, in order to more confidently predict the future of music education in Uganda.  

The History of General Teacher Preparation and Certification Structures in Uganda 

From colonial times, Uganda's teacher preparation and certification were structured in 

"grades" according to the different teaching levels. The certification structure kept changing, 

especially between 1952 – 1987. Grade-II certificates for primary school teachers (equivalent to 

teachers for up to 6th grade in US system), Grade-III for junior secondary school teachers 

(equivalent to teachers for up to 8th grade in US system), and Grade-V or Diploma in Education 

for senior secondary school teachers (equivalent to teachers for up to 12th grade in US system). 

Basing on recommendations of three education commissions; the de Bunsen Education 

Committee of 1952, the Castle Education Commission of 1963,104 and the Senteza Kajubi 

Education Commission of 1987,105 this structure has periodically changed over the years.   

The de Bunsen Education Committee of 1952 
 

 
103 Medadi Ssentanda, Frenette Southwood, and Kate Huddlestone. "Curriculum Expectations Versus Teachers’ 
Opinions and Practices in Teaching English in Rural Primary Schools in Uganda." Language Matters 50, no. 2 
(2019): 156-157. 
 
104 Christopher Richard Vincent Bell, Education in Uganda Before Independence. Vol. 11. Oxford Development 
Records Project, 1985, 32-52.  
 
105 Ssekamwa, History and Development of Education in Uganda, 187-188. 
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In 1952, Sir Andrew Cohen, the then Governor of Uganda appointed the de Bunsen 

Education Committee to “examine the existing system of education and consider how best it 

might be expanded and improved.”106 By this time, there were only two teacher grade levels – 

Grade-II and Grade-III teacher certificates. The Committee made the following 

recommendations for teacher training: 

Teacher Training Colleges Grade-II to be joined by candidates from primary 6 [the 
equivalent of 6th grade] or junior two [the equivalent of 8th grade]. A Government 
Teacher Training College Grade-III to be joined by candidates from secondary four [12th 
grade]. Teachers trained in Grade-II Teacher Training Colleges were to teach in primary 
schools. Teachers trained in the Grade III Teacher Training College were to teach in the 
two classes of the Junior Secondary section.107 

 
The candidates who joined teacher training from Primary 6 for a Grade-II teacher course would 

go through a four-year training period, while those who joined after Junior Secondary would 

study for two years.108 The Grade-III teacher course, also, took two years of training.109 (See 

table 1.1).   

 
 

 

 

 

 

 

 
106 Bell, Education in Uganda Before Independence, 32. 
 
107 Ssekamwa, History and Development of Education in Uganda, 149. 
 
108 David G. Scanlon, Education in Uganda. No. 32. US Department of Health, Education and Welfare, Office of 
Education, 1965. p.71.  
 
109 Ibid., 73. 
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Table 1.1 Structure of Teacher Training in Uganda under the de Bunsen Education 
Committee of 1952  

Basic Education (Lower)  Senior Secondary / Teacher Training College 
Primary 
Leaving 
Examination 
Certificate 
(P.L.E) 6-Years 

 Junior Secondary 
Certificate (J.S.C) 
2-Years) 

 Grade-II – teacher 
certificate, 2-Years 
(primary school 
teaching) 

 Grade-III – teacher 
certificate, 1-Year 
upgrading course.110 
(junior secondary school 
teaching) 

 Senior secondary 
school - Cambridge 
School Certificate 
(C.S.C) or General 
Certificate of 
Education (G.C.E) 
4-years  

 Grade-III – Teacher 
Certificate, 2-Year 
(junior secondary school 
teaching) 

 
 
The Castle Education Commission of 1963 
 
 After attaining independence in 1962, the Uganda Government appointed the Castle 

Education Commission in 1963 to review the de Bunsen Education Committee's education 

system. Unlike the previous commissions, the Castle Education Commission "composed almost 

entirely of Africans,"111 made a series of changes including changing primary schooling from a 

six-year to a seven-year program. In the process, junior secondary schools were abolished with 

introduction of two senior secondary sections – a four-year Ordinary Level (O-level or an 

equivalent of 11th grade), and a two-year Advanced Level (A-level or approximately year one 

undergraduate). The Commission also recommended that the Grade-II teacher course be 

abolished and replaced by a Grade-III course as the first level teacher certification and the O-

level secondary education as the entry requirement.112 (See table 1.2). 

 
110 Bell, Education in Uganda Before Independence, 46; Scanlon, Education in Uganda, 73.  
 
111 I Bell, Education in Uganda Before Independence, 39.  
 
112 Ssekamwa, History and Development of Education in Uganda, 165. 
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Table 1.2  Structure of Teacher Training in Uganda under the Castle Education 
Commission of 1963  

Basic Education / Senior Secondary (O-
Level) 

Higher Secondary/Teacher 
Training College  

University 

Primary 
Leaving 
Examinati
on 
Certificate 
(P.L.E) 7-
Years 

 Grade II – 
teacher 
certificate, 
4-Years 
(primary 
School 
Teaching) 

Upgrading 
primary school 
teachers’ 
course113  

 Grade III – 
teacher 
certificate, 1-
Year 

 

 Senior 
secondary 
school: O-level 
or Uganda 
Certificate of 
Education 
(U.C.E) 4-
years 

 Grade III – 
teacher 
certificate, 2-
Years (lower 
secondary 
school 
teaching) 

 Grade V – 
Diploma in 
Education. 2-
Years (senior 
secondary/ 
college 
teaching) 

 Undergradua
te degree in 
education. 3-
Years (tutor-
national 
teacher 
training 
college).  

 Senior 
secondary 
school: A-
level or 
Uganda 
Advanced 
Certificate of 
Education 
(U.A.C.E) 2-
Years 

 

 

The Senteza Kajubi Education Commission of 1987 
 

The Senteza Kajubi Education Commission of 1987 was the first entirely African 

education commission as already discussed earlier in this document. This commission was set up 

by the National Resistance Movement (NRM) government to review the state of the country’s 

education system, especially, coming out a turbulent period including President Idi Amin’s reign 

and the subsequent war that ousted him from power in 1979. Ssekamwa reported that although 

 
113 Ibid., 166. 
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some of the recommendations of the Kajubi commission “differed drastically” from those of the  

Castle Education Commission, several of the latter remained in place as far as 1995.114 One of 

the Kajubi Commission's recommendations that was not immediately implemented was the A-

level entry requirement to all tertiary institutions, including teacher training colleges.115 (See 

table 1.3). 

 
114 Ssekamwa, History and Development of Education in Uganda, 187. 
 
115 Ibid., 188. 
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Table 1.3 Structure of Teacher Training in Uganda During the Senteza Kajubi Education 
Commission of 1987.  

Basic Education / Senior Secondary (O-Level) Higher Secondary 
/Teacher Training 
College  

University 

Primary 
Leaving 
Examinati
on 
Certificate 
(P.L.E) 7-
Years 

 Senior 
secondary 
school: O-
level or 
Uganda 
Certificate 
of 
Education 
(U.C.E) 4-
years 

 Grade III – 
teacher 
certificate, 2-
Years (primary 
school 
teaching) 

  

 Senior 
secondary 
school: A-
level or 
Uganda 
Advanced 
Certificate of 
Education 
(U.A.C.E) 2-
Years 

 Grade V – 
Diploma in 
Education. 2-
Years (senior 
secondary 
teacher/college 
Tutor - PTC) 

 Graduate Degree 
(Master of 
Educ.) 2-Years 
or Post Graduate 
Diploma in 
Education 
(P.G.D.E) 1-
Year (university 
lecturers) 

 Undergraduate 
degree in 
education. 3-
Years (college 
tutors-NTC). 

 

A summary of all Uganda’s teacher certificates, and their respective teaching levels is shown in 

table 1.4. The author will make references to this system of teacher certification throughout this 

document. 
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Table 1.4 Summary of Uganda's Teacher Certificates and their Teaching Levels. 

Teacher 
Certificate 

Teaching Level US Equivalents of the 
Teaching Levels 

Grade-II Primary school teaching  Elementary and middle 
schools’ teaching (up to 7th 
grade) 

Grade-III Primary to lower secondary school 
teaching  

Elementary school and up to 
9th grade teaching  

Grade-V Secondary school teaching and 
primary teachers’ college tutors 

High school teaching to 
approximately year one at 
undergraduate 

Bachelor’s degree Secondary school teaching and 
national teachers’ college lecturers 

High school teaching to 
university teaching assistant.  

Master’s degree University assistant lecturers College Instructor 
Ph.D. University lecturers Assistant professor 

 
 
Significance of the Study 

 This study might be the only comprehensive historical account of its kind on music 

teacher education in Uganda, spanning the breadth of time from pre-colonial era to present times. 

The nearest related scholarly study was conducted by Kagumba and Sekalegga, on the 

decolonization of higher music education but focused on the neoliberal era that started in the 

1980s.116 Other studies in Uganda’s music education include: Kigozi, who focused on 

elementary education;117 Sekalegga, who focused on classroom teaching techniques and 

strategies in secondary education;118 and Isabirye, who examined the contribution of indigenous 

 
116 Kagumba, and Sekalegga, “Decolonizing Higher Music Education in Uganda and the Question of 
Neoliberalism,” 131-143.  
 
117 Benon Kigozi, Music Education in Uganda: An Evaluation of Music Education in Elementary Schools in 
Buganda: A Way Forward, Saarbrucken, Deutschland/Germany: Scholar’s Press, (2014).  
 
118 Lawrence Branco Sekalegga, “Examination of Effective Music Pedagogies in Ugandan Urban, Suburban, and 
Rural Secondary Schools: An Empirical Study,” (Ph.D. diss., Texas Tech University, 2017).  
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music practices to theory and practice in contemporary schooling.119 Ekadu-Ereu studied the 

preservation and promotion of indigenous music in Uganda.120 Therefore, this study will attempt 

to provide a comprehensive historical account of music teacher training in Uganda and 

potentially fill that critical knowledge gap that educators and policymakers may be lacking in 

Uganda's education reforms. 

Furthermore, implications and recommendations of the current study will potentially 

apply to music education programs in the rest of the East African states. It is a common trend for 

the neighboring states to benchmark tertiary education practices and innovations from Uganda.121 

As already observed from the colonial history of education in East Africa,  Uganda has been and 

continues to be an education hub and a significant contributor of education resources (human and 

materials) for the region. A lot of faculty in other regional universities were educated at 

Makerere University. This advantage could be attributed to the colonial establishment of 

Makerere as an inter-territorial education base for the East African countries, as noted by 

Mngomezulu: 

In September 1947, William D. Lament, Principal of Makerere College, submitted the 
first application to the University of London seeking admission to the ‘Special 
Relationship’ program. The application was accepted in November 1949 and Makerere 
then became the University College of East Africa serving Kenya, Uganda, Tanganyika 
and Zanzibar.122 
 

 
119 James Isabirye, “Nurturing Identity, Agency, and Joy-Filled Passion Through Revitalizing Indigenous Music 
Education Practices: Learning in and from a Cultural Revival Project in Busoga, Uganda,” (Ph.D. diss., Oakland 
University, 2019). 
 
120 Peter Ekadu-Ereu, "Preservation and Promotion of Indigenous Music in Uganda: A Challenge for Tertiary 
Education Institutions." (Ph.D. diss., Kenyatta University, 2012). 
 
121 Ronald Bisaso, "Makerere University as a Flagship Institution: Sustaining the Quest for Relevance." In Flagship 
Universities in Africa, pp. 425-466. Palgrave Macmillan, Cham, 2017, 457-458.  
 
122 Mngomezulu, “A political History of Higher Education in East Africa,” 2. 
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Hypothesis  
 

My hypothesis for this research is two-fold. First, music teacher education was given 

considerable priority during the colonial era but was conceptualized based on British education 

philosophical beliefs. The second is, in the post-independence period, due to an increased 

agitation for education reforms with an African-oriented ideology, much focus was put on 

changing curriculum content for schools and not as much effort on reforming teacher education. 

Despite the numerous efforts to Africanize Uganda’s education system, music education 

has been left on the periphery as it is classified under the non-core subjects, and categorized 

under the Performing Arts and Physical Education (PAPE) national syllabus.123 Consequently, as 

the country initiated several education reforms, little attention was given to music education, 

including inefficient teacher preparation programs.124 Although there is visibly increased music 

activity in Ugandan schools, many teachers that teach music in high schools have not gone 

through university training and are thus, not certified music educators.125   

 
Research Questions 
 

In their study, “Teaching Music in Our Time:  Student Music Teachers’ Reflections on 

Music Education, Teacher Education and Becoming a Teacher,” Georgii-Hemming and Westval 

asked a set of intriguing questions: (1) “Should music teacher education have an experience-

based focus or a more academic, subject-oriented focus? (2) How does the organization and 

content of music teacher education affect prospective teachers’ competences, approaches and 

 
123 Kigozi, "Music education in Uganda: An Evaluation of Music Education in Elementary Schools in Buganda," 2. 
 
124 Sekalegga, “Examination of Effective Music Pedagogies in Ugandan Urban, Suburban, and Rural Secondary 
Schools:” 38-39. 
 
125 Ibid., 4. 
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views of teaching music?”126 Relatedly, Verrastro and Leglar highlighted key topics that are 

concerned with teacher training process as: “competence development, instructional techniques, 

early field experiences and student teaching.”127 These studies provided a broad base for inquiry 

into my own research about the past and present state of music teacher training in Uganda. In 

agreement with the aforementioned studies, my study will be guided by the following research 

questions:  

1. How have music teacher preparation programs evolved since 1950 to the present?  

2. What curricula materials have been used and how have they developed through the 

years? 

3. What instructional methodologies and pedagogical practices were used? 

4. What pattern of these practices are apparent?  

 Although this study proposes to provide an account of music teacher preparation in 

Uganda from pre-colonial era to the present, this research will focus particularly on sources from 

1950 to the present. By this time scope, this researcher hopes to gather useful information that 

gives a fair justification of the past events but also, seeks to find a connection between the past 

and the present for analysis purposes.  

    

Limitations 
 

 
126 Eva Georgii-Hemming, and Maria Westvall. "Teaching Music in Our Time: Student Music Teachers' Reflections 
on Music Education, Teacher Education and Becoming a Teacher." Music Education Research 12, no. 4 (2010): 
353. 
 
127 Ralph E. Verrastro and Mary Leglar. “Music Teacher Education,” In Handbook of Research on Music Teaching 
and Learning, Richard Colwell, ed., (New York: Schirmer Books, 1992), 676.  
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 Although Uganda's higher education is reported from as early as 1922, this study focuses 

specifically on the period starting from 1950 to the present. The rationale behind the time scope 

from 1950 targeted the period after World War II, the first time in colonial Uganda when African 

representatives started to be allowed in the Legislative Council – a British colonial governance 

body that discussed administrative business, including education, for the Uganda protectorate 

government.128 Of particular importance to this study will be the establishment of teacher 

preparation institutions, curricula decisions, instructional methodologies, pedagogical practices, 

and changing patterns in music teacher preparation programs in Uganda since 1950.    

 This study will further limit itself to formal education practices involving music teacher 

preparation under formally established institutions with a clearly defined curriculum. However, 

this choice is not in disregard of historical records that indicate that education in Africa is an age-

old practice established by means of indigenous oral traditions. In a study about indigenous 

African education and the fullness of life, Tedla explains this perspective further as: 

Africans do not speak of education as a process or institution separate from everything 
else in life. There is no distinction between formal, nonformal, or informal education. In 
fact, the term education is a Western concept that does not speak to the traditional 
African reality, in which the entire community is continually engaged in learning and 
teaching.129   

 
By this implication, reference will be made to such indigenous practices that relate to music 

teacher preparation, but only as employed within the formal settings of music teacher education 

institutions.   

 
128 Furley, “The Legislative Council, 1945-1961: The Wind of Change,” 167. 
 
129 Elleni Tedla, "Indigenous African Education as a Means for Understanding the Fullness of Life: Amara 
Traditional Education." Journal of Black Studies 23, no. 1 (1992): 7. 
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 Due to restrictions resulting from the COVID-19 pandemic, data for this study could only 

be collected remotely through telephone, Skype and Zoom interviews. The following language 

was distributed by the researcher’s home institution: 

In-person research activities (recruitment, consent, data collection, analysis) with a 
participant or another research team member must STOP immediately.  Researchers need 
to inform participants that data collection involving face-to-face interactions and 
interventions will be postponed until the University has lifted COVID-19 restrictions.130 

 
Given that most specific informants for this study were retired educationists, many of whom 

were living in their country homes, there were challenges of internet or phone network 

connectivity in some cases. Also, the researcher's inability to travel to the different locations 

limited the possibilities for documentary analysis for this study.  

 

Definition of Terms and Acronyms  

Music Teacher Preparation 

 For this study, music teacher preparation will be defined as formally established practices 

and procedures involving music teacher education and certification, within specified spaces and 

with a set curriculum. In Uganda's case, these programs include Grade-II and Grade-III teacher 

certificates, Grade-V certificates or Diplomas in education, Undergraduate and Graduate degree 

programs leading to music teacher education certification (See tables 1.1, 1.2, and 1.3). 

Additionally, short-term music teacher training workshops and professional development 

programs will also be considered within the definition of music teacher preparation.  

 
130 Texas Tech University, Human Research Protection Program, 22 May 2020. 
<http://www.depts.ttu.edu/research/irb/> 
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Information obtained from the "Handbook on Teacher/Instructor/Tutor Education and 

Training Policies" of the Ministry of Education and Sports of the government of Uganda 

provided a general protocol for Ugandan teacher education and their respective institutions.131 

Primary Teachers Colleges (PTCs), which offer Grade-II and Grade-III certificates for pre-

primary, primary and lower secondary school teachers; National Teachers College (NTCs), 

which offer Grade-V certificate or Diploma in education for secondary school teachers. 

Undergraduate and graduate degrees are both offered at University level.132   

 

Primary School 

 The author acknowledges that the term “primary school” does not carry the same 

universal meaning within education settings. Primary school is an equivalent of elementary 

school in the US education system. During the colonial and immediate post-independence era, 

“the first step on the Uganda education ladder [was] the 6-year primary course.”133 However, in 

1966, the government changed the primary school course to a 7-year school course to constitute 

the elementary phase of Uganda's education system. Specific to the current study, Primary 

Teachers Colleges (PTC) is the first level of teacher education institutions for preparation of 

teachers who teach in pre-primary (an equivalent of pre-K in US education system) and primary 

schools (elementary schools).    

 

 
131 Ministry of Education and Sports, Handbook on Teacher/Instructor/Tutor Education and Training Policies, 
(Kampala, Government of Uganda, 2010).  <http://www.education.go.ug/wp-content/uploads/2019/07/Policy-
Handbook-FINAL.pdf> 
 
132 Ibid., 28. 
 
133 Scanlon, Education in Uganda, 25.  
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

37 

National Teachers College 

 The National Teachers Colleges (NTC) are the second level of teacher education 

institutions in Uganda that specialize in preparing teachers for secondary schools or high schools 

in the US system.134 Student teachers at the national teachers’ colleges graduate with Grade-V 

Diplomas in education, which is a teacher qualification for high school teachers. Uganda has five 

national teachers’ colleges located in the different regions of the country and affiliated to 

Kyambogo University.135   

 

Native Education 

 Native education was the secular type of education that the British Colonial Government 

emphasized to replace the missionaries' all-Christian-based literary education. This system aimed 

to include the African indigenous beliefs and practices into the education system. It involved the 

traditional chiefs, missionaries, and colonial government officials in creating an education that 

adapted the indigenous people's mentality, aptitudes, and occupations.136    

 

Protectorate 

 A protectorate state was a form of colonial governance also referred to as “indirect rule,” 

which used the traditional chiefs as the governing agents on behalf of the colonial government.137 

In other words, the local chiefs were appointed as governors in their respective territories but 

 
134 Ministry of Education and Sports, Handbook on Teacher/Instructor/Tutor Education and Training Policies, 28. 
 
135 Kyambogo University, Affiliated Institutions, accessed February 28, 2021, <https://kyu.ac.ug/affiliated-
institutions/> 31 August 2020.  
 
136 Shicherman, "Becoming an African University: Makerere University 1922–2000," 9-10. 
 
137 Ojok, “Uganda: Education,” 1617-1618.  
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ruling on behalf of their colonial masters based in London. This system applied for Uganda, 

mainly because the Ugandan society already had established traditional political structures 

organized in nation states known as kingdoms.      

 

Colony 

 A colony was a colonial territory that British governors ruled on behalf of the colonial 

government. Kenya and Tanzania provided examples of British colonies that were governed by 

British administrators on behalf of the colonial government in London.   

 

Syllabus 

 The term syllabus as frequently used in this study imply the overall education curriculum 

for the different academic levels. In the Ugandan context, the syllabus contains different subjects 

to be taught and at different class or grade levels.     
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

 Numerous studies have been conducted in music education, with majority of them 

focused on experimental projects in areas such as curriculum content, classroom teaching and 

learning practices. Ironically, there is not as much specific research on teacher preparation,138 as 

compared to the other areas of the discipline. Efforts on teacher education have for long periods 

been described as not based on research,139 and this status is more apparent for music teacher 

preparation in Africa where formal music education is a relatively young discipline. Verrastro 

and Leglar argued that American music educators have constantly searched for more effective 

ways to train teachers since the days of Lowell Mason. The authors contended that: 

Only recently (twentieth century) has validating teacher education practices and programs 
through research become a major professional concern. Critics contend that, as a whole, 
research in teacher education is unfocused, methodologically uncertain and not clearly 
conceptualized, and [that] the individual studies fail to make a cohesive body of 
knowledge.140   

 In regard to historical research in music education, there are even fewer studies compared 

to “experimental or descriptive studies,”141 a knowledge gap that inspired the current study. 

Britton noted that: “so many graduate students choose topics that are “scientific” in nature, that 

is, in which all data is quantified and interpreted by statistical procedures.”142 In a study on 

content analysis of articles in the Journal of Music Teacher Education by Killian et al., results 

 
138 Ronel De Villiers, "A Teacher Training Framework for Music Education in the Foundation Phase" (Ph.D. diss., 
University of Pretoria, 2018), 4-5.  
 
139 Verrastro and Leglar, “Music Teacher Education,” 676. 
 
140 Ibid. 
 
141 Fuller, "History of the Inclusion of Orff and Kodály Methodologies in Oregon Music Educator Preparation,"  39. 
 
142 Britton, "The Place of Historical Research in Graduate Programs in Music Education," 56. 
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showed that there were only five historical articles published over a period of 20 years between 

1991 – 2011.143 Such trends have not helped the situation of a dearth of historical research in 

music education and can largely account for limited literature for studies such as the current 

project.  

In a report that compared music teacher training practices around the world, Royse David 

noted that, unlike in the United States where music education is generally supported from its 

early stages of pre-K through middle and high school grades, this was not the case in other 

countries.  

Many countries of the world do not include formal music instruction as a regular part of 
school education. It is simply not an expectation of their education system or, as is the 
case in many developing countries, not a budgetary priority.144    

Indeed, in Uganda, like other developing countries, music education is a relatively new discipline 

and with limited direct research. However, there is a growing body of academic research in 

music education on the greater African continent, most of which start from the second half of the 

twentieth century. The most common case studies so far, reflect an apparent cultural contestation 

on a philosophical foundation standpoint between Western and African education beliefs. 

 This review of literature has been structured in five major sections to better develop the 

argument of this research project. The sections are: 

1. Music education philosophy in Africa. 

2. Teacher preparation and music education in Africa. 

3. The church and music education in Uganda. 

 
143 Janice N. Killian, Jing Liu, and John F. Reid. "The Journal of Music Teacher Education: A Content Analysis of 
Articles 1991–2011." Journal of Music Teacher Education 22, no. 2 (2013): 89. 
 
144 Royse et al., "Comparing Music Teacher Training Practices Around the World," 14. 
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4. Curriculum matters and music teacher preparation in Uganda. 

5. Global trends in music teacher preparation.  

Section five has been divided into further subcategories with specific cases from the United 

States, Europe (Sweden, United Kingdom and Finland), and Australia.    

Music Education Philosophy in Africa 

Nigerian ethnomusicologist Nzewi argued that:  

Pedagogic models for the teaching of any aspect of African traditional musical practices 
should be founded on authentic African musical thinking, and based thereon, develop 
modern techniques while accruing inter-cultural sensibilities that would enhance modern, 
world interaction.145 

 
Although some scholars have argued that traditional African music products are “un-

ordered,”146 Nzewi challenged this view and argued that, “music thinking, education and practice 

in African traditional cultures have conceptual bases and are methodical processes.”147 He 

further explained that: 

African music education is largely an informal process, even in the instances of musical 
family and music trades. But the informality does not mean lack of philosophy and 
systematic procedure in transmitting the knowledge of a music culture. The first principal 
in traditional African music education is the encouragement of mass musical cognition 
through active participation. The participation enables identification of special aptitudes 
and capabilities.148   

 
 Relatedly, in discussing a conceptual framework for research in music education within a 

cultural context, Akuno reported that Western music education theories were insufficient in 

 
145 Meki Nzewi, "Strategies for Music Education in Africa: Towards a Meaningful Progression from Tradition to 
Modern." International Journal of Music Education 1 (1999): 72. 
 
146 Samuel Ekpe Akpabot, Foundation of Nigerian Traditional Music. Spectrum Books Limited, Ibadan, 1986. 
 
147 Nzewi, "Strategies for Music Education in Africa:” 73. 
 
148 Ibid.  
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providing understanding and conceptualization of music and music education in Kenya. Akuno 

pointed out one major factor that distinguishes Western and African music types as “the concept 

of music making.”149  

The West categorizes people as composer, performer or listener/critique at any given 
moment, allowing for distance and non-involvement. Music can then be a commodity 
that may not mean much to an individual, hence "background" music which may be 
ignored. In the African cultural experience however, there is no distinction between the 
music makers. Whereas there are master musicians who lead the performance, the 
"audience" joins in with ululation, shouts, choral responses and dance, redefining the 
form of the music, which leads to continuous variation, improvisation and 
extemporization in performance. Under normal circumstances, the performer composes 
his/her own music, including subtle or major variations in the course of a performance.150  

 
Under the Culture and Information (CI) model of creativity, Akuno demonstrated how 

“one’s culture determines what is acceptable as knowledge… and how acquired information 

affects one’s perception and relationship to their heritage.”151 In transferring this model to music 

teaching and learning, the study concluded that:  

Since music is a product of culture and deliberately acquired knowledge, its 
understanding must consider truth as perceived by the culture that is responsible for its 
growth and existence. It must therefore be studied within the parameters defined by the 
producing culture.152 

 
In another study that was carried out in 26 African countries, including Uganda, the 

reports claimed that there was an overwhelming bias towards Western music and approaches to 

music education, which are very different from African approaches to music education.153 

 
149 Emily Achieng Akuno, "A Conceptual Framework for Research in Music and Music Education Within a Cultural 
Context." Bulletin of the Council for Research in Music Education (2000): 4. 
150 Ibid.  
 
151 Ibid., 6. 
 
152 Ibid., 7. 
 
153 Elizabeth Oehrle, "Emerging Music Education Trends in Africa." International Journal of Music Education 18, 
no. 1 (1991): 23-29. 
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Although, one of the reports from Kenya in the same study advocated for music syllabi that 

emphasized theory and practice of traditional African music, it also noted that, the country 

lacked qualified music teachers.154 In the end, what was proposed as a solution to this problem 

was: “that a series of crash programmes be mounted at existing teacher training colleges during 

vacations for primary school teachers with aptitude and interest in music.”155 This is useful 

research to compare with Uganda’s practices in music teacher preparation.  

According to Nzewi, “the objectives of music education in African cultures are human 

oriented, yet modern music education in African countries has not been derived from theoretical 

content and performance principles of traditional music.”156 Similarly, in a study about prospects 

and challenges of teaching and learning African music, Omolo-Ongati noted that: “the African 

perception on the learning of music is that music cannot be properly understood and appreciated 

without the knowledge of its social and cultural context.”157 Furthermore, Akuno described much 

of African indigenous musical arts training process as an experiential learning experience in 

which the music is learned within the context of its application.158  

In his book, Music Education in Uganda: An evaluation of music education in elementary 

schools in Buganda: A way forward, Kigozi explained the ‘African perspective’ of music 

education. 

African perspective refers to philosophical models that are based on African concepts and 
aesthetics other than those that are practiced in Europe and America. The African 
addresses the holistic, integrated arts and cultural approach of musical arts education as 
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opposed to music education based on the individual elements and concepts out of 
context.159 
 
Another research study about impressions of music education in East Africa, published in 

the Music Educator’s Journal, Klotman and Klotman pointed to the magnitude of the 

philosophical dilemma that resulted from the massive cultural diversity of the African continent 

with more than seven hundred languages.160 The authors noted that: “Each tribe has its own 

language, and each has developed its own unique artistic expressions, its own oral tradition in 

literature and its own musical scale.”161 According to this study, this multicultural component of 

the African society posed questions for music teaching such as: “Even if programs were 

instituted to train people to teach music, which tribe’s music should be used as the basic unit and 

how much should it be stressed in proportion to musics of other cultures?”162 And considering 

the effects of European colonization of Africa, which imposed alien values from their culture, the 

authors noted that: “Retaining this [African] traditional culture is one of the challenges that 

music education in these countries must face.”163  These phenomena are of major interest for the 

current study.     

Clearly, in all these studies, the contention is on a philosophical standpoint, what many 

have also referred to as “Africanizing and decolonizing the music curricula.”164 This is the line of 
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argument that has tended to dominate academic discourse in the field of music education in 

Africa. The prominence of a strong cultural perspective in music education practices in Africa, 

and its interaction with colonial history, is a critical factor in this philosophical contestation, and 

constitutes an important ground for the current study.     

Teacher Preparation and Music Education in Africa  
 

Unlike in the Western world, where music education is a specialized and a 

“compartmentalized”165 subject, in Africa, common practice presents more of a combination of 

all the musical arts, implying music, dance and drama, and with their various sub-disciplines. In 

a study conducted by a group of scholars that compared music teacher training practices around 

the world, a Ghanaian music scholar, Addo provided an example of music teacher training in 

Ghana.   

Music of Ghana and that of Africa, in general, is experienced as a meaningful social 
activity; therefore, prospective music educators link music to other arts, such as dance, 
language, crafts, and drama. Music teacher training, while providing socio-culturally 
meaningful experiences, prepares educators to teach music as an art.166  

    
Relatedly, in the Klotman and Klotman study, in which the latter was the former 

President of the Music Educators National Conference (MENC now NAfME) between 1978 – 

1980, the authors made observations about the situation of music teachers and music education 

in Africa, which relate to the focus of the current project.  

Although the International Music Conference in Lusaka, [Zambia] was to discuss “Music 
Education in Africa,” the meeting attracted few music educators. Those in attendance 
were musicologists, ethnomusicologists and a number of persons in drama and literature, 
all of whom appropriately regarded themselves as [music] educators. In East Africa, 
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musicologists are assigned to departments to do research and disseminate information 
about the music of a country, rather than to teach music.167  
 
In reference to comments made by Atta Annan Mensah, who was the Chairman of the 

organizing committee of the conference, the authors further noted concerns about lack of music 

training at university level in Africa. This situation was attributed to Mensah’s address which 

pointed to the need for “university graduates [to] become knowledgeable about their continent, 

its cultures and societies.”168 Further reflection on his Mensah’s statement led to other questions 

such as: “how can the universities train teachers to transmit knowledge to pupils at precollege 

level when music as such, is not offered at universities?”169  

Indeed, it is reasonable to consider the Ghana example as a generalized position for 

music education in Africa, and quite effectively, for Uganda. This conclusion is supported by the 

fact that Ghana was one of the earliest countries to establish a music teacher education institution 

on the continent in the “late 1940s, by composer, teacher, and researcher Ephraim Amu Koku at 

the Achimota school.”170 Later, other institutions including Kumasi College of Technology 

(KCT) and the Institute of African Studies (IAS) of the University of Ghana, emerged among the 

earliest institutions of higher learning that offered indigenous music teacher education on the 

continent.171 Nzewi emphasized this fact further, when he stated that: 

The first, full time, music department for indigenous music studies was set up in the 
University of Legon, Ghana, as a result of the pioneering initiative of Professor Kwabena 
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Nketia. Since then, other music departments in institutions of higher learning have sprung 
up in a number of African countries.172  

 
This argument is important for the current study as earlier noted in Chapter One, where some of 

Uganda’s early music educators such as Moses Sserwadda, were educated in Ghana at the 

Institute of African Studies (IAS).   

The quest for modern education increased among African elites, but it came at a price of 

some of the indigenous African education practices. A shift from a tradition oral culture to a 

Western system of music education,173 led to several complex issues for Africans, especially on 

the choice of content and pedagogical practices, and, between theoretical and practical 

approaches. Ronel De Villiers, in a 2018 doctoral dissertation, “A Teacher Training Framework 

for Music Education in the Foundation Phase,” examined the impact of this shift on music 

teacher training, in South Africa.174 According to De Villiers, the “Foundation Phase” in music 

teacher preparation “comprise theoretical academic knowledge (musical concepts) integrated 

with practical skills (musical activities) and didactical skills (philosophical and pedagogical 

viewpoints).”175 This study arose from a situation of higher education curricula that produced 

what Russel-Bowie referred to as, “generalists instead of specialist” music education student 

teachers.176  

 
172 Nzewi, "Strategies for Music Education in Africa,” 77-78.  
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Similarly, in an international commentary about the Pan African Society for Musical Arts 

Education (PASMAE) 2003 conference, Anri Herbst noted curricula dilemmas raised by 

delegates from southern, eastern and central Africa. The general indication pointed to the view 

that, “the majority of teachers teaching in government schools on the continent lack rudimentary 

indigenous African musical arts knowledge.”177 Herbst’s argument relates to De Villiers’ 

conclusion that, this kind of education was responsible for teachers and approaches with limited 

music education knowledge and skills. This is the view that triggered the primary question for 

De Villiers’ study, that: “Which key elements should constitute a teacher training framework for 

music education in the Foundation Phase? [sic]”178   

In a study conducted about perceptions and reflections of music teacher education in 

Kenya, Akuno concluded that there was a need for an improved framework for music teacher 

education at all levels. The researcher described music in public schools in Kenya as a 

“paradox.”179 “The Teacher Training Colleges (TTCs) have music in the timetable, with a 

singing content in the curriculum. At university, only two of the seven government institutions 

provide music as a subject. There is no middle-level music college.”180 Akuno categorized 

Kenyan teacher education qualifications in three levels: Certificate in Education as generalist 

teachers for primary [elementary] schools; a Diploma in Education to semi-specialized teachers 

for secondary schools and a Bachelor of Education degree for secondary school or teacher 

training colleges. Whereas all the three categories reported lack of satisfaction with the kind of 
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music teacher training they received, each category further pointed out specific gaps in their 

respective qualifications.  

The primary school teachers (with certificate level of training) asserted that the training 
they received was inadequate, using ‘shallow’, ‘hurried’ and ‘without depth’ to clarify 
their points. The secondary school teachers [both diploma and bachelor’s degree holders] 
lamented the ‘heavily theoretical’ nature of their curriculum. Also, highlighted the need 
for practical music making, music literacy, composition and analytical skills development 
as areas needing emphasis.181  

 
In Tanzania, another neighboring country to Uganda, Addo reported a negative attitude towards 

music education as it was considered for recreation than an academic subject.182 

A similar scenario was reported in a study that examined the effectiveness of the 

Kyambogo University teacher-education curriculum on secondary school teacher performance in 

Uganda. Results of this study reported theoretical teaching as the widely practiced approach in 

schools and universities.183 As one of the earliest teacher education institution in Uganda, 

parallel scenarios with countries such as Kenya are pertinent to the current study, especially 

since both share a common colonial history on matters of formal education as earlier presented in 

Chapter One of this document.       

 

The Church and Music Education in Uganda 

As discussed in Chapter One, the origins of formal education in most traditional African 

societies, and Uganda in particular, was a function of European missionaries in the mid to late 
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nineteenth century. The Anglican Church Missionary Society (C.M.S) and the Roman Catholic 

Mill Hill fathers are credited for establishing the first school in East Africa, as early as 1895.184 

In Uganda, the earliest mission schools were started in the Buganda region, and later, other 

regions followed. The oldest school, Namilyango College, is said to have been founded in 1902 

by the Mill Hill fathers, followed by the Kisubi group of schools, under the Roman Catholic 

(R.C) missionaries.185 “Mengo High School [present day Mengo Senior School] ‘for the sons of 

chiefs’ was opened in 1904; King’s College, Buddo (initially for boys, later co-educational) and 

Gayaza High School (for girls) in 1905,”186 were started by the Church Missionary Society. 

Sandgren’s review of Tiberondwa’s book on missionary teachers in Uganda noted that:  

The mission school curriculum emphasized the skills necessary for Ugandans to become 
clerks, house servants, and teachers, professions the colonial government encouraged. 
This curriculum also placed a high value on obedience to the church, to missionaries, and 
to the [colonial] government.187  
 

Music was an integral part of the missionaries’ work through which they purposed to teach 

European religion, culture and Western civilization to the Africans.   

Important to note is that, although prior to colonial era, all traditional Ugandan societies 

had their own indigenous based form of music education, the introduction of Western education 

effectively disregarded this kind of traditional music from public settings including schools and 

churches. Andrew S. Mangeni’s 1995 dissertation, “The Marginalization of an Indigenous 
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Master Musician-Teacher, Evalisto Muyinda – 1939-1993,” provided testimonies of several 

indigenous Ugandan musician-teachers who experienced such treatment.188 Mangeni stated that: 

Evaristo Muyinda, the focus of this study, began his life and music career in this 
indigenous knowledge-based environment that was, for the most part, marginalized by 
the educational structure that the British colonial government had in place at the time; 
any type of indigenous music education and its agents (the indigenous music 
teachers/experts) were considered immaterial when it came to the music education 
curriculum.189 

 
Another master musician interviewed by Mangeni, Ludovico Sserwanga, stated that: “our 

indigenous music was not recognized in schools unless there was a special occasion being 

celebrated, that’s when we would be called upon to entertain the masses.”190 

 Other studies have also reported that traditional music was less considered for formal 

education programs. Sylvia Nannyonga-Tamusuza argued that until the 1960s, European 

education “resulted in the erasing of many aspects of Kiganda191 expressive culture, including 

their music and dancing. The early teachers [missionary teachers] regarded Kiganda music and 

dance as pagan and profane.”192 In the 1990s, Ugandan writer, actress, academic, and feminist, 

Rose Mbowa also contended that modern political repression of the arts had its roots from 

British practices of the late nineteenth century.  Mbowa noted that: “When Uganda became a 
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British protectorate in 1894, the Christian missionaries discouraged and suppressed indigenous 

performance arts, which they labeled uncivilized and pagan.”193   

Reference to one of the highly rated earliest oral histories of Uganda, The Baganda: An 

Account of their Native Customs and Beliefs of 1911 by Rev. John Roscoe, Mbowa refers to a 

colonial administrator Harry Johnstone who was sternly opposed to the popular Baganda 

wedding dance on the pretext that it was “profoundly immoral and exceedingly indecent.”194 The 

consequence of Johnstone’s position, Mbowa remarked that, “almost paralyzed the dance since 

the church threatened any member who performed it.”195 There were also deliberate efforts to 

dismantle the African practices of arts integration and establish their European models.  

This they effected in schools, colleges, and churches by compartmentalizing the 
integrated form into choral music classes, clubs, Scottish country dancing, and the 
teaching and performance of Shakespeare and other British dramatists. In these schools, 
playing the traditional drums and dancing were punishable with manual labor such as 
cutting grass, fetching water, and digging; it was also forbidden to communicate in native 
languages, which were derogatorily called "vernacular.”196 
 

Mbowa’s historical account on how traditional theatrical practices of how “integrated song, 

music, mime, narrative, role playing, communal participation and outdoor theatre in the 

round”197 fared under colonialism, provided an important guide in tracing teacher preparation 

trends for the current study.     

As mentioned earlier in Chapter One, some of Uganda’s earliest indigenous music 

teachers were connected to the church, or better still, had been trained as clergy and committed 
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to promote practices of their missionary mentors. However, after 1945, as agitations for political 

independence continued to build, so did the pressure to Africanize Christian church music. 

Gerhard Kubik noted that: “In the colonial era, church music was almost entirely European,”198 

against which, new currents to adapt to local styles were emerging. The researcher further noted 

that the Africanization of church music in East Africa at the time was supported by young 

European missionaries, who, against a position of “the older local priests, catechists and 

schoolteachers, encouraged indigenous seminarians to experiment in composition of African 

Masses.”199 Accordingly, a Ugandan composer, Joseph Kyagambidwa (1928-1979) was a 

product of this process and is reported as the “pioneer of African church music in East 

Africa.”200 His works are some of the earliest written Ugandan music such as the Ten African 

Religious Hymns, which were published in Weisbaden in 1963. Kyagambidwa’s most commonly 

performed and studied work in Ugandan churches and schools is his 1964 Uganda Martyrs 

African Oratorio.201  

Another notable Ugandan composer and teacher was Benedicto Mubangizi, whose career 

is said to have been severely interrupted by the political troubles, starting with the 1971 Idi 

Amin’s military coup and the subsequent governments of the 1980s. A British ethnomusicologist 

Peter Cooke, who worked with the Ugandan composer wrote that: 

Benedicto Mubangizi, … having retired early from his work as a teacher-trainer, 
continued to research the song traditions of his region and use the knowledge gained to 
develop a liturgical repertory for the Catholic church in western Uganda. His own output 
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is huge. It included half a dozen Masses, over 265 hymns and songs and a compilation of 
a hymn book subsequently adopted for use throughout the diocese.202  
 
The denominational Namirembe Church Music festival of the Anglican Protestant church 

is yet another prominently mentioned historical missionary activity that was used to foster the 

“Christianization, westernization and civilization mission especially in the Anglican church-

founded schools.”203 These festivals involved schools and teacher training colleges – 

participating under their respective church parishes, and focused on Western sacred music such 

as the singing of canticles, psalms and negro spirituals.204 Nannyonga-Tamusuza noted that, “by 

1955, these competitions included "traditional folksongs" and original compositions, but dancing 

was not acceptable for a liturgical festival.”205 Participation of teacher training colleges in these 

festivals is crucial in tracing trends for music teacher preparation for the current study. 

Curriculum Matters and Music Teacher Preparation in Uganda 

Curriculum choices for music teacher preparation in Africa have been at the center of 

colonial hegemony that has characterized much of the history of formal education on the 

continent. Different scholars have mentioned severally that, from curriculum structures, 

instructional approaches to early teachers, all tended more towards a Western education 

philosophy. Nzewi argued that the department of music at the University of Nigeria, Nsukka had 
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a curriculum with the “most balanced bi-cultural music education programme,” combining 

African and Western dimensions under an African American Dr. Edna Edet, nee Smith. He 

however noted that, since the Nigerians took over leadership of departments in all universities, 

came with an end on formal recruitment of master musicians who used to give “consistent and 

systematic instruction with the collaboration of the theoretically competent music-literate staff 

on indigenous music instruments.”206      

Uganda’s efforts to Africanize the music curriculum are reported to have been a key 

agenda after political independence in 1962. There was an enhanced desire to Africanize music 

education, in content, instruction and performance practices. Benon Kigozi, a former president of 

the Pan African Society for Musical Arts Education (PASMAE) noted that:  

When the Republic of Uganda was established on 9 October 1962, the Ministry of 
Education published a national curriculum to articulate the mode and content of training 
of Ugandans in various academic fields in order to protect the nation’s position on 
civilization and culture. A few educationists acquired music practices from abroad in 
order to contribute towards music education.207 

 
However, the study abroad approach, only exacerbated Uganda’s music education curriculum 

dilemma when the trained educators returned with a Western music-based philosophy. Historical 

research studies have indicated that, it was in 1968, when a decision to promote a program of 

instrumental music teaching in schools was reached, which encouraged the playing of African as 

well as European musical instruments, but also created an option for inclusion of African 

instruments in the curriculum examinations.208  
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In a recent study: “Decolonizing higher music education in Uganda and the question of 

neo-liberalism: The case of Makerere University,” Kagumba and Sekalegga highlighted the 

dilemma caused by the neoliberal policies of the World Bank on higher education in Africa. 

Pertinent to the current study, were the impact of these policies on curriculum and teacher 

recruitment processes witnessed in the establishment of the department of Music, Dance and 

Drama (MDD), at Makerere University.  

Surprisingly, the university decided to recruit only Western trained educators for the 
establishment of the department. We contend that this choice made by the university was 
ironic that while the logic behind establishing the department was to promote African 
music, experienced native musicians, performers and educators were sidelined in the 
process of recruitment because they had not acquired a Western training.209  
 

Such a discussion that involves music teacher recruitment processes is important for the current 

study, as it informs training, certification and commissioning considerations since the 

establishment of these music teacher training institutions. 

The authors further argued that effects of neoliberalism policies that focused on the 

business returns from numbers of paying students, forced the MDD Department to structure its 

courses in order to “attract all students, regardless of practical or academic background into the 

Music, Dance and Drama Department.”210 Also, implications of the restructuring process led to 

several changes including change of the name of the department from Music, Dance and Drama 

to a Department of Performing Arts and Film, and introduction of new programs of study. 

Important to note was that the changes were primarily informed by economic reasons rather than 

professional artistic considerations.   
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Kigozi’s study in Buganda revealed that music teachers were lacking in music-making 

experiences due to inadequate training and lack of appropriate musical background.211 The 

teachers indicated that teacher training programs focus more on theoretical aspects of music 

teaching. Kigozi also highlighted the lack of adequate initial training, lack of in-service training 

programs, inadequacy and lack of relevance of the teacher training models and the negative 

attitude towards indigenous music education in schools as some of the factors that have 

undermined the quality of Ugandan music teachers. Kigozi’s survey on music teacher training 

model revealed that: “Respondents voted largely in favor of music teacher education in singing, 

dancing, and instrument playing.”212 He further stated that significant proportions of tertiary 

music educators lack proficiency in class music teaching, since many of them hardly possess any 

qualifications as music teachers.     

Sekalegga’s 2017 doctoral dissertation, “Examination of Effective Music Pedagogies in 

Ugandan Urban, Suburban and Rural Secondary Schools” concluded that:  

There is a greater need for refresher courses and workshops for all music teachers to help 
them strengthen their music content and teaching methods. … Development of adequate 
teacher preparation programs would help to revamp teacher efficacy, strengthen teacher 
content knowledge, and enhance teacher skills in teaching and performing music.213  

Sekalegga’s argument points to the need for continuous professional development programs for 

music teachers beyond college training.  
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 Another closely related study is Peter Ekadu-Ereu’s 2012 dissertation on tertiary 

education institutions’ challenge in preservation and promotion of indigenous music in Uganda,  

introduced in Chapter One of this study. In his study, Ekadu discussed the challenge faced by 

music teacher education institutions in reconciling their curricula content and methods between 

indigenous music practices and Western theoretical music education. Findings of his study 

further revealed that many music educators in tertiary institutions lacked practical skills in 

indigenous musical instruments and capacity to teach indigenous music, including an apparent 

lack of textbooks on indigenous music.214 The author reported that: “content of the music 

curricula in tertiary institutions is generally Western music oriented. It has little theoretical as 

opposed to practical content on indigenous music.”215   

Global Trends in Music Teacher Preparation 
 
United States 
 
 Ralph E. Verrastro and Mary Leglar, in their Chapter, “Music Teacher Education,” 

published in the 1992 Handbook of Research on Music Teaching and Learning, provided an 

historical context of music teacher training in the United States.  

In its earliest form, music teacher training was simply music training. The qualification of 
the typical New England singing school master in the late eighteenth century consisted of 
successful completion of a singing school course. The singing school conventions that 
began in 1829 represent the first signs of progress in music teacher training, which was 
furthered in 1833 with the opening of the Boston Academy under the aegis of Lowell 
Mason.216 
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The authors’ discussion of the evolution of music teacher training in the United States provides a 

related and relevant scenario to that of the current project, especially, since both the US and 

Ugandan music education histories have a British colonial background in their early formation.   

 While addressing themselves to undergraduate education in music teacher training, 

Verrastro and Legar made important observations. 

The reform literature of the 1980s, which sharply criticized the quality of the nation’s 
teachers, called attention to the need for more careful selection of candidates for the 
teaching profession. Traditionally, teacher education programs have not been selective in 
admission or retention practices.217   

 
Other areas discussed by Verrastro and Leglar include predicting academic success, predicting 

effectiveness in teaching, both at student teaching and in-service teaching levels. Also, the 

authors discussed in significant detail the refining of instructional processes and all its various 

parameters.218   

 In a commentary that was published in the Journal of Music Teacher Education, former 

journal editor, Edward Asmus, raised a critical issue, which he derived from his discussion with 

music teacher educators. 

One perplexing issue is becoming a prominent concern throughout the country. The 
demand for music teachers is at an all-time high, while the number of students entering 
music teacher training programs is declining. … Public awareness of music’s value to the 
development of children has increased with growing media coverage of such issues.219 
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Asmus noted the high financial demands music teacher training programs impose on higher 

institutions of learning that offer these services, hence increasing the shortage of qualified music 

teachers. He however, recommended steps that should be considered to alleviate the situation. 

1. Participate actively in recruiting high school musicians to careers in music education. 
2. Encourage your state’s organization in charge of all-state ensembles to provide the 

ensembles’ mailing lists to you.  
3. Make sure that your state’s MENC affiliate is positive in its approach to music 

education as a career and toward the higher education institutions that provide such 
training.  

4. Review your music teacher education curriculum to assure that content is truly 
important, that tasks are relevant, and the time is used wisely.  

5. Keep current with the latest ideas in music education while maintaining close contact 
with the “real world” of school music teaching. 

6. Make use of MENC recruiting materials, such as the brochure “Why Teach? Why 
Music? Why me?” and the online Career Guide to Music Education that target those 
individuals interested in music teaching as a career.220 

 
These steps provide necessary and appropriate investigation guidelines for trends in music 

teacher education in Uganda.  

 William M. Anderson, a former guest editor of the Music Educators Journal (MEJ), in 

his article, “Rethinking Teacher Education: The Multicultural Imperative,” noted that:  

Traditionally, teacher education programs have focused on methodology of courses, 
clinical and field experiences with supportive studies in performance, theory and history 
of Western classical music. … Music educators often comment about the breadth of 
music experiences required for one to teach in school music programs.221  

 
Further, historical references in this article to the origins of multicultural curriculum in 

professional literature and school music series in the 1920s, is critical to the current study. 

Anderson indicated that: “It was not until the national symposia at Yale University in 1963 and 

at Tanglewood in 1967, however, that music educators began significantly to approach the need 

 
220 Ibid., 5-6. 
221 William M. Anderson, "Rethinking Teacher Education: The Multicultural Imperative." Music Educators 
Journal 78, no. 9 (1992): 52. 
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for a more multicultural perspective in music education.”222 These trends provide relevant 

comparisons with not only the cultural diversity of the Uganda society, but also influences from 

colonial cultural beliefs and how they impacted music teacher preparation.   

 Barbara Lundquist, in a 1989 article titled “Music in the Undergraduate Curriculum: A 

Reassessment,” that was published in the College Music Society, stated that:  

Ethnic and cultural diversity are a reality. The question of academic community’s 
responsibility to our multicultural and multiethnic populace proceeds from this reality. … 
The undergraduate curriculum should begin to reflect a pluralistic perspective of our age, 
and goals for student development should involve global awareness and cross-cultural 
competency.223  
 

All the above arguments were arising out of the apparent “need for broadening multicultural 

perspectives in undergraduate degree programs.”224  

 In a more recent publication, College Music Curricula for a New Century, by a selection 

of college faculty from different universities in the United States, Robin D. Moore stated that, 

this book aimed at offering:  

…examples of what a more inclusive, dynamic, and socially engaged curriculum of 
musical study might look like. Our goal is to create a dialogue among educators about 
what college music instruction should be in the future and how to transition to new 
paradigms.225   

 
Moore also noted the emergent changes in university education in the United States and 

elsewhere since the 1940s. He thus stated that, “the profile of a typical college student has 

changed radically in terms of race and ethnicity, cultural orientation, income level and other 

 
222 Ibid.  
 
223 Barbara Reeder Lundquist, "Music in the Undergraduate Curriculum: A Reassessment." In College Music 
Symposium. 1989. 7-8.  
 
224 Anderson, "Rethinking Teacher Education: The Multicultural Imperative," 53.  
 
225 Robin D. Moore, ed., College Music Curricula for a New Century. Oxford University Press, 2017. 1. 
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factors, yet arts curricula as a rule have not responded to such trends.”226 These arguments 

provide intriguing scenarios for examination in the current research project considering the 

demographic structure of the Ugandan society.   

 In an even more related scenario to indigenous education practices in Africa, and 

certainly, my own study, is Chapter Four, of Moore’s book, in which Mark F. Dewitt discusses 

“Training in Local Oral Traditions.” Dewitt noted that there was an increase in instruction of folk 

and traditional music in higher education in the United States, a place where “Euro-centric art 

music (along, more recently, with jazz) has held exclusive sway.”227 The author discussed a 

growing trend of indigenous communities’ musical cultures and how they have influenced music 

education in institutions within their respective localities.    

 In the College Music Society’s (CMS) task force report, Campbell and the team of music 

education researchers presented three core pillars; creativity, diversity and integration, as focus 

perspectives in addressing deficiencies in the conventional model of music teaching.228 As 

already seen at the beginning of this chapter, two of the CMS pillars – diversity and integration 

are also strong components of music education in the African culture. The authors’ discussion on 

consideration of the links between music, dance, drama and other art forms as commonly 

practiced in most traditional African societies is appropriate to the current study.    

With strong roots in the inextricable link between music, dance, ritual, and dramatic 
expression that is central to musical cultures across the globe and seeing a revival in 
mind-body interest in contemporary society, cultivation of the experience of music as a 

 
226 Ibid., 2. 
 
227 Mark F. Dewitt, "Training in Local Oral Traditions." In College Music Curricula for a New Century: Robin 
Moore, Ed., (2017), 69. 
 
228 Patricia Shehan Campbell et al., "Transforming Music Study from its Foundations: A Manifesto for Progressive 
Change in the Undergraduate Preparation of Music Majors." In Missoula, MT: College Music Society. 
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whole-bodily phenomenon is essential to the broader conception of musical knowing and 
expression.229 
 

Another deficiency that is critical to the current project that the CMS report highlighted is the 

ethnocentric orientation of music curricula and their implications on society.  

The fact that music majors commonly spend many years on campus without even a nod 
to surrounding multicultural communities, and that practitioners from these communities 
are rarely invited to engage with university students of music, underscores the extent to 
which this problem manifests itself locally and practically as well as more 
philosophically.230  

 
 Finally, Randall Allsup published a book: "Remixing the Classroom” which advocates for 

expanding of horizons of perceptions and thought in teaching music. Quite pertinent to the 

current study is Allsup’s essay on “Music-Teacher Quality and Expertise.”231 As is the design for 

all chapters in this book, this one too, opens with a quote by John Dewey: “The thing needful is 

improvement of education, not simply the turning out teachers who can do better the things that 

are now necessary to do, but rather by changing the conception of what constitutes education.”232 

Building on this quote, Allsup discussed the question of what constitutes the present day ‘quality 

music teacher.’ “… I propose a more open, expansive, and adventuresome vision of music-

teacher expertise, paying particular attention to the role of the university in music-teacher 

preparation.”233  Allsup’s discussion provides a relevant benchmark in looking into trends of 

 
229 Ibid., 19. 
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231 Randall Everett Allsup, Remixing the Classroom: Toward an Open Philosophy of Music Education. Indiana 
University Press, 2016. 36.  
 
232 John Dewey, "The Relation of Theory to Practice in Education," In The Middle Works of John Dewey, 1882-
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Uganda’s music teacher preparation systems, as it emerged through colonial hegemony to the 

present.   

    
Europe: Recent Trends in Music Teacher Preparation  
 
Sweden 
 
 In a 2010 study titled, “Teaching Music in Our Time: Student Music Teachers’ 

Reflections on Music Education, Teacher Education and Becoming a Teacher” conducted in 

Sweden, Eva Georgii-Hemming and Maria Westval open with a question: “What can be 

considered to be relevant content and practice in music education?”234 This study was premised 

on a political decision which led to a reform of the entire Swedish teacher education system in 

2001. In a brief history, the researchers pointed out artistic and practical teaching competences as 

the most emphasized skills in previous music teacher education in Sweden, prior to the 2001 

reforms. The recent teacher education trends, however, are said to accentuate the academic or 

scholarly study perspective.235 Other sub-sections in this article that are of importance to the 

current study include: Music teacher education as a university education, music in schools 

(Sweden), music and curriculum, and becoming a music teacher. Georgii-Hemming and 

Westval’s study provided intriguing motivation for research questions for my study about music 

teacher preparation practices in Uganda. 

 
United Kingdom 
 

 
234 Georgii-Hemming, and Westvall. "Teaching Music in Our Time,” 353. 
 
235 Ibid.  
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Daniel S. Isbell examined appeals for reform in music education that aimed to “connect 

worlds of music inside and outside of school.”236 In the article “Music Educators Consider 

Musical Futures: Professional Development in the United Kingdom,” the author examined the 

growing application of the “Musical Futures,” a social constructivist model of teaching and 

learning music and how it has facilitated an increase in number of teacher certification in the 

United Kingdom.  

The Musical Futures approach to instruction is based upon non-formal teaching and 
informal learning. … In a non-formal teaching episode, teachers function more as 
facilitators and guides for students who are allowed opportunities to enter the educational 
setting at any time, explore topics immediately of interest to them, and contribute to the 
path of instruction. … The Musical Futures model is coherent with educational 
psychology and learning theories that support bringing natural, experiential ways of 
making music into formal, institutionalized settings.237 

 
The irony in this model, is how it tends towards the earlier noted traditional African teaching and 

learning practices that existed before the introduction of formal education systems by European 

colonialist. Therefore, an understanding of the application of Musical Futures in the United 

Kingdom is of particular interest to the current study.    

 
Finland 

 Heidi Westerlund of Sibelius Academy, in Finland, published a study; “Universalism 

against contextual thinking in multicultural music education – Western colonialism or 

pluralism?”  in the International Journal for Music Education.  Broadly, the author aimed at 

investigating the growing trend for multicultural considerations for music education in most 

Western countries and to whether that trend  may bear connections with the African thinking and 

 
236 Daniel S. Isbell, "Music Educators Consider Musical Futures: Professional Development in the United 
Kingdom." Contributions to Music Education 43 (2018): 39. 
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cultural constructions about music. Some of the questions Westerlund posed that closely relate to 

the current project include: 

1) Could African music form a backdrop for amnesis of Western music teachers and 
researchers? 

2) Is it possible for a Western music educator to gain the experience and insight of the 
modes of meaning which constitute traditional African music?238 

Westerlund provided a description of both the African and the Western Hellenic-Cartesian-

Kantian cultural philosophies in relation to music in the following statement:  

Musical experiences are closely connected to other life experiences and conceptions. In 
many African traditions reality is not dualistic as it is for modern Western thinkers. This 
unitary conception of reality does not include a hard separation between subject and 
object, between man and nature or between body and mind, as it does in the Cartesian 
philosophical tradition.239 
 

These arguments provide intriguing perspectives for my own study, where I seek to better 

understand the premise of colonial thinking and intentions for music education in Africa, and 

perhaps, how these choices reflect in Uganda’s music education philosophy today.  

 
Music Teacher Preparation Perspective in Australia 
 

Progressive studies on internationalization of music curriculum have also highlighted the 

importance of cross-cultural competences that relate theory and practice of European and African 

repertoire, and pedagogies for music teacher education students.240 Dawn Joseph’s research 

examining  the diversity in Australian school music and teacher education curricula, was inspired 

 
238 Heidi Westerlund, "Universalism Against Contextual Thinking in Multicultural Music Education–Western 
Colonialism or Pluralism?" International Journal of Music Education 1 (1999): 94. 
 
239 Ibid., 96-97. 
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Primary Teacher Education Students." Music Education International: Journal of the International Society for 
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by the “observation of students’ interest and participation in the use of African music in an 

undergraduate non-specialist music education subject at Deakin University’s Melbourne Campus 

during 2001.”241 The principle focus for this study was to, “investigate the effectiveness of 

teaching basic elements of rhythm (beat, accent, meter and duration) through African music.”242  

 

Conclusion 

 The review of literature clearly underscored the significant importance of systematic 

teacher training in music education all over the world. From curriculum formulation, pedagogical 

practices, instructional methods, assessment processes to research considerations, have all been 

noted to originate from the perspective of the teachers’ education. Despite this argument, 

scholars have also noted how music teacher preparation practices have for long periods been 

described as not based on research, as stated in the Verrastro and Leglar study on music teacher 

education.243 Using an example of the United States, the authors contended that it was not until 

the twentieth century that “validating teacher education practices and programs through research 

become a major professional concern.”244 This argument supports the reasons for the current 

study of tracing trends in music teacher preparation from 1950 to 2020, in order to understand 

the processes that led to current state of music education in Uganda. Therefore, the current 

project will attempt to fill the knowledge gap by documenting a systematic historical account of 

music teacher preparation practices in Uganda and how they have evolved to the present.   
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CHAPTER III 

METHODOLOGY 

 Tracing of historical trends in music teacher preparation in Uganda was conducted 

through a combination of three qualitative research methods: (1) Oral history, (2) Semistructured 

interviews, and (3) Documents and Records.  

 

Oral History 
 

According to the American Oral History Association, “Oral history is a field of study and 

a method of gathering, preserving and interpreting the voices and memories of people, 

communities, and participants in past events.”245 This method was important for this study 

because oral history provides useful information that may not be readily available in written 

sources. Considering that an important body of Africa’s history is not documented in 

conventional records, obtaining memories of those who lived through past events through oral 

histories provided a valuable source for primary information about music teacher preparation in 

Uganda.  

For purposes of collecting information from primary sources. Heller and Wilson referred 

to oral history as a special class of historical documentation through “interviewing of individuals 

about their involvement in matters of historical interest.”246 In the case of the current study, 

primary sources included retired and current music educators; education administrators; 

expatriate music teachers; and church ministers as eyewitnesses to the various trends in music 

 
245 Oral History Association, “Oral History: Defined,” accessed October 13, 2020. 
<https://www.oralhistory.org/about/do-oral-history/> 
 
246 Heller and Wilson, “Historical Research,” 106. 
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teacher education in Uganda. However, oral history methods become limited, especially in 

highly sensitive subjects, when the researcher begins to worry about possible repercussions to 

participants.247 

 

Semistructured Interviews 
 

Semistructured interview technique involves using open-ended questions that allow 

interviewees freedom in their response.248 Semistructured interview procedures also facilitate the 

use of follow-up questions that may arise in the interview process. This technique was useful, 

especially for its ability to foster exploring of information from multiple perspectives of human 

lives and interrogate the different paradigms of the phenomenon being studied. Bernard Russell  

provided the benefits of using semistructured interviews. “In situations where you won’t get 

more than one chance to interview someone, semistructured interviewing is best.”249 Since most 

of the participants for this study were senior and retired music educators, and could not easily be 

reached, semistructured interviews ensured that this researcher obtained as much data as possible 

in one engagement.    

For a qualitative study such as the current project, semistructured interviews helped to 

focus the data collection process, and still allowed reasonable freedom to control data saturation 

or information redundancy.250 With this understanding, the current author was aware of the 

 
247 Erin Jessee, "The Limits of Oral History: Ethics and Methodology Amid Highly Politicized Research Settings." 
The Oral History Review 38, no. 2 (2011): 287-307. 
 
248 Marilyn Lichtman, Qualitative Research in Education: A User's Guide. (3rd ed.). Los Angeles, CA: Sage 
Publications, 2013. Ch.10.  
 
249 Russell H. Bernard, Research Methods in Anthropology: Qualitative and Quantitative Approaches. Rowman & 
Littlefield, 2017: 212. 
 
250 Kevin Roy et al., "Sampling Richness and Qualitative Integrity: Challenges for Research with Families." Journal 
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challenges associated with semistructured interviews including the possibility of generating large 

volumes of data, which would require a lot of time to organize and analyze.   

 

Documents and Records 
 

Another data collection method for the current study involved the examination of 

historical documents and records. Lee S. Duemer provided the definitions of documents and 

records in qualitative research. “Documents are sources created about an event, while records are 

sources that show evidence of a given event or transaction.”251 This study's document sources 

included participants’ photographs, notes, and other related sources such as journal articles, 

newspaper articles, textbooks, and blogs. Records sources consisted of academic transcripts, 

concert programs, performance fliers, and music awards certificates relating to participants and 

the associated institutions. The author sought to examine primary documents that were “created 

contemporaneously with the event,”252 according to Bresler and Stake. These sources helped in 

corroborating the testimonies obtained from interviews. However, the limitation with this 

method was the general meagerness of documented information on many African events, 

considering that the people primarily stored education knowledge in their memories as they 

experienced it. 

   

Oral Sources 
 

 
 
251 Lee S. Duemer, “5382 Documents Records Reflections,” You Tube Video, 13:38, July 30, 2018, 
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 According to the American Historical Association, oral history research was excluded 

from the International Review Board (IRB) oversight action. Information obtained from the 

AHA website indicate that: 

The new IRB rule goes into effect January 19, 2018. The rule acknowledges that oral 
history and historical studies more generally depend on the identification of individual 
actors in history, and concludes that, “For purposes of this part, the following activities 
are deemed not to be research: (1) Scholarly and journalistic activities (e.g., oral history, 
journalism, biography, literary criticism, legal research, and historical scholarship), 
including the collection and use of information that focus directly on the specific 
individuals about whom the information is collected.253  
 

However, according to Texas Tech University guidelines on research involving human subjects, 

an IRB clearance was required for this study. The IRB application for this study was approved 

on April 28, 2020, under the certificate number: IRB2020-320, and a copy is included in this 

document as figure 3.1.  

  

 

 
253 American Historical Association, “Perspectives on History,” 8 March 2018, 
<https://www.historians.org/publications-and-directories/perspectives-on-history/january-2017/oral-history-
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Figure 3.1 IRB2020-320 approval certificate. 

 
 

5/9/2020 Mail - Wabyona, Milton - Outlook

https://outlook.office.com/mail/search/id/AAQkADgzMWFiYmU1LTMyNWItNDE1OS05N2VhLThjNDRjOTY3ZjZhMwAQACmKJWCYUL9OpHYzamjgd64%3D 1/2
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Primary and Secondary Sources 

In categorizing historical sources, Heller and Wilson stated that: “Historical evidence is 

classified as either primary: that is, the account of one present at the event, an eyewitness, a first-

hand testimony; or secondary: that is, any source other than primary.”254 Therefore, in collecting 

data for the current study, primary sources were critical in providing the most credible and best 

evidence of events pertaining to music teacher preparation in Uganda. These primary sources, as 

listed in the section above, were used to “provide eyewitness testimonies of events or that part of 

the past that will be under consideration.”255 Also, examined, were secondary sources such as 

newspapers, magazines, pamphlets, as well as published and unpublished printed documents as 

recommended by Heller and Wilson.256 Secondary sources were also useful in guiding this 

researcher to the source of their information, most of which were relevant primary sources for 

the current study.   

Interviews 

Specific informants were first contacted by e-mail or through a telephone call, to request 

their participation in this study. This initial contact also included the interview protocol 

document, which was given to each participant and highlighted key aspects of the interview 

process such as interview questions and ethical considerations of the study. A copy of this 

document is included in the appendices of this work. The interview questions were devised 

 
254 George N. Heller and Bruce D. Wilson. "Historical Research in Music Education: A Prolegomenon." Bulletin of 
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following Lichtman’s guidelines on the interview process, which comprises of three kinds of 

questions:  

(1) personal questions (“tell me a little about yourself” or “would you like to share 
something” or “tell me about your family”); (2) concrete questions (“tell me something 
that happened to you last week in your class or tell me your thoughts when you learned 
last week that you were going to lose your job”); and (3) feeling questions (“what is it 
like to be a student at this school?” or “what are the kids like here?” or How did you react 
to having to change school when the system had a reduction in force?”).257 

 
Using this guideline, the current researcher developed interview questions from the four broad 

research questions stated in Chapter One of this document. 

Another question required the interviewees to indicate their preferred mode of 

communication through which the conversations could be conducted. Since the majority of the 

interviewees were residents in Uganda and most could not access stable internet connectivity, 

this researcher used the telephone calls approach. Bernard listed several advantages of using 

telephone interviews.  

Phone interviews have the impersonal quality of self-administered questionnaires and the 
personal quality of face-to-face interviews. So, telephone surveys are unintimidating (like 
self-administered questionnaires), but allow interviewers to probe or to answer questions 
dealing with ambiguity of items (just like they can in personal interviews).258  

 
These interviews were recorded using the computer QuickTime Player audio recording software. 

The interviewees that were residents outside of Uganda, (especially in the United States 

and Europe) preferred using zoom meetings, which the author hosted. These interviews were 

recorded using a digital device259 embedded within the zoom software. This function 

automatically converted the recordings into both audio and video files whenever the meetings 
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ended. Only one interviewee living in England preferred to use the telephone call approach. This 

conversation was conducted through a skype-to-telephone numbers system and was also digitally 

recorded using a computer QuickTime Player audio recording software.  

  Interviews were transcribed using “Temi,” an online speech-to-text transcription 

software.260 The researcher then edited  some unnecessary verbalizations, hesitations and 

repetitions, following guidelines provided by Prögler regarding ‘distillation’ of a verbatim 

transcript.261 Using an oral history interview conducted with Dr. Lajaren Hiller, Prögler stated: 

“… I chose to type the text in a way that prunes transcription to its barest essentials.”262 A 

similar procedure was followed in preparing final interview transcriptions for the current study. 

After transcriptions were prepared, interviewees were given an opportunity to review their 

responses and were allowed to correct or delete anything they wished, whenever it were possible. 

In scenarios where this procedure was not possible, mainly due to access limitations and 

challenges in internet connectivity, the interviewees gave a verbal consent to this author to use 

their views for the purpose of this study.  

Sampling 

According to Bernard, credibility of research results is greatly attributed to the power of 

methods used in measurement and sampling.263 In this regard, choosing informants for the 

current study was done through a combination of purposive, snowballing and stratified random 

 
260 Temi, “Speech to Text Transcription in 5 Minutes: Advanced Speech Recognition Software,” 17 July 2020. 
<https://www.temi.com/> 
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sampling methodologies. The stratified random sampling technique worked to ensure that the 

different sub-population categories264 for this study were all represented. The categories that 

were chosen for this study included: senior and retired music educators in Uganda, past and 

current music curriculum development officers, the clergy, and British expatriate music teachers 

who worked in Uganda within the scope of the current study. 

Interview Process  

 Initial steps in preparing interviews for this study involved two approaches: the 

examination of historical records on music education in Uganda, and through the author’s 

personal inquiry of current music educators at Makerere and Kyambogo Universities, in Uganda. 

The selection of specific informants was based on the individual’s record in Uganda’s music 

education as teachers, administrators, performers and church ministers who possessed 

experiences relating to early formal music activities in Uganda. The list included Peter Cooke 

and Janice Hobday as former British expatriate music teachers. The Ugandan participants were 

Zadok Adolu Otojoka, Faith Mpiiriirwe Rwegyemera, Stephen Rwangyezi, and Pison 

Nyinomujuni as retired music educators. James Makubuya, Peter Ekadu-Ereu, Godfrey Ntubiro, 

Beatrice Geria and Paul Isabirye were current indigenous music teachers and administrators. 

Bishop (Emeritus) George Sinabulya provided a duo perspective of a music teacher and an 

ordained minister. Table 3.1 shows selected timelines for this study, their corresponding 

historical events, a list of participants, and their respective sub-categories.  
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Table 3.1 Study Timelines, Events and Participants  

Timeline Period Political/Socio-
economic 
Environment 

Participants Category 

1950-1962 Colonial 
Period 

Colonialism; 
Independence 

Zadok Adolu 
Otojoka 

Career music educator 
– Ugandan (Retired) 

George Sinabulya Anglican 
Bishop/music teacher 
– Ugandan (Retired) 

1963-1979 Immediate 
Post-
Independence 
Period 

Departure of 
colonial 
expatriate 
teachers; Idi 
Amin coup 
d’état; Expulsion 
of Asians; 
Uganda-Tanzania 
war  

Peter Cooke British expatriate 
music teachers 
(Retired) 

Janice Hobday 

Faith Mpiiriirwe 
Rwegyemera 

Teachers who joined 
teacher training 
college after primary 
leaving examination 
(See table 4.2) – 
Ugandan (Retired) 

Pison 
Nyinomujuni 
Stephen 
Rwangyezi 

1980-2000 Post-
Colonialism 
and 
Neoliberalism 

NRA guerrilla 
war; World Bank 
Policies 

Faith Mpiiriirwe 
Rwegyemera 

Upgrading music 
teacher (See table 4.2) 
– Ugandan (Retired) 

Stephen 
Rwangyezi 

Retired music teacher/ 
Indigenous musical 
arts entrepreneur – 
Ugandan 

James Makubuya Music curriculum 
development specialist 
– Ugandan 

Peter Ekadu-Ereu Career music 
educator, university 
level – Ugandan 
(Active) 

2001-2020 Twenty-First 
Century 

The technology 
era 

Godfrey Ntubiro Music curriculum 
development officer – 
Ugandan (Active) 

Beatrice Geria Career music 
educator, high school 
– Ugandan (Active) 

Paul Isabirye In-service music 
teacher trainee – 
Ugandan (Active) 
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 Although this researcher had developed a standard interview protocol for all informants, 

it became apparent that adjustments in the interview questions were necessary to suit the 

different categories of interviewees. As such, three major categories were identified as: 

indigenous music teachers, expatriate music teachers and church ministers with affiliation to 

music teacher education. In all categories, informants were asked to provide personal 

background record as to when and where they started their music teacher preparation career.    

Initial Specific Informants’ Profiles  

Peter Cooke 

 

Figure 3.2 A portrait of Dr. Peter Cooke265 

 
265 Peter Cooke, Ethnomusicologist (blog), 2 June 2020. <https://www.drpetercooke.uk/about/biography/> 
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 Peter Cooke (August 15, 1930 – December 2020),266 was a British ethnomusicologist 

from Cardiff, Wales. Cooke made an incredibly substantial contribution of information for this 

study through a zoom meeting interview and several emails and attachments. His interview was 

conducted on May 27, 2020 and lasted 46 minutes and 36 seconds (46:36). The British scholar 

also shared several of his historical collections including photographs, curricula documents, 

magazines, diaries and letters relating to his time as a music educator in Uganda. Cooke sent his 

last email for this study on October 28, 2020.  

Peter Cooke is among the earliest and most documented expatriate music teachers and 

researcher who moved to Uganda in 1964. His first posting was as a secondary school music 

teacher at Makerere College School – a demonstration school attached to Makerere University, 

from where he was recommended to head the department of music at the “new National 

Teachers’ College (now Kyambogo University).”267 Indeed, other sources have indicated that the 

Department of Music in the then Government Teacher Training College (GTTC), Kyambogo, 

was established on the recommendations and guidance of Dr. Cooke, in 1964.268 As a music 

teacher trainer, Cooke worked in Uganda from 1964 – 1968, when he returned to the United 

Kingdom. He still continued his connection with Uganda as a researcher in African music, and 

also took lessons in playing the kiganda amadinda xylophone.  

My work in Uganda led me to begin exploring that country’s traditional music initially 
with the aim of collecting useful materials for my teaching there.  That exploration has 

 
266 “Dr. Peter Cooke, An Appreciation,” Bagpipe.news, January 14, 2021. <https://bagpipe.news/2021/01/14/dr-
peter-cooke-an-appreciation/> 
 
267 Peter Cooke, Biography (blog), 8 August 2020. <https://www.drpetercooke.uk/about/biography/> 
 
268 Kyambogo University, Department of Music and Performing Arts, 8 August 2020.  
<https://kyu.ac.ug/department-of-performing-arts/> 
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continued – apart from during the chaos of the periods of the rule of Amin and the 
Second Obote regime (1969-87).269 

 

Janice Hobday 

 

Figure 3.3 Janice Hobday (right) during an interview at Gayaza High School on her 80th 
birthday, in 2018.270 

 
Janice Hobday was sent to Uganda by the London-based Church Missionary Society 

(C.M.S) in 1965, with a specific assignment as a music teacher at an all-girls Gayaza High 

School in Kampala. Qualified with a general degree in English, French and Music, Miss Hobday 

came to Uganda to replace a music teacher who had just returned to England. Hobday served at 

Gayaza High School for three decades from 1965 – 1995.271 One of the informants in the current 

 
269 Peter Cooke, African Music Researches (blog), 8 August 2020, <https://www.drpetercooke.uk/african-research/> 
 
270 Janice Hobday, “Ms. Janice Hobday – 80th Birtday Interview,” You Tube Video, 3:02, August 3, 2018. 
https://www.youtube.com/watch?v=RjzOnLBsssY&ab_channel=EKMEKM 
 
271 Janice Hobday interview by author, 9 July 2020.  
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study, Stephen Rwangyezi, noted that, Miss Hobday was very instrumental in developing 

Ugandan indigenous music teacher education curriculum through what he termed as “Regional 

Curriculum Development Committees (RCDCs).”272 Indeed, British missionary music teacher 

confirmed this fact, when she mentioned that she regularly travelled to different ethnic regions of 

Uganda to work with indigenous musicians and teachers as they formulated a curriculum for 

music teacher training. Miss Hobday was interviewed via telephone on July 9, 2020 for 30 

minutes and 27 seconds (30:27).  

 

Zadok Adolu Otojoka 

 

Figure 3.4 Zadok Adolu Otojoka at his home in Serere, Uganda, in 2019. (Photograph courtesy 
of Irene Adolu) 

 

 
272 Stephen Rwangyezi interview by author, 14 June 2020.  
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 Zadok Adolu Otojoka is one of the earliest indigenous music teachers in Uganda and East 

Africa. Born on January 31, 1932, Adolu first joined teacher training college at Buwalasi, in 

Mbale, Uganda, in 1953, from where he graduated with a Grade-II primary teachers’ certificate 

(See table 1.1) in 1954.273 He later went to Rocky Mountain College Montana in the United 

States where he attained a Bachelor of Science in Music Education in 1968,274 and a Master of 

Music degree in voice performance at the University of Oregon, Eugene in 1969.275 Adolu’s long 

professional career has been of noticeable influence on Uganda’s music teacher preparation, 

especially having worked as a faculty member at both Makerere University and Kyambogo 

University in the 1980s and 1990s, before retiring in 1999. His long music teacher experience 

that predates from the pre-independence era is pertinent to the current study. He was interviewed 

via a telephone on June 2, 2020 for 32 minutes and 15 seconds (32:15).   

 

James Makubuya 

 
273 Zadok Adolu Otojoka Curriculum Vitae. 
274 Zadok Adolu Otojoka, Academic transcript. Rocky Mountain College, Billings, Montana. December 12, 1968. 
 
275 Zadok Adolu Otojoka, Academic transcript. University of Oregon, Eugene. December 19, 1969. 
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Figure 3.5 James Makubuya performing on the Ugandan bowl lyre.276 

 James Makubuya is an ethnomusicologist, traditional Ugandan instrumentalist and 

dancer, currently based at Wabash College in Crawfordsville, Indiana, in the United States.277 

Before moving to the United States in 1986, Makubuya had served as the head of Uganda’s 

music curriculum development at the National Curriculum Development Center (NCDC), in 

Kampala. Part of his duties included originating music curriculum for primary schools 

(elementary schools), senior secondary schools (high schools) and teacher training colleges, a 

matter of strong relevance to this research project. Makubuya’s music teacher training journey 

provided a much-needed reference, having passed through all the major national music teacher 

training systems and institutions under investigation in this study.  

 
276 James Makubuya, SACSOFI. 9 August 2020. <http://persweb.wabash.edu/facstaff/makubuya/> 
 
277 Wabash, Academics Music Faculty & Staff. 9 August 2020. 
<https://www.wabash.edu/academics/profiles/home.cfm?site_folder=music&vdeptid=7&facname=makubuya> 
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Although Makubuya did not provide dates for his lower teacher training, he informed this 

researcher of having started his professional training at Shimoni Primary Teachers’ College 

(PTC) for a Grade-III teacher certificate. He later progressed to the National Teachers’ College, 

(NTC) Kyambogo for a Diploma in Secondary Education and completed with a Bachelor of Arts 

in Music and English Literature at Makerere University, in 1980.278 He authored a book, 

Teachers' Guide to the Primary School Music Teaching Syllabus,279 one of the commonly used 

resource in the 1980s. As has been noted with most early Ugandan music educators, Makubuya 

too, had his graduate training abroad, in the United States, attaining his Ph.D. in 

Ethnomusicology at the University of California Los Angles (UCLA) in 1995.280 He was 

interviewed via a zoom meeting on May 28, 2020, which lasted 43 minutes and 51 seconds 

(43:51).  

 

Faith Mpiiriirwe Rwegyemera 

 
278 James Makubuya Interview by author, 28 May 2020.  
 
279 James Makubuya, Teachers' Guide to the Primary School Music Teaching Syllabus. 
Nairobi, Kenya: East African Publishing Co. (1983). 
 
280 James Makubuya, Personal Webpage. 11 August 2020. <http://persweb.wabash.edu/facstaff/makubuya/> 
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Figure 3.6 Faith M. Rwegyemera in the 1970s. (Photograph courtesy of Faith M. Rwegyemera) 

 Faith Mpiiriirwe Rwegyemera started her music teacher training in 1971 at Bishop Stuart 

Primary Teachers College in Mbarara (now turned Bishop Stuart University)281 before moving to 

Cambridge in the United Kingdom, where she attained an Advanced Certificate in Education for 

Commonwealth students. Upon her return to Uganda, Rwegyemera’s Cambridge certificate was 

interpreted for a Grade-III teacher certificate (See table 1.2), which allowed her to join Institute 

of Teacher Education Kyambogo for a Grade-V Diploma in Education from 1982-1984. Her 

professional practice included working as a Primary School music teacher and lecturer for music 

 
281 Bishop Stuart University, History, 16 August 2020. <https://bsu.ac.ug/history> 
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at Kabale National Teachers College in Uganda.282 She was interviewed via telephone on May 

20, 2020, which lasted 48 minutes and 4 seconds (48:04).   

 

Stephen Rwangyezi 

 

Figure 3.7 Stephen Rwangyezi performing at his Ndere Center, Uganda, in 2019. (Photograph 
courtesy of Stephen Rwangyezi) 

 
 Stephen Rwangyezi is a former school music teacher, now turned an arts entrepreneur, 

famously known for his passion for Ugandan indigenous musical arts. This career was inspired 

by his determination to change the colonial mentality that had labelled traditional dances [and all 

 
282 Faith Mpiiriirwe Rwegyemera Interview by author, 20 May 2020. 
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musical arts] as evil, primitive and backward.283 Rwangyezi’s initial teacher training experience 

started in 1975 – 1979, at Kabale Teacher Training College in western Uganda, where he 

qualified with a Grade-II certificate with a major in music. He joined Ggaba Primary Teachers’ 

College in Kampala, in 1983 – 1984 for a Grade-III music teacher certificate.284 His enthusiasm 

to deconstruct the colonial mindset about indigenous African musical arts seemed to conflict 

with the formal education structures, a matter that perhaps accounts for his rather shortened 

classroom teaching career.  

In 1984, Rwangyezi started Ndere Troupe285 – a predominantly Ugandan folk arts 

ensemble, from his school choir.286 Also, discussed in this interview, was the impact that Ndere 

Troupe has had on music teachers and general music education in Uganda. Rwangyezi was 

interviewed via a zoom link meeting on June 14, 2020, in one of the longest conversations for 

this study, lasting 1 hour, 15 minutes, and 7 seconds (1:15:07).  

 

Pison Nyinomujuni 

 
283 Diary of a Muzungu, Interview with a Rebel: Ugandan Cultural Activist Stephen Rwangyezi. 12 August 2020. 
<https://www.muzungubloguganda.com/society-and-culture/culture-uganda-ndere-rwangyezi-
interview/#:~:text=Stephen%20Rwangyezi%20Ndere%20Centre.&text=A%20former%20school%20teacher%20tur
ned,film%20Last%20King%20of%20Scotland.> 
 
284 Stephen Rwangyezi interview by author, 14 June 2020. 
 
285 Anita D. Asaasira, “Performing Uganda: Ndere Troupe’s Representation of a “Ugandan” Identity,” African 
Musics in Context: Institutions, Culture, Identity. Solomon, Thomas, ed. (Kampala: Fountain Publishers, 2015), 
179-209; Ndere, Ndere Troupe, 13 August 2020. <https://ndere.com/ndere-troupe/> 
  
286 Stephen Rwangyezi interview by author, 14 June 2020.  
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Figure 3.8 Pison Nyinomujuni in 2018. (Photograph courtesy of Pison Nyinomujuni) 

Pison Nyinomujuni’s experience, provided an emblematic domestic example of Ugandan 

music teacher preparation, having attained all his training at home in Uganda through the various 

domestic approaches, systems and institutions. According to Nyinomujuni, his training as a 

music teacher started in primary one (first grade – elementary school) as he explained in his 

interview.287 Although, his formal music teacher training started at Bishop Stuart Primary 

Teachers’ College in 1972 – 1977, for Grade-II and Grade-III teacher certificates, before joining 

Makerere University in 1978 for a Diploma in Music Dance and Drama. He later went to the 

Makerere University Institute of Adult and Continuing Education for a Grade-V Diploma in 

Education (See table 1.3), with music as his major teaching subject. Because Makerere 

University did not offer a specialized degree in music education at the time, Nyinomujuni went 

to the Institute of Teacher Education, Kyambogo in 1990, for Bachelor of Education (Music). He 

 
287 Pison Nyinomujuni interview by author. 19 June 2020. 
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again returned to Makerere University for his Master of Education graduating in 1995. His 

illustrious professional career included teaching at various national teacher training colleges and 

universities as a music educator. He concluded his active service as a secondary school teacher at 

Bweranyangi Girls’ Secondary School in Mbarara – Uganda and retiring in 2013.288 

Nyinomujuni was interviewed via telephone on June 19, 2020 for 1 hour, 2 minutes and 37 

seconds (1:02:37).   

In a snowballing technique, several initial specific informants also made 

recommendations for additional informants, most of whom were either their contemporaries, 

immediate successors, or former students.   

Additional Informants’ Profiles 

Peter Ekadu-Ereu 

Peter Ekadu-Ereu is a senior faculty at Kyambogo University in the Department of Music 

and Performing Arts, where he has taught since 1994. During his tenure, he also served as chair 

of the department on several seasons. Ekadu attained most of his professional training at 

Makerere University, starting with a Grade-V Diploma in Education (Music and History), 

through to a Master of Education with music as his major subject.289 Beyond being a music 

educator, Ekadu’s training in history provided an important historical contribution to this study. 

He attained his Ph.D. in Music Education in 2012, at Kenyatta University, in Kenya. His 

responses were received through an email on June 18, 2020.  

 

Godfrey Ntubiro 

 
288 Ibid.  
 
289 Peter Ekadu-Ereu interview by author, 18 June 2020. 
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Figure 3.9 Godfrey Ntubiro in 2019. (Photograph courtesy of Godfrey Ntubiro) 

 Godfrey Ntubiro is the current curriculum specialist in charge of music, at the National 

Curriculum Development Center – Uganda. Ntubiro’s responsibilities involving curriculum 

decisions have direct implications on the work of classroom teachers and their requisite 

preparation. In his interview, Ntubiro reiterated the constant necessity for updating 

schoolteachers with new skills and methods whenever new curriculum considerations are 

made.290 His decisions in his capacity provided useful insights on music teacher preparation 

considerations in Uganda. Ntubiro was interviewed via telephone on June 26, 2020, which lasted 

28 minutes and 17 seconds (28:17).   

 

 

 

 

 
290 Godfrey Ntubiro interview by author, 26 June 2020. 
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Bishop George Sinabulya 

 

Figure 3.10 Bishop (Emeritus) George Sinabulya in 2004.291 

Bishop (Emeritus) George Sinabulya of the Anglican Church of Uganda was a primary 

school music teacher – turned clergy from the pre-independence era. Born in 1935, Sinabulya 

provided firsthand testimony about the connection between the church and education during the 

transition period from colonialism towards political independence in 1962. Before joining the 

ordained ministry, Sinabulya qualified as a Grade-II teacher from Namutamba (C.O.U)292 

Primary Teachers’ College in 1958. He went to Claremont Teachers’ College, in Australia, 

where he attained his Grade-III music teacher certificate, before joining the ordained ministry. 

As already discussed in Chapters One and Two of this study, the church in Uganda was central 

the establishment of education institutions. Scanlon reported that by 1961, out of the 26 

 
291 St. John’s in the Wilderness. “Rt. Rev. Dr. George Sinabulya Preaches at St. John’s, Sunday, Feb. 15, 2004.” 
<http://www.stjohnadulted.org/pphotos2/bgs040215.htm> 
 
292 C.O.U – stands for “Church of Uganda.” All schools that were established by the Anglican Church of Uganda 
had the description – C.O.U on them.  
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recognized primary teachers’ colleges in Uganda, 25 were operated by the Protestant and the 

Roman Catholic missions.293 As a retired clergy, Sinabulya provided firsthand information about 

these historical reports, including the Namirembe Church Music Festivals, which was the first 

major formal music festival in Uganda, for schools and teacher training colleges.294 He was 

interviewed via telephone on June 10, 2020 lasting 46 minutes and 9 seconds (46:09).   

 

Beatrice Geria 

 

Figure 3.11 Beatrice Geria in 2019. (Photograph courtesy of Beatrice Geria) 

 
293 Scanlon, David G. Education in Uganda. No. 32. US Department of Health, Education and Welfare, Office of 
Education, 1965. 70.  
 
294 George Sinabulya interview by author, 10 June 2020. 
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 Beatrice Geria’s music teacher preparation experience connects with Janice Hobday’s 

service in Uganda. The interaction between the two music educators is so relevant to the current 

study in helping to track the trend of teacher preparation between different generations. Beatrice 

studied under Ms. Hobday during her high school days at Gayaza, and later, replaced her former 

teacher after Hobday retired in 1995. Geria also acquired her professional music teacher training 

from two institutions: The Institute of Teacher Education, Kyambogo (now Kyambogo 

University) and Makerere University. The two are institutions are also the focus of the current 

study. Geria was interviewed via telephone on August 20, 2020 in a conversation that lasted 38 

minutes and 26 seconds (38:26).  

 

Paul Isabirye 

 

 
Figure 3.12 Paul Isabirye at Makerere University in 2018. (Photograph courtesy of Paul 
Isabirye) 
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 Paul Isabirye is currently an in-service music teacher pursuing a Bachelor of Arts in 

Music degree at Makerere University. He holds a Grade-III teacher certificate from Nazigo 

Primary Teachers’ College (1994) in central Uganda, and a Grade-V Diploma in Education 

majoring in music and language studies from the Institute of Teacher Education Kyambogo in 

2002. As a teacher, Isabirye has taught music at primary school and primary teachers’ college 

levels. His music teacher preparation experience as a current in-service teacher was of significant 

importance to this study especially in connecting the historical practices of music teacher 

training to the present. He provided his interview through a telephone conversation on June 28, 

2020, which lasted 32 minutes and 7 seconds (32:07).     

Data Analysis 
 

Analyzing the data for this study started with developing a framework, as explained in 

the study by White et al., on management of a large qualitative data set.295 For an historical study 

such as the current, I employed a chronological framework of data analysis following the 

timelines of the period covered by the study. I created four significant study timelines as 

illustrated in table 3.1. They are: The Colonial Period (1950 – 1962); The Immediate Post-

Independence Period (1963 – 1979); The Post-Colonialism and Neoliberalism Period (1980 – 

2000); and The Twenty-First Century Period (2001 – 2020). In reference to the review of 

literature, the next stage was to identify major events that took place in the different periods and 

how they impacted music teacher preparation trends. Using the chronological framework, I also 

sought to identify common themes and checked for consistencies across the different data 

samples.    

 
295 Debbie Elizabeth White et al., "Management of a Large Qualitative Data Set: Establishing Trustworthiness of the 
Data." International Journal of Qualitative Methods 11, no. 3 (2012): 244-258. 
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Fossey et al., explained qualitative data analysis as “a process of reviewing, synthesizing 

and interpreting data to describe and explain the phenomena or social worlds being studied.”296 

The authors identified three analytical procedures stated by Tesch as content-focus, discovery-

focus, and meaning-focus. Basing on this explanation, my study benefited most from both 

content and discovery-focus approaches of data analysis, which aimed at identifying patterns and 

connections among the different stages of evolution of Uganda’s music teacher preparation. I 

chronologically categorized the different participants' content to observe any changing patterns 

or common positions over the years.    

 
Document Analysis 

 Initial steps of this study involved examination of historical texts that documented 

Uganda’s history with particular focus on evolution of the education system. Besides providing 

historical information, some of these sources included primary records created at the time under 

consideration by this study. Some informants for this study also contributed useful primary 

documents such as: photographs, academic transcripts, concert programs, diaries and excerpts 

from magazines about early music teacher preparation in Uganda. Peter Cooke was extremely 

helpful in sharing with the author several primary documents from his archives that he collected 

as one of the earliest music teacher educators in Uganda from the mid-1960s.   

Digital Sources   

 Considering the meagerness of published materials on music education in Uganda, and 

Africa in general, the internet provided a valuable option in accessing related information on 

 
296 Ellie Fossey et al., "Understanding and Evaluating Qualitative Research." Australian & New Zealand Journal of 
Psychiatry 36, no. 6 (2002): 728. 
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music teacher preparation from websites of universities, colleges and other relevant institutions. 

Similar to the case in Lynnda Fuller’s dissertation on the “History of Inclusion of Orff and 

Kodaly Methods in Oregon Music Educator Preparation,” “These web pages also provided 

contact information for music faculty in those programs.”297 Websites for church organizations 

provided some crucially important information relating to the work of the European missionaries 

and their association with the establishment of formal education in colonial Africa.   

 Blogs and YouTube channels also served an important role for this research. Some useful 

data about individuals and music teacher education systems were obtained from these channels 

and corroborated with other information provided from different sources. 

Secondary Sources 

 This study benefited from several research materials ranging from journal articles, 

dissertations, printed curricula documents and government reports. These documents were useful 

in verifying some of the primary information that was obtained from the interviewees and other 

primary sources.   

Authentication 

 As guided by Heller and Wilson on authentication of sources in historical research, this 

author made every effort to verify information documented in the current study. Data obtained 

were examined against multiple sources but, “when sources presented conflicting data and 

neither could be authenticated by a third source, both were presented as being of equal 

validity.”298 Due to a paucity of documented historical information about music teacher 

 
297 Fuller, "History of the Inclusion of Orff and Kodály Methodologies in Oregon Music Educator Preparation," 31. 
 
298 Ibid., 38. 
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preparation in Uganda, the author also recognized that some timelines may not present the exact 

dates with perfect accuracy. Future studies may provide useful validation of any minor 

inconsistencies within this document.   

The researcher's familiarity with the cultural environment within which the current study 

was  carried out contributed immensely to the trustworthiness of the data collected. This 

consideration facilitated comfortable participant recruitment processes, hence increasing the 

chances of getting the most knowledgeable participants about the subject under study. As a 

Ugandan national who has lived within the environment of the study, this status placed me in a 

favorable position to understand the target population to consider during participant selection 

process.   

I also maintained a consistent interview process with all the participants, using a planned 

semistructured interview guide. This approach ensured that all participants responded to similar 

questions so that their responses could be crosschecked against each other for biases and ensure 

the objectivity of the information provided.299 Once the data had been transcribed and distilled, I 

shared the transcriptions with the respective interviewees for review, whenever it was possible. 

Participants were allowed to edit, remove sections, or correct any inconsistencies or 

misrepresentations within the data as they deemed necessary.  

Lastly, the data collected were verified by the triangulation method of checking 

information against multiple sources and methods as recommended by Bresler and Stake.300 

 
299 Allan Hegelund, "Objectivity and Subjectivity in the Ethnographic Method." Qualitative Health Research 15, no. 
5 (2005): 647-668. 
 
300 Bresler and Stake. "Qualitative Research Methodology in Music Education." 
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Information from interviews, documents, and records were checked against each other for 

authenticity and cross-examining of timelines to ensure consistency across all data sources.   
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CHAPTER IV 

RESEARCH FINDINGS 

Introduction 
 

This chapter presents the findings of this study, categorized in four major periods: 

Colonial Period: 1950 – 1962; Immediate Post-Independence Period: 1963 – 1979; Post-

Colonialism and Neoliberalism: 1980 – 2000; and the Twenty-First Century: 2001 – 2020. The 

choices for these timelines do not necessarily correspond with explicit education landmarks. 

Instead, the boundaries coincide with major political events and global socio-economic 

paradigms that have been significant influencers for education trends, as seen throughout 

Uganda's colonial and post-colonial history. The content for this chapter is chiefly derived from 

narratives and experiences of interviewees for this study, plus other related sources that helped to 

authenticate information obtained from the interviews.  

 

Colonial Period: 1950 – 1962 
 
 The period from 1950-1962 lies within the final decade of British colonial rule, which 

ended on October 9th 1962, when Uganda gained her political independence. Before 1950, the 

British colonial government had already started preparations to abdicate political power to most 

of their colonies and protectorates. As part of their devolution plans, the colonial office in 

London originated two memoranda: the Mass Education for African Societies and Education for 

Citizenship in Africa, both of 1948, that aimed at strengthening the education systems for all 

colonies and protectorates of in the British Empire after colonialism.301 During the last decade of 

colonial rule, it is reported that Uganda's education benefited immensely, and particularly, from 

 
301 Ssekamwa, History and Development of Education in Uganda,159. 
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the arrival of Sir Andrew Cohen in 1951 as Governor (although other sources indicate that he 

arrived in early 1952). Cohen is applauded for his determination and enthusiasm in equipping 

Ugandans with the required abilities to run a government on their own.   

He was progressive, formidably intelligent, and possessed of boundless energy: he 
conceived it his duty to steer Uganda, by the quickest possible route, in the direction of 
eventual independence. One of the main planks of his forward thinking was education 
and he was not long in deciding that the output of the secondary schools, still under two 
hundred and fifty a year, was totally inadequate for a modern African state he had in his 
mind.302  

 
Indeed, in a pragmatic style, Cohen’s first action was when he turned to the cotton and coffee 

stabilization fund that totaled over “£37m and decreed that any moneys in excess of £20m should 

be released for African development and the lion’s share should be spent on education.”303 He 

immediately followed this action with the appointment of the de Bunsen Education Committee 

of 1952, discussed in Chapter One.    

One of the tertiary education developments during Sir Andrew Cohen's reign was starting 

a Department of Extramural Studies at Makerere University in 1953, under his community 

development initiative aimed to prepare the country for independence. This program "ran courses 

all over the country in administration for civil servants, chiefs and local government officials."304 

Based on information obtained for this study, the earliest specialized music teacher training 

program in Uganda is reported to have been under the extramural studies program,  at Makerere 

University.      

 
  

 
302 Bell, Education in Uganda Before Independence, 32. 
 
303 Ibid. 
 
304 Ssekamwa, History and Development of Education in Uganda, 161. 
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Ugandan Interviewees’ Experiences in the Colonial Era  
 

Two Ugandan interviewees: Zadok Adolu Otojoka (b.1932) and Bishop (Emeritus) 

George Sinabulya (b.1935) provided music teacher preparation experiences within the period 

between 1950 – 1962. Information in this section will be based on the interviews the two retired 

Ugandan music educators. Although this study's scope focused on formal music teacher 

preparation practices within formally established institutions as teacher training colleges or 

universities, several interviewees contended that their teacher preparation experiences started 

even before they joined teacher training colleges. In their reflection, the process of becoming 

professional music educators included the entire journey when they began to learn to become 

musicians. This author acknowledges some of these experiences but for the limits of this study, 

focus is set on teacher training practices within established formal institutions.  

 

Zadok Adolu-Otojoka 
 

Zadok Adolu-Otojoka’s initial profile is included in the Methodology Chapter of this 

document. He was also categorized among Uganda’s earliest music educators mentioned by 

Benon Kigozi, in Chapter One of this work. His interview for this project was conducted via a 

telephone call on June 2, 2020 and lasted 32 minutes and 15 seconds (32:15). 

Adolu contended that his music teacher preparation must have started in primary one 

(first grade, elementary school) when his teachers detected his music potential. However, I 

focused on his time when he joined teacher training college for this project's limits. Adolu joined 

the Eastern Uganda-based Buwalasi Primary Teachers' College (PTC) – Mbale, in 1953 from 

Junior Secondary School for a Grade-II primary teachers' certificate, graduating in 1954 (See 

table 1.1). According to Adolu, music teacher preparation was generally a practical program that 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

102 

was taught alongside other subjects. "Music [training] was in the form of singing purely, and it 

was intended for competitions and festivals only.”305 He stressed that music festivals and 

competitions were the primary forms of music teacher preparation. At that time, the main festival 

was the annual denominational Namirembe Church Music Festival, which was discussed in 

Chapter Two, under Music and the Church section. 

This festival was only restricted to the Anglican church-founded schools, including 
primary schools, secondary schools, teacher training colleges, and church choirs. The 
Catholics [Roman catholic-based schools] were not part of it.  These festivals' repertoire 
included hymns, arias, negro spirituals, madrigals, and English folk songs.306 

 
Peter Cooke, one of the British interviewees for this study provided an excerpt about the 

Namirembe Music Festival and how it was organized. (See figure 4.1). However, the original 

source of the excerpt could not be established by this researcher within the time of writing this 

document.  

 
305 Zadok Adolu-Otojoka interview by author, 2 June 2020.  
 
306 Ibid. 
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Figure 4.1 An excerpt about the Namirembe Church Music Festivals307 

The finals of this festival were always conducted at Namirembe Cathedral, in Kampala - 

the headquarter of the Anglican Church of Uganda. Adolu further noted that the final 

competition in Kampala was dominated by choirs from central Uganda (Buganda region), a few 

from the northern region, Buwalasi PTC from the east, and Nyakasura PTC from the west. Most 

choirs were conducted by European missionaries who also doubled as teachers at the respective 

schools and colleges. While as a student at Buwalasi PTC, Adolu was a college choir member 

since music was his major subject. Their college made it to the finals of the festival in 1954, 

conducted by a British choirmaster, who he only recalled as "Mr. Bishop."  "He was my teacher 

 
307 Provided by Peter Cooke on 1 June 2020. 
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of English and a music tutor,"308 said the retired educator. Adolu mentioned other missionary 

teachers including: The Rt. Rev. Bishop Russell, (who was the Bishop of northern Uganda 

region) and conductor of negro spirituals by the Sir Samuel Baker Secondary School choir from 

Gulu (northern Uganda).  He was assisted by Okot p’Bitek,309 one of Uganda’s celebrated poet 

and composer of the twentieth century.   

Adolu further noted that a new development emerged in the late 1950s when schools' 

music festivals were regionalized to enable more schools to participate in the festivals from their 

respective regions and climaxed into a national festival in Kampala. 

This [regionalizing of music festivals] resulted from the country's initiative to open and 
start and Inspectorate of Music in the Ministry of Education. The first Inspector of 
Schools for Music was also a white lady known as Mac Foster. Soon after her, Professor 
George Wilberforce Kakoma (1923-2012)310 took over as Inspector of Schools in charge 
of music, because he was the only Ugandan who had a degree in music, having studied at 
Durham University and Trinity College of Music in the United Kingdom. Kakoma was 
later on helped by Mbabi Solomon Katana (1922-2019), who also had a Diploma from 
the Royal College of Music in London.311 

 
This decision also marked the initial steps of opening up the music competitions from the 

denominational church based Namirembe festival to all include public schools, and the 

introduction of indigenous African arts performances such as Ugandan folk music and dances. 

This development is reported to have taken place in 1956, as stated in figure 4.1 above.  

After graduating from Buwalasi PTC in 1954, Adolu sought more specialized music  

 
308 Ibid. 
 
309 p’Bitek Okot (1931-1981). Books and Writers. Accessed  September 22, 2020,  
<http://authorscalendar.info/pbitek.htm> 
 
310 Professor George Wilberforce Kakoma and the Uganda National Anthem. Info of Artist Biography (Blog) 26 
September, 2020, <http://american-biography.blogspot.com/2011/02/professor-george-wilberforce-kakoma-
and.html> 
 
311 Zadok Adolu-Otojoka interview by author, 2 June 2020. 
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training. An opportunity came through the extramural studies program at Makerere University, 

which he joined in 1958. This program offered short music courses to in-service teachers during 

school holidays. 

Between 1958 – 1962, music trends began changing, and plans were made to train more 
manpower of interested persons and showed the academic capability to specialize in 
music. This talent search gave rise to the extramural courses in music at Makerere 
University, which were conducted outside of [teacher training] college curriculum. I 
joined in 1958 with Moses Sserwadda, who was later selected to go to Ghana to study 
dance, while I went to the United States for my music degree.312 

 
The music curriculum at the extramural studies was about Western music theory and learning to 

play the piano. Professor George W. Kakoma and Mr. Mbabi S. Katana were the only indigenous 

music teachers, working alongside European and American expatriate music teachers.  

Although Adolu was only officially certified as a Grade-II primary school teacher 

(elementary school teacher), his records indicate that he also taught at secondary school level 

(high school) even when he did not possess the corresponding teacher certification. According to 

his curriculum vitae, Adolu taught at Ngora High School in 1957 and served as Principal for 

Kumi Rural Trade School313 from 1958 – 1965.314 This level of responsibility could perhaps 

explain his desire for advanced music teacher training, hence the choice of going for the 

extramural studies.  

Basing on Adolu’s testimony, there is an indication that before independence Uganda’s 

teacher training system could only offer the Grade-II primary school teacher certificate, which 

was not necessarily a music teacher qualification but a general teaching certificate. Also, the 

 
312 Ibid. 
 
313 Ssekamwa, History and Development of Education in Uganda, 152. 
 
314 Zadok Adolu-Otojoka, curriculum vitae. 
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Namirembe music festival and the extramural music studies at Makerere University constituted 

the major music teacher preparation activities in Uganda during the colonial period. Adolu’s 

testimony further revealed how music education trends started to change between 1958 – 1962, 

with the emergence of study abroad opportunities for selected candidates from the extramural 

studies, of which he was a beneficiary. Accordingly, this scenario may also reflect that Uganda’s 

music teacher preparation apparatus was barely developed to offer any advanced and specialized 

music teacher training beyond a Grade-II teacher certificate by 1962.   

     

Bishop George Sinabulya 
 

Bishop George Sinabulya’s initial profile is discussed in Chapter Three of this work. He 

represented a double status of music teacher and clergy experiences for this study. Sinabulya’s 

provided his information in luganda – a local dialect spoken by the people in central Uganda. He 

was interviewed via telephone on June 10, 2020, which lasted forty-six minutes and nine seconds 

(46:09). This conversation was then translated to English and transcribed for this study.   

In a related scenario to that of Zadok Adolu-Otojoka, Bishop George Sinabulya shared 

quite similar experiences, especially when he argued that his career as a music teacher started as 

early as 1949, when he was in primary three (third grade – elementary school). His teacher was 

called Paul Musigire, in Bukuya-Kiteregga, the present-day Mityana district in central Uganda.  

Before joining the ordained ministry, Sinabulya first trained as a Grade-II primary school teacher 

from 1956-1958, at Namutamba Church of Uganda (C.O.U) Teachers College315 (formerly 

known as Namutamba Vernacular Teacher Training College – VTTC) in Mityana district.316 

 
315 George Sinabulya interview by author, 10 June 2020.  
 
316 “The History of Namutamba Demonstration School,” The glory of Namutamba. Accessed September 22, 2020, 
<http://thegloryofnamutamba.blogspot.com/2011/02/history-of-namutamba-demonstration.html>  
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Even though his teacher was an African, Sinabulya, in the same way as Adolu, recalled that their 

music teacher preparation curriculum was dominated by European music, such as anthems and 

negro spirituals. He further added that most of the music was sacred, but some was secular.   

In his book, Education in Uganda, David Scanlon listed the subjects that constituted the 

teacher training curriculum during the 1950 – 1962 period. For primary school teachers (Grade-

II), the subjects included: “Arithmetic, Arts and Crafts, English, Geography, History, Health 

Education, Nature and Gardening, Needlework, Physical Education, Religion (Bible knowledge), 

Singing and Vernacular language.”317 All subjects were compulsory for all pre-service teachers, 

which implied, there was no specialized music teacher preparation at this level. According to 

Sinabulya’s contemporary in this period, Adolu, students who wished to have music as their 

primary teaching subject had to join the college choir to attain more skills through music 

competitions and festivals. In that same regard, Sinabulya recalled that through choir 

performance, he learned skills in adjudication, conducting, and general choir decorum during his 

time at Namutamba Teacher Training College.318  

Even as a Grade-II teacher, Sinabulya excelled as a choral conductor exhibiting 

exceptional competence and went on to conduct teacher training college choirs at his rank.319 

This achievement earned him a scholarship from the then Inspector of Schools in charge of 

music, George W. Kakoma, to Claremont Teachers College,320 in Australia in 1966 for a Grade-

III music teacher certificate. 

 
317 Scanlon, Education in Uganda, 71. 
 
318 George Sinabulya interview by author, 10 June 2020. 
 
319 Ibid. 
 
320 John A. McKenzie, Twenty-five Years: A History of Claremont Teachers College 1952-1977. (1981). 
<https://ro.ecu.edu.au/cgi/viewcontent.cgi?article=7790&context=ecuworks> 
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Kakoma saw my capability of being a good teacher trainer even though I was still a 
Grade-II teacher. He then sent me to Australia in1966 to Claremont Teachers College, in 
Western Australia, where I spent one year and qualified with my Grade-III music teacher 
certificate. When I returned to Uganda, my certificate was upgraded to Grade-V [See 
table 1.2]. I was then appointed as the head teacher in my school in Mityana, from where 
I conducted very many choirs.321 
 
This researcher was unable to obtain any written documents or records about Sinabulya’s 

music teacher preparation experiences. However, a discussion by John A. McKenzie in the book, 

Twenty-Five Years: A History of Claremont Teachers College 1952-1977, included information 

that corroborated Sinabulya’s narrative. McKenzie’s discussion highlighted the historical and 

educational significance of Claremont Teachers College in the development of Western 

Australia, which was characterized by the economic boom of the sixties and seventies.322 This 

development instigated the tertiary education sector's expansion following a dramatic increase in 

the population, primary, and secondary industries. “This meant a demand for more and better 

qualified personnel to staff the upper echelons of industry and commerce and other professions, 

including the teaching service.”323  

Great efforts were being made to provide qualified teachers for the secondary service. In 
addition to students attending the university with a view to obtaining degrees, the college 
had introduced in 1960 and 1961 special secondary courses where some units were taken 
at Perth Technical College and later at the Western Australian Institute of Technology, to 
qualify them to teach in certain specialist areas – music, art, manual training, home 
science, physical education and commerce.324  

 
This information correlates with Bishop Sinabulya's testimony, of how he was a beneficiary of 

this noteworthy international teacher education development.  

 
 
321 George Sinabulya interview by author, 10 June 2020. 
 
322 McKenzie, Twenty-five Years: A History of Claremont Teachers College 1952-1977. 
 
323 Ibid., 10. 
 
324 Ibid., 12. 
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The Church and Music Teacher Preparation in the Colonial Era  
 

As clergy and educator, Bishop George Sinabulya provided firsthand experiences about 

the role of the church in music teacher education in Uganda. As an eyewitness and one who was 

directly involved in music education practices, as well as church ministry since the pre-

independence era, Sinabulya contended that: 

Almost all education institutions belonged to the church. For instance, in Mityana, 
Namutamba Teachers College belonged to the Church of Uganda (See figure 4.2). So, the 
church was [also] responsible for teaching its people. By the time I left Namutamba, I 
had an extra qualification of ministry and teaching in the church, based on the liturgy. We 
used to have a room known as the 'chapel' from which we learned all this liturgical work. 
For the two years I spent in Namutamba [TTC], I was the Chapel Warden.325 
 
 

 

Figure 4.2 A signpost of Namutamba Church of Uganda Teachers College.326 

This information is congruent with what Scanlon reported in his book, Education in Uganda, 

already presented in the earlier chapters of this work. 

In 1961, Uganda had 26 recognized training colleges for primary grade teachers, 25 of 
them operated (with Government support) by Protestant and Roman Catholic missions. 

 
325 “The History of Namutamba Demonstration School,” The glory of Namutamba. Accessed September 22, 2020, 
<http://thegloryofnamutamba.blogspot.com/2011/02/history-of-namutamba-demonstration.html> 
 
326 Ibid. 
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One college to train teachers for Muslim schools is operated by the government with 
counsel from the Muslim Education Association in Kibuli.327  
 

  The discussion of the annual Namirembe Music festival revealed that Sinabulya held key 

positions in this festival's organization. In one of his responsibilities, he served as the Chairman 

of the Inter-Diocesan Music Festival for the Buganda (central Uganda) region.   

The Namirembe Music Festival covered the whole of Uganda since it was the only 
Diocese in Uganda, at the time [pre-independence]. The patron for this festival was the 
Bishop of Namirembe [Diocese]. [Later] I was the person in charge of music in the six 
Dioceses of Buganda i.e. Namirembe, West Buganda, Mukono, Mityana, Luweero and 
Central Buganda. On top of providing entertainment, the other mission of the festival was 
to learn and equip people with more music skills such as conducting, adjudication, sight-
reading, dynamics, etc.328       
 

Considering that the Namirembe Music festival was a major activity in music teacher preparation 

as already discussed, Sinabulya’s position must have been significant for the music teacher 

profession in pre-independent Uganda.  

The festival repertoire in the Namirembe Music Festival coincided with the curriculum 

direction for music teacher preparation in this period. Both Sinabulya and Adolu were in 

agreement on the dominance of Western church music in the festival, but also affirmed that the 

African traditional music forms were introduced towards the 1960s. Sinabulya, noted that the 

Namirembe Music Festival also included performance of Ugandan traditional songs, although 

the items had to be pre-vetted by the church committee.        

We also had a social class for the adults where we had all kinds of songs, including 
traditional music (such as twins' initiation songs).329 The reason for introducing 
traditional music was to educate people on when, how, and where to perform them at the 
right time, in the right place with the right people, and [with right] discipline or 

 
327 Scanlon, Education in Uganda, 70. 
 
328 George Sinabulya interview by author, 10 June 2020. 
 
329 In most Ugandan traditional cultures, when one gave birth to twins, a traditional initiation ritual is performed, 
which involves singing and dancing. Accessed 27 September 2020. <https://www.southworld.net/uganda-buganda-
the-twins-a-special-children/> 
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civilization. Traditional folk songs and dances were controlled by auditioning to select 
only those with credible and meaningful performances that give God the glory.330 

 
A copy of the program for the Namirembe Music Festival service of 1956 is included in figure 

4.3, showing the liturgical nature of the festival. Also, included is a page from Miss Dorothy 

Galer’s diary notes about the Gayaza High School choir at the 1956 festival as figure 4.4. Miss 

Galer was replaced by Miss Janice Hobday, who is one of the British interviewees for this study.    

 
330 George Sinabulya, interview by author 10 June 2020. 
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Figure 4.3 A program for the Namirembe Music Festival service in 1956.331 

 

 
331 Provided by Peter Cooke. 
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Figure 4.4 Miss Dorothy Galer’s notes at the Namirembe Music Festival, June 16 and 17, 
1956.332 

 

 
332 Provided by Peter Cooke.  
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Conclusion 

Historical records have reported that a music teacher curriculum for secondary school 

pre-service teachers was in place by the 1960s. This curriculum involved, "Western music 

(rudiments of music, sight singing, playing the recorder, music appreciation), African music 

(research work for tribal music, discussion on African music, and study of teaching methods."333 

However, according to testimonies of Zadok Adolu-Otojoka and Bishop George Sinabulya, this 

curriculum was either not implemented or was deemed inadequate by the indigenous music 

teachers. Instead, the short courses at extramural studies in Makerere University seemed to be the 

more preferred option. And as observed in Adolu's testimony, the best students at the extramural 

studies were then recommended for international scholarships to study abroad for any advanced 

music teacher qualifications.  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
333 Scanlon, Education in Uganda, 74. 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

115 

Immediate Post-Independence Period – “The Troubled Decades:” 1963 – 1979 
 
 Three key political developments drastically impacted the entire Uganda's education 

system in the immediate post-independence period. First, the forced European and Asian 

expatriate civil servants and teachers' departure after independence caused a significant shortage 

of qualified personnel to run professional functions of government. Education was affected 

considerably since the European and Asian teachers and administrators ran most schools and 

colleges.334 Second, the military coup d’état in 1971 by General Idi Amin and his expulsion of all 

Asians (mainly Indians and Pakistanis) in 1972 was another dark moment for Uganda, more so, 

for the education sector.335 Amin's action was a climax of the pursuit of economic reforms that 

the previous government had started in an attempt to redress economic inequalities between 

Africans and non-Africans. And thirdly, was the Uganda-Tanzania war of 1978 – 1979, which 

eventually ousted Idi Amin from power. This war was triggered by Idi Amin's annexation of a 

portion of the Kagera region, a district in northwestern Tanzania, resulting in a full-blown 

military attack by the Tanzanian army under the then President Julius Nyerere. The event had 

drastic implications on education and remained one of the highly documented historical 

landmarks in postcolonial East Africa.336   

Scholars have also referred to this period as the “troubled decades”337 that presented 

some unprecedented levels of repression in Uganda’s political history, including forcing many 

 
334 Ssekamwa, History and Development of Education in Uganda, 164. 
 
335 Hasu H. Patel, "General Amin and the Indian Exodus from Uganda." African Issues 2, no. 4 (1972): 12-22. 
 
336 George Roberts, "The Uganda–Tanzania War, the Fall of Idi Amin, and the Failure of African Diplomacy, 1978–
1979." Journal of Eastern African Studies 8, no. 4 (2014): 692-709. 
 
337 Cooke and Kasule. "The Musical Scene in Uganda Views from Without and Within," 10. 
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prominent citizens and artists into exile. In reference to the volatile political atmosphere, Cooke 

reported that: 

Not only did this deter or prevent foreign scholars from visiting Uganda but local 
scholars also, returning fresh from the U.S.A. and U.K. in the early 1970s, proudly 
carrying their PhDs, with dreams of carrying out serious research into their own 
traditions. What did they do during the next two decades? “We tried to dodge bullets” 
was the wry reply of one, Christine (Lule) Kiganda, who had acquired her specialist 
training in Literature and Folklore in Los Angeles and had returned in 1971 keen to begin 
examining the traditional oral arts of her own people.338 

 
This record further supports the narrative provided by both Zadok Adolu-Otojoka and Bishop 

George Sinabulya in the first section of this chapter under the Colonial Period. After 

independence, the political and professional environment could not support advanced studies, 

forcing many citizens to leave the country.  

  Another event relevant to this study was the recruitment of non-national workers from 

Britain, the United States, Canada, and Australia after independence.339 This recruitment aimed 

to support the young nation's education system and "produce enough Ugandan graduate 

teachers."340 Two British participants, Peter Cooke and Janice Hobday (See table 3.1) provided 

firsthand experiences for this section, having come to Uganda after independence as expatriate 

music educators. The other interviewees for this period are: Faith Mpiiriirwe Rwegyemera, 

Stephen Rwangyezi, and Pison Nyinomujuni as Ugandan music educators who started their 

teacher preparation in the 1970s. I discuss their experiences in the next segment of more 

Ugandan interviewees.   

 

 
338 Ibid., 6.  
 
339 Ssekamwa, History and Development of Education in Uganda, 178. 
 
340 Ibid., 179. 
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British Interviewees 
   
Peter Cooke 
 
  Peter Cooke (1930 – December 2020) made an incredibly significant contribution to this 

study. Cooke’s initial profile is also presented in the Methodology Chapter of this work. He was 

one of the major contributors of information to this study. His interview was conducted on May 

27, 2020, via a zoom meeting conversation that lasted 46 minutes and 36 seconds (46:36). 

Beyond the interview, Cooke provided further information for this project via emails and several 

attachments. This author owes a lot of gratitude to Dr. Cooke for the remarkable interest and 

commitment he exhibited for this study. 

Cooke’s music teaching career spans several schools and colleges in Coventry and 

Bristol, in the United Kingdom. He served as Head of Music Department at Withywood 

Comprehensive School in the UK from 1958 – 1959, before moving to Redland College of 

Education, which was the main teacher’s college in Bristol.341 Cooke noted that he was 

concerned about the narrowness of the British music teaching curriculum. This concern inspired 

his desire for a broader music education curriculum. Cooke’s ambitions were met when the 

British Government announced plans to send teachers to Africa. “We received a notice from the 

Ministry of Overseas Development, inviting people to go and teach in one of the newly 

independent countries in Africa.”342 Without any hesitation, Cooke accepted the idea of moving 

to Africa.   

That would be good to go to because I really wanted to know then more about other 
musics. I felt that the whole British music teaching curriculum was too narrow. There's 

 
341 Peter Cooke, Biography (blog), 12 October, 2020. <https://www.drpetercooke.uk/about/biography/>  
 
342 Peter Cooke interview by author, 27 May 2020. 
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nothing about other music. There was nothing about popular music, folk music and so 
on.343 
 
After Cooke had submitted his application to the Ministry of Overseas Development, he 

received a personal note from Uganda, sent by George W. Kakoma, the then Uganda's Inspector 

of Music. 

He wrote to me and said, "don't go anywhere else in Africa, come to Uganda. I've got 
work for you here." And I thought that would give me a chance to learn something about 
Africa's music while also exploring how music works in other communities throughout 
the world.344  

 
As part of his music teacher preparation plans before coming to Uganda, Cooke attended various 

summer schools in Britain to study different music styles, such as choral conducting, opera 

performance, recorder, and several other ensemble instruments.   

I considered it important that I became relatively proficient on a great variety of 
instruments. Because if you are conducting a school band and somebody is out of tune, 
it's no good saying to somebody, "you're out of tune." You want to be able to say why 
they are out of tune and how they can get better in tune.345 

 
In 1964, Cooke and his wife Diana Cooke sailed to Mombasa Port in Kenya, then took a train to 

Kampala, Uganda. They carried with them “four cellos, about 20 violins, numerous wind 

instruments, both brass, and woodwind.”346 

Cooke recalled that he started teaching in Kampala in August or September 1964. His 

station was at Makerere College School – a demonstration secondary school attached to 

Makerere University College. "I found a huge thirst for European music teaching and knowledge 

of musical notation. There was a good choir, a wind band, and an orchestra,”347 recalled the 

 
343 Ibid. 
344 Ibid. 
345 Ibid. 
346 Ibid. 
 
347 Ibid. 
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British educator. This trend could perhaps be attributed to the effect of colonialism that had 

shaped early music education in Uganda. 

 At Makerere College School, Cooke recalled that one of the students – Grace W. 

Mutekanga Igaga was in charge of the school choir.   

He [Mutekanga] and I became good friends. And he had been running the choir and 
handed it over to me, and they already had a good repertory of not too many locally 
composed songs, lots of European songs, and Black American spirituals. So, I had 
something on which I could build and expand, and they were always very keen to do it.348  

 
Indeed, Mutekanga was among the core team of music teachers that Dr. Cooke fondly referred to 

in his Uganda’s music teacher preparation experience. An interview published on Makerere 

University website features Mutekanga’s meteoric rise into one of Uganda’s most accomplished 

music teachers. At the peak of his music teacher career, he served as Head of Music Department 

at both the National Teachers’ College, Kyambogo and the Department of Music, Dance, and 

Drama of Makerere University. He is also the composer of the Makerere University Anthem.349 

  After teaching at Makerere College School for just over a year, Cooke was recommended 

to the newly started National Teachers' College (NTC) at Kyambogo (now Kyambogo 

University) to serve as Head of the Music Department in 1965. His task literally meant starting a 

new department of music education. "And after the break, I went there [at NTC Kyambogo). 

Then I was head of the new Music Department, concerned with training Ugandan teachers to 

 
348 Ibid. 
 
349 Issa, Agaba Mugabo and Wamai Mark. “Interview with Mak Anthem Composer Mr. Grace Wilson Mutekanga,” 
Accessed on 20 November 2020. <http://www.mak.ac.ug/interview-mak-anthem-composer-mr-grace-wilson-
mutekanga>; “Makerere Honors Mr. Grace Wilson Mutekanga Igaga,” Makerere University Timeline. Accessed 
October 12, 2020. <https://90.mak.ac.ug/timeline/makerere-honours-mr-grace-wilson-mutekanga-igaga> 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

120 

teach in Uganda."350 By this time, the National Teachers' College, Kyambogo, was the earliest 

designate department of music teacher education in Uganda. 

 

Cooke’s Music Teacher Preparation Approach 

When Dr. Cooke arrived at Kyambogo NTC, he found Christopher Kizza, the only music 

instructor at the college, and realized that the music department was barely functioning. His 

initial steps involved finding indigenous music experts to work with as demonstrators. 

I wanted to get some good traditional Ugandan musicians to give decent instruction in 
traditional music. And Lois Anderson, who did her Ph.D. on entenga [tuned drums 
chime],351 was researching in Uganda at the time. She introduced me to one of the former 
young members, Bulasio Busuulwa, a member of the Kabaka’s Abalere [the king's Flute 
ensemble]. I got the Entenga player, Livingston Musisi, to work with Busuulwa, and 
were classic instrument makers and teachers.352  

 
The photograph of the Kabaka’s Abalere traditional ensemble is included as figure 4.5. 
 
 
 

 
350 Peter Cooke interview by author, 27 May 2020. 
 
351 Lois Ann Anderson, "The Entenga Tuned-Drum Ensemble." Essays for a Humanist (1971). 
 
352 Peter Cooke interview by author, 27 May 2020. 
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Figure 4.5 Buganda Royal Flute Band of 1966.353 Bulasio Busuulwa (with necktie), one of the 
indigenous musicians who worked at NTC, Kyambogo with Dr. Peter Cooke. 

 As he taught a bit of Western music, Cooke was keen on immersing himself into the 

Ugandan indigenous music culture to derive an appropriate curriculum for his students. His 

approach aimed at learning several aspects of Ugandan music from traditional music experts, as 

well as his students. As he settled in at Kyambogo, the Inspector of Music, George W. Kakoma, 

sent him a group of music teachers for in-service training. Cooke recalled that a group of about 

15 enthusiastic music teachers included: Christopher Kizza (who was already the resident 

instructor at NTC Kyambogo), Mutekanga Igaga, Moses Sserwadda, Benedicto Mubangizi, Tom 

Okech, and various people from all parts of Uganda. He noted how the students were keen to 

learn music notation, so he suggested:  

Okay, teach me songs from your area, and as a group, we will learn how to transcribe 
them. Then we will learn how to notate and how to move from solfa to staff notation. 
They were an excellent team who shared their songs. We spent a lot of time learning 
many of their songs and their function from the students themselves and learning how to 

 
353 Peter Cooke, African Music Researches (blog), 12 October, 2020. <https://www.drpetercooke.uk/african-
research/> 
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transcribe them. And one of the offshoots of that was a little booklet called 24 songs of 
Uganda.354     

 
Although his students highly desired to learn Western music notation, Cooke expertly addressed 

their interest and focused this desire through the students’ music, rather than from European 

music. He employed a consultative approach with his students to structure the syllabus by 

finding out their needs and based a lot of his teaching upon those proposals.  

Throughout his teaching in Uganda, Cooke stressed that Western music practices should 

not be considered superior to Ugandan music. Neither did he think any tribal music was superior 

to another. In so doing, he preferred a mixed method of combining formal and informal music 

teaching and learning practices for his students at the National Teachers’ College, Kyambogo. 

One of the students, Benedicto Mubangizi, was a gifted composer whom Cooke spoke of most 

highly, especially on how he applied traditional music aspects such as the importance of tone in 

vernacular language, in the composition of traditional Ugandan church music. 

One of those students was a genius, Mubangizi [Benedicto] from western Uganda 
(Ankole). He had already been composing masses and attempting to absorb traditional 
elements into his compositions, which he did very successfully. He was totally absorbed 
as a genius, an extraordinary man, composing poetry, tales, researching traditions, and 
traditionally composing his songs.355  

 
Mubangizi is one of the most performed Ugandan composers who produced works in the 

liturgical repertory for the Catholic Church. The Diocese of western Uganda subsequently 

adopted his masses and hymns as regular songs and hymns of worship.356  

 
354 Peter Cooke interview by author, 27 May 2020; “Peter Cooke Uganda Collection,” British Library Sounds 
accessed October 15, 2020. <https://sounds.bl.uk/World-and-traditional-music/Peter-Cooke-Uganda> 
 
355 Peter Cooke interview by author, 27 May 2020. 
  
356 Cooke and Kasule. "The Musical Scene in Uganda Views from Without and Within," p.7.  
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  On the issue of admission into the music teacher preparation program, Peter Cooke noted 

two categories of students: the in-service teachers, and those he referred to as "ordinary 

students," perhaps implying to the direct entry students from senior secondary school (A-level). 

Unlike the in-service teachers, he recalled that pre-service student teachers were "finding it very 

hard because so little music had been taught in secondary schools (high schools). It was 

challenging to find people the college considered sufficiently well qualified to undertake the 

music teaching course.”357 Although he contended that prior music knowledge to teacher training 

college was a concern, he acknowledged the students' vast amount of enthusiasm for learning to 

become music teachers. Because of this disparity, he developed a student-based music teacher 

preparation curriculum derived from what they already knew.   

 As a musician and teacher, Cooke considers himself more of an applied and performance-

oriented educator. “I've never been one for theory in the abstract,"358 remarked the British 

educator. His primary focus was on developing the students' musicality from a practical 

perspective by engaging them in music performances and analyzing its teaching and learning 

processes. "I was focusing on developing their skills as musicians that would enable them to 

inspire the people they taught and to broaden their knowledge of different Ugandan [music] 

traditions as well as different aspects of European music.”359 This strategy is also reflected in his 

examination and assessment approaches. Dr. Cooke asserted that his assessment mostly focused 

on practical performances and a series of teaching practice sessions in schools, with minimal 

 
357 Peter Cooke interview by author, 27 May 2020. 
358 Ibid. 
 
359 Ibid. 
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theoretical questions. However, he noted that his students received lectures on early child 

development from other departments in the college.   

Throughout his conversation, Dr. Peter Cooke spoke passionately of his support for 

indigenous music practices and expert musicians as critical considerations for Uganda’s music 

teacher preparation programs.  

It was always a regret, in a way, that I couldn't get more indigenous musicians from other 
parts of Uganda. I must admit, I preferred working with the indigenous experts to people 
who were teaching aspects of Western music notation. I have the utmost respect for 
Kyagambidwa [Joseph], Christopher Kizza, Benedicto Mubangizi, and so on. Huge 
respect for them. For their knowledge, skills, creativity, and it's composers like those who 
should be on the syllabus in place of Mozart.360 
 

  Before he returned to Britain, Cooke recalls that he organized what he referred to as the 

"first Ugandan music festival" in 1968, although other records indicate the church had already 

organized earlier festivals (See figure 4.1). This festival and other music activities were reported 

in the National Teachers College Kyambogo magazine. He shared some pages of the magazine 

with this researcher. Cooke believed that the magazine was produced in late 1968 – just before or 

immediately after he returned to Britain, and reported music and dance learning practices, 

competitions, and the community involvement in music activities at the NTC Kyambogo hill. An 

excerpt from the magazine is included in figure 4.6. Other pages of this magazine have been 

included in the appendices of this document.   

 
360 Ibid. 
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Figure 4.6 A page from the National Teachers’ College, Kyambogo Magazine, 1968.361 

Peter Cooke returned to Uganda in 1987, this time as a researcher in Ugandan ethnic 

musical arts. Although he had been educated under a European music education ideology, 

 
361 Provided by Peter Cooke. 
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Cooke’s teaching experience reflects a stronger preference for a multicultural music education 

philosophy. His willingness and enthusiasm to work with indigenous Ugandan musicians are 

abundantly evident throughout his story. His instruction methods depicted a mixture of formal 

and informal music education practices, which he derived in consultation with his students. He 

also provided other music teacher preparation documents and course syllabi for later years, 

which are included in the appendices section of this document.  

Another notable development for music teacher preparation during the "Troubled 

Decades" was the discussion to start the Department of Music, Dance, and Drama at Makerere 

University. In December 1963, a conference under the Department of Extramural Studies and the 

Ministry of Education kick-started this process.362 African music teacher preparation was one of 

the five aims of the conference. As such, it was resolved that "Government of Uganda should 

plan immediately, courses for training musically talented teachers of all races in vocal and 

instrumental music as well as methods of teaching them.”363 Subsequent discussions between the 

Ministry of Education and the United Nations Educational, Scientific, and Cultural Organization 

(UNESCO) completed the processes that led to the Department of Music, Dance and Drama at 

Makerere University in 1971. The rationale behind this development considering that the 

National Teachers’ College, Kyambogo already had a music department, was a question of 

interest for the current project. Several participants interviewed for this study provided intriguing 

information about music teacher preparation practices between the two institutions, which is 

discussed in subsequent sections of this Chapter.   

 

 
362 Joseph Wasswa, "Makerere university music dance and drama department: The development of performing arts 
in Uganda." Unpublished B.A. dissertation). Makerere University, Uganda (2007). 
 
363 Ibid., 11. 
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British Interviewee: Janice Hobday 
 
  Janice Hobday’s brief profile can also be found in Chapter Three of this work under 

initial specific informants’ profiles section. Miss Hobday could not be reached by email and so, 

Dr. Peter Cooke assisted in the connection, arranging an introduction and a telephone 

conversation with this researcher.  

Hobday was born in 1938 and attended the University of Durham in the UK, from 1956 – 

1960, where she graduated with a general degree in English, French and Music. After teaching at 

an English school from 1960 – 1963, her faith with the Anglican Church caused her to join the 

Church Missionary Society (C.M.S) for a two-years training as a missionary music teacher. 

During this period, the London-based Church Missionary Society – a former colonial partner of 

the British Government, was involved in sending missionary teachers to Africa, following the 

attainment of independence for most of the former British colonies on the continent. It was under 

this program that Hobday was sent to Uganda in 1965, to an all-girls church-founded Gayaza 

High School as a missionary music teacher. She served for three decades in Uganda before 

retiring in 1995.364 Her interview for this study was conducted on July 9, 2020 via a telephone 

call in a conversation that lasted 30 minutes and 27 seconds.  

 Posted to Uganda as a high school missionary music teacher, Hobday noted that she had 

little engagement with music teacher education in Uganda. She acknowledged that the National 

Teachers' College, Kyambogo existed by the time she came to Uganda but did not produce any 

music teachers until the 1980s. "Eventually, Kyambogo [NTC] produced some music teachers 

but not until the 1980s.”365 However, the British missionary music teacher recalled participating 

 
364 Janice Hobday interview by author, 9 July 2020. 
365 Ibid. 
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in programs that were referred to as the Curriculum Development Committees (CDC), in which 

music teachers, church musicians, and traditional musicians in different regions of Uganda met 

to discuss matters of school music curriculum. 

We just met in different regions of the country and sometimes out of the country. We had 
one meeting in Kenya, that was when it [secondary school certificate] was the East 
African Certificate of Education before it became the Uganda Certificate of Education. 
We just put forward suggestions as to what should be included in the curriculum because 
we didn't want the traditional music to disappear. As you know, it [Ugandan traditional 
music] was banned in the schools when the first missionaries went there. But then,  
Gayaza was one of the first schools to bring it back. We were the first to perform 
traditional music at concerts and encourage youngsters to learn and not just leave it to the 
older men.366 

 
Indeed, Hobday recalled that on weekends, she always took her students to the Uganda museum 

to learn Ugandan drumming and playing of amadinda (xylophones) from indigenous music 

experts, particularly Evalisto Muyinda. Figure 4.4 shows a page from a concert program of 

Gayaza Singers in 1961 and shows a mixed repertoire of Western and African items. The concert 

was conducted by Miss Dorothy Galer, Hobday's predecessor at Gayaza High School.  

 
366 Ibid. 
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Figure 4.7 A concert program for Gayaza Singers in 1961.367 

 

 
367 Page provided by Peter Cooke. 

10/25/2020 Mail - Wabyona, Milton - Outlook

https://outlook.office.com/mail/search/id/AAQkADgzMWFiYmU1LTMyNWItNDE1OS05N2VhLThjNDRjOTY3ZjZhMwAQAJCquxGjkXNJkIYZH29UPIQ%3D/s… 1/2
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Later in her tenure, Hobday noted that Kyambogo's reputation in producing music 

teachers was recognizably growing. 

Kyambogo [NTC] got a good reputation for its music teachers, and they got going on 
music teaching much earlier than Makerere [University]. In the beginning, Makerere was 
very sort of elementary, I would say. You need two courses [at Makerere University]; one 
course for people who are very good traditional musicians but don't know much about 
Western music. Then, you need another course for people who have A-level music [High 
school music, mainly Western]. Otherwise, the experience was, the ones who went there 
[at Makerere University] initially found that they were going back to what they learned in 
senior one [rudiments of music] on the Western music but of course, not as proficient in 
traditional music.368   

 
Similar to Peter Cooke's experience, Hobday also acknowledged the wealth of gifted traditional 

musicians plus other individuals from church choirs who were good at Western music but had no 

formal training as music teachers.  Therefore, she proposed a dual strand program for Uganda's 

music teacher preparation: a traditional music-based program, which would admit indigenous 

music experts, and the other, a Western music-based program for candidates from the formal 

education system.      

 Hobday also made other recommendations for professional music education in Uganda 

and its significance to general education.  

Make sure it [music subject] is included in the curriculum because it's such an essential 
part of education, you know. When the arts are neglected (it happens in England too), 
music is always the first thing to be cut off; music and fine arts, and things like that, and 
that is so wrong.  We usually found that our most academic girls [top performing 
students] were the ones who were very good at music. And also, to make sure that it 
[music] has an important part and not just for performing at concerts but for their general 
development.369 

 
Throughout the three decades Hobday spent as a music teacher in Uganda, she contended that 

music teaching remained a less attractive profession for most students. The only case she 

 
368 Janice Hobday interview by author, 9 July 2020.   
 
369 Ibid.  
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recalled from her students was Beatrice Geria, who joined the Institute of Teacher Education, 

Kyambogo, for a music teaching course. After her graduation from college, Geria was employed 

at Gayaza High School as a music teacher. She later replaced her former teacher when Miss 

Hobday retired and returned to England in 1995. 

Through Peter Cooke, Hobday shared some of her historical records of Gayaza High 

School for this study. The photograph in figure 4.5 shows Beatrice Geria in the music room with 

the Senior One (equivalent of 8th grade) class at Gayaza High School in Uganda. In figure 4.6 is 

Janice Hobday in Uganda with some of her former students.    

 

Figure 4.8 Beatrice Geria (fore ground left) with Senior One students in the music room at 
Gayaza High School (Photograph courtesy of Janice Hobday) 
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Figure 4.9 Janice Hobday (extreme right) conducting a choir of Gayaza High School old girls in 
2018, in Uganda (Photograph courtesy of Janice Hobday) 

 Both Peter Cooke and Janice Hobday came to Uganda just about the same time in 1964 

and 1965, respectively. Considering that their primary commissioning was as high school music 

teachers is an indication that the domestic music teacher preparation system was hardly 

developed beyond preparing teachers for elementary school teaching. A similar situation is also 

reported in Scanlon’s study when he noted that very few Ugandan university graduates were 

interested in pursuing a teaching course since there were many job opportunities with better 

status and financial rewards than teaching in senior secondary schools.370    

 
 
 

 
370 Scanlon, Education in Uganda, 69. 
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More Ugandan Interviewees  
 

The colonial period of this study from 1950 – 1962 at the start of Chapter Four, presented 

two Ugandan interviewees with music teacher preparation experiences from that time. The 

current segment presents more Ugandan interviewees under the immediate post-colonial period 

of 1963 – 1979, also described as the “Troubled decades.”   

This segment's central focus is on music teacher preparation experiences for the last half 

of the "Troubled Decades," starting from 1970 – 1979. Discussion in this section is based on 

information provided by three Ugandan interviewees (n = 3); Faith Mpiiriirwe Rwegyemera, 

Pison Nyinomujuni, and Stephen Rwangyezi. Their individual profiles are presented in the 

Methodology Chapter, and more about their credentials listed in table 3.1 of this study. In 

documenting these findings, the author recognized several Ugandan education terminologies and 

acronyms that do not carry similar universal or current meanings. Tables 4.1 and 4.2 provide 

descriptions and explanations of key terms frequently used in this segment, and their 

corresponding United States equivalents. 
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Table 4.1 List of Ugandan Education Terminologies, their Descriptions and United States 
Equivalents  

Terminology Abbreviation Description US Equivalent  
Primary School  Seven-year elementary school 

level. 
1st to 7th grade 

Primary One P.1 First level of seven, in Uganda’s 
elementary education system (i.e., 
P.1, P.2, P.3 etc.). 

1st grade, 
elementary school 

Primary Leaving 
Examination 

P.L.E First academic award attained after 
seven years of elementary basic 
education and having taken an 
internal written examination. 

7th grade 
graduation.  

Teacher Training 
College/Primary 
Teachers 
College 

TTC/PTC Institution for teacher preparation 
for elementary school teachers; 
offers Grade-II and Grade-III 
teacher certificates for primary 
school teaching.  

 

National 
Teachers’ 
College 

NTC Institution for teacher preparation 
that offers Grade-V Diploma in 
Education for secondary school 
teachers.   

 

Ordinary Level O-level Four-year secondary school 
education joined after primary 
leaving examinations.  

11th grade in high 
school. 

Senior One S.1 First level of six, in secondary 
school education in Uganda (i.e., 
S.1, S.2, S.3 etc.).  

8th grade in high 
school. 

Uganda 
Certificate of 
Education 

U.C.E. or  
O-level 

Academic award after four years of 
secondary education (i.e., Senior 
Four or S.4)  

11th grade in high 
school. 

Higher School 
Certificate of 
Education or 
Advanced Level 

H.S.C.E. or        
A-level 

Two-year higher or advanced 
secondary school education. Later 
became Uganda Advanced 
Certificate of Education (U.A.C.E), 
also referred to as Senior Six or S.6.  

Approximately 
year one of 
undergraduate 
level.  

Upgrading  A system through which in-service 
teachers attain higher qualifications 
using their current certificates as 
entry requirements. Introduced in 
the 1960s for Grade-II teachers to 
attain Grade-III certificates 

 

School Term  One third of a school year (One 
school year comprises three terms 
of 10 weeks each).  
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Table 4.2 Teacher Certification Practices and Entry Qualifications in Uganda by the 1970s  

Institution Entry Qualifications US-
Equivalent 

Teacher Certificate / 
Teaching Level 

Teacher Training 
College/Primary 
Teachers’ College 
(TTC/PTC) 

Primary Leaving 
Examination (PLE) 

7th grade Grade-II for primary 
school teachers 
(elementary school 
teaching)  

Teacher Training 
College/Primary 
Teachers’ College 
(TTC/PTC) 

Uganda Certificate of 
Education (UCE) or O-
level or Grade-II 
Teacher Certificate 

11th grade Grade-III for primary and 
lower secondary school 
teachers (teaching up to 9th 
grade in US system) 

National Teachers’ 
College (NTC) 

Uganda Advanced 
Certificate of Education 
(UACE) or A-level or 
Grade-III Teacher 
Certificate 

Approximately 
year one 
undergraduate 

Grade-V Diploma in 
Education for high school 
teachers and primary 
teachers’ college tutors 

University Uganda Advanced 
Certificate of Education 
(UACE) or A-level or 
Grade-V Diploma in 
Education 

Approximately 
year one 
undergraduate 

Bachelor of Education for 
national teachers’ college 
lecturers 

Graduate School Bachelor of Education Undergraduate 
degree 

Master of Education for 
university assistant 
lecturers  

 
 

Faith Mpiiriirwe Rwegyemera 
 
Experiences under Idi Amin’s Rule 
 
  Faith Mpiiriirwe Rwegyemera joined teacher training college in 1971, the same year 

when General Idi Amin overthrew Uganda's first elected Government in a coup d'état on January 

25, 1971.371 This situation elicited mixed reactions among different communities in the country. 

Hasu H. Patel discussed more reactions among Indians that followed Idi Amin's takeover of 

 
371 Hanibal Goitom, “Today in History: Idi Amin Overthrows President Milton Obote in Uganda,” Law Library of 
Congress (blog), January 25, 2018, <https://blogs.loc.gov/law/2018/01/today-in-history-idi-amin-overthrows-
president-milton-obote-in-uganda/> 
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government.372 The Asian community, particularly the Indians, initially welcomed Amin's action 

as they saw it as relief from the previous government that had imposed immense pressure on 

them over citizenship and permits in efforts to "redress economic inequalities between Africans 

and non-Africans."373 In some instances, the coup was seen as a new dawn for Uganda, as Patel 

reported:   

In Uganda a new era seemed to have been ushered in along with Amin – who took 
quickly the role of a reconciliatory leader. He was looked upon as the father of the nation 
who would heal the wounds of the past, unify the people and create an atmosphere of 
cordiality and confidence in Uganda.374 

 
The public's reaction worked for Idi Amin and his military. Initially, the coup did not severely 

disrupt government operations. 

On February 20, 1971, the "Officers and Men of the Uganda Army and Air Force" 

published a declaration in the Uganda Gazette, which outlined the new Government's operations. 

One of them read as: 

We support the Government’s plans to examine the position of prices and taxes to make 
sure that the ordinary Ugandan is not crushed by the cost of living. In view of the very 
bad state of affairs left by the last regime, we fully appreciate that our Government led by 
His Excellency Major-General Idi Amin Dada is faced with a great task. Public life must 
be cleaned up and the economy must be put on a sound basis. In addition, the people of 
Uganda have to be educated to think in terms of Uganda as a whole and to love and 
respect one another in the spirit of brotherhood, unity and equality. We have therefore 
decided that our Government as led by His Excellency Major-General Idi Amin Dada 
must be in power for at least five years.375        

 

 
372 Hasu H.Patel, "General Amin and the Indian exodus from Uganda." African Issues 2, no. 4 (1972): 12-22. 
 
373 Ibid., 12. 
 
374 Ibid. 
 
375 “The Uganda Gazette,” Declaration of Officers and Men of the Uganda Army and Air Force Made to the Nation 
on February 20, 1971. Accessed, October 31, 2020. <https://blogs.loc.gov/law/files/2018/01/0263_001.pdf> 
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However, the relative calm would not last long, as Amin realized that the Indians (both Ugandan 

citizens and non-citizens) had monopolized most sectors of the economy at the expense of black 

Ugandans. Just over a year into his reign, on August 9, 1972, Idi Amin declared the expulsion of 

non-citizen Indians from Uganda within three months. He nonetheless provided an exemption for 

the professional categories of Indians that Uganda needed, including the teachers.376     

  Rwegyemera witnessed some of these events and provided testimonies of how they 

impacted education at the time. Similar to the Indians' initial reaction, Rwegyemera too, 

contended that there was excitement and a sense of normalcy at the start of Idi Amin's reign. She 

recalled:  

The first years of Amin seemed like things would be as usual. It is worth noting that some 
Ugandans welcomed him, especially in the Buganda region [central Uganda]. People 
sang songs of praise: "Amin, omununuzi waffe” (Amin, our liberator), has saved us from 
the dominance of Obote's group (from northern Uganda). At first, Idi Amin appointed 
credible ministers, and we were convinced that he would uphold the regular running of 
systems. As things started to change, supplies became scarce; he gave ministries to 
military men who were not even learned, such as Lieutenant Colonel Ozo, who could not 
even spell his name, and Brigadier Kili [Barnabas], who was the Minister of 
Education.377 

Such was the unpredictability of Amin's era, where loyalty over professional competence 

mattered most. Colin Legum’s article, "Behind the Clown's Mask," of 1972 included challenges 

that professional groups faced.378 Technical people, especially Permanent Secretaries who served 

as the technical heads of government ministries, were almost always the sacrifice whenever they 

did not toe the line of their uneducated political bosses, the Ministers. Indeed, it is reported that 

on one occasion, President Amin himself sacked the Permanent Secretary for Education, Mr. 

 
376 Patel, "General Amin and the Indian Exodus from Uganda." p.15-17 
 
377 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
378 Legum, "Behind the Clown's Mask." Transition 75/76 (1997): 250-258. 
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Andrew Adimola, “for making his Minister (Brigadier Kili) look a fool before his Cabinet 

colleagues by briefing him incorrectly.”379  

College Experiences 

Rwegyemera went to Bishop Stewart Teachers' College, in Mbarara district (about 167 

miles west of the capital Kampala) in 1971 for a four-year Grade-II primary school teachers' 

course (See table 1.2). Her entry qualification was the Primary Leaving Examinations (P.L.E.) 

Certificate, which is the first academic attainment in Uganda, awarded after attending a seven-

year elementary level education and an internal examination, an equivalent of 7th grade in the US 

Education system (See tables 4.1 and 4.2). During that time, it was also common for students 

who could not afford to pay for secondary (high school) education to opt for teacher training 

because the latter was free of charge.  

I went to a Grade-II teacher training college after Primary Seven (P.7) in 1971, at Bishop 
Stewart Teachers' College in Mbarara. We were joining after P.7, to train as teachers. But 
I did not join as a music teacher. There was no specializing at Grade-II. We learned all 
the subjects taught in primary schools [elementary school]: English, Mathematics, 
Science, Social Studies, and Music. So, everybody was taught music in the teacher 
training college. Those who were interested [in music as a major] went to the college 
choir. 

 
According to this testimony, music teacher preparation in Uganda was not a specialized career at 

the elementary school teachers' preparation level, even though all student teachers took music as 

a required subject. Also, it is important to note that the candidates for this teaching grade level 

did not possess any high school education, which explained the four-year duration for the 

teaching course.  

 
379 Ibid., 92.  
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 Rwegyemera further explained the teaching of the music component in the four-year 

Grade-II teacher training course:   

The first and second years focused on learning [music] theory because from primary 
[elementary school], we had no idea of music [school music], apart from singing on 
parents’ days. But at college, we learned music theory, and it was all Western music 
theory. In year three, we started learning the methods of teaching music: how you 
introduce a song to the class, staff notation, and how to teach the music scale. We also 
had four teaching practices [student teaching]: two in the second year and two in the 
fourth year, during the finals.380 

 
The teaching of Western music theory went hand-in-hand with choir performance in two 

College-Chapel Choirs that mostly sung church hymns, of which Rwegyemera was one of the 

choir leaders. “I was one of the leaders of the Chapel Choir, guided by our teacher – the music 

tutor, Mr. Abel Kakudidi Bukuru.”381 Educated in the UK, Kakudidi is one of the highly 

celebrated Ugandan indigenous music educators, particularly, for his adeptness in choral 

directing. By the end of his impressive career, he served as the Inspector of Music in the 

Ministry of Education.382   

In 1972, while in her second year, Rwegyemera did and passed the Grade 3 Theory of 

Music exam of the Associated Board of Royal Schools of Music (ABRSM). This exam includes 

the basics of music notation, terminologies, signs, key signatures, and time signatures in Western 

music.383 According to Rwegyemera, the ABRSM examination was done outside the college’s 

music curriculum but she believed it considerably enhanced her music teaching aptitude for the 

 
380 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
381 Ibid. 
 
382 Issa A. Mugabo and Wamai Mark. “Interview with Mak Anthem Composer Mr. Grace Wilson Mutekanga,” 
Accessed on 3 November 2020. <http://www.mak.ac.ug/interview-mak-anthem-composer-mr-grace-wilson-
mutekanga> 
 
383 "A.B.R.S.M." Music Theory Grade 3, Accessed on 7 November 2020. <https://gb.abrsm.org/en/our-
exams/music-theory-exams/music-theory-grade-3/> 
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Ugandan schools’ music syllabus. A copy Rwegyemera’s ABRSM certificate is shown in figure 

4.10.  

 

Figure 4.10 Faith M. Rwegyemera’s Certificate for Theory of Music of the Associated Board of 
the Royal Schools of Music.384 (Photograph courtesy of Faith M. Rwegyemera) 

 With such music competences, Rwegyemera emerged as the best student teacher for 

music in the whole country. Upon her graduation in 1974, she was recommended for a Grade-III 

specialized music teacher training at Ggaba Primary Teachers' College, in Kampala (See table 

4.1 on upgrading teachers).    

 
384 Provided by Faith Mpiiriirwe Rwegyemera. 
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As one of the best student-teachers for music in the country, I was supposed to have 
joined Ggaba Teacher Training College for specialized training in music teaching. At that 
time, the norm was that all the best candidates in music teaching were selected and 
seconded to Ggaba TTC to become special [professional] music teachers. Those who 
were upgrading in other subjects would go to Buwalasi [TTC in Mbale].385 
 

Background information of the St. John the Baptist Ggaba Primary Teachers' College indicated 

that in 1968, the Ministry of Education elevated Ggaba Primary Teachers College to a Grade-III 

Teachers' College, with a specialization in mathematics and science.386 Although the information 

on the website does not include music, Stephen Rwangyezi, another interviewee for this period, 

shared a similar view as Rwegyemera. Rwangyezi affirmed that, Ggaba Teachers’ College was 

the only teacher training institution that provided specialized music teacher preparation in the 

country to the level of a Grade-III teacher certificate at the time. I discuss more details about 

Ggaba Teachers’ College in the next section covering the period from 1980 – 2000 of this study.   

 Rwegyemera did not immediately consider joining Ggaba Teachers’ College at that time. 

Instead, in 1978, she traveled to the UK, to join her husband, who lived in Cambridge. While in 

the UK, she joined Cambridge University Institute of Education for an Advanced Certificate in 

Education, with English as her teaching subject from 1978 – 1979.387 “I needed to join my 

husband in Cambridge, UK, so I did not take that course [music teacher course at Ggaba 

Teachers’ College]. Instead, I went to Cambridge, and pursued an Advanced Certificate in 

Education for the Commonwealth students.”388 

Music Festivals in the 1970s 

 
385 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
386 St. John the Baptist Ggaba Primary Teachers’ College, “Background,” Last updated 2015, 
<http://www.ggabateacherscollege.com/about.html> 
 
387 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
388 Ibid. 
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Since the colonial times, all interviewees contended that music teacher preparation was 

not a specialized program in the teacher training colleges, although music (singing) was 

compulsory. Pre-service teachers that wished to have music as their teaching subject had to join 

the college choir and participate in music festivals. Rwegyemera, too, confirmed that music 

festivals were a significant component of music teacher preparation in the 1970s. The originally 

religious Namirembe Music Festival discussed in the earlier periods, was still the main formal 

music event in Uganda, although it had been nationalized and controlled by the Ministry of 

Education after independence.389 

Someone in the Ministry of Education suggested the transfer of the music festivals to the 
ministry. This decision led to the shifting of the Namirembe Festivals to the National 
Theatre [from Namirembe Cathedral], and open to everybody (all schools), and not only 
the protestant [church-founded] schools. This transition happened immediately after 
independence, at around 1963 or 1964. From my second to the fourth year, our college 
choir made it to the National Competitions at the National Theatre in Kampala.390  

 
Nannyonga-Tamusuza also reported about this development. “After Uganda's independence in 

1962, the annual Uganda Schools' Music and Dance competitions organized by the Ministry of 

Education ousted the denominational Namirembe Church Music Festivals, and "traditional folk" 

dancing became part of the syllabus for the competitions.”391 A photograph of the Bishop Stuart 

Teachers' College Choir in which Faith M. Rwegyemera was a member is included in figure 

4.11. After the festival in 1973, the Choir went on a tour of the Kasubi Royal Tombs, a 

UNESCO World Heritage site ,392 in Kampala. 

 
389 Mangeni, "The Marginalization of an Indigenous Master Musician-Teacher: Evalisto Muyinda—1939–1993," 
58-59. 
 
390 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
391 Nannyonga-Tamusuza, "Competitions in School Festivals,” 98.  
 
392 “Tombs of Buganda Kings at Kasubi,” Accessed on 6 November 2020. <https://whc.unesco.org/en/list/1022/> 
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Figure 4.11 Rwegyemera (extreme right – squatting) with the Bishop Stuart Teachers’ College 
Choir at Kasubi Royal Tombs in 1973.393 (Photograph courtesy of Faith M. Rwegyemera) 

 According to this testimony, the position of the church in Uganda’s music teacher 

preparation seemed to remain strong even when Rwegyemera noted that the Ministry of 

Education had taken over the running of the Namirembe Music Festival. The chapel structure in 

the college system constituted the greater part and a compelling factor in the music teacher 

preparation process. Therefore, even though the Namirembe festival may have shifted from the 

Cathedral to the National Theatre, the music teaching philosophy probably still remained heavily 

biased towards church or Western music practices by the mid-1970s.       

Pison Nyinomujuni 

 Pison Nyinomujuni  was Faith M. Rwegyemera’s contemporary at Bishop Stuart 

Teachers’ College in Mbarara district, having joined the college in 1972. Therefore, the two 

 
393 Provided by Faith Mpiiriirwe Rwegyemera. 
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educators share related teacher preparation experiences especially at Grade-II level. His narrative 

for this study was obtained via a telephone interview conducted on May 19, 2020. Having 

attained all his professional music teachers’ qualifications in Uganda, his career journey 

provided a diverse indigenous experience for this study. Just as was the case with Rwegyemera, 

Nyinomujuni, too, joined  teacher training just after his elementary school education using the 

Primary Leaving Examinations certificate (See table 4.2).  

Nyinomujuni believed his music teacher preparation must have started from Primary One 

(first grade – elementary school). From the onset, he contended that his process of becoming a 

music teacher was a culmination of participation in various music activities and the arts 

integration approach of education he attained right from the first level of his academic 

journey.394 In a reflective tone, Nyinomujuni recounted when and how his music teacher career 

could have started:  

I think it started in P.1 [first grade – elementary school, See table 4.1]. Because, in P.1, 
we learned simple songs, and these songs could promote our learning in different 
subjects. It would promote our history and cultural stories. Then we would join in the 
singing of the church hymns. I joined the [Church] choir when I was in P.2. Then from 
around P.3 or P.4, I worked as the 'organ' of the church [singing of the introit of Psalms] 
because I was the person to start the hymns in the church. Then later, we went to these 
festivals. So, I joined music festivals at a tender age when I was in the lower [elementary] 
classes, and later, I became the choir leader.395 
 

The concept of arts integration within a cultural context is prominently evident and emphasized 

throughout his impressively long music teaching career.  

He graduated with his Grade-II primary school teacher certificate in 1975, with special 

interest in the music subject.396 Still at Bishop Stuart Teachers’ College, he attained a Grade-III 

 
394 Pison Nyinomujuni interview by author, 19 May 2020. 
 
395 Ibid. 
396 Ibid. 
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teacher certificate in 1977, having undertaken a “one-year up-grading course for primary 

teachers,”397 (See table 4.2). The up-grading practice was introduced by the British in 1954 at 

Kyambogo Government Teacher Training College. A British educator Jack Whitehead, who was 

the first College Principal, started this program, initially as a one-year course for primary school 

(elementary school) teachers to advance to secondary school (high school) teaching 

certificates.398 This practice has since continued in Uganda’s teacher training for in-service 

teachers. 

Nyinomujuni was passionate about music composition in the African traditional styles. 

He recalled often challenging set standards at college music festivals when he opted to compose 

his own songs in Ugandan traditional music styles, as opposed to singing the already existent 

folk songs.399 

I thought of composing more songs in the style of African singing. They could give us 
topics such as marriage, harvesting, hunting, etc. So, I could sit and compose a song on a 
given theme while other people would be looking for existing songs. I think I have over a 
dozen songs. And in Ankole [his ethnic region in western Uganda], the folk songs that 
children sing these days are my compositions, but they don't know that those songs are 
mine.400 
 

However, Nyinomujuni regrated that he since has not been able to document any of his works 

into publishable resources. Nonetheless, he noted that schools continue to perform several of his 

traditional compositions at music festivals. 

He also discussed teacher training experiences in Western music styles during his Grade-

III music teacher course. Nyinomujuni recalled that the entire college had only one textbook for 

 
397 Bell, Education in Uganda Before Independence, 46. 
 
398 Ibid. 
 
399 Pison Nyinomujuni interview by author, 19 May 2020. 
 
400 Ibid. 
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Western music: Graded Aural Tests for All Purposes: With Suggested Methods and Working, by 

Annie O. Warburton.401 This textbook had two editions, and both were the teacher’s copies, 

which he shared with his students.   

At Grade-III, I remember getting this book called Annie Warburton, Book 1 and 2 
[Graded Aural Tests]. Mr. Muwonge, our music teacher, brought those two books. He 
had only those two books, and he wanted them to go together. Those were the only 
textbooks I had.402  

 
Although the college curriculum included Western music programs, Nyinomujuni asserted that 

the teachers generally conducted these classes in the 'traditional' rote method. “Sight reading was 

only an item for competition at the festivals.”403 

 Nyinomujuni’s desire for advanced professional training in the musical arts led him to 

Makerere University, where he graduated with a Diploma in Music, Dance, and Drama in 1978. 

It should be remembered that in 1971, Makerere University started the Department of Music, 

Dance and Drama to support teacher training efforts to meet the increasing demand for qualified 

music teachers in the country. Joseph Wasswa’s undergraduate thesis of 2007 at Makerere 

University provided reasons for starting the Department of Music, Dance, and Drama in 1971. 

“The Ministry of Education needed trained music teachers for both primary and secondary 

schools, which service the new department had to accomplish by offering courses in Performing 

Arts.”404  

 
401 Annie Osborne Warburton, Graded Aural Tests for All Purposes: With Suggested Methods of Working. 
Cambridge University Press, 1971. 
 
402 Pison Nyinomujuni interview by author, 19 May 2020. 
 
403 Ibid. 
 
404 Wasswa, "Makerere University Music Dance and Drama Department,” 12.  
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Nyinomujuni continued with his pursuit of more advanced music teaching qualifications. 

In 1990, he graduated with a Bachelor of Education with Music from the Institute of Teacher 

Education, Kyambogo, before ending his music teacher preparation process in 1995, with a 

Master of Education from Makerere University.405 At his master’s level, Nyinomujuni focused 

on considerations for folklore practices in the training of teachers for infant classes. He believed 

that the initial stages of children’s education should reflect their life experiences at home.  

At home ,they [children] play football, they jump, they wrestle, they do all sorts of these 
things. They start learning how to count from home through these games and stories. At 
home, there is no formal learning. When they see their mothers grinding, they do it to the 
soil. They see them digging, for them they use sticks. So, I would like this kid to come to 
school and finds what they’ve left at home and then gradually bring in this new 
knowledge.406 

 
Nyinomujuni was also critical of the education system where the best performing students at O-

level (11th grade in US education system) are admitted to A-level, which is the higher secondary 

school section (See table 4.1), while those with the lowest grades are sent into teacher training. 

Nyinomujuni has had a long and distinguished music teaching career having taught at all 

levels of Uganda’s education system from primary school (elementary school) up to university 

level. As a high school teacher, has contributed a considerable number of students to Makerere 

University and Kyambogo University for the various music programs. He retired in 2013.       

Stephen Rwangyezi     

  Stephen Rwangyezi's interview for this study was conducted on June 14, 2020, via a 

zoom meeting, which lasted 1 hour, 15 minutes, and 7 seconds (1:15:07). Having started his 

education at the age of 15, Rwangyezi's story presented a myriad of intriguing experiences that 

 
405 Pison Nyinomujuni interview by author, 19 May 2020. 
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challenged conventional education standards and trends of the time. First, he completed his 

primary education (elementary school) within five years instead of the standard seven years. In 

his testimony, Rwangyezi noted that:  

In the 1970s, if a pupil were 15 years and above and excelled very well in Primary 
Leaving Examinations, they would be allowed to join teacher training college. For me, I 
had fortunately started school when I was already 15. But when they put me in Primary 
One (P.1) [first grade – elementary school], I was too big for the kids, and I would also 
perform better. So, in the second term, I went to P.2, and in the third term, I was in P.3 
[See table 4.1]. I finished my PLE in five years when I was 19. And because I didn't have 
money to go for secondary education, yet teacher training was free, I could not miss the 
opportunity.407 
 

He joined the southwestern Uganda-based Kabale Primary Teachers’ College in 1975 for a four-

year Grade-II teachers’ certificate, graduating in 1978.  

Rwangyezi explained how the Grade-II teacher training program was structured for 

candidates with only a Primary Leaving Examination certificate (equivalent to 7th grade 

graduation). He, however, emphasized that music was a compulsory subject at teacher training 

level, unlike in secondary school (high school) where it was optional.   

I was in teacher training from 1975 to the end of 1978. And to become what they called 
Grade-II teachers meant that you did the curriculum for O-level [four-year secondary 
school – equivalent to 11th grade in US school system], and also trained as a teacher in 
the same four years. This course included doing all the professional courses such as 
educational psychology, teaching methods, and school practice. You also did not have the 
luxury of choosing some subjects and leaving out others. While some students in 
secondary school [high school] could have dropped music, we could not. The Western 
music content we studied in class included staff notation and the history of European 
music.408 

 
All the three interviewees’ testimonies coincided with the decision of the 1963 Castle Education 

Commission’s aim to match teacher training with the new secondary school system after 

 
407 Stephen Rwangyezi interview by author, 14 June 2020. 
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abolishing the junior secondary section discussed in the immediate post-independence era of this 

chapter.409 Rwangyezi mentioned some of his college teachers such as Mr. Elisha Rukanga, Mr. 

Kinegyere, and Mrs. Babihuga.  

As seen from all earlier interviewees, choir performance programs and participation in 

music festivals, also, were the most prominent music teacher preparation activities for 

Rwangyezi. He contended:   

I think the most important thing that I remember during Grade-II teacher training was that 
Elisha Rukanga taught music in class and conducted the college choir. It was in the 
college choir that we had real practical [performance] music. Music competitions 
involved African music such as folk songs, dances, and they were beginning to introduce 
instrumental compositions [for African ensembles]. We only got introduced to the real 
Ugandan music through the college choir.410  

 
This information coincides with that of Rwegyemera and Nyinomujuni about the development of 

the repertoire for music competitions. All three educators contended that Western choral music 

was dominant  followed by the African music component, such as folk singing, dancing and 

instruments playing.411    

Another moment that Rwangyezi highly credits his music teacher preparation arrived in 

1976, while in his second year. His music teacher and choir director, Elisha Rukanga, was 

admitted to Makerere University for and advanced degree in education, leaving no teacher for 

the college choir. As an outstanding student, his teacher handed Rwangyezi the role of directing 

the choir of his peers. 

After Elisha Rukanga's admission to Makerere [University] when I was in my second 
year, there was no one to teach the choir, so he left it with me. Much as I was a student, I 
got the opportunity to be a student, and a tutor, then conducted the choir for three years. 

 
409 Ssekamwa, History and Development of Education in Uganda, 165.  
 
410 Ibid. 
 
411 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020; Pison Nyinomujuni interview by author, 19 
May 2020.  
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We were champions in the western region and the second runners up at the national level 
in those years. So, that's how I got my real training as a music teacher.412  

 
The three years were a significant experience for Rwangyezi that gave him national prominence 

as a music teacher, even before he had qualified as a Grade-II teacher, as he remarked: 

By the time I finished college in 1978, I was very famous across the country (the student 
who won qualified tutors in music competitions). So, when I graduated, schools were 
scrambling for me to go and teach. I then started teaching in 1979, which was disrupted 
by the Amin war. My first job was in the Mill Hill Schools in Nyamitanga [Mbarara 
district], where I taught in three primary schools concurrently: St. Lawrence, St. Helens, 
and St. Aloysius. But the war of Amin chased us, and Kabale Teacher Training College 
took me back, to teach both the college choir and the Kabale Demonstration School Choir 
[a primary school attached to the teacher training college].413  

President Idi Amin’s terror in Mbarara district was also mentioned by Rwegyemera in her 

testimony while at Bishop Stuart Teachers’ College, Mbarara. She remarked:  

The time for murdering those he [Idi Amin] suspected were gorillas was terrible for us in 
Mbarara. The people kept reporting others to earn favors, which made public executions 
very high. The college ferried us in the college truck [Lorries that served in place of 
college buses] to witness the executions.414 

From the mid to late 1970s, Amin’s arbitrary killings intensified against whoever he suspected 

did not support him. One prominent case was the murder of Archbishop Janan Luwum, the then 

head of the Anglican Church of Uganda on February 16, 1977.415 Roberts also reported that, “by 

1978, political tensions in Uganda were running high. Amin had become increasingly 

uncompromising towards any sign of dissent. In August 1976, up to 100 student protestors were 

shot dead at Makerere University.”416  

 
412 Stephen Rwangyezi interview by author, 14 June 2020. 
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414 Faith Mpiiriirwe Rwegyemera interview by author, 20 May 2020. 
 
415 “Biographical Sketches of Memorable Christians of the Past,” accessed February 23, 2021, 
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 Even when Rwangyezi had multiple teaching jobs just after his initial music teacher 

course, he remained determined to pursue a more advanced and specialized music teaching 

career. In his testimony, he indicated his desire to reach the highest tertiary institution in Uganda. 

“I wanted to join Makerere [University],”417 he noted. More of Rwangyezi's advanced music 

teacher career pursuits are presented in the next period of this study, covering between 1980 – 

2000.  

 Information from all the three interviewees for this section has underscored the position 

of choir performance in the music teacher preparation process, as was the case in the previous 

periods. There was, however, a notable increase in the African repertoire at the festivals in the 

late 1970s, partly attributed to President Idi Amin’s demands to eliminate anything Western or 

British. Although it is reported that the period between 1970 – 1979 forced many professionally 

qualified citizens and expatriates out of the country, some braved the times, including Janice 

Hobday, the British missionary music teacher presented earlier in this chapter. 

 

 

 

 

 
 

 
Diplomacy," 3.  
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Post-colonialism and Neoliberalism: 1980 – 2000   

 Since attaining independence in 1962, Uganda’s post-colonial history has been 

characterized by interminable civil wars, which have had a significant impact on public life and 

particularly, the education sector. Two events were key influencers for general education and 

constitute the focus for the current study in post-colonial Uganda between 1980 and 2000. First, 

the five-year National Resistance Army (NRA) guerrilla war with its triggers and the resulting 

National Resistance Movement (NRM) government; and second, the neoliberal policies of the 

International Monetary Fund (IMF) and the World Bank.418 This section presents music 

educators' experiences during the period from 1980 – 2000 in consideration to the prevailing 

political atmosphere of the time.  

Four Ugandan interviewees provided information about music teacher preparation during 

this period. Part of this narrative includes how the National Resistance Army (NRA) guerrilla 

war of 1981 – 1986 and the subsequent National Resistance Movement (NRM) government 

affected the music education discipline. The discussion also includes the role played by 

international agencies: The World Bank and the International Monetary Fund (IMF) from the 

late 1980s. Information from interviewees for this study indicate that a greater impact from these 

events became prominent after the mid-1980s. 

Faith M. Rwegyemera and Stephen Rwangyezi (both interviewees already introduced in 

the earlier period), plus James Makubuya and Peter Ekadu-Ereu shared their experiences for this 

section. Although information for this section is from four interviewees, only two participants: 

Rwangyezi and Makubuya, made direct connections to the two political events mentioned above. 

 
418 Jörg Wiegratz, Giuliano Martiniello, and Elisa Greco, eds. Uganda: The Dynamics of Neoliberal Transformation. 
Zed Books Ltd., 2018. 
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I first discuss briefly the effects of the NRA guerrilla war and the neoliberal policies of the 

World Bank and the IMF on higher education in Uganda, followed by the interviewees’ 

testimonies. 

Triggers of the National Resistance Army (NRA) Guerrilla War 

Nearly twenty years after independence, Uganda was still grappling with the political 

question, as revealed by interviewees' testimonies for this study. This political turmoil was not 

about to end even by 1980. Uganda's political dilemma was so apparent that, between 1979 – 

1980,  the country had three leaders in a space of just twelve months. Professor Yusuf K. Lule 

ruled for only 68 days from April 13 to June 20, 1979 and was followed by Godfrey L. Binaisa 

from June 20, 1979 to May 12, 1980. The third leader, Paulo Muwanga, took over on May 12, 

1980, and lasted only ten days as president but was reappointed as the Chairman of the Military 

Commission that organized the denigrated December 1980 general elections.419       

While Ugandans believed that Idi Amin's fall in 1979 had opened a new chapter for the 

country, the return of former President Milton Obote through what scholars have termed as the 

"farcical elections of 1980"420 came with a set of new challenges.  

The tragedy of Uganda is that each round of misfortune that comes seems to be much 
more calamitous than the one before. Some believe that Obote’s second presidency 
ushered in a period of grievous destruction and agony surpassing anything we had yet 
seen, including – incredibly – the regime of Idi Amin.421   

 
Mutibwa further indicated that Milton Obote and his Uganda People's Congress (UPC) Party just 

captured power despite losing the 1980 general elections. In total disregard of the emergent 
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disagreement from the polls, Obote took oath as President on December 11, 1980, to start what 

was known as the "Obote II" 422 regime. This outcome is what sparked the NRA guerrilla war.  

Yoweri Museveni, who also contested and lost in the same election under the Uganda 

People's Movement Party (UPM), rejected the polls and decided to oppose Obote's government 

through an armed struggle on February 6, 1981, also known as Tarehe Sita (literally meaning the 

6th day).423 Through a military formation named the National Resistance Army (NRA), this war 

lasted five years until January 1986. The civil war had a devastating impact on the country, 

including an estimated 300,000 people killed while over 250,000 people were forced to flee the 

country.424 “In 1985, Obote was deposed by Brigadier General Bazilio Olara-Okello and General 

Tito Okello Lutwa. Lutwa [with the help of Olara-Okello] ruled Uganda for six months, from 

July 29, 1985, to January 26, 1986, before Museveni ousted him on January 26, 1986.”425 The 

NRA militia group under the leadership of Yoweri Museveni took power in 1986 and formed the 

National Resistance Movement (NRM) government that is still reigning to this day.   

Neoliberalism 

The second event of note for this period was the introduction of the neoliberal policies of 

the International Monetary Fund (IMF) and the World Bank in the 1980s in Africa. With specific 

reference to Uganda's situation, scholars have defined neoliberalism as:  

A process of systematic and substantial transformation of Ugandan state, economy, and 
culture towards a 'market society', i.e., a society characterised by marketisation of social 

 
422 Charles Lwanga, "Audible Publics: Popular Music and the Politics of Participation in Postcolonial Uganda." 
(Ph.D. diss., University of Pittsburgh, 2020), 25. 
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relations, a general empowerment and hegemony of capital (especially of large private 
corporations), and the corresponding restructuring of people’s subjectivities, relationships 
and everyday practices so as to make all realms of society operate market-like.426  
 

For education, the World Bank organized a conference of Vice-Chancellors of African 

universities in Harare, Zimbabwe, in 1986, to introduce these higher education policies for 

Africa.427    

[The World] Bank studies claimed to show that the rate of return on investment in higher 
education was much lower than that in secondary or primary education and that the 
benefit was mainly private. The Bank drew two conclusions from this: one, that the 
beneficiaries should share a significant part of the cost of higher education; and, two, that 
the state should reduce funding to higher education.428  

 
 Mamdani further reported that Makerere University provided the model for the World 

Bank’s market-driven reform. He argued that this model introduced two reforms in higher 

education: 

… privatization and commercialization. Privatization amounted to the entry of privately 
sponsored students fee-paying into the university. Commercialization was a product of 
financial decentralization, which gave substantial resource control to revenue-generating 
faculties [schools], departments, and institutes.429  

 
He asserts that this reform's consequence was the rush for the university's different academic 

units to start programs that would attract fees paying students.    

 The introduction of private students at Makerere University was considered a solution to 

the "crisis of underfunding" for the university. When Makerere University introduced the private 

scheme in 1991/1992 academic year, Muhammed K. Mayanja, the then Director of Planning and 

Development, referred to this reform as a "quiet revolution" that had turned the institution around 
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427 Mamdani, "Higher Education, the State and the Marketplace," 7. 
 
428 Ibid., 8. 
 
429 Ibid. 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

156 

and restored its academic viability.430 This policy reform was a response to an increase in 

demand for university education beyond the government's capacity to finance. Mayanja noted 

that in 1990 and 1991, approximately 6,000 candidates qualified for university admission, but 

“Makerere University and two other new universities could not absorb more than 2,500 

students.”431 In this regard, considering that teacher training was free as revealed by interviewees 

for this study, the impact of commercialization and privatization of higher education on music 

teacher preparation must have been significant. Four Ugandan music educators provide 

experiences of music teacher preparation in relation to these political and policy developments.  

Rwegyemera at the National Teachers’ College Kyambogo 

 A segment of Faith M. Rwegyemera’s music teacher preparation experience has already 

been discussed in the 1970 – 1979 section of this chapter. That segment concluded with the 

Ugandan educator declining an opportunity for a Grade-III specialized music teacher training at 

Ggaba Teachers’ College in Kampala. Instead, she traveled to the UK to join her husband at 

Cambridge, where she attained an Advanced Certificate in Education (English subject) for the 

Commonwealth students. 

After returning from the UK, Rwegyemera still desired to advance in her career as a 

music teacher. Using her Cambridge certificate, she applied to the National Teachers’ College, 

Kyambogo for a Grade-V Diploma in Education. The Cambridge certificate was considered as 

an equivalent of a Grade-III Ugandan teacher certificate, which enabled her admission into a 

National Teachers’ College for a Grade-V Diploma (See table 4.2) as an up-grading teacher. The 
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up-grading system in Uganda’s teacher training practice is explained in Pison Nyinomujuni’s 

segment in this chapter. This practice started in1954 at Kyambogo Government Teacher Training 

College under its first British Principal Jack Whitehead, aimed at facilitating primary school 

teachers (Grade-II) to advance to secondary school teaching certificates (Grade-III).432 Under the 

same approach, Grade-III teachers would be admitted for Grade-V diploma certificates as in the 

Rwegyemera’s case.   

This practice continued even after independence to enable teachers who did not possess 

secondary school education (high school) to advance to higher teacher qualifications using their 

previous certificates as equivalents of the respective secondary schools’ certificates. Table 4.2 

shows the different entry qualifications to teacher training in Uganda. Accordingly, there were 

two avenues for admission into a Grade-V Diploma in education: (1) using the A-level higher 

secondary school certificate, and (2) using the Grade-III teacher certificate for in-service 

teachers. Therefore, Rwegyemera joined the National Teachers' College, Kyambogo in 1982 as 

an up-grading in-service teacher for a two-year Grade-V Diploma in Education. 

At Kyambogo NTC, the students we had in the music class had no background of music 
because some of them that had been admitted into music had not learned any music at all 
at the secondary school [high school] level. Most of the students that did not have a 
complete subject combination, but when they showed an interest in music or had ever 
sung in a church choir, they would be offered the subject [music]. I was far better than 
most students because I had at least had a background of music at Grade-II teacher 
training.433 
 
The differences in music backgrounds among students admitted to the national teachers 

college influenced curriculum choices at the time. 

They [college tutors] started with a bit of the basics that would bring these other students 
to catch up with the music, although it was a bit more advanced. We did music 
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composition and music transcription and started on African music taught by Mr. 
Christopher Kizza. We also had Mr. Mukuye, who taught us Western music. Unlike at 
Grade-II level, [at Kyambogo NTC] we even started learning the Western music 
instruments, with courses in piano. Some of the pieces we struggled with included works 
by Mozart, Beethoven, and Bach on the piano.434    

 
Rwegyemera indicated that the teaching of African music content with its related practices was 

prominent in the teacher training course at the NTC Kyambogo. She also included the 

assessment considerations and structure of the Grade-V music teacher course. 

We did a lot of African music at college. We learned African instruments. We also learnt 
how to make some of those instruments, such as, the xylophones, tube fiddles, because 
we were supposed to make them in our schools. We also did [performed] the traditional 
folk dances and folk singing as part of our examinations. Other items included traditional 
compositions that were based on selected themes. These were the subjects in which we 
were examined. Our examiners were Professor Katana [Solomon Mbabi], Mr. Moses 
Sserwadda, and once in a while, Professor Kakoma [George Wilberforce] would also 
come in. We usually did our practical examinations around March, and then we would go 
for a break and come about two months later to do the written exams (around May).435 

 
This testimony confirms the integrated nature of musical arts education in African contexts and 

its prominence in the teacher training curriculum.  

 Another aspect of academic rigor in the practical assessment for student teachers 

involved group (peer teaching) and individual (solo) music and dance performances.  

We had group dances aimed at testing how you teach the class. We were required to 
teach songs from our different cultures to the rest of the class. You would be marked 
according to how you have taught your dance or your song. Then there was also the 
individual dance. My individual dance was Amaggunju [folk dance of the Baganda 
people from central Uganda]. My colleagues would drum for me as I danced.436 

Rwegyemera also indicated that the National Teachers' College's instructional approaches were 

generally participatory between students and their teachers, and among the students themselves. 

 
434 Ibid.  
 
435 Ibid. 
436 Ibid.  
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This approach facilitated the teaching and learning of different ethnic musics and dances by 

indigenous students from the various ethnic cultures, which is indicative of aspects of African 

oral tradition methods of education.  

 Also, employed were the peer teaching and peer learning models for the Western music 

component, according to Rwegyemera.  

For example, in piano classes, the teacher would only give you an introduction to the 
piece and leave you in the music room. There was a lot of self-teaching. And if you were 
lucky to have someone in the class who was better on one skill, we would help each 
other.437 

 
Rwegyemera graduated with her Grade-V Diploma in 1984 and was employed as a music tutor 

at Kabale National Teachers’ College, in her home district. 

 Similar to how Peter Cooke emphasized indigenous music experts' role in music teacher 

preparation, Rwegyemera reinforced this practice by adding community elders as sources for 

authentic indigenous music knowledge.  

We used to have help from the elderly people—especially things to do with these 
traditional dances or traditional folk songs and folk stories which we would develop into 
songs. But I don't think that these days these people [student-teachers] go to consult 
them. But I think it would be a good idea, especially in the African music system. But 
these days, with these creative dances [contemporary dancing], you can’t tell what is 
traditional and what is not. There was a connection.438 

Through Rwegyemera’s narrative, one notices that her teachers at Grade-V teacher training are 

the individuals mentioned in the mid-1960s as the first group of in-service music teachers trained 

under Peter Cooke. Christopher Kizza and Moses Sserwadda were among the fifteen teachers 

that George W. Kakoma recommended to Cooke for more specialized music teacher training in 

1965. Secondly, although her time at NTC Kyambogo was at the same time when the NRA war 
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was going on, Rwegyemera did not indicate whether or to what extent this security situation 

impacted her music teacher preparation.  

Stephen Rwangyezi   

 Similar to Rwegyemera, Stephen Rwangyezi’s initial music teacher preparation 

experience has been discussed in the earlier segment of 1970 – 1979. Despite already possessing 

multiple teaching jobs by 1979, Rwangyezi still had the ambition to advance his music teacher 

career to the highest level. By 1980 with a Grade-II teacher certificate, Rwangyezi had two 

teaching positions at Kabale Primary Teachers’ College and Kabale Demonstration School. At 

the same time, he also wanted to study privately for the O-level and A-level certificates to get 

him  admission to Makerere University for a degree program (See table 4.2). He recalled: 

But there was a problem. As a principle, the college did not allow people to study 
privately to sit for O-level and A-level, yet I wanted to join Makerere [University]. For 
that reason, I left Kabale and went to teach in Kitunga Primary School [Bushenyi district] 
because I wanted to be near a secondary school where I could read privately.439  

 
Even in Bushenyi, Rwangyezi could not realize his dream because he objected to the task of 

having to prepare pupils' choirs to perform at political events.  In the 1980s, Bushenyi district 

was prominent as President Milton Obote's and Uganda People's Congress (UPC) party's strong 

base.   

Those were the times when the politics of UPC were really high and Bushenyi being 
where Obote landed [upon his return from exile], was high in politics. I didn't want to 
lead school children to sing in political rallies. I took some kind of refuge in Kasese 
[district] and that's how I ended up teaching in Hima Primary School. The Kasese school 
not being near a secondary school, the only way to move on [advance] was to do national 
exams for admission into Ggaba Teachers College. It [Ggaba Teachers' College] was the 
only college where music education was a specialty [sic]. They [Ministry of Education] 
would run a national exam for teachers who had exhibited exceptional abilities in 
teaching music. And if you passed, you would be admitted among the best 20 students in 

 
439 Stephen Rwangyezi interview by author, 14 June 2020.  
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the whole country. So, I was the best for that year and was admitted to Ggaba from 1983 
– 1984.440  

 
Rwangyezi noted that the Ggaba music teacher course was a one-year intensive program that 

also included other subjects such as Physical Education, Fine Arts, and lower primary education. 

 Rwangyezi explained the music teacher preparation content at Ggaba Teachers' College 

and how it was structured. He also fondly mentioned the role his teacher Mr. Stephen Busuulwa 

played in establishing the program.    

Mr. Busuulwa was such a liberal person that we sat down and agreed on what benefits we 
wanted from the Ggaba course. We agreed on two important things: (1) we would be 
placed in schools in Kampala [city schools]. And besides the regular teaching practice 
[student teaching], we would also be training choirs. (2) To change the curriculum a bit to 
include practical [performance], which required every student-teacher to do fifteen 
dances for exams from the different ethnic regions of the country. 

 
Following this plan and upon graduation with a Grade-III teacher certificate, Rwangyezi was 

posted to Lubiri Secondary School and Buganda Road Primary School – some of the prominent 

schools in the capital Kampala. He attributes his subsequent professional success as an arts 

entrepreneur to this placement.  

 Rwangyezi still held his dream of joining Makerere University to advance his academic 

training at the highest level. The limitation of his ambition was the lack of the required entry 

qualifications into a university program since he had joined teacher training with only a Primary 

Leaving Examination (PLE) certificate. He utilized his placement at Buganda Road Primary 

School (which is close to Makerere University campus) to pursue his dream.  

It was at Buganda Road that I connected to Makerere University. I still had a dream of 
pursuing the academic side of my life other than my professional side. To compensate for 
my O-level, I went to Makerere [University] to do what they called a Certificate of Adult 
Studies at the Center for Continuing Education (CCE). This was where we would be 
introduced to economics, political science, math, geography at an advanced level, which 
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enabled me to sit for the mature entry exams for the diploma course of Music Dance, and 
Drama (MDD).441   

 
Mature Age/Special Entry Scheme is an admission plan that provides an avenue for practicing 

specialists who may not have qualified through direct formal secondary school education to join 

Makerere University. The candidates must be 25 years or older and possess a minimum of the 

Uganda Certificate of Education (UCE),442 equivalent to 11th grade in US high school education. 

For a Diploma in Music, Dance, and Drama, this program involved a pre-entry examination for 

the candidates in all the musical arts subjects, with their respective theoretical and practical 

dimensions. 

 Rwangyezi noted that Makerere University had structured the Diploma in Music, Dance, 

and Drama to include a teacher training component to the level of a Grade-V Diploma in 

Education (See table 4.2). Unfortunately, this plan did not succeed.  

At that time, there had been an agreement that those teachers who were at Diploma at 
Makerere [University] would be awarded a Grade-V Diploma from Kyambogo NTC. So, 
Professor Katana and Professor Nsubuga were giving us the music knowledge and the 
professional [teaching] side that was required by Kyambogo NTC. Because of the 
possibility of becoming music teachers, the practical [performance] component of the 
MDD Diploma became highly emphasized. People like the late Sserwadda, Mr. 
Mutekanga [lecturers at Makerere University, Department of Music, Dance, and Drama] 
emphasized our ability to sing, to dance, to notate, which made me pretty outstanding 
because I became an instructor in the different areas. Unfortunately, before we could be 
awarded the Diploma, Kyambogo and Makerere quarreled, and we never got it.443 

 
This development implied that the Diploma in Music, Dance, and Drama was not recognized as a 

teaching qualification, but rather, a professional performing arts course. It is fascinating that 

 
441 Ibid.  
 
442 Makerere University Office of the Academic Registrar, “The Mature Age Entry Application 2012/2013” 
<https://www.mak.ac.ug/documents/2012AR/MatureAge2012-2013.pdf> 
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despite the academic rigor that Rwangyezi explained and the original purpose which inspired the 

starting of the Department of Music, Dance, and Drama in 1971, an inter-institutional 

controversy between Makerere University and the National Teachers' College, Kyambogo 

frustrated this music teacher preparation program.  

 Another impasse in Rwangyezi's music teacher preparation emerged from his impressive 

musical arts performance background, which made him a highly sought-after artist. This matter 

sometimes conflicted with his school schedules. Unfortunately, this situation led to irreconcilable 

challenges that effectively brought Rwangyezi's music teacher career to a premature end. 

Nonetheless, he attributes part of his performing arts’ entrepreneurial success to his music 

teacher training experiences.     

Due to misunderstandings with some members of the MDD faculty, I chose to drop out of 
my Diploma MDD course just a few months before examinations. Instead, I went and 
pursued a Bachelor’s degree in Economics and Rural Economy, which knowledge I 
combined with my music teacher training from Kabale and Ggaba to start a well-
managed [indigenous arts] business.444   

 
Indeed, in 1984, Rwangyezi founded Ndere Troupe – a multi-ethnic music and dance ensemble, 

which, among other objectives, included education through music as one of its agenda items. 

The objectives of Ndere Troupe are 1) to educate the masses through music, 2) to be 
Uganda’s cultural ambassadors, and 3) to transform the lives of the people in Ndere by 
educating them and transforming their lives through their own culture. … Secondly, 
Ndere Troupe organizes music and dance festivals countrywide, which they use to 
identify talented people whom they encourage to join the troupe. Thirdly, some members 
of the troupe are music teachers, who themselves may also recommend talented students 
from their schools.445  
 

Effect of Neoliberalism and the National Resistance Movement Government on Music 
Teacher Education  
 

 
444 Ibid. 
445 Asaasira, "Performing Uganda,” 187. 
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 Rwangyezi provided information on the situation of music teacher preparation under the 

National Resistance Movement (NRM) government and the neoliberalism policies of the World 

Bank and the International Monetary Fund (IMF). The NRM Government began in 1986 

following a five-year guerrilla war led by Yoweri Museveni.446 After the five-year war, the 

emerging government made several policy adjustments to several sectors of government and also 

sought support from global partners such as the World Bank and the IMF to help rebuild a 

severely broken nation. 

Rwangyezi remarked that before the NRM government, previous governments accorded 

teacher training high consideration as stated in the following narrative, which is quoted in full to 

allow for a complete understanding of the chronology of events.   

Until 1986, teacher training was taken extremely seriously. It was only the best students 
who would be admitted for teacher training at every level, whether it was Grade-II, 
Grade-III (which was after S.4), or Diploma (which was after S.6) [Senior Four (S.4) and 
Senior Six (S.6) are the two levels in Uganda’s high school graduation, equivalent to 11th 
grade and approximately year one undergraduate respectively in the US education 
system. See table 4.1]. The teacher training institutions first selected the cream of the 
cream [the best performing candidates], and then Secondary Schools and other Tertiary 
Institutions selected the rest. If you were to go for teacher training, first of all, you would 
be the best academically. Secondly, when you came out, your job was already waiting for 
you. After qualifying from college, you would go and do the Teaching Service 
Commission447 interviews and would be posted anywhere in the country. It is after 
1986/1987, after abolishing Grade-II certificates, that the government started taking only 
those who could not qualify for courses they wanted at S.5 and S.6 university, that they 
were relegated into teacher training.  

After 1986/1987, things swapped for the worst. Only those who failed O-level [the 
equivalent of 11th grade] were sent into teacher training for Grade-III. Those who failed at 
HSCE [A-level] to go to University, were sent to Kyambogo to do Grade-V. Then they 
[government] also opened up other [regional] National Teachers' Colleges. They even 
phased out the Bachelor of Education at Makerere and left it for Kyambogo [ITEK]. It 
was still those [candidates] who could not qualify for Bachelor of Laws and Medicine 

 
446 Lwanga, "Audible Publics," 25. 
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that went for the Bachelor of Education. At this time, it was no longer a guarantee that 
after graduating from teacher training college, you had a job. Previously admission to 
teacher training would be based on the available spaces in schools. It was a needs-based 
assessment admission. They did not just train anybody. They considered the number of 
vacancies in primary and secondary schools in order to give admissions to the teacher 
training colleges. After that, it [teacher training colleges] became a "dumping" ground for 
all those who qualified to go to university but couldn't be admitted to the courses of their 
choice due to lack of space, so the option was to go into teacher training.  

 
The other thing is that the music education [program] that was in Ggaba Teachers' 
College was closed. Government closed the Teachers' College itself, but the Catholic 
Church, which did not want it [TTC] closed, took it up as the first private Teachers' 
College. This [operating a private Teachers' College] was not allowed under the Ministry 
of Education guidelines. The Church stood its ground because the college had built a 
reputation; "we are retaining it as a teacher training college, privately owned by the 
Church." So, once that happened, they started admitting everybody because they were 
only going to depend on school fees. Initially, there were no paying of school fees in 
teacher training colleges because everything was catered for by the government, 
including the allowances, uniforms, books, etc. So, the devaluation of teacher training 
came after 1986/1987.448 

 
This information relates to what Ssekamwa reported in his book, History and Development of 

Education in Uganda. In 1987, the NRM government appointed the Sentenza Kajubi Education 

Commission to review Uganda's entire education system.449 According to Ssekamwa, this 

commission made recommendations that “differed drastically” from those set up by the Castle 

Education Committee of 1963.450 One recommendation was to raise the entry qualifications to all 

Tertiary Institutions to an A-level certificate (See table 4.2). This recommendation targeted 

institutions, including universities, polytechnics, and all colleges. However, several of the 

Senteza Kajubi Commission's recommendations remain unimplemented to this day, including the 

proposed 8-year primary (elementary) school education.  

 

 
448 Stephen Rwangyezi interview by author, 14 June 2020. 
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Music Education and the National Resistance Movement Secretariat 
 

The National Resistance Movement (NRM) was the National Resistance Army's political 

organ that took over government in 1986. One of the Secretariat's duties was regulating 

education programs under the objective to: “implement a focused human resource development 

policy and capacity building in the technical and public service sector.”451 According to 

Rwangyezi, although this body consisted of technical personnel in different disciplines, their 

appointment focused more on political loyalty than their professional competencies. He narrated 

how music teacher preparation and, specifically, the schools' music festivals were impacted 

under the NRM Secretariat's stewardship in the mid to late 1980s. His narrative also included 

key individuals in the development of music education in Uganda around that time. This 

segment, too, is quoted in full for a close chronology of events.  

The Ggaba College [specialized music teacher program] was specifically initiated by the 
Inspectorate of Music in the Ministry of Education headed by the late Kakudidi Bukuru. 
He did two things: (1) Originally, all music in schools was for Western music. Kakudidi 
Bukuru, Arthur Musulube, Sam Muwonge, Stephen Busuulwa, James Makubuya, Zadok 
Adolu, Francis Mulindwa, and Janice Hobday [a British missionary music teacher] got 
together and changed what used to be the Namirembe Festival into the Uganda Schools 
Music Festivals (USMF). They found out that there were no teachers who could teach 
music in schools. This group used to go and teach in that program. (2) They would go all 
over the country and form Curriculum Development Committees (CDCs). We would 
have district-based workshops twice a year in every district, developing content and 
materials for teaching music. They would choose some of us to sit at the national level to 
develop the national curriculum. 
 
By the time Kakudidi Bukulu died, we had developed a curriculum that was covering 
from primary to senior four covering everything you used to see in the festivals and more. 
We were also developing teaching resource materials both in terms of written and 
physical teaching aids. We had submitted all these to the National Curriculum 
Development Center (NCDC) by the time he died. 

 
Then the usual politics set in. There was a lady called Christine Kiganda who took 
everything we developed to the NCDC. When Christine Kiganda retired, that was the end 
of that system. Again, unfortunately, in 1987, the NRM Secretariat takes over the 
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festivals and set themes such as "Anti-imperialism, Solidarity, Peace and Friendship," to 
which we all objected. They also indicated that Western music was colonial, and 
Ugandan traditional dancing and folk singing were backward. They [NRM Secretariat] 
brought in the creative dances, original compositions and removed set pieces [Western 
choral singing]. So, there was no more standard measure.  

 
For that reason, the music curriculum that we were developing closed. The Inspectorate 
that was running the National Music Festivals and linking up with teacher training 
colleges and running of Ggaba Teachers' College, was disbanded. By this time, the music 
festivals were being controlled by the NRM Secretariat. They took the late [Francis] 
Mulindwa from teaching to run that department in the NRM Secretariat. At this point, the 
development of music teaching materials and curriculum stopped.  
 
In the same way, the position of the Inspectorate of Music in the running of the schools' 
festivals also stopped. Then they brought in people who had absolutely nothing to do 
with music, such as the late Kakooza to head the music department in the Ministry of 
Education. In fact, all of us [music teachers] left the music festivals because we did not 
want to do political propaganda through schools' music competitions. And I think that's 
when James Makubuya [former head of music curriculum in Uganda and an interviewee 
for this study who I discuss ahead] left Uganda for the United States. 

 
Then I started the Uganda Development Theatre Association (UDTA)452 music 
competitions and engaged teachers who wanted to maintain the standard competitions. 
The curriculum could not get the resources materials because no one had been publishing 
Ugandan-based music education materials. The secondary schools were using only 
Western set works and books (Handel's Messiah). When the Inspectorate of Music tried 
to introduce African music into the O-level and A-level curriculum in the few schools 
such as Makerere College School, Gayaza High School, King's College Buddo, and 
Bweranyangi Girls’ School, there were no materials and neither the effort to develop 
them. All had ended when Kakudidi Bukuru was head of Inspectorate of Music in the 
Ministry of Education, and when Christine Kiganda was still at the NCDC. When the 
NRM Secretariat took over the music festival, it precisely killed all the efforts of linking 
the Ministry of Education and the NCDC.453 

 
Whereas one of the NRM Secretariat’s core principles was Pan-Africanism,454 on which basis 

they discouraged the performance of Western music from school festivals, it is ironic that they 

 
452 “Uganda Development Theatre Association,” Ndere, accessed December 14, 2020, <https://ndere.com/u-d-t-a/> 
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also disregarded the Ugandan indigenous performing arts, considered as backward. This policy 

caused a significant setback for music education, as narrated by Rwangyezi.  

 Although Rwangyezi started the Uganda Development Theatre Association in 1997, his 

narrative indicated that he derived this idea partly from the thought that inspired the founding of 

Ndere Troupe in 1984, while he was a music teacher at Lubiri Secondary School. Some of the 

goals attributed to the founding of the Uganda Development Theatre Association such as 

“liberating our performing arts from being symbols of evil worship and backwardness to highly 

respectable and admirable stage art,”455 appear contradictory to the proposals made by the NRM 

Secretariat about Ugandan musical arts.      

 Rwangyezi also commented on how neoliberalism policies of the World Bank and the 

International Monetary Fund (IMF) impacted music teacher preparation in particular and music 

education in general terms.    

One other thing is, I think there was a World Bank or IMF requirement which stated that 
“subjects that did not have up to 60 students in O-level classes [from 8th to 11th grade in 
US education system], should be scrapped off the education curriculum.” That meant that 
subjects such as music, technical drawing, and fine arts were dropped in most schools. It 
is only a few stubborn ones that stayed with the subjects. Excuses of the lack of music 
teaching materials, no reference materials were fronted, stopping music teaching in 
schools. However, the truth of the matter was, the [Ministry of Education] stopped 
training the teachers who would be competent to handle the teaching of music in 
schools.456 

 
Without hiding his frustrations, Rwangyezi believed that the drastic decline of music teacher 

preparation is just a part of the lack of prioritization of the entire education sector by the National 

Resistance Movement Government of 1986.  

For whatever reasons, we [Uganda] have not had any serious thinking about the country's 
education since 1986. The priority is the military and physical infrastructure. So, for that 
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reason, there has never been any serious consideration for what it takes to get a well-
educated person.457 

 
Rwangyezi’s claims are supported by the discussion in the study by Change et al, on “Education 

Policy Formation in Uganda.”458 The authors highlighted the lack of a clear government policy 

framework to guide government and donors' roles in the reconstruction of Uganda's education 

system.  

Both the donors and ministry were trapped in the void between an unpublished set of 
EPRC [Economic Policy Research Center] recommendations and the absence of a White 
Paper [government document that introduces policy preferences for legislation]. As the 
delay dragged on with no signs of early resolution, the donors and the ministry began to 
proceed with a tacit understanding that actions would have to be taken without an 
officially approved set of policies.459  

 
With no official policy position, the authors indicated that in July 1991, the government decided 

on a small one-day meeting for information sharing organized by the World Bank with local 

representatives of donors and the Ministry of Education officials. 

 Regarding the future of music education in Uganda, Rwangyezi advised that music 

educators may have to consider integrating the revenue generation question in terms of how 

much music education programs would contribute to the national gross domestic product (GDP). 

With this idea, he suggested "looking at music [education] through the Ministry of Tourism 

where you would need to train artists who are going to develop music programs/products and 

quality entertainment to international level."460  

 

James Makubuya 
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 James Makubuya's brief profile is also included in the Methodology Chapter of this 

document. He provided information for this study through a zoom meeting conducted on May 

28, 2020. Makubuya is an ethnomusicologist, a traditional Ugandan instrumentalist and dancer, 

currently based at Wabash College in Crawfordsville, Indiana, in the United States.461 He is an 

Associate Professor of Music, teaching courses in (1) Global Perspectives of Music; (2) Music 

Instruments and Cultures; and (3) Introduction to World Music.  

As reported in Rwangyezi's testimony, Makubuya was a member of the group of music 

educators in the 1980s, including Zadok Adolu Otojoka, Kakudidi Bukuru, Arthur Musulube, 

Sam Muwonge, Stephen Busuulwa, and Janice Hobday, that made significant contributions to 

Uganda's music education at the time. One of the group's achievements was initiating the 

transformation of the denominational Namirembe Church Music Festivals into Uganda Schools' 

Music Festivals and forming regional Curriculum Development Committees for music education 

in Uganda. By the time Makubuya moved to the United States in 1986, he had served as head of 

Uganda's music curriculum development at the National Curriculum Development Center 

(NCDC), in Kampala. His interview for this study mainly focused on curriculum matters.   

Unlike the previous Ugandan interviewees who joined teacher training without secondary 

school education, Makubuya attended a catholic high school at Kisubi Seminary for his O-level 

(11th grade), the Uganda Certificate of Education (UCE). At the seminary (which also taught the 

general high school curriculum), Makubuya learned singing and playing the piano under a 

German priest whose name he did not provide for this study. Becoming a teacher was not 

 
 
461 Wabash, Academics Music Faculty & Staff. accessed August 9, 2020. 
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originally his desire, but rather, an unexpected situation due to having missed out on admission 

to higher secondary school while he was at the seminary.  

By the time I left [the seminary], they had already admitted students for the higher school 
certificate (A-Level). So, my dad told me, well, you can wait for another year, but in the 
meantime, you can join a teacher training college. So that is how I joined Shimoni 
Teachers’ College (PTC) after Kisubi Seminary.462   
 

Makubuya joined Shimoni Primary Teachers' College (PTC), in Kampala, where he attained his 

Grade-III Teaching Certificate. Using this initial teacher qualification, he advanced to the 

National Teachers' College, Kyambogo, for a Grade-V Diploma in secondary school education 

through the up-grading system for teachers. After Kyambogo, Makubuya joined Makerere 

University from where he graduated with a Bachelor of Arts degree in Music and English 

Literature, in 1980.463  

 According to Makubuya, proficiency in music performance perspectives was the primary 

assessment and examination considerations in music teacher preparation in colleges.  

At the time, any teacher who was interested in teaching music was expected to either be 
able to sing or play an instrument or both. We didn't have anything literally written down, 
at least not for the elementary schools’ [pre-service teachers]. For example, when I was at 
Shimoni Teachers’ College [Grade-III], I was not graded for what I was doing. When I 
was at Kyambogo National Teachers’ College [Grade-V], all I did was perform. I also 
answered questions in theory [of music], such as the meanings of music terms, Italian 
terms like allegro… at the time, that's what mattered. For example, the late Kizza [A 
Ugandan resident music tutor at NTC Kyambogo] was very, very good on the endingidi 
[Ugandan tube fiddle]. So, his evaluation was, “how does Makubuya play the endingidi?” 
I needed to be able to play the variance types [styles]. That's the only way he was 
evaluating people. Presentations and performance were the main evaluation 
approaches.464   
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He also acknowledged indigenous expert music-teachers' contributions, such as Albert Ssempeke 

and Evalisto Muyinda, who taught him how to play his primary instrument, endongo (Ugandan 

Bawl lyre) and other instruments.   

 In his narrative, Makubuya stated that since 1950, Uganda's music education curriculum 

had changed continuously after every ten years.  

The [music] curriculum from the 1950s, the colonial curriculum was different from the 
one around ten years from independence. Even after independence, ten years later, they 
said, let's change this. Unfortunately, after 1986, I left the Curriculum [Development 
Center] when I went to study for my master’s degree in the United States. That time, 
something changed also.465  

 
Makubuya, who currently lives in the United States, indicated that documents on music 

curriculum were at his home in Uganda, which we could not access for this study. He informed 

this author that he could not make his regular summer travels to Uganda due to travel restrictions 

caused by the COVID-19 pandemic. Thus, he could not provide specific details of the changes 

referred within the time for this study.    

 Makubuya emphasized the importance of festivals in Uganda's music education 

curriculum. He recalled with frustration that the curriculum proposals he made twelve years after 

independence (around 1974) were no longer existent in Uganda's current music education 

practice.  

My frustration is that all those things we discussed – twelve years after independence 
have all disappeared. For example, we had national festivals. Different districts were 
holding national festivals. These festivals included western classical music singing, folk 
music, depending on any culture, traditional musical instruments, western instruments, 
dancing – all types of dances. Those were the things we actually started when we wrote 
the [music] curriculum, and those things are now gone. They are not there anymore. For 
the last three years, I've been to Uganda carrying out research, I think since 2016, the 
national festivals have disappeared. If they are there, they are very minor. They [Ministry 
of Education] don't even care about that.466 

 
465 Ibid. 
466 Ibid. 
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Makubuya also mentioned individuals who were central to the development of music festivals in 

schools.  

When I was in charge of the curriculum development, there was a gentleman from 
Ankole, I forget his name;  he was in charge of the music festivals [Kakudidi Bukuru]. 
He was very powerful. And then another one from Busoga whose name starts with “M” 
[Arthur Musulube]. Those are the two guys who were in charge of the national music 
festivals, and they also had their office in the Ministry of Education. They were very 
helpful. 

 
This information coincides with an earlier position provided by another interviewee – Stephen 

Rwangyezi, about music festivals. He stated three factors that resulted in the collapse of the 

Uganda Schools' Music Festivals: The Ministry of Education's closure of the Inspectorate of 

Music, the closure of the music teacher program at Ggaba Teachers' College, and the eventual 

takeover of the schools’ festivals by the NRM Secretariat around 1986.      

 As a secondary school music teacher at Makerere College School, Makubuya initiated an 

annual internal music festival that involved all students in the school.  

When I was at Makerere College School, I started a festival called MAPA (Makerere 
Performing Artists Festival). The reason I started that is that we were very frustrated. We 
never had enough time to teach students to perform music and even go into theater arts. 
So, Professor Samuel Kasule,467 now in the University of Derby in the UK, we worked 
together. He was in theater; I was in music. And I was in charge of the department, and 
we started that MAPA festival so that all the students had the opportunity to learn to play 
and perform either theater or musical instruments, as well as singing and dancing.468  

 
 Makubuya advocated for a music education philosophy initiated by Japanese pedagogue 

Shinichi Suzuki.469 He applied the "Suzuki Method" to the learning of Ugandan traditional music 

 
467 “University of Derby,” Professor Samuel Kasule: Reader in Postcolonial Theatre and Performance Studies/Senior 
Lecturer in English, accessed December 19, 2020, <https://www.derby.ac.uk/staff/samuel-kasule/> 
 
468 James Makubuya, Interview by author, May 28, 2020. 
 
469 Hendricks, Karin S. "The Philosophy of Shinichi Suzuki:“Music Education as Love Education”." Philosophy of 
Music Education Review 19, no. 2 (2011): 136-154. 
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instruments with primary emphasis placed on listening and imitating the sounds, but not reading 

notes.  

I did not make up the pedagogical approaches, but I was copying from the Japanese. 
Because the Japanese, at some point, started playing the fiddles [violin] but then they 
realized that it becomes very difficult for a little kid of five to play a fiddle [violin] by 
reading the notes. They used a system called the “Suzuki Method.” And I said, why don’t 
we use the Suzuki Method to teach these young people to learn not by reading, but rather 
by hearing or listening to that sound. So, we encouraged children right from primary 
schools all the way to secondary schools who are learning to play traditional instruments 
to learn those instruments by starting learning how to replicate the sounds of the musical 
instruments.470 

 
 Makubuya’s narrative about music education in Uganda is one that presented several 

disappointments and frustrating moments. Although he indicated that he left Uganda in 1986 to 

pursue his master's degree at the Catholic University of America, Washington, we may not rule 

out the impact of frustrations he encountered in Uganda. Indeed, his contemporary, Stephen 

Rwangyezi speculated that Makubuya’s decision to move to the United States was triggered by 

the overbearing political hand of the NRM government in the matters of music education in 

Uganda.  

 

Peter Ekadu-Ereu 
 
 Peter Ekadu-Ereu is a career music educator, currently teaching at Kyambogo University, 

in the Department of Performing Arts as a Lecturer. His initial profile is also included in the 

Methodology Chapter of this study, under additional informants’ profiles. He provided 

information for this study by an email, which he sent on June 18, 2020. In his responses, Ekadu 

highlighted four major areas of Uganda’s music teacher preparation: (1) history of teacher 

 
470 James Makubuya Interview by author, 28 May 2020. 
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training in Uganda; (2) curricula materials used over the years; (3) instructional methodologies 

and pedagogical practices; and (4) current practices in music teacher preparation.471 Through his 

biography and professional experience, Ekadu presented a history of music teacher preparation 

and the evolution of teacher training practices in Uganda from colonial times. His views were 

congruent with the historical background of teacher education presented in Chapter One of this 

work. 

    

Ekadu’s Biography 

Ekadu attained his first teacher certificate – a Grade-V Diploma in Education in Music 

and History, in 1986, at Makerere University. In 1990, he graduated with a Bachelor of 

Education in Music, followed by a Master of Education in 1992, with a focus on the following 

subjects: Music, Foundation of Education, Philosophy of Education, and Curricula matters. Both 

degrees were attained from Makerere University. In 2012, Ekadu also graduated with a Doctor of 

Philosophy in Music Education from Kenyatta University in Nairobi, Kenya.472 He possesses a 

long teaching career that spans 34 years, having started as a high school teacher for Music and 

History at St. James’ Secondary School – Jinja, Uganda, from 1986 – 1994 before advancing to 

training of teachers.  

Ekadu then joined preparation for music teachers at the Institute of Teacher Education 

Kyambogo (ITEK, discussed in more detail later in this section) in 1994 as a music education 

faculty, a position he still holds to this day. From 1998 – 2005, he served as Chair of the 

Department of Music at ITEK. He maintained this position even after ITEK merged with two 

 
471 Peter Ekadu-Ereu interview by author, 18 June 2020. 
 
472 Ibid. 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

176 

other Institutions: Uganda Polytechnic Kyambogo – (UPK) and Uganda National Institute of 

Special Education – (UNISE), to form the present-day Kyambogo University.473 Ekadu is the 

Kyambogo University choir director and a member of the National Uganda Schools & Colleges 

Music, Dance, and Drama annual festivals since 1990.474 

 

Ekadu on the History of Music Teacher Preparation in Uganda 

 Peter Ekadu-Ereu traced the history of music teacher preparation in Uganda from the 

works of the European missionaries. His explanation provided specifics of roles played by the 

two missionary groups – the Anglican Church Missionary Society (C.M.S) and the Roman 

Catholic (RC) White Fathers.   

Between 1950 and 1962, was the period of colonial administration and Church 
missionary involvement in Uganda. Under their umbrella, the Anglican missionaries 
(C.M.S) founded high schools like King's College Budo, Gayaza High School, Mengo 
Secondary School, Nabumali High School, among others. Music teachers were appointed 
in these schools by the founding body. The Roman Catholic (R.C) Missionaries also 
founded schools like Namilyango College, Mt. St. Mary’s College Namagunga, St. 
Mary’s College Kisubi, among others, each with a teacher of music where necessary. All 
these teachers in the C.M.S and RC founded schools were Europeans. Each taught what 
he/she knew and had an interest in. There was no single known [music] curriculum, nor 
teacher preparation program for the European teachers. The C.M.S schools were 
eventually incorporated into the Namirembe Church Music Festival, which had a 
program to prepare teachers for that activity.475 

 
One example of the missionary music teachers that Ekadu could be referring to is Janice Hobday, 

a British interviewee included in the earlier section of this chapter. Hobday came to Uganda in 

1965 to serve as a missionary-music teacher at an all-girls Anglican Church-founded Gayaza 

 
473 Kyambogo University, “History of Kyambogo University” accessed December 22, 2020, 
https://kyu.ac.ug/historical-background-about-us-kyambogo-university/ 
 
474 Peter Ekadu-Ereu interview by author, 18 June 2020. 
  
475 Ibid. 
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High School. According to Ekadu’s testimony, the Namirembe Church Music festival was the 

earliest music teacher preparation practice in Uganda.   

 Ekadu further indicated that  the establishment of Uganda's earliest teacher training 

institutions followed the increased demand for indigenous teachers to serve the growing number 

of schools. Although these teacher training colleges started as government institutions, the 

influence of the religious groups was significant, especially in their operations. Ekadu also 

explained the process by which music became part of the teacher training curriculum.  

As the number of schools continued growing, the C.M.S established a Government 
Teacher Training College (GTTC) in Nyakasura in 1948 to train teachers for their 
schools. This College was later transferred to Ruharo in Mbarara and finally to 
Kyambogo hill on a piece of land donated by the Kabaka of Buganda. Other GTTCs were 
later opened, like Kakoba in Mbarara, Boroboro in Lira, Buwalasi in Mbale, Ngora in 
Teso. Music in the curriculum of the GTTC was basically to enable teacher trainees to 
learn and master the reading of tonic sol-fa and the skill of choral singing through 
rehearsals of several Western choral pieces. The inclusion of teacher training colleges 
aimed to organize school and church choirs to participate in the Namirembe Church 
Music Festival. The R.C missionaries also established their own colleges and seminaries 
like Ggaba in Kampala, Nyondo in Mbale, Wodonga in West Nile, Alokolum in Lira, St. 
Aloysius Ngora in Teso, among others. Just like the C.M.S missionaries, the R.C 
Colleges and seminaries also lacked music in their curriculum. The writing and reading 
of music in staff notation were mainly taught to those in the seminaries in their 
preparation for church work.476   

 
Indeed, this testimony is congruent with Scanlon’s report on how religious missions operated all 

the government teacher training colleges for primary school teachers before independence.477   

 After Uganda's independence in 1962, the Government started to take more roles from 

the missionaries in running the teacher training colleges. This development led to the elevation 

of different colleges to begin training teachers for secondary schools and colleges. Ekadu 

discussed this process and how music was included in the teacher preparation programs. 

 
476 Ibid.  
 
477 Scanlon, “Education in Uganda,” 70. 
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From 1963, after attaining independence to 2010, the Government started organizing 
programs for music teacher preparedness. Thus, the Government Teacher Training 
College (GTTC) Kyambogo, was upgraded into the National Teachers’ College (NTC) 
Kyambogo to train teachers for secondary schools. Subsequently, all the C.M.S and R.C 
founded colleges were also taken over by the Government as GTTCs to train Grade-II 
teachers for primary schools. Although music was included in the curriculum of the 
GTTCs, there was a challenge of lack of trained tutors for these colleges. This [lack] gave 
a chance for the establishment of the Department of Music, in the National Teachers' 
College Kyambogo in 1964, to train Grade-V teachers of music for secondary schools 
and colleges. Anyone admitted into the NTC Kyambogo had to pass the music pre-entry 
test that included, basically, the aural skill test, Western solo singing, and traditional 
dance performance. Playing of Western or traditional musical instrument was an added 
advantage.478  

In 1987, the Government of Uganda elevated the National Teachers’ College, Kyambogo, to an 

Institute of Teacher Education Kyambogo (ITEK), to enable the training of Grade-V teachers for 

secondary schools.  

Ekadu further discussed how the National Teachers College, Kyambogo, transitioned to 

the Institute of Teacher Education Kyambogo (ITEK).  

Following the Kajubi Commission Report of 1986, the Government, in 1987 upgraded 
NTC Kyambogo to the Institute of Teacher Education, Kyambogo (ITEK) to train 
graduate teachers and tutors. As such, the GTTCs became Primary Teachers' Colleges 
(PTCs) to train Grade-III teachers for primary schools. At the same time, ten National 
Teachers' Colleges (NTCs) for training Grade-V teachers for secondary schools were 
established in different parts of the country. Each of these NTCs had a department of 
music. The training of tutors of music and other subjects taught in the PTCs remained in 
the hands of ITEK, which later became Kyambogo University.479  
 

This information coincides with that obtained from the Kyambogo University website, which 

indicates that in 1987, the Government of Uganda developed a plan to create regional NTCs 

around the country to increase teacher training for secondary schools.480 This development also 

 
478 Peter Ekadu-Ereu interview by author, 18 June 2020. 
 
479 Ibid.  
 
480 Kyambogo University, “History of Kyambogo University” accessed December 22, 2020, 
<https://kyu.ac.ug/historical-background-about-us-kyambogo-university/> 
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aimed to elevate the College's status into an institute to facilitate the introduction of degree 

programs.  

The creation of new NTCs around the country in the mid-1980s created room for the 
institute to concentrate on programmes [sic] for Teacher Trainers through in-service 
degree programs. In September 1987, the then principal of ITEK wrote to the Minister of 
Education to indicate that the institute was ready to take on Bachelor of Education (B.Ed) 
degree courses for in-service students' 1987 intake. The Institute of Teacher Education 
Kyambogo was finally legally born following the passing of the Institute of Education act 
1987, which made ITEK an autonomous institute for the first time.481 

 
The changing of the Government Teacher Training Colleges (GTTCs) to Primary Teachers' 

Colleges (PTCs) in 1987 also coincided with the phasing out of Grade-II teacher certificates 

from Uganda's teacher training system. This development also ended the admission of teacher 

trainees with Primary School education, replacing it with O-level secondary school education 

(the equivalent of 11th grade) as the minimum entry requirement into teacher training.482  

 The creation of the Institute of Teacher Education Kyambogo (ITEK) and its subsequent 

mandate over all the regional national teachers’ colleges made it the country's major teacher 

training institution. Ekadu indicated that this transition led to the transfer of some of the teacher 

education responsibilities from Makerere University to ITEK. "The GTTC teacher curriculum 

and preparedness (music inclusive) were placed in the hands of the National Institute of 

Education at Makerere [University] and transferred to ITEK in 1987.”483 This explanation 

perhaps accounts for the frequent disagreements observed between the two institutions over 

teacher education mandate, as seen from testimonies of participants interviewed for this study. 

 
 
481 Ibid. 
 
482 Ssekamwa, History and Development of Education in Uganda, 165-166. 
 
483 Peter Ekadu-Ereu interview by author, 18 June 2020. 
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Curricula materials and Pedagogical Practices at Kyambogo 
 
 Ekadu provided information about curricula materials for music teacher preparation at 

NTC Kyambogo, and as the institution evolved to the level of a University. Although the 

curriculum included both Western and African music content, most regional NTCs could not 

afford western music instruments for their instruction. In his discussion, Ekadu noted that the 

production and acquisition of music education materials was considerably affected by political 

turmoil experienced during the decade of Idi Amin's rule between 1971 – 1979.484  

Among the Western musical instruments, were five upright pianos, and a variety of 
woodwind and brass instruments. The department also employed craftsmen to make and 
repair damaged traditional musical instruments and demonstrate to students how to do it 
themselves.  From the time of military rule and turmoil in Uganda (1971 – 1979) and its 
aftermath, the acquisition of music curricula materials became hard. Thus, no more new 
music textbooks were available. The PTCs and the newly established ten national 
teachers' colleges were also supplied with some textbooks, but lacked the western 
musical instruments. The Department of Distance Education in Kyambogo University 
eventually mobilized all other Departments to write modules for use by students pursuing 
studies in two different programs: (1) the upgrading primary school teacher trainees 
under the diploma in distance education programme, and (2) the non-formal education 
instructors’ certificate program. Six different music modules for the former and three for 
the latter have been written and are in use to date.485 

 
 The instruction approaches in music teacher preparation involved both theoretical and 

practical pedagogical approaches. However, Ekadu indicated that the practical (performance) 

component gradually became less present in the teacher training programs, even though he 

thought it was a critical aspect in music teacher preparation. 

From 1964 to 1990, both practical and theoretical approaches were used in the teaching 
of music at the National Teachers’ College Kyambogo, and later the ten newly 
established colleges and the Primary Teachers' Colleges (PTCs). Individual musical 
instrument playing tuition was practiced, and group practice of choral singing and 
different dance forms. Students were therefore assessed in both theory and practical 
aspects of music. The practical aspects of music in the NTCs and PTCs have gradually 

 
484 Ibid. 
 
485 Ibid. 
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faded out but is still maintained in the Department of Performing Arts at Kyambogo 
University.486   

 
A critical aspect that the senior educator noted that is still existent since 1964 is the 

"school/college practice" – equivalent to student teaching in the United States teacher 

preparation practice. The difference between the two practices is that the Ugandan experience 

happens over several sessions during the teacher training course. In contrast, the most common 

scenario in colleges in the United States, student teaching is the "culmination of the years of 

college preparation for teaching music."487 Ekadu explained how teacher training institutions 

conduct school/college practice in Uganda. 

One very important pedagogical practice that has been used from 1964 to date is school 
and college practice. This [school/college practice] is an added session of six weeks in 
June/July of every year that involve teacher and tutor488 trainees to practice their music 
teaching skills in schools and colleges. Teacher trainees from the PTCs practice in the 
primary schools, those from the NTCs go to the secondary schools, and those from 
Kyambogo University go to the PTCs. Similarly, upgrading teacher trainees in the 
distance education mode of music studies practice in primary schools.489   
 
Ekadu also provided the current status of music teacher preparation at the different levels 

of teacher certification. He highlighted four critical areas of Uganda's current teacher training 

practice.  

(1) The practical and theoretical pedagogical practices of preparing upgrading music 
teacher and tutor trainees at Kyambogo University. However, this practice is not the case 
in the NTCs, PTCs, and other universities with similar programs. (2) Upgrading teacher 
trainees at Kyambogo University are also trained in traditional musical instrument 
craftsmanship skills, which include making, care for, and repair damaged ones. (3) 
Module design and writing for use by the upgrading teacher trainees and another for the 

 
486 Ibid. 
487 “Preparing to Teach Music in Today's Schools – Section 1,” National Association for Music Education, accessed 
December 28, 2020, <https://nafme.org/my-classroom/journals-magazines/nafme-online-publications/preparing-to-
teach-music-in-todays-schools/preparing-to-teach-music-in-todays-schools-section-1/> 
 
488 In Uganda, a tutor is an instructor who teaches at teacher training college level or any vocational training 
institution.   
 
489 Peter Ekadu-Ereu interview by author, 18 June 2020. 
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non-formal education instructors’ certificate program. (4) School and college teaching 
practice is done once every year.490 

Information provided by Ekadu is in agreement with that from other participants for this study. 

Rwegyemera, Rwangyezi, and Nyinomujuni have all reported similar experiences of having 

gone through school practice sessions in all the years of their music teacher preparation process, 

as stated by Ekadu.  

On the other hand, sections in his submission reflect a clear lack of consistency on the 

training approaches in music teacher preparation at the different levels and institutions. There is 

an evident discrepancy between teacher training practices at the parent institution (Kyambogo 

University) and the subsidiary regional National Teachers' Colleges (NTCs) and Primary 

Teachers' Colleges (PTCs). Also, experiences from all interviewees, gave an indication of a 

systematic decline in the practical (performance) component from music teacher preparation 

practices since the colonial times.     
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Twenty-First Century: The Technology Era, 2001 – 2020 
 

Uganda has undertaken numerous education reforms to adapt to global trends of the 

twenty-first century. The ultimate goal has been to produce a well-trained workforce capable of 

meeting the world's current and future labor market demands. Among the key areas highlighted 

in these attempts include funding for higher education,491 e-learning information systems,492 and 

teaching methods and curriculum matters.493 In this segment, I first discuss selected studies 

conducted and efforts taken by both government and international development partners in the 

education sector, with special focus on teacher education in the twenty-first century. Secondly, I 

present music teacher preparation experiences of Ugandan teachers who were interviewed for 

this study.  

In a recent study titled “Assessing Educational Outcomes in the 21st Century in Uganda: 

A Focus on Soft Skills” and published in the Journal of Emerging Trends in Educational 

Research and Policy Studies, the researchers examined the status of education outcomes against 

the demands of the labor market in Uganda. The authors of this empirical research carried out in 

five districts in Uganda (Kampala, Kyenjojo, Pallisa, Pader, and Wakiso), concluded that 

Uganda's education system was inadequate in meeting its intended objectives.494 The study's 

 
491 Julius Omona, "Funding Higher Education in Uganda: Modalities, Challenges and Opportunities in the Twenty-
First Century." Makerere Journal of Higher Education 4, no. 1 (2012): 11-44. 
 
492 Geoffrey K. Mayoka, and Robert Kyeyune. "An Analysis of E-learning Information System Adoption in 
Ugandan Universities: Case of Makerere University Business School." Information Technology Research Journal 2, 
no. 1 (2012): 1-7. 

493 Otaala and Bakaira. "Effectiveness of University Teacher Education Curriculum on the Secondary School 
Teacher Performance in Uganda: The Case of Kyambogo University." 95-112; Kagumba and Sekalegga, 
“Decolonizing Higher Music Education in Uganda and the Question of Neoliberalism: The Case of Makerere 
University,” 131-141.   

494 John Mary Vianney Mitana, Anthony Mugagga Muwagga, Mauro Giacomazzi, Omala Saint Kizito, and Martin 
Ariapa. "Assessing Educational Outcomes in the 21st Century in Uganda: A Focus on Soft Skills." Journal of 
Emerging Trends in Educational Research and Policy Studies 10, no. 1 (2019): 62-70. 
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findings revealed that teacher preparation and teacher capacity were among the challenges 

affecting the quality of education outcomes in Africa.495 

In partnership with United Nations Education Scientific and Cultural Organization 

(UNESCO), the Ministry of Education and Sports of Uganda published a 2014 report entitled 

"Teacher Issues in Uganda: A Shared Vision for an Effective Teachers Policy."496 This report 

was part of the bigger UNESCO Teachers' Initiative in Sub-Saharan Africa (TISSA) project that 

assessed teacher issues in various sub-Saharan African countries. In his statement, Muhammed 

Djelid, the Director for UNESCO East African Regional Office, emphasized the "importance of 

investing in teachers for quality education."497 He highlighted four key dimensions for 

consideration in the teacher policy as: “recruit, allocate, retrain and retain.” Djelid added more 

recommendations for review in the Uganda National Teacher Policy: 

The first and foremost is the review of the teacher policy that addresses all aspects of the 
teacher to ensure a professionalized and motivated teacher. Three other interventions are 
streamlining the information on teachers through an establishment of a teacher 
management information system (TMIS), harmonization of teacher training programmes 
[sic] and continuous professional development and establishing a mechanism for the 
social dialogue for the teaching fraternity. In addition, the integration of ICT in 
pedagogical skills training is to [be] done based on financing from the UNESCO CFIT 
[China Funds-in-Trust] support.498 

 
By harmonization of teacher training programs, Djelid, perhaps implied the need for consistency 

and blending of the various teacher training programs and practices at different levels, and in all 

teacher education institutions. The UNESCO International Institute for Capacity Building in 

 
 
495 Ibid., 62. 
 
496 Uganda, MoESTS. "Teacher Issues in Uganda: A Shared Vision for an Effective Teachers Policy, Kampala, 
Dakar." (2014). <https://unesdoc.unesco.org/ark:/48223/pf0000229777> 
 
497 Ibid., 4. 
 
498 Ibid. 
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Africa (IICBA) website, in an article titled "National Teacher Policy to Increase Teacher Quality 

in Uganda," provided more information.499 According to this article, the primary purpose of the 

Ugandan National Teacher Policy (NTP) of 2017 was to “provide a framework to professionalize 

and standardize the teaching profession and enhance the development and management of 

teachers.”500   

The information provided above presents decisions considered and actions taken to adopt 

Uganda's education systems to current global trends. The key areas emphasized are adapting to 

Information Communication Technology (ICT) practices, harmonizing and standardization of 

teacher training programs at different levels and institutions, and applying knowledge skills in 

classroom teaching. However, the discussions also reveal fundamental limitations such as 

inadequate investment and lack of a standard and appropriate operational framework as 

hindrances to achieving the set objectives.  

This section presents three Ugandan interviewees' music teacher preparation experiences 

with considerations to the twenty-first century decisions adopted by the Government of Uganda. 

This information is gleaned from interviews of Godfrey Ntubiro of the National Curriculum 

Development Center (NCDC), Beatrice Geria – a high school music teacher, and Paul Isabirye – 

an in-service music teacher trainee at Makerere University. 

 
Godfrey Ntubiro 
 
 A brief profile of Godfrey Ntubiro is included in the Methodology Chapter of this 

document. He provided information for this study through a telephone interview conducted on 

 
499 “National Teacher Policy to Increase Teacher Quality in Uganda,” UNESCO International Institute for Capacity 
Building in Africa, accessed January 6, 2021, <http://www.iicba.unesco.org/?q=node/274>  
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June 26, 2020. Ntubiro attributed his music inspiration to his family through participation in 

church choir programs from a tender age. "My father would teach us pitching using the hymn 

books at home. I remember attending church choir training with my mother as early as when I 

was six."501 Ntubiro admitted that he never studied music formally in his entire secondary school 

experience. However, by the time he reached senior two (about 9th grade in the US education 

system), he was already training choirs. He enrolled in the Institute of Teacher Education 

Kyambogo (ITEK) in 1992, initially for a Diploma in Business Education, but later transferred to 

Music and History. "I had been admitted for Business Education, but when I helped the year two 

students to perfect their Western practical [performance examinations], I realized I had more 

music than the system required. So, I asked the college registrar to allow me to study Music and 

History.”502 He graduated in 1993 with a Grade-V Diploma in Education at ITEK (See table 4.2) 

and a Bachelor of Education from Makerere University in 2000. Ntubiro is the current 

curriculum specialist in charge of music, at the Uganda National Curriculum Development 

Center, in Kampala. 

 Ntubiro contended that Uganda's music teacher preparation practices had not developed 

to expectations to produce the desired quality music teachers. He attributed this slow progress to 

three key issues: the long history of exclusive rights to teacher education by the Institute of 

Teacher Education Kyambogo (ITEK), the admission criteria into music teacher preparation 

programs, and the training time for the various teacher qualifications.  

The main challenges in music teacher preparation in Uganda include the following: (1) 
Teacher education was for many years an exclusive [preserve] of the Institute of Teacher 
Education, Kyambogo (ITEK); (2) they [ITEK] have for many years produced diploma 
teachers whose selection to the course is generally dependent on the interest of the 

 
501 Godfrey Ntubiro interview by author, 26 June 2020. 
 
502 Ibid. 
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student [with minimal or no prior school music experience]; and (3) the two years they 
[teacher trainees] are exposed to music in college are too few to produce a really 
competent teacher.503     

 
It is important to note from this narrative that these are some of the same challenges mentioned 

earlier by other interviewees of this study. For example, the practice of admitting students with 

no earlier formal schools' music experience into music-teacher courses was mentioned severally 

since the 1950s. These challenges seemed to have remained an issue even in the twenty-first 

century. Ntubiro emphasized this fact when he stated that: “You are offered the course based on 

your interest in the subject and not your secondary school performance in the subject.”504 

 Ntubiro also noted that, while most A-level (approximately year one undergraduate level 

in US education system) candidates who studied music in high school would prefer to join 

Makerere University for a Bachelor of Music degree, the program is not designed to prepare 

music teachers.  

The very few music candidates from senior six [A-levels – approximately year one 
undergraduate] are absorbed in the BMUS [Bachelor of Music] course at Makerere 
University. Makerere University does not prepare music teachers, unfortunately. The 
university concentrates more on producing music performers.505  

 
Ntubiro's argument about Makerere University is in specific reference to the Department of 

Performing Arts and Film. His narrative reveals structural inconsistencies between Uganda's 

music teacher preparation programs' curriculum choices and the expected teaching competencies 

in schools. He contended that the teacher training programs at ITEK and NTCs were inadequate 

in producing competent enough music teachers for Uganda’s music syllabus. But also noted that 

the Uganda Education Service Commission does not commission holders of the Bachelor of Arts 

 
503 Ibid. 
504 Ibid.  
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in Music degree of Makerere University as music teachers, although he believed they are better 

suited for classroom expectations.   

The university [Makerere] concentrates more on producing music performers. The 
products from Makerere are better equipped with music knowledge and skills. 
Unfortunately, the education service commission does not consider them for the teaching 
job because they lack the education practices [teaching methods].  

 
This revelation points back to the agenda of harmonization and standardization of teacher 

training programs emphasized in the national teacher policy of 2017 discussed earlier in this 

section.   

 Ntubiro questioned the capacity of teacher training colleges to produce quality music 

teachers who can confidently teach music in the entire Ugandan high school level. He stated that: 

Looking at ITEK and NTC music teachers, it is apparent that the two years they are 
exposed to music in college are too few to produce a really competent teacher. The best 
they can do is to teach up to Senior Two (equivalent to 9th grade in US education 
system).506   

 
Since the Ugandan high school system involves two levels (a four-year O-level and a two-year 

A-level), Ntubiro's argument implies that music teachers produced under the current system are 

not competent enough to teach the top four classes in Uganda’s high school system. The highest 

class in Uganda’s high school system – Senior Six (S.6) is approximately equivalent to year one 

of undergraduate level in the US education system (See table 4.1).  

Figure 4.12 shows a page from the Bachelor of Music Education syllabus of the Institute 

of Teacher Education Kyambogo (ITEK) in 1987, as a two-year program. A complete syllabus is 

included in the appendices of this work.  

 
506 Ibid. 
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Figure 4.12 A page from the Bachelor of Music Education Syllabus – ITEK, 1987.507 

 
507 Provided by Peter Cooke. 
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Ntubiro acknowledged the contribution of informal music practices to music teacher 

preparation programs in Uganda. Of note, was the role of church music programs in the music 

curriculum for Ugandan schools. The Ugandan music educator argued that music teachers with a 

background in church music were more confident in teaching up to the O-level (equivalent to 

11th grade in the US education system) music curriculum. 

Only those teachers with a strong church music background may manage to handle the O-
level syllabus with confidence. The Church of Uganda [Protestant Church] and the 
Catholic Church have been so instrumental [helpful] in teaching music informally. 
Otherwise, the gap would have been much wider. Young people who participate in 
church choirs end up learning the most challenging element of music – pitch. When they 
join NTC, they opt for music, and such entrants are easily trained to become competent 
music teachers. The group that joins without this church background are the struggling 
teachers that you will find in schools.508   

 
The church music factor in Uganda’s music teacher preparation is a clear indication that 

Ugandan schools' music curriculum is largely Eurocentric, since most of the music practiced in 

the churches is almost always Western. Unlike other interviewees for this study, Ntubiro did not 

comment much about African music in schools. He attributed the over westernization of 

Uganda’s music education curriculum to the European missionaries' attitudes towards African 

music since they were the initiators of formal education in Uganda. “Remember the Christian 

missionaries had suffocated  African music since most of it was used for the worship of African 

gods.”509   

 On the current state of Uganda's music education curriculum, Ntubiro contended that 

political goals rather than educational objectives considerably influenced Uganda's curriculum 

development processes. “A curriculum is a highly political tool. Any change that comes must be 

extremely vetted and yet the powers that do this are extremely ignorant about the principles of 

 
508 Godfrey Ntubiro interview by author, 26 June 2020. 
 
509 Ibid.  
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education.”510 This trend was also emphasized by Stephen Rwangyezi, one of the interviewees 

who provided experiences of 1980 – 2000, when he discussed the impact of the National 

Resistance Movement (NRM) Secretariat on Ggaba Teachers’ College and the Uganda Schools' 

Music Festivals. In summary, Ntubiro's submissions point to the need to balance music content 

training with education methods for more meaningful music teacher programs that will be able to 

meet classroom teaching demands for the music subject in Uganda.      

 
Beatrice Geria  
 
 Beatrice Geria was Janice Hobday’s student. Hobday was presented in the beginning 

section of this chapter under British interviewees. Geria’s initial profile is also included in the 

Methodology Chapter of this document. She was interviewed on August 20, 2020 via a telephone 

conversation. Miss Geria is a career music teacher who holds a Grade-V Diploma in Education 

(See table 4.2) from the Institute of Teacher Education, Kyambogo (1986 – 1988) and a Bachelor 

of Arts degree with a major in Music and Social Administration (1998 – 2002) from Makerere 

University. She also holds a Diploma in Singing Principles of Vocal Teaching of the Associated 

Board of the Royal Schools of Music, UK (2009) and a Master of Business Administration 

(2013) of Makerere University.511 Geria has spent most of her professional life as a high school 

music teacher, starting from, where she did her school practice (student-teaching). She served at 

Gayaza High School as a licensed music teacher for twenty years from 1988 – 2018. In 2019, 

Geria was transferred to King's College Buddo, another of the Church Missionary Society-

founded high schools, where she still teaches to this day.512  

 
510 Ibid.  
 
511 Beatrice Geria, Curriculum Vitae.  
 
512 Ibid. 
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Music Background  

Similar to the case of Ntubiro, Beatrice Geria also traced her music background from her 

mother through informal participation in music practices with the church choir in her home 

village. "I was introduced to music by my mum, who would take me to church for choir 

practice."513 Through the singing of church hymns, Geria learned to read solfa notation before 

starting to study music formally in school. She attributed her eventual music teacher career to 

this early experience.  

When I went to secondary school, I found music again at Gayaza [High School], and 
that's when I got into the real music teaching [implying music learning] being taught by 
Miss Janice Hobday. That was a preparation for me that actually pushed me to 
Kyambogo [Institute of Teacher Education] for actual teacher training.514 

 
Before joining teacher training, Geria attended Gayaza High School from 1979 – 1982 for her O-

level secondary school education (equivalent to 11th grade in the US school system). She then 

went to Kampala High School between 1983 – 1985 for her A-level certificate (approximately 

year one undergraduate in the US school system).   

    

Teacher Training 

 Geria enrolled in the Institute of Teacher Education, Kyambogo in 1986 for a Grade-V 

Diploma in Education with music and graduated in 1988. Although she was already involved in 

music practices from her high school and church choir experiences, Geria contended that her 

formal music teacher preparation started when she joined the Institute of Teacher Education, 

Kyambogo. “It is in Kyambogo [ITEK] that I got the actual music training, that is where we 

 
 
513 Beatrice Geria interview by author, 20 August 2020.  
 
514 Ibid.  
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were taught what to exactly do in music training,”515 Geria recalled. She, however, noted that the 

curriculum at the Institute of Teacher Education Kyambogo provided more of the African music 

knowledge than Western music teaching perspectives.  

Most of my preparation that side [at Kyambogo] was in the African [music] knowledge 
by the late Ssalongo Kizza and another gentleman [Ssebuufu]. They used to play the 
xylophone a lot. They would teach us a lot in African [music] knowledge. I can't say I 
gained so much in the Western [music] because of how the class was combined. 

 
Geria attributed the balancing between African and Western music content to the different levels 

of music proficiency of the candidates who joined teacher training at the time.  

We had a combination of people in that class. There were people who did O-level music, 
those who did A-level music, and the others who didn't know at all any kind of music. 
So, the music knowledge on the Western side of course was affected. I can at least say 
most of my African [music] knowledge was from Kyambogo and the Western side of it 
was from the O-level teaching by Janice [Hobday].  

 
She also acknowledged the value of participating with the church choir to her music teacher 

preparation process. As a student-teacher, Geria did her school practice at Gayaza High School 

under her former teacher, Janice Hobday. The school then employed her as a music teacher who 

eventually replaced her former teacher, Hobday, as Head of Music Department after the British 

missionary music teacher retired in 1995.  

 Janice Hobday played a significant part in Geria’s music teacher preparation even though 

the former was not a faculty at the teacher training institute. The Ugandan music educator 

recalled that the most challenging moments during her music teacher preparation were when she 

worked under her former teacher.  

Janice had come to visit Kyambogo [ITEK] and found me there. She was so excited that I 
had taken on music. So, when we closed, she asked me whether I wanted to do my school 
practice [student-teaching] in Gayaza (High School), and I hadn't thought of Gayaza. In 
my mind, I was thinking of Makerere College [School] because that's where I had done 
my first school practice. That's why I say my toughest training was at Gayaza [High 

 
515 Ibid. 
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School] because I had to teach under this excellent music teacher. She was a 
perfectionist; she wants things to go the way they go. So, I had to learn a lot from her.516      

  
 As an in-service music teacher, Geria enrolled in Makerere University for a Bachelor of 

Arts degree majoring in Music and Social Administration from 1998 – 2002.517 She noted the 

difference between music teacher preparation perspectives at Makerere University and those at 

the Institute of Teacher Education, Kyambogo.  

When I went to Makerere [University] (1998 – 2002), I discovered that there was much 
more. The preparation was much better where those [students] who were planning to go 
for teaching were prepared much more than I ever saw. Because there [at Makerere 
University] the Western field was gone into in-depth, the composition was thorough. 
Under Dr. Tamusuza [Justinian], I gained a lot, I must say. A lot to give me the 
confidence to teach A-level as well, because I didn't want to teach HSCE [Higher School 
Certificate of Education].518 

 
One of the courses that Geria highly talked about during her time at Makerere University was the 

choir performance course. Information on the Makerere University website indicates that “This 

course provides students with the opportunity to rehearse, learn about, and perform music 

ranging from the Seventeenth to the Twenty-first Century.”519 She said: 

The “chorals" [choir performance]. I think that was one of the biggest music teacher 
training preparation that was being done at that time because it flung you into the real 
practicability of the subject. You should be able to do [form] the choir, perform, and 
teach students how to perform and all that.520 
 

 Another course unit that Geria highly credited for her effective music teacher preparation 

was what she referred to as “People’s Theatre.” According to information on the Makerere 

 
516 Beatrice Geria interview by author, 20 August 2020. 
 
517 Ibid. 
 
518 Ibid. 
 
519 “Choir Performance,” Courses Makerere University, accessed January 24, 2021, 
<https://courses.mak.ac.ug/courses/choir-performance> 
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University website, the complete course title is “Theory and Practice of Peoples Theatre.”521 The 

course description states: “Forms of theatre, organization and administration of theatre. Planning, 

organization and rehearsals of Peoples Theatre.”522 Geria noted that this course involved students 

in staging musical arts performances in unconventional settings, including community centers 

and school compounds. “We would go out and see the audience as it is, and you are able to 

handle all sorts of audiences [categories]. You had to be prepared for any kind of school and 

students that you are going to teach.”523 No further detail was available on the university website 

beyond the two-sentence course description quoted above. Geria expressed regrets that this 

course (in the way she studied it at her time) is no longer part of the curriculum for the current 

music students at Makerere University.  

 Furthermore, Geria noted the lack of post-college professional development programs for 

in-service music teachers in Uganda. She contended that many music teachers do not consider it 

important to continuously improve their skills beyond what they learned from teacher training 

colleges or universities.  

What has been bothering me for some time is the way we teachers when we get to our 
jobs, many times people are so relaxed, we think we have achieved it. So, we go out and 
start to teach and don’t go out to look for training within that period. The in-service 
training is really important. I have had an experience when we go out to different schools 
for the preparation of exams [Uganda National Examinations Board], you get there in 
some schools and find students doing so well and prepare their songs very well. You get 
to another school, which is probably in the same district, and they are doing so poorly.524  

 

 
521 “Theory and Practice of Peoples Theatre,” Courses Makerere University, accessed January 24, 2021, 
<https://courses.mak.ac.ug/courses/theory-and-practice-peoples-theatre> 
 
522 Beatrice Geria interview by author, 20 August 2020. 
 
523 Ibid. 
 
524 Ibid.  
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Based on this concern, Geria informed this author that she was working to create a professional 

platform for music teachers in Uganda.  

 Considering the objectives stated in the National Teacher Policy discussed earlier in this 

section, Beatrice Geria’s music teacher preparation experiences provide intriguing perspectives 

from the different teacher training institutions (Institute of Teacher Education Kyambogo and 

Makerere University), especially, on curriculum and pedagogical choices. She also highlighted 

the need for post-college professional development plans and professional associations for music 

teachers, as necessary supplementary efforts in developing the ideal music teacher fraternity for 

Uganda.   

 

Paul Isabirye 
 
 Paul Isabirye was an in-service music teacher for a Bachelor of Arts in Music degree at 

Makerere University when he provided his testimony for this study on June 28, 2020 via a 

telephone conversation. His brief profile is also included in the Methodology Chapter of this 

document. Isabirye’s music teacher preparation includes experiences from three different teacher 

training institutions. From 1994 – 1996, he attained the Grade-III Primary School teacher 

certificate from Nazigo Primary Teachers’ College and a Grade-V Diploma in Education (See 

table 4.2) between 2000 – 2002 from the Institute of Teacher Education Kyambogo.525 He then 

joined Makerere University in 2017 through a Diploma entry plan,526 for a Bachelor of Arts in 

Music degree. Isabirye’s Grade-III teacher certificate, as was the case with other interviewees 

discussed in this document, was a general teaching qualification and not particularly a music 

 
525 Paul Isabirye interview by author, 28 June 2020. 
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teacher certificate. He only specialized at Grade-V diploma, where he studied music and 

languages education at the Institute of Teacher Education Kyambogo.  

 Isabirye's experiences at Kyambogo and his views about the current music degree 

program at Makerere University provided intriguing music teacher preparation perspectives at 

the two institutions. Although he thought the music curriculum at Kyambogo was ideal for 

teacher preparation, he felt that the program did not offer enough music content to equip the 

teacher trainees with the necessary skills and knowledge in the subject. "I had done music 

education at my diploma [at ITEK] and realized that we would not go deep enough into music 

and get more of the content. That was my main reason for wanting to join Makerere 

[University]."527 Isabirye also contended that the music content attained from his Grade-III and 

Grade-V teacher training programs was insufficient for the Bachelor of Arts in Music at 

Makerere University. "What I realized [at Makerere University] is that if you did not do [study] 

music at O-level or probably A-level, you could actually be left out even though you have this 

[music] content of Grade-III and Diploma teacher certificates."528 This argument poses a 

question over the suitability of the music diploma in education from other institutions for 

admission to a Bachelor of Arts in Music degree of Makerere University,529 even when it appears 

to be the preference for in-service music teachers.   

 Isabirye discussed the proportions of music content and teaching methods for the 

Diploma in Education program at ITEK, and how to consider the different components. He 

 
527 Paul Isabirye interview by author, 28 June 2020. 
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believed that the program's music content was insufficient to equip teachers for high school 

music teaching in a meaningful way.     

An effective product for this program [Diploma in Education – Music at ITEK) would 
have the content before you take them to the methodology. Because if you are a teacher, 
you need to be the authority as far as the knowledge is concerned. But for instance, if I 
were to go and teach in a secondary school [high school] after Kyambogo, I would have 
run away because I did not have enough content. But I went to a primary teachers’ 
college where the music was simple enough.530  

 
These claims are in agreement with Ntubiro’s submission that music teachers from the national 

teachers’ colleges are not competent enough to sufficiently teach Uganda’s high school music 

syllabus, even though they are certified as secondary school teachers. Another observation from 

Isabirye’s testimony relates to Peter Cooke's discussions presented in the immediate post-

independence period of this study in the mid-1960s. Although Cooke was already a qualified 

teacher, the British educator was emphatic on the importance of equipping himself with as much 

knowledge of different musical instruments and practices before he moved to Uganda in 1964.  

 Isabirye raised a concern about the position of music as a minor subject in Uganda's 

primary schools (elementary schools). His view was that music should be included on the list of 

examinable subjects in the Primary Leaving Examinations (PLE), a culmination of seven years 

of elementary education, equivalent to 7th grade in the US education system. He argued that this 

consideration would motivate student teachers in primary teachers' colleges about the subject.     

I think the examining bodies should really consider music a serious subject. This [lack of 
the music examination] is because the teacher who would like to teach music in a primary 
school would be discouraged because they would say, “that’s a minor subject.” And this 
made some of us like myself lose out on something because I had a passion for teaching 
music, but every school you would go to would say after training and participating in 
music competitions, that is the end. So, music should be taught and be compulsory in 
primary [elementary schools] and be examined. Even after leaving the PTC, the teachers 
know that they will not teach music, so they become discouraged. Even when they go for 
upgrading [advanced teacher preparation], they won't think of music. They will think of 

 
530 Paul Isabirye interview by author, 28 June 2020. 
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other subjects that would give them jobs other than music. So, my argument is, music 
should be examined [starting from elementary school level].531   

 
An online news article that published Primary Leaving Examination results for 2019 indicated 

the four subjects that constitute Uganda's Primary Leaving Examination. They are English, 

Science, Social Studies, and Mathematics.532 Indeed, music is not listed among the examinable 

subjects as Isabirye states.  

 Considering the objectives mentioned in the Uganda National Teacher Policy of 2017 

discussed at the beginning of this section, responses from interviewees for this section reflect 

that structural inconsistencies in music teacher preparation between programs and institutions 

remain apparent. Harmonization and standardization of teacher training programs were strongly 

mentioned, but according to Godfrey Ntubiro, Beatrice Geria, and Paul Isabirye, the country is 

yet to achieve these targets to this day.  

Also, at the start of this section, it should be remembered that government and UNESCO 

highlighted the need for the inclusion of Information Computer Technology (ICT) practices in 

Uganda’s national teacher policy. However, considering the responses obtained from 

interviewees for this study, the matter of ICT inclusion in music teacher preparation in Uganda 

was hardly mentioned. Although this author categorized the twenty-first century period of this 

study (2001 – 2020) as “The Technology Era,” there was little or almost nothing to report about 

in this respect from the interviewees’ music teacher preparation experiences.  

 

Summary of Findings 
 

 
531 Ibid.  
 
532 Javira Ssebwami, “PLE 2019 Results: Summary, Comparisons, Best and Worst Done Subjects,” PML Daily, 
January 18, 2020, <https://www.pmldaily.com/news/2020/01/ple-2019-results-summary-comparisons-best-and-
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1950 – 1962: Colonial Era 

This research has exposed two main forces that shaped Uganda's formal education in 

general and music teacher preparation in particular: the European or Western interests and the 

traditional African education beliefs and practices. The European or Western interests were first 

introduced through activities of the Christian missionaries in the late nineteenth century, 

followed by colonialism,533 and were a dominating force from the formative years of Uganda's 

entire formal education system. In its real terms, teacher training is reported to have come to the 

fore  starting with the de Bunsen Education Committee of 1952, a decade before Uganda attained 

independence. The committee emphasized teacher-training as the key to Uganda's 

development.534 It is important to note that these teacher training colleges were designed for 

general primary school teachers and not necessarily specialized music teachers. Only two 

Ugandan interviewees, Zadok Adolu Otojoka and Bishop (Emeritus) George Sinabulya provided 

experiences of having attained their initial teacher training in the pre-independence era.    

 Music teacher preparation in Uganda is reported to have started with the emergence of 

the extramural studies of 1953, which were conducted as community engagement service and 

outreach programs535 for in-service teachers. With exception to music educators who were 

trained abroad before independence, the earliest home-trained Ugandan music educators attained 

their first music teacher preparation experiences under the extramural studies. The programs 

were conducted as short-term music teacher courses during school holidays. Adolu attended a 

series of these program, taught by European and American music educators and assisted by 

 
533 Tiberondwa, "Missionary Teachers as Agents of Colonialism in Uganda."  
 
534 Scanlon, Education in Uganda, 70. 
 
535 Openjuru and Ikoja-Odongo, "From extramural to knowledge transfer partnerships and networking," 161. 
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Ugandan instructors George W. Kakoma and Mbabi S. Katana.536 The situation of mainstream 

music teacher preparation in Uganda remained underdeveloped even after independence in 1962. 

The demand for advanced and specialized music teaching qualifications led to a study abroad 

wave for Ugandan music teachers. After qualifying with Grade-II teacher certificates, Adolu 

went to the United States in 1965 for a Bachelor of Science (Music Education), while Sinabulya 

went to Australia in 1966 for his Grade-III music teacher certificate. 

 The annual Namirembe Church Music Festival was frequently mentioned as a major 

activity in Uganda's music teacher preparation processes from colonial times through post-

independence. Initially, the festival involved only singing of western church hymns, psalms, and 

canticles, but later encouraged African music items (See figure 4.1).     

 

1963 – 1979: Immediate Post-Independence Period       

 Following Uganda’s political independence in 1962, the forced departure of European 

and Asian expatriate civil servants and teachers caused a significant shortage of professional 

personnel. Education was considerably affected, including teacher training. As a result, the 

independent Uganda Government started to recruit teachers from Britain, USA, Canada and 

Australia.537 Two British interviewees for this study, Peter Cooke and Janice Hobday, provided 

information in this category, having come to Uganda as expatriate music teachers in 1964 and 

1965, respectively. Cooke is credited as the first Head of Music Department at the National 

Teachers' College, Kyambogo, in 1965. Hobday served as a missionary music teacher at the first 

all-girls church-founded Gayaza High School from 1965 – 1995. Cooke's preferences in music 
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teacher preparation tended more towards a multicultural music education philosophy. The British 

educator demonstrated incredible enthusiasm and willingness to work with court musicians and 

indigenous Ugandan musicians at the Kyambogo-based college. His approach advocated for 

indigenous expert musicians' involvement, such as court musicians, alongside western music 

education perspectives in the formal music teacher preparation processes at the NTC Kyambogo.  

Besides high school music teaching, Hobday was a member of the Music Curriculum 

Development Committee that regularly travelled around the country to generate music education 

materials in Uganda. Despite her extended stay and dedicated service in Uganda, Hobday 

contended that music teaching remained a less attractive profession for most Ugandan students. 

The retired British educator could only recall one of her students, Beatrice Geria, who became a 

professional music teacher. Geria studied under Miss Hobday at Gayaza High School before 

joining the Institute of Teacher Education Kyambogo from 1986 – 1988 for a Grade-V Diploma 

in Education with Music and English as her teaching subjects. However, Hobday noted that the 

students who studied music were also among the top-performing group in the school, and most 

of them preferred other professions rather than training as music teachers. This outcome was not 

all negative for the British music educator as she, nonetheless, asserted the value of music 

education to other non-music professions.  

The "Troubled Decades" of 1963 – 1979, included the nine years of President Idi Amin's 

tyranny. Three Ugandan interviewees, Faith M. Rwegyemera, Pison Nyinomujuni, and Stephen 

Rwangyezi, shared their experiences, having attained part of their music teacher preparation 

during this period. All three educators joined teacher training in the 1970s after their Primary 

Leaving Examination (PLE), which is an equivalent of 7th grade in the US education system. 

They pursued a four-year Grade-II teacher course, although the Castle Education Committee of 
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1963 had recommended abolishing both the PLE certificate as an entry qualification into teacher 

training and phasing out of the Grade-II teacher certificate.538 According to Rwegyemera, the 

first two years focused on learning the rudiments of western music theory, and then teaching 

methods started in the third year.539  

Music festivals remained a central aspect of Uganda's music teacher preparation 

curriculum. After independence in 1962, the Ministry of Education nationalized the initially 

denominational Namirembe Music Festival. This transition opened up participation to other 

schools other than only those founded by the protestant church. This change facilitated the 

expansion of the festival repertoire to include Ugandan folk music and dance items.540 Both 

Rwegyemera and Rwangyezi contended that specialized music teacher preparation, in its real 

terms, started at the Grade-III teacher certificate and was only offered at Ggaba Teachers' 

College, in the capital Kampala. Admission to this program was through a special national music 

examination conducted by the Ministry of Education, from which only twenty best candidates 

would be selected. The two Ugandan music educators qualified through this process. However, 

Rwegyemera did not take the course because she moved to Cambridge University Institute of 

Education in the UK for an Advanced Certificate in Education.   

 

1980 – 2000: Post-Colonialism and Neoliberalism Era   

The political developments and neoliberalism policies of the 1980s had a significant 

impact on music education and music teacher preparation in Uganda. Before 1986, teacher 
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539 Faith Mpiiriirwe Rwegyemera, interview by author 20 May 2020. 
 
540 Nannyonga-Tamusuza, "Competitions in School Festivals,” 98. 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

204 

training was strongly considered and was given priority in students’ selection ahead of other 

education programs in Uganda. Admission to teacher training was only for the top-performing 

students.541 Music teacher preparation was significantly affected when the National Resistance 

Movement (NRM) Government of 1986 closed the country’s only specialized music teacher 

preparation program in Ggaba Teachers’ College, followed by the entire college.542 The Catholic 

Church opted to operate the College as a private teacher training college, even though the system 

was not provided for in the Ministry of Education guidelines at the time. Ggaba Teachers’ 

College became the first teacher training college where students were required to pay for their 

tuition since government had stopped its funding to the institution. According to Rwangyezi, the 

period also witnessed the phasing out of the Bachelor of Education program at Makerere 

University which was then only offered at the Institute of Teacher Education, Kyambogo 

(ITEK).  

More politically motivated decisions were cited as an impediment to the progress of 

music education in Uganda. In 1987, the Government of Uganda disbanded the Inspectorate of 

Music in the Ministry of Education, which was responsible for coordinating the Uganda Schools' 

Music Festivals and supervising teacher training colleges for music education.543 When the 

National Resistance Movement (NRM) Secretariat took over the national music festivals' 

coordination in 1986 and introduced a politically leaning approach to the festivals, several music 

teachers objected to the move, abandoned the competitions, and some opted to leave the country. 

Eventually, the Uganda Schools' Music Festival failed. The NRM Secretariat also created a 

 
541 Stephen Rwangyezi interview by author, 14 June  2020. 
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543 Ibid. 
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disconnect between the Ministry of Education and the National Curriculum Development Center 

(NCDC), effectively curtailing efforts towards developing of music education curricula 

materials.     

The World Bank and the International Monetary Fund's neoliberalism policies were also 

mentioned as major influencers of education in general, and music teacher preparation in 

particular. Pertinent to this study was a policy that recommended removing from the national 

education curriculum of subjects that did not have more than sixty students in O-level classes.544 

Music was one of the severely affected subjects since it could not raise the required numbers of 

students. As a result, many schools dropped the subject from their curriculum, which in turn, was 

a disincentive to music teacher preparation. The overbearing political influence on decisions 

concerning music education curriculum continued further into the twenty-first century.  

The findings of this study also revealed a lack of consistency in Uganda's music teacher 

preparation at programs level and in the different teacher training institutions. On the one hand, 

the universities and teacher training colleges' curriculum provisions were inconsistent with music 

teachers' actual classroom teaching expectations. Whereas on the other, the music teacher 

programs in different teacher training institutions were also at variant with each other, and with 

the Ministry of Education guidelines on commissioning of music teachers. Similar concerns were 

also reported in Kenya by Kenyan music educator Akuno,545 and in Tanzania by Addo,546 as 

discussed in Chapter Two of this work. For instance, the institutional differences between 

 
544 Ibid.  
 
545 Akuno, "Perceptions and Reflections of Music Teacher Education in Kenya," 280.  
 
546 Addo, "The views of Educators and Students on Music Education in Tanzania Secondary Schools."  
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Kyambogo University and its affiliated teacher training colleges, and the Department of 

Performing Arts and Film of Makerere University on music teacher preparation were so apparent 

and frequently mentioned in this document. Nearly all interviewees for this study had an 

experience at both institutions. Most of them expressed concerns of inconsistencies on issues 

such as admission requirements, music content over teaching methods proportions, duration for 

training, certification and commissioning considerations for music teachers in Uganda.        

 

2001 – 2020: Twenty-First Century  

Beatrice Geria, who provided current experiences of music teachers in Uganda cited a 

lack of post-college professional development as a critical weakness in Uganda's current music 

teacher preparation practice. Relatedly, she further decried the lack of professional associations’ 

activities for music teachers in Uganda, which would supplement the efforts of the teacher 

training colleges. More findings in the twenty-first century experiences pointed to the 

inconsistencies in Uganda’s music teacher qualifications at the different institutions. 

 Interviewees for this study noted the inadequacy of the Grade-V Music Diploma in 

Education from other teacher training institutions as an entry requirement for a Bachelor of Arts 

in Music degree at Makerere University. This situation became more complicated as most 

diploma-holding music teachers showed preference for the Bachelor of Arts in Music degree to 

either Bachelor of Education or Bachelor of Arts in Education with music. Such inconsistencies 

remain a hinderance to the development of the discipline.    

Although Information Communication Technology was mentioned in the National 

Teacher Policy of 2017 as a necessary consideration for teacher training in Uganda, little or 

almost nothing was reported about it by interviewees of this study. This perhaps is an indication 
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that technological adaptations are still a rare practice in most of Uganda’s teacher training 

institutions. Further research in this important area is warranted.      
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CHAPTER V 

CONCLUSIONS AND RECOMMENDATIONS FOR FURTHER 
RESEARCH 

Music teacher preparation in Uganda is a relatively young discipline as revealed by the 

findings of this study. The country's two largest and oldest higher institutions of learning – 

Makerere University and Kyambogo University only started their music departments in 1971 and 

1964, respectively. As a result, instructional methods and curriculum choices in music teacher 

education remain inadequately developed to produce the desired quality of music teachers to 

satisfy the local needs and meet global changing paradigms in music education. The same 

situation is also reported in Kyambogo University's affiliated teacher training institutions such as 

the Primary Teachers' Colleges (PTCs) and National Teachers Colleges (NTCs). The purpose of 

this study was to examine the trends of Uganda's music teacher preparation from 1950 to 2020 

with a hope to understand the evolution of these practices.  

By documenting lived experiences of individuals who went through this system over the 

years and by examining historical and contemporary music education documents, this study 

based its inquiry on the following broad research questions: 

1. How have music teacher preparation programs evolved from 1950 to 2020? 

2. What curricula materials have been used, and how have they developed through the 

years? 

3. What instructional methodologies and pedagogical practices were used? 

4. What patterns of these practices are apparent? 
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These research questions were motivated by ideas raised by Georgii-Hemming and Westval in 

their study about teaching music in our time,547 discussed in Chapters One and Two of this 

study. Data for this study were obtained primarily from senior and retired educators, but also, 

some of the current music teachers in Uganda. The study sample also included two retired British 

music educators who served in Uganda beginning in the 1960s. Following the chronological 

framework for data analysis employed in this study, answers to the research questions can also 

be gleaned throughout this document especially from conclusions provided at the end of every 

section.    

 

Discussion 
 
Policy Framework  
 

During the colonial era, the teacher education policy focused on producing indigenous 

teachers for the local schools in preparation for political independence in 1962. The policy aimed 

to address an acute shortage of teachers created by the forced departure of European and Asian 

civil servants and teachers,548 after independence. The decision to invite expatriate music 

teachers and the study abroad opportunities for Ugandan teachers supported music teacher 

preparation’s efforts. 

Teacher education was a major priority for the immediate post-independence 

governments. The recommendations of the Castle Education Committee of 1963 on teacher 

training reflect this policy direction. The government provided full funding and training 

materials to all teacher training colleges. Teacher training was also given first consideration in 

 
547 Georgii-Hemming and Westval, “Teaching Music in Our Time.”  
548 Ssekamwa, History and Development of Education in Uganda, 164. 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

210 

candidates' selection for admission to the various teacher courses, ahead of other education 

programs. This consideration is in agreement with Verrastro and Leglar’s recommendations 

discussed in Chapter Two of this work, which “called attention to the need for more careful 

selection of candidates for the teaching profession.”549 The Ministry of Education of Uganda also 

matched preparation of music teachers with the available teaching positions in the country. 

Unfortunately, contemporary trends reported by participants of the current study indicated that 

teacher training in Uganda is no longer a priority for the best performing candidates.  

From the mid-1980s, there was not a clear strategic policy direction for teacher education 

in general terms, and music teacher preparation in particular. This disconnect is highlighted in 

the study by Change et al, on “Education Policy Formation in Uganda,”550 discussed in Chapter 

One. The Ministry of Education could not provide policy guidelines for stakeholders and 

international donors on Uganda's education system's reconstruction plan. As a result, education 

decisions were based on a few officials' simple understanding and not derived from a 

Government White Paper. As such, it is not surprising that several recommendations on teacher 

training have remained unimplemented to this day, including positions such as ICT adaptations, 

standardization of teacher training programs and continuous professional development 

approaches emphasized in the national teacher policy of 2017.  

Several proposals made by the Ministry of Education and Sports in the 2010 Policy 

Handbook on “Acts, Policy Guidelines and Regulations” for Teacher/Instructor/Tutor Education 

such as to: “register and license untrained teachers”551 could not be established from responses 

 
549 Verrastro and Leglar, “Music Teacher Education,” 678. 
 
550 Change et al., “Education Policy Formation in Uganda.” 
 
551 Ministry of Education and Sports, “Policy Handbook on Teacher/Instructor/Tutor Education and Training 
Policies,” 18. 
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provided by the interviewees for this study. Janice Hobday, one of the British interviewees 

proposed a dual pronged music teacher preparation approach to cater for two categories of 

prospective music teachers in Uganda: the formally educated musicians and the informally 

knowledgeable musicians. If the policy to register and license untrained teachers was to be 

implemented, this would provide a much-needed window for indigenous music experts and 

church musicians into formal music teaching practice. An integration of western and African 

music teaching methods would potentially benefit Uganda’s music teacher education system. 

 

Curriculum Development 
 
 In the mid-1960s when the department of music was first established at NTC Kyambogo, 

we noted how Peter Cooke emphasized a music teacher preparation curriculum that originated 

from his students’ indigenous music experiences, before introducing the Western music 

perspectives. The British educator was also enthusiastic to involve indigenous musicians into 

formal teacher preparation processes at the college. However, reports after Cooke’s period have 

reflect a dominance of theoretical Western music-oriented curricula in most music teacher 

training institutions. A similar scenario was reported by Nzewi in Nigerian universities discussed 

in Chapter Two of this study.552 Nzewi contended that when the Africans took leadership of the 

music departments in these universities, the recruitment of indigenous master musicians also 

ceased.   

The overbearing political hand in the curriculum development processes remained a 

significant factor in music education's slow progress in Uganda. There was a reported disregard 

of music education specialists' input in the curriculum development process in favor of political 

 
552 Nzewi, "Strategies for Music Education in Africa,” 78. 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

212 

loyalists' opinions. Music teacher preparation is a highly specialized field of education that 

requires technically qualified and experienced professionals to design its curriculum. As it 

stands, curriculum choices for Uganda's music teacher preparation are not consistent with the 

country's music teaching needs and not in tandem with current global paradigms in music 

education.  

 Curriculum inconsistencies among different Uganda's teacher education institutions have 

not helped the situation of music teacher preparation. Some music programs that have been cited 

to contribute music teachers in Uganda are not recognized as teacher qualifications, hence not 

employable by the Ministry of Education. Yet, music teachers have reported considerable 

technical inadequacies in the music teacher programs recognized by the Ministry of Education. 

Such contradictions have confused the music teachers about which direction their training should 

consider in regard to the eventual classroom music teaching demands. Godfrey Ntubiro, the 

current Head of the Music subject at the National Curriculum Development Center (NCDC), in 

his interview for this study concluded that Grade-V teachers from the National Teachers' 

Colleges could not fully interpret and teach the national secondary schools' music syllabus.  

Indeed, another of the interviewees for this study, Paul Isabirye, confirmed this position. 

Isabirye is a holder of both Grade-III and Grade-V certificates as a music teacher but expressed a 

lack of confidence in teaching music at the high school level. This predicament is what inspired 

his decision to enroll for a Bachelor of Arts in Music at Makerere University to improve his 

knowledge of the music content. Therefore, it would be beneficial to consider a teaching 

component into music programs such as the Bachelor of Arts in Music at Makerere University 

on the basis of testimonies from interviewees for this study. Also, a good schools’ music 

curriculum should be that which matches the one for its corresponding teacher preparation.  
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Uganda’s music teacher preparation would also benefit from adopting the “Musical 

Futures”– professional development model for music educators discussed in Isbell’s recent 

study, included in Chapter Two of this document. Described as a social constructivist model of 

teaching and learning music, the author contended that this was a growing practice in the United 

Kingdom. The description of this model easily connects with the African traditional teaching and 

learning practices, as Isbell states: “The Musical Futures model is coherent with educational 

psychology and learning theories that support bringing natural, experiential ways of making 

music into formal, institutionalized settings.”553 Considering experiences of most interviewees of 

this study, the “Musical Futures” model closely relates to Ugandan traditional music education 

practices of experiential teaching and learning. This model would potentially be a suitable 

approach for Uganda’s music teacher preparation.     

 

Music Teacher Certification Processes 
 
 The impact of British education practices is still evident in Uganda's music teacher 

training and certification processes. The church was prominent in establishing teacher training 

colleges from pre-colonial times and remained a relevant factor, especially in the current music 

teacher preparation practice. Experience in church music was frequently mentioned as more 

advantageous for admission into music teacher preparation programs than, for instance, 

proficiency in indigenous music styles. Teachers with a good church music background were 

considered better music teachers for the school's music syllabus. In this regard, it is imperative 

upon teacher education institutions to regularly review music teacher certification structures 

 
553 Isbell, "Music Educators Consider Musical Futures: Professional Development in the United Kingdom," 41. 
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including those established in the colonial era to adapt them to the culture, needs and interests of 

the people they are serving.     

 Since music has for long not been a regular classroom subject for long in most Ugandan 

schools, admission to music teacher preparation programs could not necessarily consider the 

candidates' school music background but rather their interest in the subject, as exposed by this 

study. Going by this practice, music teacher preparation could not be standardized in the 

different teacher education institutions. Thus, with no focused music teaching in most Ugandan 

schools, the music teacher fraternity will comprise of teachers with varying fundamental music 

competencies, although they may possess the same teacher qualifications. A provision for 

different categories of music teacher certification based on music knowledge backgrounds for the 

various prospective music teachers could help in addressing this dilemma. 

  

Post-College Professional Development and Professional Associations 
 
 There were notable concerns of a lack of post-college professional development and 

training opportunities for music teachers in Uganda. Continuous professional development for 

teachers is a matter that the Director for UNESCO, East African Regional Office Muhammed 

Djelid recommended for consideration in the reviewing of the 2017 national teacher policy. 

There was hardly any mention of affiliation to professional associations for music teachers, be it 

local or international from responses of interviewees for this study. Conference attendances, 

academic research and presentations, academic publications and professional associations were 

the other notable missing professional practices in Uganda's music teacher preparation discourse.   

 

Personalities in Uganda’s Music Education  
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 The evolution of Uganda's music teacher preparation practices can be seen in the life 

testimonies of the individuals interviewed for this study. Their lived experiences as music 

educators and their opinions on music education illuminate the multiple perspectives the 

discipline has undergone over the years. Zadok Adolu Otojoka and Bishop (Emeritus) George 

Sinabulya provided first-hand experiences of life under colonialism when formal education 

systems were first introduced in Uganda. Peter Cooke and Janice Hobday represented the British 

perspective as expatriate music teachers who came to Uganda in the immediate post-

independence era of the mid-1960s.  Faith M. Rwegyemera, Pison Nyinomujuni, and Stephen 

Rwangyezi's music teacher training experiences from the 1970s dovetailed into the 1980s and 

1990s’ global neoliberalism agenda. The final group comprised of Peter Ekadu-Ereu, Godfrey 

Ntubiro, Beatrice Geria, and Paul Isabirye, who provided the connections between the historical 

and contemporary practices in Uganda's music teacher preparation.  

Other notable individuals mentioned in this narrative as key facilitators of music teacher 

preparation practices in Uganda included: George W. Kakoma, Mbabi S. Katana, Abel Kakudidi 

Bukuru, Christopher Kizza, Justinian L. Tamusuza, Sylvia Nannyonga-Tamusuza, Grace W. 

Mutekanga Igaga, and Benedicto Mubangizi. Moses Sserwadda of dance and Rose Mbowa of 

theatre studies were also critical to this process. Joseph Kyagambidwa, Christine Kiganda, 

Arthur Musulube, Sam Muwonge, and Stephen Busuulwa were also frequently referenced as 

notable contributors to the development of Uganda's music teaching profession.      

 

Recommendations for Further Research 
 
 This author is aware that music teacher preparation in Uganda is not limited to formal 

education systems and structures. However, the current study's focus targeted practices in the 
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formally established teacher education settings, particularly Makerere University and Kyambogo 

University. Although indigenous music teacher practices are occasionally referred to in this 

study, this component of Uganda's music teacher preparation was not comprehensively explored. 

Future researchers may wish to consider an in-depth investigation of the indigenous music 

teacher preparation practices for a complete picture of music education in Uganda.       

 Given the colonial history of Uganda's formal education system, this study established 

that the music curriculum content and instructional methods involved Western and African 

aspects. However, as a qualitative study, the researcher could not establish the exact proportions 

of the two different education perspectives. Therefore, experimental studies on curriculum 

matters would help provide a more precise position on actual proportions between western and 

African music content, and appropriate practices desirable and relevant for a Ugandan music 

teacher preparation program. 

 The primary source of data for this study relied mainly on the memory of  human 

subjects. Further research involving other participants may potentially reveal more information 

that interviewees of this study may not have provided. Also, due to limitations arising from the 

COVID-19 restrictions, all interviews for the current study were conducted remotely. This 

approach had several challenges, including connection disruptions, which occasionally interfered 

with the communication leading to distortion and loss of valuable information, and inability to 

observe the non-verbal reactions. Future studies that may permit in-person interactions would 

benefit from better access to sources and obtain more detailed and accurate information.   

 

Conclusions 
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 Music teacher preparation is still a developing professional discipline in Uganda, as is the 

general field of music education on the African continent. As stated in the Literature Review 

Chapter of this study, most studies on music education in Africa have reflected the apparent 

contestation on the philosophical foundation positions between European or western and African 

education ideologies. Uganda's music teacher preparation track is a clear manifestation of this 

contestation, as represented in this study's findings. Based on Mahmood Mamdani’s argument 

discussed in Chapter One of this document, that higher education in middle Africa only began 

with independence (in the 1960s) and not during the earlier colonialism,554 it is logical for one to 

conclude that music teacher preparation in Uganda, in its real sense, had not even started until 

probably the 1980s. What was practiced until that time was general teacher education and those 

students that showed an interest in music were encouraged only to add it as an extra teaching 

subject. Perhaps, supplemental music training was provided under the extramural studies 

program. 

 Since formal education in Uganda and the rest of Africa was an initiative of the west, 

music teacher preparation in Uganda has taken a more Eurocentric approach. From 

independence, the agitation to reverse this education ideology has been a major pre-occupation 

of the African academia, including in music education. This contestation resulted in what Phyllis 

Klotman and Robert H. Klotman referred to as the "Africanizing and decolonizing the music 

curricula,"555 discussed in Chapter Two of this document. This is the narrative that has 

dominated academic discourse in music education in Africa. However, for such a strategy to 

deliver meaningful results, a profound understanding of this education’s foundational structures 

 
554 Mamdani, "Higher education, the state and the marketplace," 5. 
 
555 Klotman and Klotman, "Impressions of Music Education in East Africa,” 105.  
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from a historical perspective is critical. It is this persuasion that informed the historical study 

framework for the current research project.   

 British satirist, Sir Terrance Pratchett was quoted in Chapter One of this document in 

reference to the importance of history in determining future success. He said: 

If you do not know where you come from, then you don't know where you are, and if you 
don't know where you are, then you don't know where you're going. And if you don't 
know where you're going, you're probably going wrong.556  

 
Also, an American historian cited earlier in this document, Allen Britton, further underscored the 

value of historical research in music education. Britton stated that: “The historian can see in the 

issues of history the issues of today and so be better prepared to attack them with the greatest 

possible wisdom and so the greatest possible success.”557 The current author is convinced that 

Pratchett and Britton’s views are pertinent to the situation of music teacher preparation in 

Uganda. Motivated by the notion that educators can only better prepare for the future with 

adequate knowledge of the past, it is the hope of this researcher that this historical study will 

provide that critical resource base necessary to confront issues of concern for contemporary 

music educators and practitioners in Uganda, and the rest of the world. 

 Furthermore, regarding the decolonization and Africanization agenda for music education 

in Uganda and Africa, a strategic and deliberate focus on music teacher education as the 

foremost task will provide a firm foundation for the progress of the discipline. And this focus 

should be originated from the African indigenous education philosophy of where “every 

intelligent and responsible citizen of the society taught the young people the basic 

 
556 Pratchett, I Shall Wear Midnight, 113. 
 
557 Britton, "The Place of Historical Research in Graduate Programs in Music Education," 56. 
 



Texas Tech University, Milton Wabyona, May 2021 

 
 
 

219 

knowledge,”558 as stated by Ssekamwa in Chapter One of this work. Therefore, if Africanization 

of music education in Africa is to yield any meaningful results, then indigenous music experts 

and institutions should form the core targets for music teacher preparation programs in new 

knowledge transfer approaches. This way, the discipline will greatly benefit from a wealth of 

music knowledge that is abundantly available in all communities and there upon base new 

education innovations. Also, this approach will foster an integrated education system that 

involves and recognizes many members of society as valuable contributors to the practice of 

teaching and learning of new knowledge.     

 Secondly, the approaches employed by the African academia on decolonization of 

education greatly account for its ineffectiveness. The majority of content on decolonization of 

education in Africa is mainly found in literary works published in books and journals that the 

primary target group can hardly access, afford, read or even interpret. In order to decolonize 

music education in Uganda in a meaningful way, music teacher preparation will benefit most 

from a more applied teacher preparation philosophy that closely resonates with indigenous 

people’s thinking about education practices in traditional African communities. Considering the 

submissions from all interviewees for this study, a performance or practical heavy music teacher 

preparation curriculum would profoundly enhance Uganda’s music education. As professional 

educators, the best way to inspire students (and communities) is to do the things they know, but 

with exceptional quality. Focusing Uganda’s music teacher preparation on enabling prospective 

teachers to do the things (musics) that are known within their environments with exceptional 

quality would significantly enhance music education in Africa.        

 
558 Ssekamwa, History and Development of Education in Uganda, 42. 
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 Finally, when Indian-Ugandan political historian Mahmood Mamdani stated that, “higher 

education is the strategic heart of education,”559 then teacher preparation could as well be 

considered the “blood” that flows from that heart. The quality of blood that runs from the heart to 

rest of body determines the wellness of that body. If the quality of Uganda’s music teacher 

preparation is questionable (de-oxygenated blood) from the source – the “heart,” which are the 

teacher training institutions, then it is not logical to expect a thriving music education discipline. 

Relatedly, German educationist Andreas Schleicher stated that: “the quality of an education 

system cannot exceed the quality of its teachers and their work.”560 Therefore, a deliberate and 

methodical focus on music teacher preparation in Uganda, as underscored in this study will 

significantly enhance the state of music education, and potentially, that of general education in 

Uganda and in the East African region.  

 

 
 
 
  

 
559 Mamdani, "Higher Education, the State and the Marketplace," 1. 
 
560 Schleicher, "Lessons from the World on Effective Teaching and Learning Environments,” 202 
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APPENDIX A 

 INTERVIEW PROTOCOL DOCUMENT 

 
 

 

 

 

Topic: Trends in Music Teacher Preparation in Uganda from 1950 to Present: 

An Historical Study. 

“The quality of an education system cannot exceed the quality of its teachers.” 
Andreas Schleicher 

 

Interviewer: Milton Wabyona  

Date: 

Time: 

Location: 

Pseudonym: 

I. Opening Statement: 

Thank you for taking your time to meet with me and participate in this research study. 
My name is Milton Wabyona, a PhD student for Music Education at Texas Tech University, and 
I will be talking with you today. Your participation in this study will contribute in documenting a 
historical account of music teacher preparation in Uganda from pre-independence era to present 
times. With this record, I hope we can provide a useful understanding of the past, present and 
future perspectives in music teacher preparation in particular, but also, music education in 
Uganda. Your participation in this research study is completely voluntary, and any information 
collected will be strictly used for research purposes.  

You may choose not to answer any question or discontinue the interview at any time. 
Your identity and the identity of your institution will be kept completely confidential and will 
not be published in any reports. You will be allowed to review the transcripts of this interview to 
clarify meaning and verify the information. Before we proceed, "do you agree to continue with 
this interview, and that I should audio record the interview?" Consent was given.  

Do you have any questions before we begin? 

II. Background 

I would like to start by asking you to share with me about your personal career.  
Tell me briefly about your life in relation to music education in Uganda.  

a. When did you start your music teacher preparation from and where? 
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a. What were the admission requirements?   

III. Organization of music teacher preparation programs in Uganda since 1950 - 2020 

1. How was music teacher preparation organized in Uganda during your time? 
2. How did the transition from an African oral traditional practice to Western formal music 

education take place*?  
3. What were the size of your classrooms at the time? 
4. What qualification(s) did you attain?  
5. Who were your teachers? 

 
IV. Curricula Materials  
 

1. Would you explain how the music teacher preparation curriculum was structured?  
2. Tell me about the textbooks that you used during your teacher preparation program. 
3. Who were the commonly referenced authors? 
4. What kind of instruments were used for classroom instruction? 

 
V. Instructional Methodologies and Pedagogical Practices 
 

1. Were your lessons theoretical or practical?  
2. Were they participatory? 
3. What kind of assignments were you required to do and how were you assessed? 

VI. Trends in Music Teacher Preparation 

1. How would you compare music teacher preparation at your time and how it is and today? 
2. At what point can you say that changes started to take place? 
3. Are there practices from your time that you would recommend for current music teacher 

preparation programs? 

VII. Concluding Questions 

1. Is there anything else that you would like to add about any of the topics that we have 
discussed or other areas that we didn't discuss but you think are important? 

2. Do you have any questions for me? 
3. Should I need to follow-up and clarify any information provided, would it be ok to do so? 

 
VIII. Closing Statement 

Thank you for your time and participation in this interview. The information that you provided 
will be very helpful in this research project. I will share a copy of the transcribed interview to 
verify the information you provided. Rest reassured that this interview will be used strictly for 
research purposes, and at no time will your identity be compromised in any published reports. 
Our interview session has come to an end. I now stop the recording. 
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NATIONAL TEACHERS’ COLLEGE, KYAMBOGO NEWSLETTER, 1968. 
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APPENDIX C 

BACHELOR OF MUSIC EDUCATION SYLLABUS – ITEK, 1987 
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APPENDIX D 

JANICE HOBDAY’S PHOTOGRAPHS FROM GAYAZA HIGH SCHOOL 

 

 
 

Gayaza High School students for guitar 
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A-level candidates from other schools during music examinations held at Gayaza High School 

 

 
 

Gayaza High School students practicing a piece on amadinda (xylophone) 
 

 
 

Gayaza High School choir performing a war song from Buganda 
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Instrumental composition for Uganda music schools’ festivals 


