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Conclusion
and discussion
Proposing a Theoretical Model for Teachers’
Individual Reasoning Process and its
Practical Implications for the Delivery of
School-based Sexuality Education
in Uganda
This PhD dissertation was initiated to improve the implementation
of school-based sexuality education in Uganda in general, and of
comprehensive sexuality education in particular. The literature shows
that teachers can experience barriers to teaching comprehensive sexuality
education. However, little is known about the cultural and religious values
and beliefs and personal experiences that can restrain teachers from teaching
comprehensive sexuality education, and especially how such values, beliefs
and experiences motivate the provision of sexuality education. Therefore,
this dissertation aimed to obtain an understanding of teachers’ motivations
to teach sexuality education. By doing so, this research aims to contribute
to the debate about how, and to what extent, school-based sexuality
education can enhance young people’s sexual and reproductive health and
Ǥ       ǡ       
dissertation were as follows:
1. What are students’ perceptions of relationships and sexual practices,
and how do students construct and negotiate their sexual agency in
the context of abstinence-only messages largely provided in Ugandan
secondary schools and the wider community level? ȋͥȌ
2. What are Ugandan teachers’ cultural schemas and personal experiences
of sexuality and sexuality education, and how do these motivate them
to teach sexuality education? ȋ  ͢ǡ  ͦǡ ͧǡ ͨ  ͩȌ

3. Which cultural template for school-based sexuality education in Uganda visualises
teachers’ shared reasoning and motivations for teaching sexuality education and reveals
 ƪ ǡ        
education? ȋͩȌ
4. Which recommendations can be given to enhance young people’s sexual and reproductive
health and rights through school-based sexuality education in the abstinence-only
context of Uganda? ȋ  Ȍ
              
teachers’ individual reasoning process for teaching school-based sexuality education in
Uganda. The theoretical model is based on cultural schema theory, as described in Chapter
͟ǡ    Ƥ     ͞   ͢ǡ ͣǡ ͤ  ͥǤ 
discussion of the theoretical model, the practical implications of the model are discussed
for teachers’ delivery of school-based sexuality education in the abstinence-only context of
Uganda, and the extent to which teachers’ delivery of school-based sexuality education may
enhance young people’s sexual and reproductive health and rights.
Students’ Perceptions of Relationships and Sexual Practices
Chapter 5 discussed students’ perceptions of relationships and sexual practices, and how
students construct and negotiate their sexual agency in the context of abstinence-only
messages largely provided in Ugandan secondary schools and at the wider community
Ǥ  Ƥ           
    ơ            Ǥ
ǯ ǡ ǡ Ƥ           
 Ǥ  Ƥ         
students’ access to information about sexual and reproductive health and rights. Therefore,
the chapter concluded that it is important to recognise the key role played by teachers in
   Ǧ  Ǧ   Ǥ  ǯ ǡ 
      ͞  ͟ǡ      Ǥ

164

Teachers’ Cultural Schemas and Personal Experiences of Sexuality and Sexuality
Education, and How These Motivate Them to Teach Sexuality Education
To obtain an understanding of teachers’ role in the delivery of school-based sexuality
education, Intermezzo 2 and Chapter 6, 7, 8 and 9 studied Ugandan teachers’ cultural
schemas and personal experiences of sexuality and sexuality education, and how these
motivate them to teach sexuality education. First, Intermezzo 2 discussed the most important
values and discourses in which both the students’ perceptions of relationships and sexual
practices and teachers’ motivations to teach sexuality education appeared to be embedded.
Fertility, religion and, especially, morality were shown to be important values that interacted
both with participants’ goals as discussed in Chapter 9, such as being respected in society by
living a morally upright life, and discourses such as heteronormativity motivated by biblical
scriptures.

conclusion and discussion
Chapter 6 and 7 discussed the role of teachers’ cultural schemas with regard to cultural
values and beliefs, and teachers’ professional identity, in their motivations to teach sexuality
education. Chapter 6 showed that teachers experience a separation between the situation
in present Uganda and ‘traditional’ Uganda. They indicated that culture has changed —
ǤǤ    Ȅ    ǯ   ơ  Ǥ 
        ƪ     Ǯǯ 
present Uganda. However, in cases where teachers were unable to integrate or compromise
ƪ   ǡ       which evoked negative emotions —
ǤǤ        Ǥ  Ƥ   
ambivalence occurs because the teachers realise that the current abstinence-only education,
or lack of sexuality education in general, does not cater for the needs of those students who
are sexually active. The literature argues that, to construct and negotiate their sexuality,
   ǡ     ǡ   
education which embraces a positive approach to their sexuality, including information
about contraception (Bhana, 2007a; McGeeney & Kehily, 2016; Robinson, 2012). However,
 Ƥ               
information because they feel it is immoral to discuss sexuality with young people. They fear
it may encourage young people to become sexually active and that it may lead teachers to lose
the respect they have in society.
Moral teaching and being respected in society are important elements of teachers’
professional identity. Chapter 7 showed that teachers see themselves as a role model, authority
Ƥǡ ǡ   ǡ        Ǥ   
 ǯ     ǯ  ǡ  Ƥ 
how students’ sexual citizenship is also restricted by school regulations that try to control
students’ sexuality by denying their access to accurate and complete information and to
contraception, punishing romantic and sexual relationships, and infringing on their right
to bodily integrity, such as through caning and obligatory pregnancy testing. Teachers’
constructions of students as being innocent and vulnerable may enforce their constructions
of teachers’ professional identity as a guardian, counsellor and guide, and of the school
as a safe, protective environment. However, rather than protecting, these regulations and
constructions of students, in interaction with teachers’ professional identity, actually increase
students’ vulnerability and risk. For instance, teachers’ perceived duty of having to control
students’ sexuality while they are in school encourages restrictive, sex-discouraging and fearbased sexuality education messages that are supposed to discourage students’ sexual activity
in the short term but are less appropriate for the development of students’ sexual agency in
the long term.
Whereas the content of teachers’ sexuality education messages was mostly constructed
based on their cultural schemas as discussed above, teachers used personal experiences
to motivate why they taught this content. Chapter 8 studied the role of teachers’ personal
experiences of sexual initiation and showed that teachers reconstructed, or selected, past
personal experiences to support their reasoning for how they approached students’ sexual
agency and sexual citizenship when teaching sexuality education. Such personal experiences
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included negative personal experiences of premarital sex and positive personal experiences
  Ǥ  Ƥ             
            ơ   
students’ sexual agency and sexual citizenship. Furthermore, teachers’ personal experiences
were shown to be important because they enable teachers to empathise with their students.
This strengthens their motivation to teach sexuality education, such as their motivation to
contribute to the well-being of students by preventing them from making the ‘mistakes’
teachers themselves made in the past. As such, it can be concluded that personal experiences
can be an important intrinsic motivation for teachers to teach sexuality education but that,
considering teachers’ reliance on cultural schemas that support abstinence-only education,
            
sexuality education.
Cultural Template for School-based Sexuality Education in Uganda
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Chapter 9 presented a cultural template for school-based sexuality education in Uganda
which visualises teachers’ shared reasoning and motivations for teaching sexuality education.
Because the cultural template is shared, teachers working in similar contexts will understand
this reasoning. The cultural template visualises how teachers’ reasoning for teaching
sexuality education gains motivational force depending on higher-level goals of contributing
to their own and to their students’ well-being. Teaching sexuality education may not only
be motivated by providing students with accurate and complete information about sexual
and reproductive health and rights for them to develop their sexual agency but may also be
motivated by other schemas that support the teaching of abstinence-only education, such
as protecting the school’s image by controlling students’ sexuality; contributing to students’
well-being by encouraging them to study and become morally upright individuals; and a
professional identity that instructs morally upright teaching.
      ƪ ǡ    
teaching comprehensive sexuality education. As discussed in Chapter 6 and 9, teachers
   ƪ         Ǯǯ  
Uganda, and from living up to their professional identity while observing that their students
     Ǥ  Ƥ   ͢  
        ƪ     Ǯǯ 
present Uganda, leading to: (1) a 
 schema that students need to control their
           Ƥ        
of majority (instead of until marriage); and (2) integrated
d schemas that abstinence messages
should increasingly emphasise health risks (instead of virginity) and that teachers are moral
guides who should guide young people to moral behaviour (after having engaged in ‘immoral’
sexual practices or having received ‘immoral’ messages from their peers and the media). These
new schemas show a reasoning that supports abstinence-only education based on fear and
sex-discouraging messages. In cases where teachers were not able to integrate or compromise
ƪ   ǡ       which evoked negative emotions — i.e.
feeling uncomfortable teaching sexuality education. Chapter 9 discussed that to deal with

conclusion and discussion
  ƪ         ǡ    
      ƪ ǣ ȋ͝Ȍ , whereby they adapt the
content of their sexuality education messages to what is prescribed by the school setting; and
(2) choose one and reject the other, whereby they pretend students’ sexual innocence, rather
than acknowledging students’ sexual citizenship, as a  to be able to contribute
to both their own and their students’ well-being when teaching abstinence-only sexuality
education.

Reﬂection on Participatory Action Approach in this Research
Principles of a participatory action approach and the regulative cycle (van Strien, 1997) were
adopted to support the improved delivery of sexuality education by linking academic research
to practice. As discussed in Chapter 2, the regulative cycle was found to be a useful cycle to
apply in participatory action approaches because it supports evidence-informed practice by
  Ƥ        ǦǤ  
participatory action approach processes, the regulative cycle adopts a cycle of knowledge
ǡ ƪ           ǡ  
participants and other key stakeholders to actively participate and co-construct knowledge.
By doing research both  and with Rutgers, a Netherlands-based NGO, this PhD
dissertation aimed for social change by applying participatory action approaches in a
multi-level context. The context included the active engagement of not only Rutgers
employees working in the Netherlands but also of NGOs based in Uganda, the Ugandan
research participants and the schools they worked at. The research participants and other
stakeholders participated in the various stages of the regulative cycle to develop the research
ǡ     Ƥ    Ǥ   
in Chapter 2, this research approach showed added value because it enabled the voices of
the research participants to be taken further into the development of various  
at multiple levels. In addition, this research approach enabled a  and
   Ƥǡ        ͥǡ    
schema theory and a           ƪ 
   Ƥ ȋ  ͠ȌǤ

Resulting Theoretical Model
        ǡ     ƪ 
on the advantages and limitations of using socio-cognitive and anthropological-cognitive
theories in evaluative health research. Chapter 3 discussed these theories as they were applied
to study students’ perceptions — i.e. using the socio-cognitive reasoned action approach —
and teachers’ motivations — i.e. using the anthropological-cognitive cultural schema theory.
Whereas the reasoned action approach showed limitations as a model for understanding
behaviour and, especially, for understanding   , because it does not capture the
interaction between individuals and their context, the use of cultural schema theory enabled
the comprehension of teachers’ reasoning about teaching sexuality education as a reasoning
  ǦƤ       Ǥ   ǡ
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cultural schema theory was used to develop a theoretical model that captures teachers’
individual reasoning processes for teaching school-based sexuality education in Uganda.
Figure 10 shows this theoretical model, which includes the cultural template as presented in
Chapter 9. The cultural template visualises teachers’ shared reasoning for teaching schoolbased sexuality education in Uganda. The teachers in this study rely on this cultural template
to support their reasoning about teaching sexuality education. Since the cultural template is
shared, teachers will understand each other’s reasoning, even when leaving their underlying
motivations implicit in conversations.
As discussed in Chapter 8, the theoretical model shows how cultural schemas, as
visualised in the cultural template, and personal experiences interact: teachers develop their
individual                
personal experiences, including the emotions these evoke. At the same time, as personal
experiences are assumed to be central to a person, and thus to have strong motivational force,
teachers’ personal experiences may strengthen the motivational force of related schemas.
For instance, teachers’ personal experiences of sexual initiation can help them to relate
with students and strengthen the motivational force of teachers’ higher-level schemas of
contributing to students’ well-being. Furthermore, teachers may select or reconstruct past
experiences to motivate their reasoning for teaching sexuality education.
As discussed in Chapter 7, an important aspect of teachers’ reasoning process for
teaching sexuality education is the interaction between their schemas of professional identity,
the school setting, and students and their sexual citizenship ȋ  Ȍ. As
    ǦƤǡ     ǯ    ƤǤ ǡ
teachers will adapt the content of their sexuality education messages to what they feel is
       Ƥ             
for the students they are teaching.
Chapter 6 and 9 discussed that the interaction between teachers’ schemas may lead
      ƪ Ǥ          
  ǯ            ƪ ǡ  
proceed to provide their sexuality education messages as intended. If teachers do experience
 ƪ      ǡ        
strategies    ƪ       Ǥ   ǡ
Chapter 9 discussed that, in such a case, teachers may adopt a coping strategy whereby they
pretend students’ sexual innocence, rather than acknowledging students’ sexual agency and
 Ǥ                ƪ ǡ
they may remain with ambivalence and feelings of discomfort as discussed in Chapter 6.
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Figure 10. Teachers’ individual reasoning process for teaching school-based sexuality education in Uganda based on cultural schema theory

Deveelopment of schemas
durin
ng the life course

Schemas

education

Sexuality

Teaching

conclusion and discussion

169

The Function of Schemas in Cultural Schema Theory
Schemas have four functions: (1) the representational; (2) the constructive; (3) the directive;
and (4) the evocative (D’Andrade, 1984). The     is mostly apparent in the
theoretical model (Figure 10): emotions underlie and strengthen the causal linkages between
         ƪ Ǥ    
becomes most clear in how teachers view sexuality education and the role of sexuality
education in relation to students and their sexual citizenship. As discussed in Chapter 6, the
constructive and     were clear to teachers in relation to their ‘traditional’
representation of sexuality education: it was the role of the ssengas, or paternal aunts, to
educate teenage girls, and young people would only be taught about sexuality once they
were considered ready to become sexually active. However, due to societal changes, the
       ǡ    ƪ ǡ
       constructive and   : who is to teach
sexuality education, and whatt should be the content of those messages?

        ǯ ƪ   ǡ   
    Ƥ        ǯ ƪ    ǡ
ǡ          
  Ǥ        ƪ   ǣ ȋ͝Ȍ  
  Ǣ ȋ͞Ȍ    Ƥ      Ǣ ȋ͟Ȍ   
sexually active; and (4) young people obtaining incorrect information about sexuality from
the media and other sources. This new, integrated schema appoints the teacher ȋ  
 Ȍ to teach comprehensive sexuality education ȋ  Ȍ in present Uganda.
It addresses teachers’ motivations of maintaining respect from society and contributing to
the well-being of students by providing students with accurate and complete knowledge,
thereby contributing to delayed sexual debut and the uptake of protected sexual intercourse.
Although various teachers indicated that moral teaching means teaching abstinence-only,
teachers also believed that providing accurate and complete information is part of their
professional identity as a teacher and could, therefore, also be considered moral teaching.
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Discussion and Practical Implications
 ͝    Ƥ     Ǥ    
Ƥ       ǡ    
agencies such as IPPF and WHO, can be broadly distinguished by their rights- and evidencebased approaches, as opposed to morality-based sexuality education programmes, such as
 Ǧ Ǥ  Ǧ  Ǧ Ƥ    
programmes address young people’s need for accurate and comprehensive information to
enable them to make informed decisions regarding their sexual and reproductive health.
Researchers stress that, to develop their sexual agency, young people need not only accurate
and complete information but also a context that acknowledges them as sexual subjects and
that allows them to have a voice about their own sexual and reproductive health and rights
(Bhana, 2007a; Egan & Hawkes, 2009).

conclusion and discussion

 ͝      Ǧ  Ǧ Ƥ  
     Ǧ  Ƥ        
sociocultural contexts in which sexuality is developed and experienced and in which
    Ǥ   ͡     ƪ   
sociocultural aspects could be inevitable for young people to understand and enjoy their
Ǥ  ǡ Ƥ            
to ǡ    
    ƪ Ǧ.
Accordingly, this PhD dissertation also aimed to understand how the inclusion of
sociocultural aspects, by developing an understanding of the context in which sexuality
education messages are formulated and shared, could enhance successful implementation
 ơ     Ǥ  Ƥ  ǡ   
context, teachers are important gatekeepers to students’ access to information about sexual
and reproductive health and rights. Teachers feel that society holds them responsible for
bringing up good, morally upright students and protecting them from risks by enforcing
restrictive school regulations that compromise students’ sexual citizenship. Teachers’
constructions of students as being innocent and vulnerable may enforce constructions of
teachers’ own professional identity as a guardian, counsellor and guide, and of the school
as a safe, protective environment. However, rather than protecting, these school regulations
and teachers’ constructions of students, in interaction with teachers’ professional identity,
    ǯ   Ǥ   ǡ  Ƥ  
teachers may pretend students’ sexual innocence, rather than acknowledge their sexual
activity, and that they may be encouraged to take a short-term perspective when teaching
sexuality education, including restrictive, sex-discouraging and fear-based messages,
which may help to discourage sexual activity in the short term but are less appropriate for
the development of students’ sexual agency in the long term. Considering teachers’ own
personal sexual experiences as discussed in Chapter 8, in which they stated that they would
like to prevent their students from making the ‘mistakes’ they made themselves, it may
seem surprising that teachers provide students with such restrictive messages that increase
students’ risk and vulnerability.
To understand teachers’ motivations for providing these sexuality education messages,
it is important to consider that teachers are motivated by higher-level goals of not only
enhancing their students’ well-being but also of enhancing their own well-being, and that
teachers are also in a vulnerable position themselves. Teachers care about their students’
well-being, but, at the same time, teaching sexuality education is only one of their many
ǡ    ǯ Ǧ  ƪ      
ǦǤ   ǡ           ƪ  
teaching comprehensive sexuality education when these contents oppose school regulations
          Ǥ ǡ    
whether demonstrating condom use — which would contribute to providing accurate and
comprehensive information — enhances their students’ well-being in a context where young
people can hardly access contraception. Alternatively, teachers may feel that, in this context,
  Ƥ      Ǥ
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These examples suggest that Ugandan teachers’ and human rights-based organisations’
Ƥ              ǯ
    Ǧ    Ƥ    ǯ 
and reproductive well-being entails, and the strategies necessary to achieving these goals,
 ơǤ   Ǧ   Ǧ      
   ǯ    ǡ  ǡ  Ƥ
of this dissertation showed that teachers in Uganda may favour enhancing young people’s
sexual and reproductive well-being from a broader perspective — taking into account the
    ǡ       Ƥ  ǯ
sexual citizenship and the opportunities for teaching comprehensive sexuality education
without repercussions for the sexuality educator. For instance, not only does the Ugandan
sociocultural context restrict young people’s access to contraception, but sociocultural norms
and values also disapprove of premarital sex and fear that sexuality education may encourage
sexual activity. In this context, teachers may reason that comprehensive sexuality education
is not the best strategy for enhancing their students’ sexual and reproductive well-being or,
more generally, students’ social well-being.
Implementation Fidelity of School-based Sexuality Education Programmes
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   Ƥ   ǡ     ǡ   
context, school is the most appropriate setting for teaching sexuality education and whether
teachers are the most appropriate sex educators to reach the objectives of sexuality education,
as formulated by international agencies such as UNESCO et al. (2009). Not only are teachers
bound by restrictive school regulations, their professional identity and power relations in
schools that increase their vulnerability to teach comprehensive sexuality education, but
  Ƥ       Ƥ    
education programmes being implemented in Ugandan secondary schools. Advocating for
young people’s need to receive comprehensive or holistic sexuality education programmes,
rather than abstinence-only education programmes, is important both globally and in
Uganda. However, at the same time, the data collection showed that comprehensive sexuality
education curricula did not lead to the delivery of comprehensive, accurate messages. As
a result, this PhD dissertation discusses the implementation of ‘sexuality education’ in
ǡ       ơ       
         Ǥ     
whether the accumulation of scattered, ad hoc sexuality education messages received by
students in Ugandan secondary schools — as they were observed during data collection —
  Ƥ  Ǯ  ǯǤ      ǡ  
that, to enhance young people’s sexual and reproductive health and rights in Uganda, the
priority should not be to increase the level of evidence- and human rights-based information
in Ugandan sexuality education  , but, rather, to adopt a     to
improve the Ƥ of sexuality education programmes.

conclusion and discussion
School-based sexuality education implemented by teachers can be considered a
low-cost and thus a sustainable implementation strategy (Kivela et al., 2011). However,
   Ƥ  ǡ     ǡ  ǡ Ǧ  Ǧ
  ǡ           Ǥ ǡ
schools do have the potential to teach sexuality education to a large number of young people
who may not otherwise be reached. Furthermore, despite the challenges posed by Uganda’s
restrictive school environment, teachers do play an important role in the development of
students’ sexual agency and their sexual and reproductive well-being, whether teachers are
         Ǥ  ǡ    
whether out-of-school environments would be any less restricted to provide comprehensive
sexuality education information considering the cultural and religious norms and values
that disapprove of premarital sex and fear that sexuality education may encourage sexual
practices. Taking these considerations into account, a pragmatic approach is recommended
that enhances young people’s sexual and reproductive health and rights through schoolbased sexuality education by investing in resources for training teachers; providing teachers
with ǡ          Ƥ     
and rights topics; and reducing students’ and teachers’ vulnerability and risk by creating
a supportive,   for implementing comprehensive sexuality education.
These recommendations are further discussed in the sections below.

 
Teacher training is recommended to help teachers teach comprehensive sexuality education,
          Ǥ ǡ    
ơ    ǯ       ǡ  
training is recommended to challenge cultural discourses that portray sexual activity as an
inescapable urge and of childhood innocence which suggest that students are vulnerable and
unable to make informed decisions regarding their sexual and reproductive health and rights.
Teachers hesitate to recognise students’ sexual citizenship and to teach sexuality education
because they fear it undermines teachers’ authority. The autocratic teaching style used in
Ugandan secondary schools contributes to this, because the teacher is supposed to be all
knowing. Teacher training could train teachers to adopt a more facilitative, learner-centred
teaching style. This will enable teachers to have students discuss issues with each other, and
takes away the focus on the teacher. However, this research has shown that the autocratic
       ǯ  ǡ ǡ   ǡ    ƥ  
train teachers to adopt more facilitative, learner-centred teaching styles. Still, some teachers
were observed to take a facilitative approach in their sexuality education lessons, and their
successful examples may be used to develop teacher training. An alternative to teachers
teaching sexuality education can be to invite health workers to schools to teach the students.
This will enable teachers to maintain their authority and, at the same time, allow students to
receive the necessary information about sexual and reproductive health and rights.

173

  

174

It can be concluded that teachers’ personal experiences can be an important intrinsic
motivation for them to teach sexuality education but that, considering teachers’ reliance
on cultural schemas that support abstinence-only education, a supportive environment
          Ǥ  ǡ 
institutional context of Ugandan secondary schools is restrictive for teaching comprehensive
sexuality education. One of the reasons is societal fear that sexuality education encourages
       Ǥ      ơ  
what sexuality education entails. Bringing parents, teachers, school administrations, students
and other community members together to discuss the need for sexuality education, what it
should entail and the role to be played by schools and teachers in the schools may reduce
such fears.
To enable teachers to take on the responsibility of teaching comprehensive sexuality
 ǡ           ơ 
within the school. For instance, this can be achieved by publicly giving teachers the
 to teach sexuality education. In that way, providing accurate, comprehensive
sexuality education would no longer be considered immoral but could become part of their
professional identity. A supportive environment could be achieved through the integration
of comprehensive sexuality education in broader interventions, such as the adoption of a
ǮǦ  ǯ. In its step-by-step manual for adopting a whole-school approach
   ǡ  ȋ͜͢͞͝Ȍ Ƥ   Ƥ    ǣ ȋ͝Ȍ
management support; (2) collaboration with youth-friendly health services and providing
accurate information about sexual and reproductive health and rights; (3) involvement and
      Ǣ ȋ͠Ȍ     Ǣ  ȋ͡Ȍ  
and healthy school environment. The last of these areas of action includes the development
of new school regulations that are supportive of students’ sexual and reproductive health
and rights. Preferably, such regulations should enable the provision of comprehensive
sexuality education, allow young people’s access to sexual and reproductive health care and
not punish students’ sexual activity. As a result, these supportive regulations may decrease
teachers’ vulnerability, as they decrease their fears of losing respect from students, colleagues
and parents when teaching sexuality education. But also, a safe school environment in
which students’ bodily integrity is respected — for instance, because it prohibits caning
     Ȅ          
implementation of any sexuality education programme and for students to trust teachers as
their sexuality educators.
Recommendations for Further Research
This section provides three recommendations for further research: one theoretical, one
methodological and one research-for-action. First, additional research is recommended to
further explore and understand the    of schemas. The literature pays little
            ǡ   Ƥ  
PhD dissertation have shown its importance for understanding teachers’ comfort teaching

conclusion and discussion
comprehensive sexuality education. Especially in the theoretical model which was proposed
in this chapter, emotions were shown to underlie and strengthen the causal linkages between
          ƪ Ǥ     
understand which emotions are important in teaching sexuality education, and how they
play a role.
With regard to participatory action approaches, it is recommended to further investigate
successful strategies for achieving social change by doing academic research with and 
organisations, such as the NGO in this PhD dissertation. The idea of involving practitioners
as co-researchers, as suggested by Wadsworth (1998) and Boog (2003), could be worth
exploring to reduce the distance between the level at which interventions are developed and
the level at which they are implemented.
The most important recommendation resulting from this research is to adopt a whole        Ƥ   Ǧ   ǡ
as Rutgers is currently adopting in step 4 (Intervention) of the regulative cycle (see Chapter 2).
It would be interesting to evaluate this whole-school approach and to understand how, and
to what extent, a whole-school approach can enhance young people’s sexual and reproductive
health and rights by creating an enabling environment for the delivery of comprehensive
sexuality education.

175

