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Abstract
This study investigates the discourse of forming an integrated education system in the wake of civil conflict. The main question posed is about the role of schools in helping formerly abducted youth overcome their traumatic experiences and re-enter their communities as full citizens.
Through an exploratory approach, the study situates formerly abducted youth in Northern Uganda within their delicate history of captivity and life upon return. It goes ahead to explore how schools can bridge the gap between their violent and traumatic past and prepare them for the future. In investigating the challenges with abduction and schooling, the research also does explore into specific girl experiences that provides a sensitive gendered dimension. 

While schooling presents functions of correcting societal inequalities, the experiences of abduction and the violent nature of schools reveal challenges in reforming life for these young people. 
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Chapter 1:
Background and Context
The Northern Uganda conflict has caused humanitarian crisis and exacerbated social, economic and political divisions in Uganda (IRC 2006). As a result, one of the greatest challenges can be on how to ensure social cohesion in a post conflict situation. One of the theories advanced about the usefulness of education in post conflict societies is its impact in ensuring social cohesion within society. This discourse relies on the tenet that in divided societies where there is need to create a sense of citizenship, developing an integrated educational system and paying sensitivity to a unifying language as medium of transferring knowledge can ensure a culture of tolerance (Arlow 2004).

Formerly abducted children and youth are a critically affected group from the war affected population of Northern Uganda. This study explores the appropriateness of schools in the rehabilitation and reintegration of children in post war contexts where life chances have been disrupted and recovering societies live with fear and hate. The research is particularly concerned with the ways in which the abduction experiences unfold in the lives of adolescents (12-18 years) within the school they attend and how the school mediates such experiences. 

Since the post colonial period of national independence in the 1960’s, the continent of Africa has been raven with conflicts and civil war (Oliver 2002). Uganda has been no exception. Since independence in 1962, Uganda has had seven changes of government, all of which have been violent and the main causes have been rooted in inequalities based on ethnicities (Cheney 2007: 169). Deeply rooted in the colonial stereotyping of the ethnic groups, national roles were decided based on which ethnic group one came from and national roles divided based on which role they presumed best fitted a particular group. Even after independence, Northerners continued to hold primarily military jobs under the president Milton Obote while those ethnic groups from the south were recruited for civil servant positions and their lands were targeted for economic development (Ibid: 169). This directly impacted on how the national cake was shared amongst the different ethnic groups leaving others disadvantaged.

Beginning in 1968 when President Yoweri Kaguta Museveni came to power, Northern Uganda experienced at least twenty years of severe civil conflict that took place between the Lords’ Resistance Army (LRA) rebel group and the Government of Uganda (GoU). The conflict in Northern Uganda has resulted into protracted violence within communities culminating in inter and intra ethnic violence with particular effect on children and youth. Children have been targeted for abduction as child soldiers and ‘wives’ to commanders; with at least 20,000 to 25,000 children passing through reception centers (UNICEF 2010). Therefore, northern Uganda is an important place to evaluate the impacts of child and youth soldiering and the meaning of reintegration these children (Blattman 2008).  They have suffered in the realms of their psychosocial well-being, their education, their economic activities, their health and the war violence they have faced challenging their reintegration. (Roger et al. 2006). At the same time, situations have presented themselves where during their period of abduction these children and youth were perpetrators of violence; they committed atrocities against their own communities further complicating their experiences when they returned from abduction.
Situating Children and Abduction Experience in the Northern Uganda Context

By 2007, the statistics from reception centers showed at least 22,759 individuals registered within the reception data base of returned abductees (Phoung Pham et al. 2007). These statistics shade light of the magnitude of abduction in Northern Uganda. However, even this figure underestimates the magnitude of the problem since not all returnees register at reception centers, those who died in captivity are not counted, and those who still live in captivity but their fate unknown are also uncounted. Of the recorded number, at least two-thirds are children abducted mainly to perform as sex slaves, porters and soldiers (Ibid).
The definition of abduction has to be contextualized to create meaning. According to UNODC (2010), human trafficking which is a crime equivalent to abduction is understood as a ‘process that involves an act of recruiting, transporting, transferring, harboring or receiving a person through the use of force, coercion or other means, for the purpose of exploiting them’. However, this definition refers to all forms of trafficking. In the context of the Northern Uganda conflict, abduction is understood as forceful recruitment of persons from their community into rebel activity against their will (Abigeil 2005).

Ugandans and the international community alike tend to view LRA children simultaneously as victims and perpetrators of political instability (Cheney 2007). However, only a small number of early LRA recruits were volunteers (many of whom became senior commanders in the force as time went on) and only a handful of these have returned from the bush( Blattman and  Annan 2008). The local community views these formerly abducted persons (FAPS) with varied opinion. The Acholi though widely report a culture of forgiveness and willingness to accept former-LRA, it is believed that this culture is articulated as a mindful tactic to end the war by encouraging the LRA to return home (Peer Support Report 2008). In practice the reception is variable and many FAPs report rejection from their communities. 

Experience of Abduction
In captivity, abductees existed as different groupings, were assigned different social roles and commanded different privileges.  Some of the groupings include the top commanders, junior commanders, foot soldiers, wives or sex slaves and then the porters. According to (Pham et al. 2007), the main abduction experiences can be summarized into two categories; sexual related experiences and exposure to other forms of violence. While women were for most times the victims of sexual violence other forms of violence was common for both sexes (Ibid and SWAY report 2008).

Violence and Abduction

All formerly abducted persons have to a degree been exposed to violence at the time of abduction, during their time in captivity or upon return (SWAY 2008). The nature of violence is summarized by Pham et al. (2007) in the table below:
Table 1.1 Experience of violence at the time of abduction

	Nature of violence
	Percentage affected

	Beaten at abduction
	128 (67%)

	Tied up at abduction
	112 (58%)

	Given load to carry at abduction
	151 (79%)

	Brother was also abducted
	41   (21%)

	Sister was also abducted
	21   (11%)

	With sister at time of abduction
	62   (31%)


Table 1.2 Experience of violence while in captivity

	Nature of Violence
	 Percentage affected

	Was forced to walk far
	152 (79%)

	Witnessed Killing of abductee
	94   (49%)

	Participated in Killing
	28   (15%)

	Saw abductee participate in killing
	59   (31%)

	Was beaten or tortured
	124 (65%)

	Received military training
	33   (17%)

	Fought/ambushed UPDF
	11   (6%)

	Attacked by UPDF
	81   (42 %)

	Injured during attack
	12   (6%)

	Experienced hunger or thirst
	109 (66%)

	Has been to Sudan
	15   (8%)

	Fought in Sudan
	11   (6%)

	Was given to commanders*
	11   (14%)*

	Had child during captivity*
	8     (10%)*


Key: * Among females only
Tables extracted from: Pham P. et al. (2007) Abducted; The Lord’s Resistance Army and Forced Conscription in Northern Uganda 
Perpetration of violence is an act committed by both male and female abductees, or even against them. Violence in captivity is manipulated and explains most of the dynamics in abduction. According to Baines (2008) and Blattman and Annan (2008) some of these dynamics include, initiation rituals like beatings, striving to climb command structures through loyalty and military excellence, disorientation methods such as using violence to terrorize and providing misinformation, spiritual indoctrination, forceful killings, survival strategies such as formation of social networks, political indoctrination within an ideology of retention. 
Girl Torture and Abduction

Women generally experienced longer stays in captivity as compared to men (Pham et al. 2007). This is generally because they are mostly confined as wives within LRA bases and hence have limited chances to escape. In captivity, girls performed varied task including fighting, cooking, pottery, fetching water cleaning for LRA and sexual roles; with at least quarter of all female abductees falling prey to this, (Ibid) and (Mazurana D. and K. Carlson 2006). According to a SWAY report (2008), women forced to become wives in captivity experience more average violence perpetrated and witnessed than other female abductees and other long term abductees. This is something that Cheney (2007: 181) describes as a ‘double stigma of captivity’ because of their gender specific experiences.

Girls became wives to commanders. A SWAY report(2008) cites that  nearly all top commanders had at least five forced wives and the lower level fighters averaging at least two forced wives. From these marriages, many were forced into sexual relationships and they ended up with children from these relationship. There was a specific pattern of network for the female. The wives to commanders associated amongst themselves and lived in distinct places together with the commanders. They used the ‘ordinary’ females as baby sitters and servants within their reach. Being a wife to a commander also came with a set of privileges such as getting the cream of services like health care and protection.
Return Experiences
The problem with abduction is complex, relating to time in captivity and also moving into the long term effects extending into life after return. The average length of time spent in captivity was 342 days (Pham et al. 2007). Pham also notes that female abductees stay longer in captivity as compared to their male counterparts and the younger abductees likely spend more time in captivity as compared to the older ones. The correlation in terms of experience and impact is that the longer the period spent in captivity, the more chances of one being exposed to violence in abduction and the more impact it has on the individual’s recovery.

Abduction experiences have extreme psychological impacts on abductees and their communities. Overall, formerly abducted children experience more psychosocial problems as compared to their non-abducted counter parts mainly because of social exclusion (Blattman and Annan 2008). Such social exclusion is destructive to their psychosocial recovery, as it constantly reminds them of atrocities they observed or committed during captivity. Furthermore, stigmatization generates a sense of guilt for the returnee, which can trigger depression.
Abductees also suffer economically. Longer abductions are associated with lower wealth, earnings and employment (Annan et al 2010). This is mainly because of their lost time in abduction and the direct and indirect impact on family and community acceptance that limits their chances of accessing employment opportunities and family wealth.
Many initiatives have come up to ensure a smooth transition of the FAPS back home. Peer support groups, community sensitization, formal disarmament and demobilization, a period of transition in an interim care centre, issuing of amnesty certificates, tracing and family mediation, family reunification, traditional cleansing and healing ceremonies and religious support, school or skills training, ongoing access to healthcare for those in school or training, individual supportive counselling, facilitation and encouragement have been worked to improve relations between these war affected children and their communities (Peer Support report 2008).

However, these strategies are not necessarily bearing all the desired results for FAPs as witnessed in Northern Uganda. In Northern Uganda, both non-combatant and combatant returnees face considerable reintegration challenges within their communities.  In some cases, they have been treated as innocent victims who were simply abducted into the bush, while also in several occasions they have had to confront themselves with the realities of reconciling with the communities which they committed atrocities against sometimes culminating into stigma (Ibid). In Roco Wat I Acoli (2005), some challenges were also identified in an attempt to demonstrate how returnees are also socially ostracized through community resentment through name calling such as ‘rebel’, ‘Kony,’ ‘children of the rebels,’ ‘rebel wife,’ or ‘chicken thief.’
The challenges are still great for the young women. The report, Young Mother’s Marriage and Reintegration (2006) describes that the challenges include; the loss of marriage opportunities as the most important socioeconomic institution of support for mothers and children, forceful reunion with former LRA commanders who they were forcefully married to and the question of children born in captivity and their identities as part of a clan.
Returned Abductees and Schooling; What Does it Hold for Them?

Part of the problem of FAPS is with their schooling because; they have significantly lower levels of schooling because of prolonged absence from school, difficulties of resuming school as a young adult, and also the impact of captivity on the resources necessary to pay fees (Annan et al. 2007).

At home, much effort has been allocated to restore youth into their communities and families, socially and economically. Many returned youth have been referred into schools hoping that they are safe havens to realize their social and economic dreams. However, the challenges that complicate the recovery of these children keep unfolding and intersect with other factors and sometimes reborn within the school environment. Mild to moderate psychosocial consequences of abduction, adding up with high-levels of self-blame,  homelessness and parentless, name calling, stigmatization and resentment could be lasting impacts interacting in this space SWAY (2006), Blattman and Annan, (2006) and Roco Wat I Acoli (2005). When reborn within this new space, these experiences further complicate recovery and instead leave these youth in the difficult situation of redefining themselves and future. 
Against this back drop, this research considers the contribution that schools could make towards mending such relations and helping formerly abducted youth overcome their traumatic experiences. One of the essential goals of schools is to socialize children into citizens beyond differences. According to the International Centre for Transitional Justice (ICTJ), “In deeply divided societies, particularly after identity-based conflicts, in which the polarization of identities has acquired a "zero-sum" nature due to violence, fear and mistrust, redefining relations is a particularly problematic subject.” ‘Yet, changes in the ways that groups are portrayed in textbooks, classrooms and school settings can promote truth-telling and acknowledgment, and can be a distinct dimension of moral repair in the wake of mass atrocity,’ (Ibid).

In post conflict South Africa, educational systems have offered institutional frameworks through which issues of reconciling communities have been dealt with especially through including values like social justice, human rights, inclusivity, and harmonizing education and culture (Patricia 2009). Schools in post conflict areas where victims, perpetrators and community members all attend offer great frameworks for implementing restorative programmes (NURC 2005). Through representation, inclusion and new ways of approaching stories about the past, education can also contribute to the transformation of experiences of how learners see themselves and the groups with which they most closely identify (ICTJ). It can also reform how students perceive groups that have come to be seen as the "other" that is, outside their own circle of moral responsibility, less deserving of human rights, threatening, disloyal and generally negative or inferior (Ibid).

Research Question
The Northern Uganda conflict has caused a humanitarian crisis and exacerbated social, economic and political divisions in Uganda (IRC 2006). As a result, one of the greatest challenges can be on how to ensure social cohesion in a post conflict situation. One of the theories advanced about the usefulness of education in post conflict societies is its impact in ensuring social cohesion within society. In this regard, the research question here is;

What role do schools play in helping formerly abducted youth overcome their traumatic experiences and re-enter their communities as full citizens? 

Sub –questions
The research project combines fieldwork-based documentary investigation with a broad analysis of the perceptions of life within the school. The project seeks to answer a series of research questions, which also became the thematic guide for the interview and focus group discussions. 

· How are the educational programmes and activities organized to reflect the experiences of the learners? What are the impacts of these materials and activities on the learners? How do they help them to reintegrate?
· What attitudes and ideas are expressed by school’s authorities with regard to the conflict experiences of FAPs in looking to the future? 

· How different are their school experiences from what they experienced in captivity? 

· What are the specific experiences of abducted girls? How are these experiences reformed within the school? What are the continued impacts witnessed or reproduced within the school? 

Research Objectives

This study seeks to explore the realities of experiences within the school in question and specifically address the following two broad objectives with second holding two sub-objectives;

1-How do the organized educational materials and activities help to rebuild the learners from the disruptive effects of abduction?

2-a) What attitudes and ideas are expressed with regards to the school transforming abduction experiences?

b)-How does the school practices and impacts compare across for the formerly abducted girls?

Justification
There is close linkage between education and formerly abducted adolescents in Northern Uganda. Within a policy framework of Education for All, Uganda today tries to ensure the access to education for children and youth for both male and female. However, no clear focus is given to understand what schooling means for the formerly abducted person within his/her delicate history and how schools come in to reform this experience positively and meaningfully.

In the context of the conflict of Northern Uganda, it is imperative to ask critical questions to revalidate the relevance of schools for this marginalized population; the extent to which schools address the effects of abduction and the extent to which they offer these youth an opportunity to reclaim a meaningful sense towards a productive life.  Whether in the way the schools operate, they reproduce these youths’ fragmented sense of self and exacerbate the long term effects of abduction.

The Case at Hand; Laroo School of the War Affected Children (SOWAC)

This project is based on a case study of a primary school built during the conflict mainly considering the fact that a condition in real life cannot be duplicated by laboratory research (Yin 2004). In an attempt to respond to the devastating situation in the region, the Belgian government in collaboration with the Government of Uganda constructed Laroo School for the War Affected Children (SOWAC) in July 2006. The school was set up to offer vocational training for formerly abducted children (both boys and girls) who could not advance far in their education to enable accelerated learning. Currently, the school enrolls 460 young learners with at least 40% female learners. The school largely consists of formerly abducted persons, former commanders, children born in captivity and other war affected children. This group, especially the first batch to enroll in the school consisted of ex-combatants some of whom had even held ranks while in the bush. The group, like many formerly abducted persons, was highly traumatized and suffered from nightmares, spiritual attacks
, and other psychosocial problems and stigma. While many of the children here have lived with suspicion towards the government thinking that the school is meant to ‘lock them up’, they have also portrayed aspects of violence and revenge within the school.

Other than the formal curriculum, the school has incorporated aspects to reclaim meaning in the lives of the children, such as integrating peace education into their formal lessons, psychosocial support in the form of counselling and guidance, recruiting qualified teachers in special needs education, community link sessions, early childhood and development for children of child mothers, and spiritual/religious attachments, sports therapy, music dance and drama and use of peace clubs.  The school ensures that reconciliation and forgiveness is promoted through the strict enforcement of school rules and regulations. Despite all this, the school still faces incidents of revenge flaring up amongst the students as FAPs are attacked by non-FAPs or even, former foot soldiers against commanders
.

While carefully designed transitional justice practices shall restore victims, perpetrators and the community after violent conflict, the institutional capacities of school systems to address the complex nature of the relations is still questionable. There has not been any clear investigation to understand how issues of social relations are addressed within such an institution and more importantly how it interacts with the lived experiences of the children who go through these schools. 

This school is particularly interesting for this study because there is a dominant population of FAPs studying alongside non-FAPs. It becomes a useful institution to understand how the perceptions towards FAPs are shaped to ensure normal growth and reform the experience of abduction. More so, this case becomes a useful one in exploring how education can come in to mend the divisive impacts of conflict within society.

Chapter 2: Theoretical and Analytical Framework
Key Concepts
At this juncture, it is useful to introduce some of the terms, concepts and frameworks key to the present work to help clarify its scope and direction. Because our knowledge is (rapidly) developing, creating a purposeful, valid, and complete meaning for the key concepts here is valid. This study seeks to understand how schooling helps to reform the experience of formerly abducted adolescents. Given this focus, the particular terms that shall be elaborated on are Young people in Conflict and Reintegration. 

Young People and the Conflict

To create a clear cut difference between children, adolescents, youth, or even adults may remarkably reduce our understanding of the most vulnerable category in war situations. Young people in conflict show different characteristics remarkably different from youth in other contexts. To illustrate this, we consider the youth definitions which have always taken the form of the common age-based definitions of child and adult. The United Nations (2010) defines ‘youth’, as ‘those persons between the ages of 15 and 24 years, without prejudice to other definitions by Member States.’ In Uganda, the Ministry of Gender Labour and Social Development (MGLSD) (2010) defines youth as all young people, female and male, aged 12 to 30 years. They go on further to recognize that this is a period of great emotional, physical and psychological changes that require societal support for a safe passage from adolescent to full adulthood. 

In many pliable African societies, the definition of youth is those who range from adolescents to any adult not yet married (Cheney 2007). Marriage therefore becomes an ideal transition in life to upgrade out of the youth bracket. In that sense, youth are considered a vulnerable group who need to be taken care of and when they become fathers, they become caregivers and so take on an adult’s role. However, this categorization becomes more complicated as noticed in many African societies where youth become parents at puberty and hence making them young adults who skip their youthood (Sommers 2006: 4). In other words, they are inadequately prepared to become adults.

However, in situating young people in conflict, we need the social lens of such experiences to better understand them. According to a report by UNDP (2006), “Youth is considered as a complex interplay of personal, institutional and macroeconomic changes that most young people have to negotiate.” Such interplay may broadly also apply for young people in the Northern Uganda conflict setting considering the social intricacies of the conflict. For example, many terms such as ‘child soldiers’ and ‘war affected children’ have been used broadly to refer to mid-aged individuals ranging between twelve and eighteen years being primary victims of abduction and torture. Generally, how we perceive them influences how we respond to them.
The discourse of youth and young people also carries a gender tone depending on the spaces provided by the societies they belong. For example, in most developing context, girls suffer because they are often treated as the weaker sex that dictates they have to be sheltered while the boys are often free to mingle with peers and develop their social networks (Pearson 1992). In terms of status, girls are believed to better establish themselves as adults when they become wives or mothers while for men it is a generally a longer time that precedes theses boundaries and hence keep the men more visible as youth (UNDP report on Youth and Conflict 2006).

In the context of conflict, understanding girls cannot be made without reflecting on particular issues that arise for the girls. Girls in conflict have been stage-managed into war ‘games’ such as rape, sexual slavery and forced marriage (Dyan and Khristopher 2006). These have particular impacts on girls since when exposed to such situations, they skip youth hood and are then marked as adults and wives based on their new status. At home, these youth are left in an imbalance since despite the new state of affairs; they have to fit within the broader demands such as education and social life, an experience which is impeded by such earlier expositions.

What is meant by youth and young children and in whose definition and whose realities does it reflect is often unclear. Is it proper to speak of youth/adolescents as a unified category? Do young people identify themselves as belonging to this social group? How important is it to pay attention to the specific contexts that shape the experiences of youth? Within the context of the research, teen-aged youth, herein referred to as adolescents, were spoken to. While the normal primary school-going age in Uganda is between 7-14 years, some of the learners were slightly above this average. It is believed that abduction experiences specially shape the lives of these young people and so only formerly abducted adolescents were targeted for this research. The formerly abducted adolescents were victims of literal kidnapping and sacrifice rather than the stereotypical child-soldier scenario (Cheney 2007). Summative, this research understands that the vast majority of abductees are adolescent aged boys and girls abducted from their families (Pham et al. 2007) and for that reason they become the focus for this research.
Young People and Schooling in Post Conflict Settings
The dual identities as pupils and former abductees make for a unique youthood in the context of schooling in Uganda. According to UNDP (2006), “Youth is considered as a complex interplay of personal, institutional and macroeconomic changes that most young people have to negotiate”. This presents young people in Northern Uganda with the challenge of negotiating their histories as FAPS in this new space. 
Blattman and Annan (2009) consider schooling as a priority in helping to reintegrate child soldiers in the aftermath of conflict. Yet when children get into schools, the challenges they face directly relate to their histories. Dodge and Raundalen (1991) recognize that psychological trauma may affect a child for extended periods affecting their normal growth and development through their academics. While also extended periods in abduction is disorienting for the academic performances of children mainly because they come back too old in their classes and the lack mental capacity to attain high grades like the other children (Blattman and Annan 2007).
The impact of conflict is always more severe on formerly abducted girls. Unlike boys, girls have lower chances of enrolling into school because of their children from captivity (Ibid). While even within schools, these girls continuously negotiate with the challenges of abduction. Girls, especially those who were sexually abused or bore children to rebels face tremendous challenges of rejection (UNIFEM 2004). This comes with social rejection and hostilities in schools against FAPS especially female learners which can be extremely detrimental to their learning.
Reintegration

Reintegration is such a huge concept that can best be understood within a clearly defined context. The best meaning attached to it should be considerate of who is undergoing the process and for what purpose this is taking place. Since this is a study that focuses on the reintegration of FAPs, reintegration shall be considered in their context. According to Boothby (2006), the four yard sticks that he attached to reintegration of former child soldiers included: 

establishing safety and appropriate codes of conduct for the returnees, re-establishing a self regulatory process by the FAPs to ensure good behaviour, promote security-seeking as against survival-seeking behaviour to establish as sense of security, trust and support meaning making
These values and principles can be enforced through a set of activities such as team sports or stage-managed dance, music, group art, ritualistic song dance activities, as well as through socio-drama and theatre performances.

In Northern Uganda, reintegration has been used to refer to getting FAPs back to a life the same or similar to what it was before abduction. The greatest dilemma with this understanding is to determine the best state of life before abduction and that a young abducted person in entitled to within his socio- economic context. Another issue is weighting the loss suffered because of the absence from normal society life and the impact that this has on each individual to regain a normal life. In trying to understand what reintegration could mean to an average war affected child in Northern Uganda, several issues are raised; 

...should go back to school, should be able to get employment, should access medical services, should get married, must not be discriminated, should not be verbally abused, should have rights to land and other family resources, should be given skills training, should cure of “mental” illness, should pay taxes, should be involved in community activities and must be punished like any other person if he or she commits a crime (Okeny 2010).
In the context of this project, reintegration is considered not as a given but rather as a process; a process that works to shape the lives of FAPs through an interaction among the FAPS, the community and the socio-economic institutions that surround him/her. This interaction should not only reduce the negative impacts but also allow for normal functioning of abduction in a way that can allow the returnee live life to its fullest potential.

A Theoretical Perspective

There are several views presented by educationalist on how schooling can be a potential institution through which positive life experiences for children can be realized. It is important to know about the theories and the assumptions that demonstrate aspects of change in the experiences that school going children are expected to undergo. Some of the questions imperatively asked here are: is there any generally applicable theories existing at all? And, if so, what are the relevant theories in shaping experiences associated with experiences of violence and social disruption? The following sections present some of the outstanding views of educational impacts through different lenses. Considering the aspects of violence in abduction and its consequent impact on social relations, the main theory dealt with here is education, conflict and social cohesion. The main focus here is to examine the role of education, whether positive or negative in situations of violence.
Education, Conflict and Social Cohesion

One of the theories advanced about the usefulness of education in post conflict societies is its impact in ensuring social cohesion within society. In this theory we look at education as a non-accomplice to rebellion, there by meaning, education setting in to correct the impacts of violence and social disruption caused by rebellion. This has particular significance in transforming post conflict societies because; under the same legislation and common history such an education system is likely to promote mutual understanding and a unified cultural heritage (Arlow 2004).
Working through education to ensure social cohesion requires some key strategies. The guiding questions as highlighted by Sobhi and Harley, (2004) are issues to do with understanding the background of the conflict, strategizing educational governance, questioning the curriculum paradigm, considering the difficult policy issues, and the role of research. In practice these are affected and influenced by other intricacies of policy dialogue and the logics in framing the issues. But such focus helps policy designers to focus on key issues that address the intricate issues around the conflict. 
This research understands the Northern Uganda conflict as a complex case, sometimes referred to as a spiritual war, an ethnically oriented conflict or with a political agenda serving national and international interest, (Otunnu 2006). In this regard, we consider the value of education in creating social cohesion both at communal and national levels. An educational system that promotes ‘an ideology of rapprochement, and mutual acknowledgement of joint responsibility for the division and pain….as well as engaging in joint activities and projects, such as a call to rewrite history books so as to address crude omission and negative stereotypes’ (Hadjipavlou 2007: 39) can be ideal for the conflict in case. This can help to change the long entrenched differences embedded within the conflict between the Acholi and other neighboring tribes at one level, and the Nilotics and other ethnic groups at a broader level
 fostering reconciliation and reintegration.
Citizenship Education

Local and global citizenship can be enfettered through curriculum activities of the social, civic and political (Arlow 2004). Citizenship education is a broad concept which is concerned with four thematic areas according to (Ibid); diversity and inclusion, equality and social justice, democracy and active participation and human rights and social responsibility. To ensure meaningful citizenship, human rights education and the role of education to enfetter national identity are particularly relevant in creating social cohesion.
Human Rights Education
Human rights education is a rather global educational ideology declared through universal syndromes (Joel 2004). It is concerned with ensuring individual consciousness, interpretative frameworks and sensations to resist human rights malpractices and misconducts as well as ensure a space for its observance and respect (Ibid). The main tenet with the human rights education is to ensure a culture that respects human rights as values for the existence of human beings not attaching any legal enforcement but rather values of humanity.

In the construct of today’s world, there are gross human rights violations many times inflamed through situations of conflict, loss of law and order, political oppression, torture engineered and implemented by governments (Maiese 2003). Northern Uganda has reported serious human rights violations. This has been due to the strategies employed by both the LRA and the government of Uganda against the civilian population (HRW 2005). Because of this, human rights education pays relevance here in helping to change the culture of human rights violations existent and carried out against the children. 
Education and the Reinforcement of National Identity

Social cohesion within a nation can be ensured through the enforcement of national identity. Juvenal et al, (2004) when talking about how education can bring about and reinforce a national identity exposed us to issues of having an inclusive education system, education providing a space and empowering people to take onto power and homogenizing nationalism through a cultural and linguistic unity. Compromising ethnic differences to create national unity can be brought about either through a culture of ‘unity in diversity’ or simply correcting the political, economic and social issues at stake (UNESCO 2003).

Uganda is a country with well over eighty tribal groups all speaking different languages and having specific cultural practices and values. Within a history of segregation and tribal dominance, national spirits tend to be minimal, sometimes leading into conflict as claimed in the case of the LRA-Government of Uganda conflict (Cheney 2007). FAPS can as a consequent suffer mistrust in the government and disorientation in terms of political ideology. Such school going children can benefit from an educational system that reinforces national unity in its broader sense if values of nationalism are enshrined within the school systems.
Schools as a Factor of Conflict

In post-conflict situations, many questions are asked as to how schools can be a perpetuating factor of conflict. One of the core issues always raised about schools and their potential role in perpetuating conflict is having segregated schools on principles and moral values (Arlow 2004). This is line with the cultural and the social differences which when schools are organized along such principles and values, they are likely to perpetuate the notion of the ‘other’ which fosters mutual ignorance and fear amongst the learners (Ibid). 

Schools can also be a factor of conflict by the fact that it exposes its learners to violence. Salmi (2000) highlights the fact that violence can co-exist in a significant fashion within schools. His discourse projects violence being embedded within education system by either producing violence or exacerbating existing forms of it. The point of inference here is how schools in the post-conflict Northern Uganda takes on such lessons to inform practice within the school to transform experiences of FAPs ensuring that the school does not reproduce any form of violence against FAPs.
In post conflict societies, there are always big questions on how to deal with the past, yet if not handled carefully, curriculums can exacerbate social divisions, tensions and identity-based conflicts. In Goldstone (1998: 120), ‘what is needed is not memory but remembering, not retrieval of some intact pictures but instead a dynamic process of both trying together and distinguishing fragments of past and present.’ What is needed is an interpretation of the past and ensuring that the new system addresses the past into the future. 

An Analytical Perspective: Education and Violence

Salmi (2000) proposes an analytical framework that focuses on and brings understanding on the different forms of violence and then examines how schools can contribute to these different forms of violence. Tawil and Harley (2004) reflecting on the same framework describe schools as violent environments further worsened by the schooling practice or lack thereof. This study adopts this framework mainly as tool to help identify whether the school in case presents another account of violence to these formerly abducted learners.

Salmi (2000) categorises the types of violence in schools into four types: direct violence, indirect violence, repressive violence and alienating violence. In doing so, he elucidates that direct violence stands for physical acts inflicted on learners, indirect violence stands for indirect harm caused to learners through their broader interaction within their environment of learning, repressive violence to characterize abuse of rights and alienating violence to embody with processes that prevent one from realizing their welfare, for example through denial of psychological, emotional, cultural, or intellectual integrity. He also emphasised that all these forms of violence overlap irrespective of their categorization.
Research Methodology

Introduction
The research employed an ethnographical approach within the school. This is mainly because Kwame (2005: 67) conceives that sketching a social conception requires ethnography of ways of conceiving…that recognizes especially that different stereotypes…may tend to be held by people with different social positions. Adding to that, this is a sensitive and edged group that might be crowded with disturbing experiences. I chose a very flexible research design, using a variety of qualitative methods which gave space to the individual voices of school beneficiaries, both learners and staffs. This is because ‘knowledge does not conform to objects; rather, objects conform to the conditions of our knowledge’ (Roger and John 1987: 94) and here pay attention to the very different perceptions of the effects and value of education that might exist in reshaping experiences. The research employed qualitative interviewing methodologies as well as exploratory studies.
Methods
The research employed a variety and because of the nature of the objectives backed with the specific dynamics experienced in the process of data collection. All the objectives, though not exclusively required some particular set of methods to ensure adequate data for the purpose of this research. 

In answering objective one, school academic staffs and formerly abducted learners were interviewed and the school project document was also reviewed. Individual interviews with the academic staff were intended to gather information about the core functions and how the school is organized while validating their impact. In a similar manner, academic staff also provided room to understand the particular attitudes towards FAPs’ lives, practice and development within the school. 

Objective two was a broad objective focusing on both the attitudes and experiences of the general FAPs population within the school and then later picking out on issues specific to girls. Because of their inter-lapping nature, all the methods used complemented one another. The methods used included individual interviews with both boys and girls, focused group discussion for boys and girls separately, and interviews with researchers and community workers who have been exposed to working with such children before.

In addition, a daily diary was complied over the days that visits were made to the school while using observation skills to observe mainly activities and relations within the school and picking out on the nature of interactions between different sexes and where possible establish relations between FAPS and non-FAPs. Also in order to establish the nature of social relations, network mapping was employed. And finally photos within the school were also documented. No single method exclusively came up with a final position about any particular issue but rather they complemented each other. Below is specifics of how the strategy unfolded.
· Interview with school staffs and academic board members was carried out to understand how the school strategizes to support FAPS recovery. 

· Review of school project document to understand how it allows learners to make sense of their experiences as FAPs.

· Use of a daily diary to observe and track how the school activities, policy and practices engage with the suffering and experiences of FAPs.

· In-depth interviews and focus group discussions with FAPs to get their testimonies of experiences prior to school and within the school.

· In-depth interviews and focus group discussions in separate groups of female FAPs to understand how their girl experiences have been transformed within the school.

Sampling
A stratified, random sample of target respondents was used based on their availability and relevance in answering the research questions basically through a snowball method. At the start of the research, the deputy head teacher in charge of psycho-social support became the entry point, after which he helped identify the relevant academic staffs and learners (FAPS) to be interviewed after explaining the nature and focus of the research. After initial contacts were made, a continuous rigorous process of identifying and interviewing was carried out over a period of two weeks with the third week used for focus group discussions. Academic staffs were interviewed first to provide a general focus of the school after which interviews were conducted with the learners.  

Six academic staffs and head of departments were interviewed through individual interviews. Seven girls and eleven male learners were also interviewed, while four focused group discussions were carried out, two separately for each sex (all groups contained between seven to ten learners). All learners interviewed or involved through the focus group discussions were FAPS between the age of twelve and seventeen. 

Networking mapping was used during the last week of the research after it was deemed necessary to complement the gaps in understanding patterns of social networks. At least three learners; one male and two females participated in the exercise. This helped me to understand the nature of social networks that children have and the values they attach to them comparing with what was in abduction.

 The daily diary was complied daily over the three weeks of data collection while the rest of the methods were employed on ad hoc basis as and when they were assessed necessary.

Reflections on Field Work with Children

Hirseland (2004) and Harris (2000) recognize that there are challenges to measure the success of value based education systems on social constructs such as values, mindsets, perceptions and life principles because the very learners interact within other social  systems, such as the broader community. The changes caused by participation within a specific social context overlap with personal developments initiated through other life experiences. During the period of data collection, dynamics in the field presented particular challenges and consequent twist in the research worth noting.
Studies with children present a particular challenge especially when understanding edged issues such as conflict within its complex effects. Particularly, my experience during this project presented me with the challenge of revoking the traumatic memories of experiences associated with abduction and torture.  This compelled me to explore alternative avenues to gather information about experiences of children in captivity that have effect on them as and after they return home. It was inventive to talk to social and community workers who have interacted with such children over periods of time either in reception centers or through community work. These people were particularly useful because they, through their works, have built stronger relations and confidence with these children and hence, helped them to open up on such complex issues.
Understanding social dynamics is such a complex issue that demands long periods of interactions and social observations. Mayall (1999: 16) observes that observation could be the most appropriate way ‘to witness children learning what it is to be a child, in the social and political contexts they operate in.’ For this reason the research employed the social mapping technique. Carried out in a natural environment, social mapping was especially useful because children within their freedom of expression could easily identify who they considered as a useful friend. It also helped me to match out the limitation of the short period of time I had to share with these children which would certainly limit me from establishing an untailored relationship between us.
Another thing that particularly proved challenging was being an adult male to interact with girls during one-on-one interviews. Much as such interviews needed private spaces to ensure the comfort and little interruption during the interviews, such privacy has its own backlash. The girls in Northern Uganda have been socialized to consider male and female interactions within private spaces as socially forbidden because of its close interpretation for sexual relations. Even when the girls had to identify the convenient places for such sessions, many of them were still shy while interacting with me. As a researcher, I could only win their confidence when I reassured them of their safety and the confidentiality with which their words would be treated. 

Chapter 3: Education and Hope: An Assessment of SOWAC Programmes
Introduction
...under the right circumstances a child’s cognitive and affective processes can also serve as a source of strength, building resilience and increasing the child’s ability to bounce back from unusual stress and trauma. This is especially the case when a child can count on continuous support from parents, family, friends and/other community members and social institutions.
                                                        Arafat and Musleh (2006) 

In trying to understand the realities of how FAPS live through the school and how such an experience helps them reform their past for a brighter future, a series of issues were unearthed. This chapter presents the views of the children and the teachers about the impact of the school programmes on the learners and helping them to rebound from unusual stress and trauma. 

SOWAC is organized around three main programmes that reflect the experiences and challenges that formerly abducted children face and seeks ways to reform these experiences in an attempt to make them more functional individuals. The two main branches here for discussion include; the psycho-social support and vocational skills offered in the school. 

The psycho-social support programmes is the core programme to strategically deal with Post Traumatic Stress Disorder (PTSD). This is because, at the start of the school, all learners in the school were recruited on the premise of suffering from some psychosocial disorder as a result of their abduction experience. As a result, all departments and activities within the school have to have the psycho-social support element embedded within them. Together, the peace and life skills are also closely linked and under the supervision of the deputy in charge of this department.

The vocational skills programme has three main components. First, the local skills development focuses on establishing a viable business and obtaining basic vocational skills in a community based environment (exclusively for those learners taking vocational skills as their core option). Second, business theory/integrated production skills and third, the programme offers agricultural skills training.

Perspectives on Psycho-social Support
The interviews and focused group discussions allowed for the identification of several perspectives from the learners and staffs on how psycho-social support considerably works to remodel the experiences of FAPs as well as key resources within the school that support their resiliency. 

Teachers’ view all the learners as children who have suffered from psychological trauma. The ideological usefulness of psycho-social support to the learners has led to its incorporation into various departments as a main strategy to ensure support to formerly abducted children. A teacher explained that because of acute need for psycho-social support, it has led them to foster a deliberate psycho-social programme to help these individuals. Its usefulness is also reflected in the strategy for recruitment of learners. He mentions that because of its deemed usefulness to FAPS, SOWAC has ensured that learners within the school are FAPS who suffer the greatest blunt of trauma and as a result fail to reintegrate into communities. He concluded that having such service integrated within all departments is an effective way to allow children to recover and benefit from this support.

Speaking to FAPS who have spent at least two years in captivity and confessed engagement/witnessing traumatic experiences, counselling was one primary psycho-social support tools that they mentioned has helped them in their recovery. Many learners engaged through counselling sessions explained that even if they had blamed people for their suffering, they appreciate the sessions because it has helped them to understand not only the future that lies ahead of them but also to learn to pardon the committers of crime against them, a value that they appreciate has helped them move on. Some also explained that the experience sharing carried through the group counselling sessions has helped them come into terms with their past since they realize that everyone has undergone some suffering. At least every leaner I spoke to admitted that the counselling was useful. 
When you come to the school, you are a different person. Life is disturbing. At home, the people hate you, the spirits chase you and you find no hope in life. But the school is a fair place. These teachers give us counselling and then you find you are different. Even the other pupils don’t abuse you...they are actually not allowed to! When you play with other pupils you feel better and accepted
.
Learners have also recognized the role of religion and prayers as complementing to other psycho-social support mechanisms within the school. Learners have been engaged in prayer sessions intended to ease them from their traumatic experiences and they have reported that this has helped them to find new hope in life because they get someone to confide in. While this largely depends on the faith of the learners, the learners’ responses show that it has yielded positive outcomes for the believers who undergo the process. One girl reportedly claimed that she continuously had nightmares and illusions that attacked her even during the day until she was helped through such prayer sessions. The role of religious institutions is further complemented with the support they provide to such learners. For example the support the Watoto church
 has provided to the child mother learners. This goes a long way in ensuring that psychosocial support is holistic. 
However, despite the great strides achieved through the psycho-social support, it still has not adequately helped some of the learners to recover from their traumatic pasts. The deputy in charge of counselling confirmed that there were still cases of trauma showing up which he explained with a couple of reasons. One is that the school still lacks specially trained teachers in psycho-social support skills with most of the teachers only getting general teaching courses. The other reason is that the kind of counselling given to these learners is done on one-off sessions with no follow-up and hence witnessing the recurrence of such problems. Subsequent support is only provided on ad-hoc basis as and when it shows up. The third reason sighted is that the support given does not have any clear linkages with other potential community based institutions such as the cultural ker kal kwaro
 and the family. This has limited synergy with other possible initiatives when the children are outside the school that could also have great relevance to these learners’ with psycho-social problems. At the end of the day, even the children who have luckily had access to this service are not spared the blunt of trauma from their experiences.
Recreational Activities
A positive view was echoed by both the learners and the teachers about the usefulness of games and sports as a recreational activity and also performing a psycho-therapeutic role. Games and sports which share the same ideology as songs and drama have been one central avenue through which psycho-social support has lived to its usefulness. The main ideology here is ensuring an environment of interaction, confidence building and experience sharing between FAPS and non-FAPS.  During these sessions, it is ensured both FAPS and non-FAPS participate while building on positive experiences. According to the teachers, it was noted that games have helped learners rebuild self esteem after continuous encouragement by trainers and ensuring that both categories participated. Learners on the other hand also confessed that their participation in games and sports were engaging experiences that helped them forget of their traumatic bush experiences especially when they realized within the same space they could also interact with non-FAPs. 

...you can see that they (FAPS) become more comfortable after playing games. When they perform well during sports they get to believe that they can also to do the things that the other learners do
. 
When you sit alone, all that comes into your mind are the things that happened in abduction...these games help you to forget some of the bad things that happened to you
.
All these arguments demonstrate the therapeutic usefulness of games and sports to enable these learners assume a normal state of operation as the rest of the learners.

Perspectives on Vocational Training
Both teachers and learners had some acute views on the usefulness of vocational training on the learners.

Teachers viewed vocational skills training as a useful alternative for learners to beat a fast paced demand of schooling on learners and consequently be able to earn a living from school exposure. To the teachers, the fact that FAPS have suffered long periods away from formal learning and as a result disoriented, may find it difficult to pursue mainstream school learning. Vocational skills’ training therefore comes in as an alternative that should help them despite the great loss of abduction to recover into meaningful living. The main objectives of the vocational skills department is to ensure that its graduates establish a business from which they can derive their livelihood, to develop and restore some basic craft and agricultural skills and give basic understanding on how business works. This to them is a useful way to help the learners gain from a destructed and yet competitive schooling.
However, in evaluating the usefulness of the vocational skills training in compensating for the lost opportunities and deriving a livelihood, teachers note that this department is limited in terms of providing the start-up kits needed by the graduating learners. One teacher noted,

 ...after studying and accredited as a successful student, learners have to be provided with a basic start up kit containing specific equipments depending on their specialized courses. To the panic of the school, a graduation ceremony which is falling in two weeks is still short of these packages
. 
Such setbacks have tremendous impacts on the graduates since they shall have the papers but no way to translate their learnt skills into a livelihood; an experience that continues to impact on FAPS and their societal lives within the communities. 
Learners also raised concern about the usefulness of the vocational skills department mainly because of technical planning and resource limitations. When asked about what their experience with the department has been like, they reiterated the fact that the department is short of training materials and equipment. This has made it complex for the learners passed through the department to acquire the necessary skills and expertise over the time they spend in ‘training’ generally leaving them at a backward pace of self sustenance as compared to the rest of the community. For example, after talking to one of the enrolled learners in this department, he revealed his frustration with the state of availability of practical sessions. This is what he had to say;

We have stayed for two weeks without classes. We don’t even know when we shall have the next classes. Every time we go for the practical classes, we have to use the same old bricks and sand. There is nothing new to use
. 
In this context, you can see that both learners and the teachers have a strong opinion that the school is designed to meet the needs of FAPS and living to its usefulness. This is true especially with the psycho-social support programmes and the games and sports. The findings also show that the vocational department needs a lot more attention in terms of servicing it with the necessary equipments to meet the needs of the learners and reorganizing the system to ensure that the system supports learning. 

Self-efficacy and Guarded Optimism
Formerly abducted learners at SOWAC remain positive about their own personal growth and development. As a result, many of them have as an option in maintaining personal careers, ensured an environment that enables them live positively by forming a supportive network around them. 

Identity and Social Networks
As reflected on earlier, positive peer relationships are a potential for social adjustments especially for children growing up from terrible histories. Abducted children formed connections in the bush mainly as a survival strategy. Some of the options that they took were to identify based on the places they came from, blood relations, similar abduction period, educational status at the time of abduction, ranks within the LRA and whether they were wives to commanders or not. Part of the benefits of forming such networks was to help as a channel for information flow to ensure safety and security, access benefits such as food and medication and to learn general living conducts. The study reveals that the school provides an environment where the networks that learners have are shaped in contexts extremely different from what they were used to in abduction life.
One teacher reported that the learners were all the same and they suffered broadly because of conflict. In that respect, he saw no need to treat FAPS special from the rest of the learners. Such unity in value is also reflected in the manner learners form social networks. Within the school, learners reported that they have not been very keen to rebuild old networks though many vividly remember the people with whom they shared their memories of captivity. The main reason why these networks have changed or not strictly maintained is because they view the school as a more secured place and the needs not security stringent. Another reason in the view of the teachers is their consistent communicate of all the learners being the ‘same.’ Hence, instead of getting close to a person because he came from the same area and hoping that such connections would be of use in case of escape, most learners created networks based on learning and school survival needs.

On talking to one student who had three friends; one was a formerly abducted person and the other weren’t. This is what he had to say;

My friends all come from different areas...we only met here at school for the first time. I don’t care where my friends come from. All I need from a friend is someone who I can share with when I need help, share our eatables and would advice him when he was going against the school rules
. 

After guiding three learners through the networking exercise, a similar pattern of networks was revealed as above. Out of the three learners involved in the exercise, all of them pointed to connections that had little connection to abduction. After they had identified the people that they considered they would like to stay with at school, they were asked the reasons as to why they chose these people. They mentioned them as people nice to speak to, had academic importance or shared the same hobbies as them. This shows how these children built their networks little depending on previous abduction experiences but rather in an environment of trust within the school.

The association amongst girls in captivity was based on the position and power they held as wives to commanders. In the school, the nature of association was based more on levels of study achieved and social hobbies as against the power and privileges accorded to individuals. This is true within the classes and dormitories which are arranged according to classes of studies. One of the main reasons is that the school wants to ensure an equal status for everyone, be it a returnee or non-formerly abducted girl. Indeed one teacher I spoke to confirmed this when he said ‘instead of referring to these learners as formerly abducted children, I would prefer to consider them as needy children broadly affected by poverty and suffering.’ 

The Tribal Networks
In abduction, children have always identified on tribal and other close semblance of heritage such as originating from the same geographical area and blood relations as a way of survival. This potentially helped when children needed to escape from abduction and as a result would build on the knowledge of some of their members to find their routes back home. This connection was also so useful to abductees because these became the only people they could trust in abduction since everyone became a spy on the other. In SOWAC, a diverse tribal group has been in-cooperated as part of the learners; some which initially viewed the other as enemies or perpetrators.

According to the learner’s views captured through the interviews and focus group discussions, the learners reported making themselves ‘fearless’ of other tribes. They mentioned that they were free to interact with other tribes and did not hold negative attitudes towards the other mainly because they were thought and sensitized against this. A tribal network was only re-enforced through mediums such as languages and common knowledge to share amongst themselves. For most of the learners, it was easy to engage with a tribes mate as a friend mainly because they would be able to speak in the same language and have common background issues to refer to in their normal interactions. Cutting across the tribal networks was not singled out as an issue rather than for these two reasons. Summative, as reflected by Cheney (2007) the generation tends to centre on class and cosmopolitanism rather than ethnicity and sectarian politics matching it with the needs within the school.

Overall, the learners believed that they could play a positive role to ensure a degree of success and improve their lives especially in their personal, social and academic domains of life. The findings indicate that FAPS though could feel discriminated and a marginal group within the school, they don’t necessarily priories that identity as a network. Children formulate their networks in ways concurrent with current situations and future aspirations rather than linger on their past.

Chapter 4: Understanding Violence, Democracy and Schooling

This chapter explores the linkages in the processes and the environment that school going FAPS interact with as an important determinant of violence against the learners. The interviews and focused group discussions with the learners and staffs gave them the chance to reflect and come with insights that show how safe they considered the school to be within its context. Both teachers and learners defined several instances of where they considered a locus of violence on the learners and also went ahead to relate how the school was reducing violence and ensuring social cohesion.

Education as a Locus of Violence

Meaningful participation within schools cannot be a given. Much as today, many children are celebrating the prevalence of relative peace after the ‘failed’ peace talks, the school today is a place where instances of violence is still possible, exist and can be detrimental to their recovery from such violent experience of abduction.

Direct Violence 

Schools in sensitive security environments can pose learners to the dangers of insecurity especially abduction by armed forces UNICEF (2002). Established in June 2006 during the peak of the conflict, SOWAC learners continued to exist under the threat of abduction by the rebels. One of the teachers reckon the fact that the learners were targeted for re-abduction by the rebels mainly because they were viewed as cheats since they only escaped from captivity. Studying under such fear, the school was not a safe place for the children.

It was a bad time.....There was always a rumour that the rebels wanted to take us back into abduction. Living in the school was sometimes considered availing yourself for abduction. There was no place safe; be it at home or school

The fear of war resuming still remains eminent for the learners. When asked what they worried most about their studies, many learners answered that the resumption of war was their greatest threat. This is a fear is beyond the control of the school. Many of these children have gone through the wildest of times of war and some engaged in battle fronts. To them, these are experiences that should not come their way again. Some learners reiterated their fear because they keep hearing that the LRA still exist either in Congo or Southern Sudan. For some, it reminds them of the difficulty with moving between school and home during the holidays as a result of the insecurity.

When I came to school, I could not go back for holidays. Everything was so difficult. They would shoot a convoy every other day on its way home. I had to request the teachers to allow me stay at school during the holidays. Some of the teachers then allowed me. They would give me food to eat as I slept in the dormitory
.
When learners were asked to recall their bad experiences within the school, physical punishment was a common reference to most learners. Though forbidden by the Ministry of Education and in breach of the Convention of the Rights of the Child (UN 1989/1990: article 28) the school has continued to promote it. One afternoon as I made a visit to the school during the research period, I noticed one of the highly placed administrative staffs using a stick to hose at the learners. In my limited position as a researcher, I did not want to further investigate into this issue but it was eminent that this happened with normalcy within the school. This is mainly because it is considered as an ‘enforcement tool to motivate students to learn better’ (Salmi 1993).

Student bullying was another aspect of violence cited by the learners within the school. SOWAC, especially during its first years of operation, had both commanders and foot soldiers studying within the school. The presence of such a composition with clear cut power lines showed some intricacies worth noting; sometimes reproducing the power game typical in the bush. In some instances, the school failed to protect the vulnerable and exposed them to harassment. In one scenario, where there was a well placed ex-commander in the LRA hierarchy studying within the school, it was witnessed that the ex-foot soldiers still played servitude to him. “He would give orders to the other students and they would all obey. When he moves, the rest of the students would leave him way”
. For these students, staying amidst commanders even if in another context guarded by more formal institutional conducts did not stop them from paying allegiance to such ex-commanders.
He (former commander) would come to the bore hole and chase away everyone then collect his water before anyone else would. Everyone feared him and would not hesitate. He could even beat you if you resisted. All the students feared him because they knew he was dangerous
.
Even within school settings where rules are enacted more formally and have to be adhered to by students, such environments can still witness human rights violations, intimidation and security threats.
Indirect Violence 

Access to schools can be a violent experience to FAPS. This can be so in the selective manner through which learners are enrolled to school as reflected with the case of SOWAC. Learners claim that the selection procedure has downplayed its usefulness to the majority needy population ensuring continued illiteracy. This is because of the flawed selection criteria. The school enrols learners at the sub-county level through an identification criteria initiated and controlled at the sub-county. Learners said there were many more people who need to get to the school but could not because they were not closely related to the sub-county leadership. While the system benefits from its decentralized nature, it only seeks to benefit the closely connected people. 
I decided that I would bring myself to school even when I was not selected. I had nowhere to go to and the people (sub-county leaders) wouldn’t select me. I struggled, got myself in a taxi from Pader to Gulu..... To me, this was my last hope. When I came, they admitted me and took care of me.... If I hadn’t come, I would not have been in this school. Many of the children studying here today are other relatives or children of the teachers here.

To many learners, one other form of indirect violence that they suffer is the poverty that they are engulfed in. Many children viewed poverty as the ‘second war’ which could be equally detrimental as the violent war its self. Children from abduction have particularly portrayed poverty of extended magnitude. Many have no families to take care and provide for their basics, suffer health effects from abduction, demonstrate powerlessness and suffer social insecurity. These trajectories impound on their learning. One learner explained that he was not sure he was going to benefit from the schooling if he was still walking back into a community that would not ably support him outside school. Because of poverty, learners contemplate the benefit of schooling to them.

 To many learners, discriminatory practices against the learners by neighbouring communities have been another form of violence suffered. Within a school earmarked as being for former abductees, the phenomenon of hate and revenge would not be avoided. The bitterness entrenched within a spirit of revenge against the formerly abducted children has continued to be portrayed whenever learners interact with the outside community. One learner sighted how they were treated during one occasion when they went to play another school during a football competition; 

They kept calling us ‘dwog cen paco’ and telling us to take back out madness to the bush every time we went to play. When we played them a foul, they would say we have brought back our bush mentality.

The research proved that learners in SOWAC are functionally illiterate. Some of the planned learning packages such as the computer based careers guidance tool called “YoBoYo” have not been availed. While this could have been a very useful package for these children who have been disadvantaged from accessing any form of ICT knowledge, the package has largely remained rhetoric and no funds availed to implement. In a society where communications is revolutionarily changing, demanding new jobs and career patterns, formerly abducted learners are bound to suffer such inadequacies. This makes them fail to compare with the other learners outside the school who access such systems.

Repressive Violence 

The research showed that FAPs are successively detached from active political rights. The school governance, structure and organization have not fully supported the children who go through the school to meaningfully participate in the political space. This is demonstrated through some of the statements echoed by the learners about their knowledge of the political gimmick and their vision of it.

Politically, when talking to the learners, I found that some of the learners had little opinion and understanding of the national political space. Because of their position in relation to their experiences, many of them don’t share a national political identity. According to the deputy in charge of psycho-social support,  some elderly learners who particularly held command positions in captivity, viewed the school with scepticism, as a space to be rounded up by the government, a fear referred to as ‘stranger danger’ in Cheney (2007) further distancing them from the government. This poses great challenges on how the school can mend such broken relations with the state.
Message Politics
‘Educators have a great responsibility not to become propagandists or to push students towards a specific political position...Human rights education must be exploratory, open ended, and problem solving. It should also call on the learner to identify and strive to eliminate injustice’  Spring (2004).
After visiting the school, there, it was discovered that there are conflicting messages displayed in the school. Some of the messages in the school read as:
· Violence is Bad

· Have Hope in life

· Avoid Early Pregnancy

· In God We Trust

· Say No to Early Marriage

· Disability is Not Inability

· Being Unique Makes You Special

· Everything Done in This World is Done by Hope

· Avoid Stigmatization and Discrimination of HIV/AIDS Infected Persons

· Don’t Escape From School

· Virginity is Health for Both Boys and Girls

· Negotiation Solves Disagreement

· Jesus Loves You More Than You Can Imagine

· Time Management Improves Performances

· Be Assertive and Speak Out Your Mind

· Follow The School Rules and Regulations

· Forgiveness Restores Peace

· God is Great to Make You What You Are

In investigating what these messages mean to the learners, it was discovered that the messages were too complicated for the learners to pick out on the messages entailed in these write-ups. For example, after asking one of the learners what he understood from the messages, he only thought they make the school compound look nice without really getting to the content. Indeed, when you look at messages such as “Being Unique Makes You Special”, it could be a potential message to help learners come to terms with their experiences but simply too heavy for a child to connect with. Spring (2004) recommends that such attempts should include relatively simplified messages such as teaching respect for the self, parents, teachers, and others.
Speaking to the teachers revealed several insights about these messages. In reflecting on the messages carried in these message boards, one teacher said they were to promote the rights of the children and another thought these was a way for the learners to reconnect with the issues that they could not easily learn in class.

These children have undergone various experiences. Many of them don’t understand why they had to suffer from all these things. It’s our duty as teachers to make them know that they are not acceptable and they should never be repeated
. 
However, another teacher believes that the messages displayed within the school could easily re-victimize the learners and lead to moral exclusion of the victims. He reflects that the messages have lost out on the moral and ethical values reflective about the experiences that these learners underwent under circumstances outside their choice and control. For example messages such as “Say No to Early Marriage”, “Avoid early pregnancy”, “Virginity is Health for Both Boys and Girls”. These messages largely point to circumstances that FAPS have undergone but the challenge is that they are irreversible and the victims had little control over. He concludes that such messages though meant to disband such acts should be complemented with other responses meant to help the victims recover if it has to bear positive impacts on them.

The language used in these posters can sometimes have trigger effects. A researcher working closely with FAPS reckons the use of the word ‘escape.’ 

... to most FAPS, “escape” has been one of the key words that abducted children keep renegotiating with from the time they get into captivity, notwithstanding the fact that it has been one of the main source of torture that abducted children undergo while in captivity. Using such words could be a potential cause of fear even revoking such memories of abduction. The use of positive language such as “Stay in School” could be a more esteem alternative
.

My personal reflection is that these messages were loaded with political ideologies and strong political connotations. According to one teacher, the main argument put across for these messages is to link schooling with a sense of nationalism in the learners. Messages such as Yoweri Kaguta Museveni
 Hall and Retired Walter Ochora
 Dormitory are witnessed on school buildings. However, to me, this is done without deep reflection on the likely repercussions that such names may reproduce some of the effects of abduction as opposed to bringing social change. For example, for a student who had been victim to torture and abuse by the UPDF, such figures might simply revoke pain as against humour. The school could make more intellect logic to these learners if it were kept neutral from the possible perpetrators of crime or people who learners may consider as responsible for these crimes. At the same time, such messages could have been more respectful in the eyes of the learners if it were backed with other meaningful responses such as livelihood support from such authorities.

While it is challenging to validate the impacts of these messages on the learners in terms of their ability to consciously reflect on their meanings, it is evident that they could have unconscious effects on these children. Educators need to reflect consciously what they need from these messages and how they could best help such delicate clusters of individuals.

Alienating Violence
It was noted that the school was in some instances detaching these learners and creating a wider distance between the learners, the community and their attainment of skills. The arguments here were mostly arrived at through reflections with community workers.
The language of instruction used in schools makes the educational experience very challenging for FAPs’ reintegration into communities. English which is viewed as the official language for communication in Uganda has been adopted for classroom and any other modes of communication for learners. While this is supposed to prepare learners for their future career, it has rather made it difficult for them to learn and reconnect with their communities. This is mainly because ceremonies such as traditional reconciliation ceremonies and reconciliation within communities are conducted in tribal languages. As a result, majority of the learners suffer social disconnection from their community as a result of their language orientation. Some when they speak English are viewed as hiking their standards above the community further making them alienated from society, said a teacher. Generally, English is no longer a useful medium of communication to rebuild their relations. Because of this, the effect of education on their social wellbeing continues to unfold negatively.

Another characteristic of alienating violence recognized has to do with the method of accreditation and class room organization that ensures learners pass-on from one stage of learning to another. This can have particular challenges because it does not support learning. As noted, the vocational skill learning is organized into streams of fast and slow learners with no mechanisms to upgrade. It is important to realize that most FAPS qualify as slow learners mainly because of prolonged disengagement from school. This has learning effects on the learners because they may consider themselves as ‘unable’ and subsequently affects their esteem as they prepare to face exams. This further complicates the chances for these FAPS to develop into individuals who can pursue life competitively after school leaving them as under achievers as compared to the rest. 
We see here that schooling can potentially disconnect FAPS from their community both socially and economically.
Education as a Tool to Promote Social Cohesion and Reduce Violence
The relationship between education and violence has not always been negative. On an affirmative note, education has also been used to overcome violence, promote respect for human rights and harmony within society. SOWAC has proven in practice and principle a functional space in promoting human rights, gendered political participation and reconciliation in the wake of conflict, social order and harmony as well as transformative social engagement amongst FAPs.
According to one teacher, the school was organized to ensure peace and respect for human rights especially not to allow commanders to re-enforce their bush powers. He explained that here they are immersed into a different structure that out plays their bush powers. He recounted that though it was a challenge for them (ex-commanders) to submit themselves to this new order of events, they had to down play them through some diplomatic persuasion techniques that paved them to admit to this new order. For one ex-commander, even when he joined the school as an individual with a renowned ‘bush’ mentality, he was able to reintegrate and by the completion of his studies he was in interactive terms with the teachers and students. 

Another prospect that can be used to transform the school culture into a more democratic practice can be mainly within the students’ political leadership. This has been the case in SOWAC through targeting gendered discriminatory acts within the students’ leadership. The school has ensured a balanced gender representation within the school student’s leadership with the two top most positions; head girl and head boy for a girl and boy respectively. In other lower positions, girls have been encouraged and provided the same space as men. This has been as way to provide and encourage equal gender participation as well as promoting the status of girls within the school and reversing the patriarchal dominance within the society. The challenge however remains in validating the extent to which the girls’ influence the issues that affect women and how this interacts with their male counterparts. But generally, leadership seems to have played some sensitive role in the institutional settings and more simply and directly, being male mattered.

In order to promote reconciliation and harmony within society and match the need for schooling, the school has brought together learners from different tribal backgrounds. Different tribes affected by the conflict bare varying impacts from the conflict which has many times complicated the post conflict recovery and reconciliation as others tend to blame themselves. Having the Langi learners, one broadly believed to have suffered under the leadership of the Acholi tribal group who dominate the LRA leadership has contributed to this effect. The teacher in charge of counselling reflects that though this war was thwarted with a sense of revenge and reprisal amongst these different tribes, continuous counselling and sensitization about the causes and complexities associated with the conflict can transform the culture into a culture of tolerance. He envisages that this new generation when brought together can grow up as individuals in harmony. Such strategies might help to produce a new generation free from the divisive impact of conflict.
Setting an environment to shield learners from existing violence has been one other strategy to make schooling violence-free and ensure social coherency. Within the school rules of conduct have been instituted to ensure a protective environment for the learners. For example, it is forbidden as per the schools laws for sexual relationships between the teachers and the learners. One of the deputy head teachers explained that this is an attempt to ensure that abuses such as cross-generational sex sometimes understood to be a result of the unbalanced power relation between the students and the teaching staffs is eliminated. She further reckons that such learners have already been exposed to such dangers before and this was a chance for them to learn that there is still a safe environment that the school can offer. 

For many formerly abducted children, access to extra-curricular activities is an important factor to ensure meaningful social experience and increase their chances of academic success.  Within the school setting, there has been effort to ensure equal opportunity and access to extra-curricular activities to the girls and the boys, FAPS and non-FAPS. According to the master in charge of counselling, games and sports has been a useful avenue to rebuild children from their traumatic experiences. He adds on that both girls and boys have suffered from these experiences and that was the reason why they try to ensure both sexes participate. In a presumably male stereotyped game; rugby, even the girls have been in-cooperated as a way to ensure a non-sexual discriminatory participation and gender interaction.

Overall, the respondents believed that the school could play a positive role to ensure protection and improve their lives especially in their personal, social and academic domains of life. The findings also signify that though FAPS have passed through a militaristically driven experience of violence; schools could introduce them to yet another dimension of violence embedded within the structures and values surrounding it. Schools are not necessarily the safe haven for FAPS; they ought to be revisited to meet the specific needs of FAPS if they have to benefit them maximally.

The Girls’ Experience
The girl’s abduction experience has been masked by mainly sexual violence and abusive marriage relations. This chapter focuses us to understand how the school has moved on to reduce the impact from such experiences and make school learning a possible and positive venture for these girls in a safe environment.

Sexual Violence

The main challenges reflected upon are the continuously recited sexual violence cases such as rape, forced marriages, and the resulting affects such as the unwanted pregnancy, the children born from it and its daunting health impacts.

Reforming Rape Experience and Understanding Impacts on Learning
Rape has become one of the greatest war tactics employed especially against female victims of war. It’s such an intricate issue with widespread, systematic and prolonged impact where you cannot find a girl into puberty who has walked through abduction without experiencing such a violation. As a result, such girls have ended up getting exposed to sexual encounters at very tender ages against their consent many times leading to psychological torture, extensive gynaecological damages and HIV spread amongst these children. 

Rape has particular health impacts on learners that can complicate their life within school. Many girls contract HIV/AIDS in captivity after exposure to risky sex engagements. It was reported by the school nurse that during the last three years, at least three children died from HIV/AIDS. She further cited that suffering from such chronic illnesses also has potential mental impairments that might reduce on the learning ability of such children. Coupled to that, such impacts also get back on their social lives in the school because of the stigma and trauma experienced by individuals who are isolated because of their status. Their vulnerability from the sickness is an effect to their learning. 

While SOWAC throughout the research period was not portrayed as a threat in terms of reproducing traumatic rape experiences, the school has to continue to perform functions of promoting a human education within its society to provide a safe space for its learners (Michael and Rahel 2003). This is vital in protecting girls from abusive sexual relations re-existing after return that can be equated to their rape experiences. Schools leave their learners vulnerable to forced re-marriages with their bush “husbands” because they don’t have in place mechanisms to protect these girls. According to Blattman (2008), girls worry about being forced back into such marriages. Yet as recited by one of the female respondents, having cross-generational sex has one of the greatest traumatic impacts. 

Unwanted Pregnancy/Children and Marriage
For most mothering learners who have gone through SOWAC, their children are either a product of rape or unwanted pregnancy. Some girls were reported of being inducted into puberty through the use of local herbal concoctions to ensure that they are given to commanders as girls who qualify for sexual engagement. This has as a result witnessed them as single mothers or even child mothers. Mothering children has particular impacts on the schooling of these girls including getting the right space together with their children, stigma against their children and the lasting impact form pre-mature exposure to sexual intercourse.
Child mothers have been constrained in their learning because of their children. It was understood that creating an environment where young mothers can learn together with their children has been a difficult to fit situation in SOWAC. It was noted by one of the teachers that a day care centre was established for children whose mothers’ study within the same school. However for the tender aged children, the school was not in position to take care of them as well as their delicate aged children. This has had a tremendous impact on both the child and the mother. Many were referred to go back home until their children matured to school going age. Such expulsions from school has sometimes resulted into total forfeiture of schooling since the girls get absorbed into other ventures rather than reimagining rejoining school.

The challenges that formerly abducted girls face at school are further complicated by the identity and stigma against their children. At home, they have been segregated against and have always found it difficult to situate themselves within communities. Many girls would return with children whose fathers’ remain in abduction. As a result, the women together with their children return without any clan and family they belong to. This is true because, traditionally in Acholi culture, the child and the mother all belong to the clan of the husband and Acholi clans play an important role in decision-making as well as a source of identity for its members and for the children born (Bailey 2009). Back into school, these children present a new dimension of challenge. When asked what challenges they faced with their children at school, many formerly abducted mothers were quick to point to the challenge of stigma against their children. While such impacts have been remarkably reduced in the schools, seeing their children suffer from such acts of segregation greatly impacts on their academic concentration and performances. In certain cases, the girls have walked out of school when they couldn’t endure it anymore.

Another lesson that I drew from the research is that girls have also in a special way suffered as a result of early childhood sexual abuse and the subsequent challenges with adapting to school rules. The challenge is that little attention is given to discuss the harmful impact of child sexual abuse (Michael and Rahel 2003) and as a result, blindness to profound implications to these early exposures. At SOWAC, many of the girls have absorbed themselves in regular sexual engagements, an act that is impermissible in schools. As a result, many have tried to find their way out of school and try to reach to their sexual partners. Without due course to understand such complexities around these girls, the school has always responded toughly by expelling cases of absence from school for such reasons.  

Marriage and its Dilemma for Learners
Education can also down play the marriage openings for formerly abducted girls. While schooling can be embraced for lifting the economical chances of child mothers from captivity and ensuring self reliance, the problems concerning marriages still remains eminent. It’s understood that when girls return back home, they are faced with stigma that normally complicates their chances of finding marriage partners. Schools present a specific negative correlation with marriage especially with helping formerly abducted girls finding marriage partners. In fact a community worker noted that, the education that the girls get always have the impact to sway parents to charge higher bride prices for their daughters as they consider their values have changed. The values are still considered high for the average man and cannot be afforded. While this might sound a rational reasoning because of the capacity built, the rest of the men still view these girls as formally abducted and hence further lowering their chances of finding marriage partners. 

Another factor constantly posing threat to the child mothers’ is the fear of forced remarriages. Most of the school going girls who have mothered from captivity continuously confront themselves with the culture of acceptance that women should continue the union they began in the bush especially as a pragmatic solution to the challenges associated with re-marrying. While such threats have not been commonly recited in SOWAC, other cases such as one where a former LRA commander; Sam Kolo came claiming back his “bush wife” until he was forcefully chased away by the girl’s mother present practical threats for the girls. Such instances demonstrate the eminent threat that such school going girls can still be exposed to when they return back to communities that can’t protect them. The school should ensure that such protection needs of their learners are taken into account so that they are not exposed to the same abuse and mistreatment from abduction.

The Consequences of Sexual Health on Education 
There are several social conditions that people in abduction are born, live, age and die that undermine their health. Traumatic experiences such as witnessing grave atrocities could lead to "madness" and physical ailments. Many respondents also attributed "over thinking" to the spirit (cen) of a killed person returning to disturb its killer. Other social determinants that have been highlighted to affect health include; overcrowding which affects physical health and leads to an emotional sense of loss of freedom, poverty, loss of land which affects physical health  in terms of lack of food and income, and mental health problems because of worry and uncertainty, (Bayard Roberts et al. 2009). Such experiences have sometimes manifested its self negatively on the experience of girls in school.

Menstruation experiences have been portrayed with social and cultural norms that have particular effects on the girls’ health and education. Treating it with inviolable taboo and secrecy has condoned a culture of silence that has made it very difficult for girls to access relevant health education with regards to menstruation. ‘When they experienced menstruation, they were treated with segregation’ mentioned a female researcher. For example, menstruating women were not to touch food or go for fighting and were not allowed to interact with the rest until they finished with the menstruation. This left girls feeling to blame for their normal biological experiences.

In school, abduction and menstrual experiences has had a particular impediment on the socialization of these girls. For formerly abducted girls, their biological being has been portrayed with dishonour. One girl recited how they were segregated upon based on such experiences, “...they would say that we are no used to using sanitary pads. Sometimes when pads are found dropped in the school compound; they would say that it were us (formerly abducted girls) who dropped it
.” Yet the school administration may not be aware about such segregate acts. Instead the school confirmed that these girls needed more information about such health practices if they were to conform to recommended health practices within the school.

Girls in school have continuously been victims of psychological torture which has had particular health impacts. Girls suffering PTSD suffer intense nervousness, difficulty in concentrating, memory impairment, sleep disorders, emotional numbing, and other violent reactions in situations related to their experiences, (Michael and Rahel 2003). These effects have particular impediments on their education that reduce their learning capabilities. This is true especially in a statement recited by the school nurse.

These girls cannot settle to learn. The impacts from their experiences are huge and they keep disturbing them. Many have little concentration in class and some just don’t want to be in school. When things become hard, they just can’t persevere and choose to leave school
.
Conclusively, this chapter has looked at the commitment of the school to reform some of the girl specific experiences of abduction within this new setting. Most of the school systems offer an opportunity for the girls just like the boys to advance up the educational ladder despite historical impediments. It has, however, been noted that some of the measures taken to ensure maximum impact can be achieved if they are freed from the threat of sexual harassment, the gender biased assumptions of how girls should learn and addressing the lasting impacts from their experiences in captivity.

Chapter 5: Conclusion 

The above discussion has evaluated the role of schools in reforming abduction experiences of adolescents. Through this analysis, the research has reviewed what a school can contribute for the abducted lot. There is indeed a close linkage between education of formerly abducted adolescents in Northern Uganda to their process of recovery and ability to move on. Adolescents within their history of abduction live through the school not only as meaningful space to gain a livelihood and new life for themselves but are also exposed to the challenges of violence and social disruption embedded within the system. Schools address the critical challenges from abduction; rebuild the fragmented self of war affected adolescents. However, the same system is built within disruptive structures that can be detrimental for FAPS. 

The research has shown that carefully designed school systems such as psycho-social support programmes and special needs vocational programmes can help FAPS recover from their traumatic past. The research also reveals that children are proud to be in schools and are positive about the new social environment that they interact with. However, violence which is a striking experience for FAPS can be reproduced in its new context. The school remains a space confronted with the violent structures and value systems that FAPS have to continuously negotiate. This leaves not only the boys but also the girls exposed to delicate impacts of abduction, ruining their chances to recover and sometimes bearing the same experiences again.

Taking into account the specific abduction experiences and the impairment that it causes to children is the first step in ensuring a supportive system. It should be meant not to aggravate but supportively transform these experiences to ensure normal growth and maximum benefits from schooling. Practices such as transforming the curriculum and improving pedagogically to provide the societal underprivileged members with a more empowering education are relevant in ensuring that the system is reduced of its wrathful effects. 

In a similar manner, ensuring social cohesion through education in a society is an extensive process requiring enormous strategies. In particular, a research oriented analysis of the background of the conflict should inform the educational governance knocking fourth difficult policy issues and questioning the curriculum paradigm. This is relevant because to the educationalist, schooling can expose children to difficult situations enmeshed within a system of dominance, shadowing and structures of violence. 

Finally the specific concerns relating to FAPS education during armed conflict, their recovery and the challenges in implementing the school policies steams also from their very communities. Investigating into the particular concerns from the community point of view could play a big role to ensure that schooling could meet the broader needs of the community, something that the research fails to focus. If engaged with the sensitive educator who pays attention to all the contributing facets, education becomes a space to promote social cohesion in the aftermath of conflict rather than reawakening the scars from abduction. It can be concluded that education is a sensitive space and educational policy designers should pay particular attention to the issues that pertain to context. If done, schooling may offer desirable outcomes for the abducted in terms of bridging the gap between their traumatic past and their future.

Appendices

Map  1.1
Map of Uganda showing the Acholi land
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Figure1.0 Message Boards within the School
[image: image6.jpg]


[image: image2.jpg]. (Rtd) WALTER OCHORA ODOCH HALL

DT A
I

1 £





[image: image3.jpg]



Source: Photos taken from the school
Sample Interview Transcription
Name: XXXXXX

Interview Date: 27th, July 2010
Venue: Laroo Boarding Primary School
Sex: Male

Age: 17

Designation: Formerly abducted male learner

Interviewer: Emon Komakec

Q-When were you abducted and how long were you in abduction?

A-It was in March 2005 when we had gone to the garden. It was a bad time because the rebels were everywhere. My parents were digging in a nearby field while I and my brother were weeding. It just happened that all of a sudden there were three men dressed in army uniforms. When we saw them we knew we were gone. Just as my brother dropped his hoe to run they shouted, ‘don’t run!’. They quickly rounded us up and matched us to another group which was gathered in a neighbouring compound.

Q-How old were you at abduction?

A-By then I was twelve. I remember I was primary three when abducted and my brother was one class ahead of me.

Q-What do you remember about your time in abduction? 

A-When we were abducted, they told us we were only carrying some load and they would release us. So we walked with them knowing that we would come back home. They gave us bags of food stuff to carry. We kept moving and running especially when we knew that the army were around. We walked long distances through swamps and shrubs. But all this time, we had hope because we knew that we would be released not until when we were introduced to another commander.

This man was ruthless. He introduced us to a new order. He told us that we would all be going to the Sudan base where there was Kony
. There we continued to walk. Everyone was scared to go to Sudan. It was unimaginable that we would manage to return safely if we went to Sudan. My brother the planned to escape. One day he sneaked as the group slept but unfortunately he was discovered. Another man was put to sleep at the side to watch just in case any army were around. So when he saw my brother, he knew there was an abductee escaping. He run and caught him. He was brought and killed in front of us. They told us that we should observe was being done to him so that we would know what to expect if we tried to escape. He was then put down and hit with a log on the back of his head until he died as we watched..... (Turns away sobering)

Q-When did you join this school?

A-  I have been a student here since 1996. 

Q-How did you become a student in this school?

A-When I returned, everyone was in the camp and I went to look for my parents. No one knew where my parents were until one day a woman told me they had both been killed in an attack on the camp. I had no where to stay and I kept living on food from world food programme. Life was getting so hard and I knew I wanted to go to school. Then I heard about this school. People told me it was a school for formerly abducted children and I would get help there.

So one day after I had and got some money, I decided to board to Gulu and come to this school. I came here without anything, not even a bag. When I came to this school, I went to the deputy head teacher. He asked me where I was from and I told them I was from Pader. I told them I had no parents and I wanted to study. He then left me in the room. I think he went to talk to the headmaster then after that he took me to dormitory. They showed me the classrooms and I continued to study. Since then I have never gone back home. I stay in school during the holidays.

Q-Why don’t you go for holidays?

A-I have nowhere to go. When its holiday time, I eat from the houses of the teachers. Some of them give me money to go to town and buy the things that I need like soap and Colgate.

Q-So what do like about the school?

A- When you come to the school, you are a different person. Life is disturbing. At home, the people hate you, the spirits chase you and you find no hope in life. But the school is a fair place. These teachers give us counselling and then you find you are different. Even the other pupils don’t abuse you...they are actually not allowed to! When you play with other pupils you feel better and accepted.

Q-What class are you?

A-I study in the vocational department. This is our class
. We have two streams; one for the bright students and another for the dull ones.

Q-How long do you take to finish this course?

A-It normally takes two years for the brick laying and carpentry courses. When I first joined, I was in the primary school section but after sometime, I advised to join the vocational department. Thos students who can’t manage the primary school department are advised to join the vocational department.

Q-So how do you like it at the vocational department?

A-Its okay but the problem is that there are no materials. We have stayed for two weeks without classes. We don’t even know when we shall have the next classes. Every time we go for the practical classes, we have to use the same old bricks and sand. There is nothing new to use.

Q-What would you wish to become after school?

A-I shall wait to see. I hope that when I finish my school here I can find a workshop to work in. Normally they give us some tools to start-up with but I see that sometimes it’s a problem. Some people don’t get because they say they are not there in store.

Q-What activities are you involved in within the school?

A-I play rugby and also dance in the bwola
 team. 

Q-How do you like it when you go for these games?

A-When I go to dance, I feel better. When you sit alone, all that comes into your mind are the things that happened in abduction...these games help you to forget some of the bad things that happened to you

Q-Who are your friends in school and why are they your friends?

A-I have not so many friends. I talk to everyone in my class. But when I want to count you as a friend then you must be close to me. I have three friends and we all sleep in the same room. One comes from Gulu, another from Kitgum and the third one from Pader. They are good people to me. We share our eatables and also live together. 

Q-What problems did you have from home that you think have continued in the school?

A-Its better at school. My only worry is where I shall be going after I finish to study here. Maybe I shall be better if I can get a store to work in but without that then I have nowhere to go. 

Q-Are there any other things you would like to share with me?

A-Nothing much but when you go out there, you should tell them about our problems that we face.
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� Spirits from the dead are believed to follow those who killed them and constantly haunt them.


� Details got through interview with deputy head teacher of Laroo Boarding Primary School on 19th, March, 2010


� The Acholi who are the primary fighters within the LRA have been viewed by other neighbouring tribes as causing them pain and suffering.


� Interview with female learner, 26th July, 2010


� Watoto Church has had healing therapy for children and orphans all over the country, Uganda. They also provide support to care givers of vulnerable children such as child mothers. In SOWAC, many of the child mothers from abduction have been supported by taking them into child mothers’ school.


� Traditional Acholi clan leadership institution


� Interview with male teacher, 20th July 2010


� Interview with female learner, 28th July 2010


� Interview with teacher, 21st July 2010


� Interview with a 17 year old vocational school attendant boy, 28th July 2010


� Interview with a female learner, 29th July 2010


� Interview with male learner, 17 years, 27th July 2010


� Interview with 17 year old SOWAC male learner who has been staying in the school for all the time of his studies, 29th July, 2010


� Interview with male learner, 15 years old, 28th July 2010


� Interview with male learner, 16 years old, 28th July 2010


� Interview with male learner, 16 years old, 29th July 2010


� Interview with male learner, 17 years old, 27th July 2010


� Interview with teacher, 22nd July 2010


� Interview with researcher, Justice and Reconciliation Project (JRP), 3rd August 2010


� President of the Republic of Uganda


� Resident District Commissioner of Gulu District; a position highly politically sensitive


� Interview with a female learner, age 17, 29th July 2010


� Interview with school nurse, 4th August 2010


� Kony is the LRA commander in chief.


� The interview was withheld for a few minutes as I allowed him to regain. I then had to refocus my session on less traumatic issues to allow him open up.


�Refers to the classroom the interview is being conducted from.


� Traditional royal dance for the Acholi people.
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