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THE RWANDAN NARRATIVE 
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8.1 Introduction 

This chapter is premised on the observation that leadership is context-bound and that 
country-specific studies need to be undertaken to understand how leadership is influenced by 
the context within which it is exercised. It specifically focuses on Rwanda, a post-conflict 
country that experienced a four-year war that ended with genocide in 1994. The chapter is 
based on a study that aimed to generate an understanding of the issues which are of current 
concern to primary school leaders in post-conflict Rwanda and of the strategies adopted by 
them in order to deal with those issues. A number of justifications for the pursuit of such an 
aim exist. First, education in post-conflict societies has been associated with a number of 
benefits, including economic development, alleviation of poverty, and the promotion of peace, 
tolerance and reconciliation (Karareba, Clarke & O’Donoghue, 2017; Paulson, 2011). The World 
Bank (2005) also referred to these benefits nearly 12 years ago as follows: 

Educational programming in post-conflict societies cannot be business as 
usual. Education has a critical role to play in the wider reconstruction of the 
society, from building peace and social cohesion to facilitating economic 
recovery and getting the country onto an accelerated development track. (p. 27) 
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Primary school education warrants, therefore, special consideration given that Rwanda 
is a post-conflict society, that primary education in the country is compulsory, and because it 
has a high potential to determine school outcomes. 

The second reason for conducting research on primary school leadership in post-conflict 
Rwanda relates to the scarcity of empirical studies on the status of school leadership in post-
conflict settings (Clarke & O’Donoghue, 2013). The study upon which this chapter is based was 
one contribution to filling this lacuna. Another reason yet again for engaging in the research is 
the persistent neglect by researchers of the importance of considering context in leadership 
(Karareba, Clarke & O’Donoghue, 2017; Vroom & Jago, 2007). This has meant that educational 
leadership literature has been (and continues to be) dominated by insights generated from the 
West and is impoverished by the lack of a contextual understanding of school leadership in such 
diverse contexts as developing countries (Oplatka, 2004).  

As Rwanda is not only a post-conflict country, but also a developing country, the chapter 
contributes to understanding school leadership in developing countries. The following 
questions were addressed by the study upon which this chapter is based: ‘What issues are 
currently of concern to primary school leaders in Rwanda, and how do they deal with them’? 

The chapter is in four sections. The first section sketches out the background of how the 
present situation in Rwanda has been arrived at, especially in relation to education. The second 
depicts the research approach adopted in the study. The third section of the chapter presents, 
in the form of propositions, the results of the study. This is followed by a concluding discussion.  

 

8.2  The Background 

Rwanda, known as the “country of a thousand hills”, is a land-locked country located in 
central Africa. It is bordered by Burundi to the south, Uganda to the north, the Republic 
Democratic of Congo (formerly known as Zaire) to the west, and Tanzania to the east. The 
nation was first colonised by Germany (1894-1916) and then by Belgium (1916-1962) after the 
defeat of Germany in the First World War (Nyarambi, 2009). Political independence from 
Belgium was gained in 1962 and the First Republic reigned from then until 1973, when it was 
overthrown in a military coup. This was followed by the Second Republic, from 1973 up until 
the end of the war and genocide in the country in 1994.  

 
8.2.1  From 1894 to 1994: Education before the Violent Conflict and Genocide Era 

French missionaries are credited with introducing formal education in Rwanda in 1900. 
Education was aimed at evangelising the Rwandan community and producing junior staff to 
serve German and Belgian colonisers. Prior to the 1920s, missionary education was essentially 
elementary, focusing on reading religious texts, memorising catechism, singing liturgical songs 
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in Latin, and reciting prayers (Erny, 2001). The French language was emphasised in a selective 
pathway within primary school education, being taught to members of future auxiliaries of the 
colonial administration (Erny, 2001; King, 2008). Also, only those who had followed this 
selective pathway of primary schooling could pursue secondary education. 

The colonial period also saw a higher level of ethnic disparity in access to education. The 
three ethnic groups (Hutus, Tutsis, and Twas) making up the Rwandan population did not have 
equal access to education. During the period 1894 to 1962, Tutsis were given preference in 
schools, even though Hutus constituted more than 80 per cent of the population (New 
Internationalist, 2002). Indeed, from the early 1920s up until the end of the 1950s, “the 
consensus of opinion among Belgian administrators was that the Tutsi should remain the sole 
recipients of secular and missionary education” (Lemarchand, 1970, p. 74). The educated Tutsis 
served as interpreters, clerks, and tax collectors and could be appointed as chiefs, thus 
constituting “the embryo of a new category of functionaries which the administration used as a 
counterweight to the apathy or resistance of the older generations” (Lemarchand, 1970, p. 74). 

Post-independence governments attempted to address the aforementioned education 
imbalance, albeit without much success. Marlow-Ferguson (2002) notes that the First Republic 
(1962-1973) opened the education system to all children. Postlethwaite (1995) agreed with this 
observation, demonstrating that the First Republic broke the Tutsi monopoly and addressed 
previous inequality by democratising access to education, and seeking to prepare all Rwandans 
for vocational life, for entry into the labour force, and for higher education. The Second 
Republic (1973-94), on the other hand, introduced an ethnic quota system to deal with 
imbalances in education. Under this system, ethnic groups in the country had to be represented 
in secondary schools in accordance with the number of people in each group (Twagilimana, 
1996).  

The Second Republic also restricted access to secondary school education. According to 
Postlethwaite (1988), only 2-to-7 per cent of primary school-grade graduates entered 
secondary schools during this administration. Consequently, over 90 per cent of primary-school 
leavers entered “an adult work market at around 11 or 12 years of age” (p. 577). Twagilimana 
(1996) notes that secondary education comprised those schools that educated future primary 
school teachers, schools that offered a general education, and schools that provided a technical 
and professional education.  

Another pre-conflict hallmark of education in Rwanda was the education reform that 
occurred in 1977, again under the Second Republic. The goals of the reform were: 

Democratisation of access at all levels of education, qualitative and 
quantitative improvement of the skilled labour force required by the economy, 
and then promotion of the national language and culture through the education 
system while maintaining openness to the outside world through the teaching of 
foreign languages. (p. 829) 



G. Karareba and S. Clarke  Rwanda 

125 • THE Monograph Series, Vol. 1         New Directions in Research 

The implementation of the reform began in 1979 for primary education and in 1981 for 
secondary education. Twagilimana (1996, p. 123) highlights two objectives of the 1979 
developments, namely, the “ruralisation” and “Rwandanization” of primary school education. 
The term ‘Rwandanisation’ is used by the author to clarify that the language of instruction was 
changed from being French to being Kinyarwanda, while the ‘ruralisation’ of primary school 
education refers to the introduction of practical training that focused on rural activities. Also, 
the length of primary school education was extended to eight years. 

Notwithstanding the First and Second Republics’ attempts to follow their own education 
agendas, colonial legacies, including a teacher-centred pedagogy, influenced schooling under 
these regimes. Prior to the 1994 genocide, the Rwandan education system was strongly 
influenced by Belgian traditions. Weinstein, et al., (2007, p. 65) reported that this meant that it 
was “constrained by the legacy of past political influences as well as traditional pedagogical 
practices”. They go on to add that the “Belgian and French tradition of lectures with passive 
students influenced generations of students and teachers.”  

 
8.2.2  From 1994 to 1999:  

The Post-conflict Education Emergency and Reconstruction Era 

The post-genocide government re-established the primary school system very soon 
after the conflict ceased. Primary schools re-opened early in September 1994, just two months 
after the end of the war in July of that year, while secondary schooling resumed in October 
1994 (Cantwell, 1997). The re-opening of schools very shortly after the end of the conflict 
contrasts with Machel’s (1996) observation that education is not often prioritised by 
governments and international agencies during emergency situations. Indeed, local and 
international organisations as well as the Rwandan government were prompt in re-opening 
schools because they seemed to share a belief that only education could bring about the sense 
of normalcy and routine that were strongly needed by children. 

Owing to the new government’s lack of financial resources in the immediate aftermath 
of the war, local and international organisations assisted with providing and organising 
education assistance. UNESCO and UNICEF distributed school materials for children and trained 
teachers in their use and in dealing with psychological trauma (Cantwell, 1997; Obura, 2003). In 
addition, 200 NGOs provided non-accompanied, unhealthy, orphaned, and traumatised 
children with food, water, health care and shelter (Cantwell, 1997; Obura, 2003). 
Notwithstanding this relatively successful intervention, however, Cantwell (1997) pointed out 
that the NGOs’ activities seemed to lack coordination and some were ill-equipped for, and 
unfamiliar with, responding to emergency situations. 

Other challenges that affected education during the 1994-1999 period included a lack of 
qualified teachers, a shortage of classrooms, high student attrition and repetition rates, a high 
teacher-student ratio, and poor salaries for teachers. The shortage of teachers was 
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understandable; a good number of them had fled Rwanda as a result of the war, while others 
had either been killed or jailed for alleged involvement in the genocide (Hodgkin, 2006). Also, 
32 per cent of pre-war and genocide primary schools were destroyed, (Marlow-Ferguson, 
2002). In addition, there was a teacher qualification-related problem as evidenced by the fact 
that in 1997, just three years after the end of the war and genocide, 70 per cent of primary 
school teachers were still deemed to be underqualified (Cantwell, 1997). Furthermore, by 2004, 
only 51 per cent of primary-school age, had completed primary school education. This 
percentage was lower than the average completion rate in Sub-Saharan Africa at the time 
(Bridgeland, Wulsin & McNaught, 2009).  

 
8.2.3  A Plethora of Education Changes from 2000 to 2017  

Since 2000, many education changes and practices have characterised the Rwandan 
education system. These include the sudden change of the medium of instruction, the 
introduction of computers in the primary school system in a country where most primary 
schools do not have access to electricity, a very high turnover of ministers of education, and the 
introduction of education practices borrowed from English-speaking countries. An elaboration 
on each of these education changes now follows. 

The French language had been the sole language of instruction before the war and 
genocide of 1994, and it continued to dominate the education system for the next 15 years. In 
2009, however, the Rwandan government suddenly abandoned French and elevated the status 
of the English language. English was made the sole language of teaching and learning at all 
education levels, and French was no longer an official language and a medium of instruction in 
schools and higher learning institutions (Samuelson & Freedman, 2010). While some academics 
attributed the change to Rwanda and France’s souring diplomatic relations, others supported 
the government’s explanation that English should merit special consideration on the grounds 
that it is the language of business and trade.  

In 2008 Rwanda also started to introduce Information Communication Technology in 
primary schools. This took place mainly through the implementation of a ‘one laptop per child’ 
programme. The aim of the program was to improve education in the country by distributing 
low-cost, low-power, specially designed children’s laptops. By the end of 2012, Rwanda had 
distributed 210,000 laptops to 217 primary schools (UNESCO, 2014).  

Another education change relates to a high turnover of ministers for education and a 
spate of new policies and practices that resulted from this. Since the end of the violent conflict 
in 1994, 13 Ministers have led the Ministry of Education. Each of these ministers attempted to 
implement his or her own ideology and strategies to address chronic education problems 
(Ntakirutimana & Kanamugire, 2016). For example, Minister Emmanuel Mudidi sought to deal 
with grade repetition and end-of-year academic dismissal of students by ordering that all 
primary and secondary school students be promoted to the next grade regardless of their 
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academic performance (Ntakirutimana & Kanamugire, 2016). This order was not well received 
by many Rwandans, who thought it could lead to a lowering in the quality of education.  

Another example of education change introduced by a minister has resulted in changes 
in the way that primary and secondary school leaving certificate examination results are 
presented. Since the end of the war and genocide in 1994, these results have been expressed in 
four different ways: first in percentages, then as a value out of 11, then as a value out of 55, 
and now as a value out of 73 (Ntakirutimana & Kanamugire, 2016). 

There are also changes that have affected the primary and secondary school system, 
which may be considered to be cases of international borrowing. As many policy makers in 
Rwanda grew up in exile in English speaking neighbouring countries and went on to hold senior 
leadership positions in those countries, they tended to borrow education policies and practices 
from that with which they were familiar. Furthermore, the introduction of free universal 
secondary education in Uganda in 2006 can be related to the free Nine-Year Basic Education 
(NYBE) (six years of primary school plus three years of lower secondary level) introduced in 
Rwanda in 2009. Similarly, the name given to the source of funding (i.e. capitation grant) for 
Rwandan NYBE schools and the rules governing how this grant has to be spent seem to have 
been borrowed from the Ugandan NYBE policy.  

The introduction of such subjects as the ‘general paper’ and ‘entrepreneurship’ as well 
as three-subject combinations (e.g. Mathematics-Economy- Geography) in secondary schools, 
and the teaching of elementary science and technology in primary schools, are other examples 
of international borrowing. These learning areas did not exist in Rwandan primary and 
secondary schools before the war and genocide of 1994. Again, it is most likely that they were 
borrowed from Uganda as they appear in the Ugandan Curriculum (Aga Khan Schools, 2009; 
National Curriculum Development Centre, 2008).  

The above-mentioned changes occurred while education decentralisation was also 
taking place. Since the early 2000s, there has been a shift away from a centralised school 
administration to a decentralised one, and towards school-based management. As part of this 
process, responsibility for monitoring the implementation of centrally designed education 
policies was devolved to 30 districts and 416 administrative sectors, a move that led to the 
creation of new leadership roles and bodies. These include district education officers, sector 
education officers, school management boards, and school-based management committees.  

So far in this chapter an overview of education before the war and genocide and from 
the immediate aftermath of the conflict until the present has been provided. It portrays mainly 
macro-level and systemic changes and issues that have characterised education more generally 
during these periods. It is also instructive, however, to understand how macro-level changes 
and policies initiated at higher levels within the administrative hierarchy have been understood 
at the micro-level of the school. The study upon which this chapter is based was one 
contribution to delineating the contextual complexity characterising school leadership in post-



G. Karareba and S. Clarke  Rwanda 

128 • THE Monograph Series, Vol. 1         New Directions in Research 

conflict Rwanda. It focused on the challenges faced by individual school leaders as they perform 
their work and on the strategies adopted by them to deal with those challenges at the micro-
level of the school.  

 

8.3  The Research Project 

8.3.1 Theoretical Framework 

The study which is now reported was located in the interpretivist paradigm. The term 
‘paradigm’ refers to a set of assumptions about the world and to what constitutes appropriate 
methods for investigating that world (Punch, 2009).  

The study was undertaken within the interpretivist paradigm because it sought to reveal 
the meanings people assigned to situations and behaviours, and which they used to understand 
their world (O’Donoghue, 2007). Interpretivists believe that human and social actions have 
meanings and have to be interpreted and understood within the context of social practices. 
Understanding these meanings, which are constructed through interaction between human 
beings, facilitates an understanding of social reality and phenomena (O’Donoghue, 2007). Thus, 
in adopting an interpretivist paradigm the researcher had to show an interest in subjective 
meanings of reality, namely, the way in which individuals make sense of their world and the 
way in which they attribute meanings to it (Sarantakos, 2005).  

 
8.3.2  Guiding Questions  

The central research question was formulated as follows: What issues are currently of 
concern to primary school leaders in Rwanda, and how do they deal with them? It was aimed at 
generating theory on the issues that are of current concern to primary school leaders in the 
nation. Issues are taken to be matters affecting or having an impact on people in their everyday 
lives; they are matters that interest individuals, or capture their attention, because they are 
important or affect them.  

In addressing the central research question, individual interviews were conducted with 
participants. The following guiding questions, linked to the central research question, guided 
the data collection process: 

• What are the challenges and influences that primary school leaders face as they 
perform their work? 

• What is the nature of the context within which these challenges and influences arise? 
• What are the strategies primary school leaders adopt to deal with the complexities of 

their work and the reasons behind those strategies? 
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8.3.3 Selection of Participants 

Purposive selection and maximum variation selection were adopted. Participants 
consisted of six principals, six deputy principals and six representatives of parent-teachers 
associations (PTA) from six schools. Principals and deputy principals were interviewed because 
it was deemed that they were in the best position to report on the current concerns of school 
leaders. PTA representatives were also selected because they also are involved in school 
leadership and management. Their responsibilities included analysing major problems facing 
the school and proposing solutions, analysing the school action plan, and monitoring the 
discipline and conduct of school authorities, teachers and students (Republic of Rwanda, 2012). 
Furthermore, two sector education officers and two district education officers were 
interviewed to supplement insights from principals, deputy principals and PTA representatives.  

 
8.3.4  Data Collection and Analysis 

Data were collected through semi-structured interviews. Unstructured non-participant 
observation, however, was also employed as a means to inform the interviews, and to 
stimulate further data gathering questions. Grounded theory methods of data analysis, 
especially open coding, were used to analyse data (Punch, 2009). The analytic induction 
technique was then employed in order to formulate general propositions from the data. These 
propositions are now presented.  

 

 

8.4  Results of the Study 

8.4.1  Proposition One 

The legacies of war, genocide and globalisation have had, and are continuing to have, an 
impact on the work of primary school leaders in Rwanda.  

One of the current concerns of school leadership that can be attributed directly to the 
legacy of war and genocide relates to conflict prevention in schools. Some participants reported 
witnessing segregationist behaviours in children that possibly emanate from what they learn 
from their families and the community environment. These ideas were mostly related to 
ethnicity. Furthermore, school leaders revealed that incidents related to genocide ideology 
have occurred in schools other than their own in the past few years. This mirrored accounts by 
Rwandan parliamentarians in a special report on the issue (BBC, 2008; King, 2014) and the 
results of research by others (Bush & Saltarelli, 2000; Davies, 2004; Smith & Vaux, 2003). Unlike 
the present study, however, these studies have not indicated how conflict prevention is a 
challenge for school leadership, particularly in schools attended by children whose parents 
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belong to the categories of perpetrators, victims, and innocent bystanders, as in the Rwandan 
case (Straus, 2004). 

Relatedly, participants expressed concern about their teachers’ lack of pedagogic 
resources on the Rwandan genocide and their lack of confidence regarding the teaching of the 
topic. The dearth of associated textbooks rendered the teaching particularly arduous because 
of Rwanda’s “problematic” history and its “variegated interpretation” (Kiwuwa 2012, p. 62). In 
addition, teaching about the genocide requires making reference to ethnicity. The problem 
here is that the identification of Rwandans as members of ethnic groups (Hutu, Tutsi, Twa) was 
officially banned in the country in order to promote unity and reconciliation (Fussel, 2001; 
Power, 2013). Thus, referring to ethnicity may potentially be equated with harbouring genocide 
ideology (Amnesty International, 2010). On this, school leaders reported that teachers tend to 
avoid using participative teaching methods when considering addressing genocide-related 
topics in the classroom. This reveals a circumstance indicating how teaching and school 
leadership can be constrained by the legacy of conflict. The commentary here illustrates that 
conflict prevention and peace building are long-term processes that require people to explore 
and deconstruct identities and attitudes that led to the conflict in question, and that teachers 
and school leaders require formal guidance in order to contribute meaningfully to these 
processes. 

Primary school leadership in Rwanda is also constrained by the implementation of the 
multitude of reforms generated both by the impact of globalisation and the legacy of conflict. 
Post-genocide education in the country has been characterised by endemic change. In this 
regard, participants in the study reported that leading centrally-prescribed reform is 
problematic for them as changes are required to be implemented regardless of a school’s 
capacity and teachers’ readiness to embrace them. Participants stated that the ‘one laptop per 
child’ programme was a failure because of the lack of availability of electricity at most of the 
primary schools in the country. Another example of problematic education reform was the 
rapid switch that was made from French to English as the medium of instruction at all levels of 
education. This switch can be understood against the background of globalisation and the 
legacy of conflict infiltrating the post-conflict education system in Rwanda. In this regard, the 
elevation of the English language in a country whose schooling was long influenced by France 
and Belgium may be explained by the United Kingdom’s heavy influence on Rwanda’s education 
policy and planning in the post-genocide era (Schweisfurth, 2006) through its provision of aid. It 
can also be linked to the borrowing of education policy and practices from English speaking 
countries by powerful policy makers who spent their formative years in exile in English-
speaking nations before the genocide of 1994 (Schweisfurth, 2006).  
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8.4.2  Proposition Two 

The lack of teachers’ and school leaders’ professional knowledge and skill has 
undermined effective primary school leadership. This has been exacerbated by the 
inability of school leaders to provide professional support to their teachers. 

Participants expressed concerns regarding the low level of professional knowledge and 
skill of their teachers. They highlighted that the areas in which their teachers are in most need 
of professional support relate to the implementation of learner-centred pedagogy, the 
acquisition of English language competency, and the ability to impart knowledge and skills to 
children with special needs. Given that teacher-centred pedagogy was the most usual approach 
adopted during teachers’ and school leaders’ own formal education (Weinstein, Freedman and 
Hughson, 2007), they expressed some doubts about their capacity to support their staff in 
embracing student-centred approaches to learning. In addition, most school leaders have been 
exposed to the French dominated school system and are therefore unable to provide 
professional support and mentoring to staff in order to enhance their English language 
competency. Furthermore, the recent integration into regular classrooms of children with 
special needs also requires that school leaders provide support for teachers in the area of 
inclusive education, yet this, the participants claim, is an area in which they themselves are 
poorly equipped.  

Effective school leadership, participants held, can also be undermined by poorly 
motivated teachers. This is not necessarily directly attributable to the legacy of the war and 
genocide; participants did not identify any challenges associated with inadequate security and 
safety in their schools of the sort which elsewhere has led to a lowering of teachers’ morale and 
motivation during, and in the immediate aftermath, of war (Bennell & Akyeampong, 2007). 
Rather, teachers perceived that the lack of both commitment and motivation was attributable 
to poor living and working conditions. Clearly, it is no easy task for school leaders to improve 
student learning when they are also having to contend with unmotivated and uncommitted 
staff (Hargreaves, 2003; Leithwood, Harris & Hopkins, 2008). 

A further concern of school leaders emanates from the insufficient professional 
development opportunities available to them. In this connection, participants commented that 
they need to be provided with professional learning opportunities in such areas as accountancy, 
school leadership and management, and the English language. This need is not surprising since 
the initial preparation that school leaders receive in university programmes does not equip 
them particularly well for their leadership roles (MINEDUC-VVOB, 2011). This type of situation 
is also common in many developing countries (Bush & Jackson, 2002; Bush & Oduro, 2006; 
Harber & Davies, 1997; Oplatka, 2004; Otunga, Serem & Kindiki, 2008).  
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8.4.3 Proposition Three 

Some concerns of primary school leaders can be attributed more to Rwanda’s developing 
country status than to the legacies of the war and genocide.  

The financial constraint that is faced by most of the schools that featured in the study 
being detailed seems to be due more to Rwanda’s developing country status than to the 
legacies of war and genocide. Such factors as a large trade deficit, a non-competitive industrial 
sector, dependency on external aid, an agrarian economy whereby agriculture is practised on a 
small, often fragmented, piece of land, continue to define the low-socio economic development 
context of Rwanda (UNDP, 2013). Therefore, in keeping with other developing nations, 
Rwanda’s lack of sufficient financial means and the poverty experienced by many households 
can impede the development of infrastructure in schools, the provision of educational 
resources, and effective teaching and school leadership (Bush, 2008; Otunga et al., 2008). 
Furthermore, as in other low-income countries which have recently attained high student 
enrolment rates, the financial constraints experienced by Rwandan schools have been 
aggravated by the ever-increasing number of children attending ‘nine year basic education 
schools’ (Otunga et al., 2008; Rogers & Vegas, 2010). Finally, participants also recognised that 
even before 1994, primary school leadership was constrained by high levels of student attrition 
resulting from childhood pregnancies, family poverty and the poor quality of education  

 

8.4.4  Proposition Four 

A range of strategies has been adopted by school leaders to deal with their concerns. 
The managerial style of leadership that is part of those strategies, however, is far from 
being effective in addressing the adaptive problems facing school leaders. 

Participants reported that they adopt a range of strategies in their day-to-day work. 
Their school-based strategies include conflict prevention endeavours. Examples are the 
establishment and support of students’ anti-violence clubs, field trips to genocide memorial 
sites, the organisation of genocide commemoration events, and a peer-to-peer learning 
strategy for dealing with teachers’ lack of proficiency in the language of instruction, as well as 
for coaching and mentoring newly appointed school leaders, and in attempting to improve 
classroom teaching. In addition, school leaders may seek financial contributions from students’ 
parents whenever faced with pressing financial problems to do with their schools. Furthermore, 
the Ubuntu worldview that is rooted in the Rwandan culture partly enables school leaders to 
address financial constraints facing schools. It contributes, for example, to the construction and 
rehabilitation of classrooms by the local population, thus allowing them to save on school 
infrastructure.  

School leaders face problems pertaining to parents’ inclination not to be involved in the 
education of their children and they adopt a range of strategies when tackling this. The 
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strategies vary from discussing the issue with parents to reporting them to local administrative 
bodies. Collaboration between the school and the local administration is especially apparent 
when parents resist sending their children to school or when they are complicit in a student 
dropping out. Indeed, local administration authorities in Rwanda are able to fine parents who 
are deemed to be jeopardising the government’s aim to increase access to education.  

Another strategy relates to the leadership style adopted by school leaders. Managerial 
leadership approaches tend to be employed by school leaders when leading their schools. The 
literature indicates, however, that this style of leadership is relatively ineffective in dealing with 
the adaptive challenges faced by school leaders. The problems faced by school leaders and 
which have been described in this chapter are akin to those that Heifetz and Linsky (2002) 
portray as ‘adaptive problems’, or the kinds of problems for which we do not have ready 
answers and which take time to deal with (Fullan, 2005).  

 

8.5  Conclusion 

The study reported in this chapter, it will be recalled, was undertaken to address a 
research lacuna about school leadership in post-conflict and developing country settings. It can 
be considered to be a response to Hallinger’s (2011, 2016) argument that we need to obtain 
better understanding not just about ‘what works’ but ‘what works’ in different settings, and to 
add to it that we also need understandings about school leaders’ perspectives of what works 
and does not work in their particular settings. In particular, the study has been offered as a 
contribution to research on leadership of primary schools in post-conflict Rwanda. Specifically, 
it set out to develop an understanding of the perspectives of primary school leaders on the 
concerns they have and on the strategies adopted by them in order to deal with those 
concerns.  

To conclude, in order for education stakeholders in Rwanda to sustain the enhancement 
of primary school leadership into the future they will need to be aware of the following 
fundamental challenges that are currently prevalent:  

• School leaders are required to implement centrally prescribed education changes 
regardless of the schools’ capacity to embrace those changes. 

• The poverty of households and the illiteracy of parents often hamper effective 
community and school leadership. 

• As formal schooling has historically contributed to violent conflict, school leaders are 
currently challenged with ensuring that history does not repeat itself. 

• There is a perceived lack of effective professional learning and development 
opportunities available for school leaders and primary school teachers.  
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It stands to reason, therefore, that primary school leaders need to be prepared, 
developed and supported as effectively as possible for the rigour of their roles, and that this 
preparation should be grounded in the day-to-day realities of schools, rather than being driven 
by normative models of leadership which often have little application to those realities and 
make it more likely that school leaders will encounter dissonance between how they are 
professionally socialised and what they actually experience in their roles.  
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