저작자표시-비영리-변경금지 2.0 대한민국
이용자는 아래의 조건을 따르는 경우에 한하여 자유롭게
l

이 저작물을 복제, 배포, 전송, 전시, 공연 및 방송할 수 있습니다.

다음과 같은 조건을 따라야 합니다:

저작자표시. 귀하는 원저작자를 표시하여야 합니다.

비영리. 귀하는 이 저작물을 영리 목적으로 이용할 수 없습니다.

변경금지. 귀하는 이 저작물을 개작, 변형 또는 가공할 수 없습니다.

l
l

귀하는, 이 저작물의 재이용이나 배포의 경우, 이 저작물에 적용된 이용허락조건
을 명확하게 나타내어야 합니다.
저작권자로부터 별도의 허가를 받으면 이러한 조건들은 적용되지 않습니다.

저작권법에 따른 이용자의 권리는 위의 내용에 의하여 영향을 받지 않습니다.
이것은 이용허락규약(Legal Code)을 이해하기 쉽게 요약한 것입니다.
Disclaimer

Master’s Thesis of Yeon Kyu Choi

Enhancing Quality of Education through
Accountability between Government, Schools,
Teachers and Parents:
Case Study on Rwanda

교육의 질적 향상을 위한 정부, 학교, 교사
그리고 학부모 간 책무성에 관한 연구:
르완다 중심의 사례 연구

August 2021

Graduate School of International Studies
Seoul National University
International Cooperation Major

Choi Yeon Kyu

ABSTRACT

Enhancing Quality of Education through
Accountability between Government, Schools,
Teachers and Parents:
Case Study on Rwanda
Choi Yeon Kyu
International Cooperation
Graduate School of International Studies
Seoul National University

Rwanda, being a small and landlocked country with little natural resources, it seems
unlikely that the country has any advantage for economic development. Moreover, the tragic
incident of genocide in 1994 had left the country in the verge of collapse. Despite these
difficulties, however, currently Rwanda is one of the countries in Sub-Saharan Africa that has
achieved rapid economic growth. Among other factors, strong determination of Government
of Rwanda to invest in human resource is widely accepted as the main force of its economic
development.
Since the Government of Rwanda has decided to abolish primary school fees in 2003,
there was great increase in number of students attending schools. Moreover, as Rwanda’s basic
education has been expanded to nine years in 2007 and to twelve years in 2012, Rwanda was
successful in ensuring ‘access to education’. Nevertheless, Government of Rwanda was not so
successful in enhancing ‘quality of education’ although various efforts were made. What was
the problem?
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This study attempts to provide an answer by analyzing the relationships of accountability
between government, schools, teachers, and parents. The analytical framework for service
provision, which was proposed in 2004 World Development Report, was used in this study.
Applying this framework into Rwanda’s education sector, several factors are examined to
figure out what are the achievements and challenges for each accountability relationships.
First of all, existence of clear national objective and education budget allocation are
assessed in the relationship of accountability between parents and government (voice). Second,
national assessment system and decentralization are scrutinized in the relationship of
accountability between government and schools (compact). Third, teachers’ capacity and
motivations are measured in the relationship of accountability between schools and teachers
(management). Last, parents’ participation and its barriers are discussed in the relationship of
accountability between parents and teachers (client power).
Findings reveal that Government of Rwanda has implemented various education plans
and policies to strengthen the relationships of accountability. Although government’s effort has
facilitated some improvement in quality of education through effective accountability measures,
however, there are still several challenges that needs to be addressed. Moreover, this study goes
further to point out that teachers are the central figure within this analytical framework and
strengthening the accountability of teachers could be a starting point for improving the overall
relationships of accountability. Finally, the implication of this study could be applied to other
countries in the Sub-Saharan region as they face similar challenges regarding relationships of
accountability and struggling to enhance quality of education.
Keyword: quality of education, relationships of accountability, voice, compact, management,
client power, Rwanda
Student Number: 2019-27599
4

Table of Contents
ABSTRACT ............................................................................................................................... 3
Table of Contents ....................................................................................................................... 5
List of Abbreviations and Acronyms ......................................................................................... 7
List of Figures ............................................................................................................................ 9
List of Tables ............................................................................................................................. 9

I. Introduction .......................................................................................................................... 10
1. Background................................................................................................................... 10
2. Research Aims and Research Question ........................................................................ 13
II. Literature Review ................................................................................................................ 15
1. Definition of Quality Education ................................................................................... 15
2. Accountability in Education Sector.............................................................................. 19
III. Research Methodology ...................................................................................................... 23
1. Analytical Framework .................................................................................................. 23
1-1. 2004 World Development Report ......................................................................... 23
1-2. Data Selection........................................................................................................ 28
2. Country Overview ........................................................................................................ 29
2-1. Political Background ............................................................................................. 29
2-2. Socio-economic Background................................................................................. 31
3. Methodology................................................................................................................. 31
5

IV. Three Phases of Education Reform in Rwanda ................................................................. 34
1. Phase #1: Adoption of Universal Primary Education (2003-2008).............................. 34
2. Phase #2: Achievements on Nine Years Basic Education (2009-2014)....................... 40
3. Phase #3: Aspiration for Improving Quality of Education (2015-2020)...................... 51
V. Relationships of Accountability in Rwanda’s education .................................................... 61
1. VOICE – Accountability between Government and Parents ....................................... 61
2. COMPACT – Accountability between Government and Schools ............................... 69
3. MANAGEMENT – Accountability between Schools and Teachers ........................... 77
4. CLIENT POWER – Accountability between Parents and Schools.............................. 84
VI. Conclusion ......................................................................................................................... 89
1. Implications .................................................................................................................. 89
2. Limitations & Further Studies ...................................................................................... 92

References ................................................................................................................................ 94
국문 초록 (Abstract in Korean) .......................................................................................... 104

6

List of Abbreviations and Acronyms
7YGP

Seven Years Government Program

9YBE

Nine Years Basic Education

12YBE

Twelve Years Basic Education

ASCD

Association for Supervision and Curriculum Development

CBC

Competence-Based Curriculum

CPD

Continuous Professional Development

DEOs

District Education Officers

EDPRS

Economic Development and Poverty Reduction Strategy

EI

Education International

EFA

Education For All

EMIS

Education Management Information System

ESSP

Education Sector Strategic Plan

GDP

Gross Domestic Product

GER

Gross Enrolment Rate

GoR

Government of Rwanda

HRW

Human Rights Watch

ICT

Information & Communications Technology

JICA

Japan International Cooperation Agency

JRES

Joint Review of Education Sector

LARS

Learning Achievement in Rwandan Schools

LTLT

Leading, Teaching and Learning Together

MDGs

Millennium Development Goals

MIFOTRA

Ministry of Public Service and Labor
7

MINALOC

Ministry of Local Government

MINEDUC

Ministry of Education

MINECOFIN

Ministry of Finance and Economic Planning

NER

Net Enrolment Rate

NST

National Strategy for Transformation

PPP

Public-Private Partnership

PTAs / PTCs

Parent-Teacher Associations / Committees

REB

Rwanda Education Board

RENCP

Rwandan Education Non-Governmental Cooperation Platform

RPF

Rwanda Patriotic Front

SACCO

Savings and Credit Cooperative

SDGs

Sustainable Development Goals

SEOs

Sector Education Officers

SGA / SGAC

School General Assembly / Committees

STEM

Science, Technology, Engineering, and Mathematics

TDM

Teacher Development and Management

TI

Transparency International

TTCs

Teacher Training Colleges

TVET

Technical and Vocational Education and Training

8

List of Figures
[Figure 1] Key relationship of accountability ..................................................................... 24
[Figure 2] Five feature of accountability in broad perspective ........................................... 26
[Figure 3] Accountability Triangle in the Education Sector................................................ 27
[Figure 4] Distribution of recurrent education expenditure, by level (2001-2008)............. 36
[Figure 5] Completion, promotion, repetition and dropout rate at primary level................ 42
[Figure 6] Pupil to teacher/qualified teacher ratio at primary level .................................... 42
[Figure 7] Number of students at lower / upper secondary level ........................................ 42
[Figure 8] Pupil to teacher / qualified teacher ratio at secondary level ............................... 42
[Figure 9] Contribution of citizens and gov’t in construction of 9YBE classrooms ........... 50
[Figure 10] Diagram for relationship between the sector planning documents .................. 63
[Figure 11] Government expenditure on education, Rwanda and Sub-Saharan Africa ...... 66
[Figure 12] % Share of budget allocations against % of students by levels (2018) ............ 67

List of Tables
[Table 1] Primary NER and Completion Rate (2000-2008)................................................ 35
[Table 2] Financial projections by sub-sector (2004-2008) ................................................ 36
[Table 3] Various education plans and policies (2006-2008) .............................................. 37
[Table 4] Number of schools, students, GER and NER at primary level (2000-2008) ....... 38
[Table 5] Primary students’ performance at national examination (2005-2010)................. 39
[Table 6] Nine strategic priorities of ESSP 2017/18-2023/24 ............................................. 53
[Table 7] Risk assessment explanation................................................................................ 54
[Table 8] Generic risks affecting multiple outcomes........................................................... 54
[Table 9] Outcome-specific risks......................................................................................... 55
[Table 10] Sector Strategies of Teacher Development and Management Policy ................ 78
[Table 11] Satisfaction and Perception on various aspects of the Capitation Grant............ 83
[Table 12] Barriers to parental involvement in children’s education .................................. 87
9

I. Introduction
1. Background
After the establishment of United Nations in 1948, the member countries adopted the
Universal Declaration of Human Rights which addressed the right to education in Article 26,
stating that “Everyone has the right to education. Education shall be free, at least in the
elementary and fundamental stages. Elementary education shall be compulsory” (Universal
Declaration of Human Rights, 1948). Since then, the international society struggled to
accomplish universal education with no child left behind.
However, realizing education as basic human rights was not the only factor that led most
countries to focus on children’s education. Various studies proved that investment in human
capital has a strong correlation with economic growth (Barro, 1992; Mankiw et al., 1992;
Levine and Renelt, 1992; Benhabib and Spiegel, 1994). Based on this notion, many countries
began to perceive education as one of their national top priorities and international society paid
greater attention in promoting universal education for all children.
In 2000, world leaders gathered together in New York to celebrate the beginning of a
new millennium and adopt the “Millennium Declaration” which emphasized the importance of
global values and principles, protecting our common environment, development and poverty
eradication, human rights and such (Millennium Declaration, 2000). Following this global
summit, in September 2001, Millennium Development Goals (MDGs) were presented to the
world with eight measurable goals that was to be achieved until 2015. The core of this MDGs
was to eliminate extreme poverty and hunger (MDG 1) in all countries.
Among these eight goals, MDG 2 was directly linked with education system, which calls
for action to provide universal primary education to all children by 2015. Not only that, because
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education was perceived as an essential tool that provides basic knowledge and skills for life,
education was at the center of other target goals as well (UNICEF, 2010).
Along with the MDGs, another important groundwork that was introduced in the
education sector was the implementation of Education For All (EFA) strategy. In April 2000,
the World Education Forum approved the “Dakar Framework for Action” to reiterate the vision
of World Declaration on Education for All that was accepted ten years ago in Jomtien, Thailand.
Within this framework, 6 goals regarding provision of quality education and eliminating gender
disparities in both primary and secondary education were addressed along with 12 specific
targets. More importantly, this framework urged participating governments to develop or
reinforce national strategies to achieve EFA goals no later than 2015 (UNESCO, 2000).
Following upon these global trends, many African countries in the Sub-Saharan region
began to implement universal education policies and set the improvement of human capital as
their national strategic priority. As a result of these efforts, the Africa region has achieved
impressive growth in the number of students enrolled in primary and secondary schools.
According to the Africa-America Institute (AAI) report in 2015, number of students enrolled
in primary schools have more than doubled between 1990 and 2012. Also, 15 countries in SubSaharan Africa have abolished school fees in primary education level since 2000, which
allowed more children to attend schools. Moreover, since the MDGs were established, SubSaharan Africa region accomplished the highest record of improvement – 20 percentage point
increase of net enrolment rate (NER) - in primary education than any other region (UN, 2015).
Nevertheless, although the Africa continent has achieved significant advancement
regarding ‘access to education’, the results revealed that disparities still exists and even
widening between different gender, geographical location, and socio-economic status. Children
from poorest families face more barriers when going to school, girls tend to drop out of school
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more than boys, and students living in rural areas are still lacking basic school facilities (World
Bank, 2018a). More importantly, more than half of the students who completed primary
education had difficulty in reading. This means that children sitting in schools doesn’t
guarantee students’ learning.
This is the reason why current discourse regarding education has shifted to providing
quality of education rather than merely increasing school enrolment rates. Despite the
contending views on the definition of quality education, which will be mentioned in the next
chapter, the basic agreement is that access to education must be associated with students’
learning outcomes and achievements. In this respect, Sustainable Development Goals (SDGs),
which takes up on MDGs, highlights the importance of quality education as one of its 17 goals.
The SDG 4 (Lifelong Quality Education for all) illustrates the goal as “to ensure
inclusive and equitable quality education and promote lifelong learning opportunities for all”
and this is to play a central role in building sustainable, comprehensive and flexible societies
(UN, 2019). Comparing with MDG 2 (Achieve Universal Primary Education), SDG 4
encompasses different levels of education beginning from early childhood development up to
technical, vocational and higher education. Moreover, SDG 4 aims to eliminate all
discrimination in education and to encourage universal literacy and numeracy.
Of course, even with these changes of discourse within education sector, most African
countries are still having difficulty in catering quality of education. This could be due to the
complex nature of quality education in which multiple factors have to be considered in order
to successfully enhance quality of education. (This is to be discussed more in detail in the next
chapter.) However, the good news is that it is not impossible for developing countries,
especially in Sub-Saharan region, to promote quality of education.
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2. Research Aims and Research Question
This research attempts to present some implications on enhancing quality of education
by focusing on the case study of Rwanda.
According to the World Development Indicators, Rwanda’s annual GDP growth rate
from 2000 to 2019 was about 7.7 percent in average, which is much higher than Sub-Saharan
Africa average of 4.3 percent. Moreover, GDP per capita has significantly increased from about
$230 (2000) to $820 (2019). Although this figure in 2019 is still lower than the Sub-Saharan
Africa average, considering that Rwanda had gone through a tragic genocide in 1994, Rwanda
has achieved remarkable economic growth.
One of the crucial factor behind this notable economic development was the strong
determination of Government of Rwanda (GoR) to invest in human capital. In 2000, GoR
issued ‘Vision 2020’ as its long-term national goal. (JICA, 2012) One of the key aspects of
Vision 2020 was ‘Human Resource Development and transformation to Knowledge-based
Economy’, which emphasized the importance of education. Being a small, landlock country
without any natural resources and with highest population density in Africa, education was
perceived as key to the future for Rwanda (Bridgeland et al., 2009).
That is why GoR implemented various educational reforms for the past two decades and
recent country report showed that Rwanda is one of the best performing countries in SubSaharan Africa with about 98 percent of children enrolled in primary school (UNICEF, 2021).
Despite their remarkable achievement, however, Rwanda is currently facing challenges
regarding quality of education such as high dropout rate and repetition rate in primary
education and low scores in literacy and numeracy tests.
This research aims to go deeper into finding out how Rwanda was able to make such a
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significant improvement in education sector even after the disastrous incident in 1994 and how
GoR is dealing with the current challenges regarding quality of education. In order to achieve
this aims, this study analyzes Rwanda’s educational plans, policies and reforms since the
enactment of universal primary education in 2003.
Notably, this research concentrates on the relationship of accountability between
government, schools, teachers and parents, who are the key stakeholders in children’s education.
This research focus on accountability because achieving quality education is a collective
responsibility and strong accountability mechanism is necessary to clearly define
responsibilities between different actors and avoid meaningless blaming on each other.
(UNESCO, 2017). Moreover, without strong accountability measures, it is unlikely that
resources would be allocated to the right place and amount or actually reach the most
vulnerable even if public spending increases (World Bank, 2004).
Therefore, the research question guiding this study is: How the education sector in
Rwanda has developed over the years and what are the achievements and challenges within the
relationship of accountability between government, schools, teachers and parents?
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II. Literature Review
1. Definition of Quality Education
According to Eric A. Hanushek (2005), politicians and leaders around the world
acknowledge the substantial role of education. That is why “providing education for all” had
become one of the central focus of the MDGs. However, he emphasizes that building schools
and expanding classrooms are not enough for the governments to achieve their goals on
economic growth. He asserts that “human capital can be built up by providing more schooling,
but policies that fail to consider the quality of schooling risk expanding quantity without truly
expanding human capital.” This means that the education is an important factor only when it
promotes human capital and mere provision of education does not guarantee improvement in
human capital.
Luckily, as mentioned earlier, governments of developing countries and international
society started to realize the importance of “quality” and they are shifting their focus from
access to quality. Moreover, within the SDGs, “Quality Education” (SDG 4) is mentioned as
one of the priorities in which the international society must achieve. The SDG 4 aims to “ensure
inclusive and equitable quality education and promote lifelong learning opportunities for all.”
Nevertheless, this raises one fundamental question. What does it mean by ‘quality
education’ or ‘educational quality?’ Of course, it is very difficult (if not impossible) to give a
single definition on quality of education because it is such a broad concept and has a
complicated nature (Madani, 2019). Moreover, the term ‘quality’ is frequently used
synonymously with words like effectiveness, efficiency, and equity (Adams, 1993). Due to its
complex characteristics, there have been continuous contentions between various actors in the
discussion process for establishing the goal of EFA policy and SDG 4.
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Leon Tikly (2017) elaborates on the historic strains in the advancement of EFA principles.
First of all, he states that there has been conflict between investment in various levels of
education. Some people perceived the scope of investment limited only on primary education,
while others expanded the concept of basic education starting from early childhood education
up to adult literacy. Secondly, there has been historic tension about the provision of education
and training. While one group of people emphasized the role of state, others stressed the
importance of market participation. Thirdly, he states that there has been conflict between
recognition on rights of different groups of underprivileged learners and narrower focus on
gender equity. Finally, the author points out the debate between issues of access and quality.
More importantly, Tikly mentions that there has been a competing notion regarding what
‘good quality education’ means. For instance, most economists understand the concept of
‘quality’ as student’s performance in standardized exams. Another group of people regard
quality as range of skills – such as entrepreneurial and problem-solving skills – that are relevant
to the development of knowledge economy. On the other hand, other group of people restrict
the concept of quality as the acquirement of basic literacy and numeracy skills that are
necessary for achieving sustainable livelihoods. Lastly, there are also people that emphasize
the range of skills for global citizenship and sustainable development.
These kind of contentions were also visible throughout the processes of setting targets
and indicators for SDG4. Elaine Unterhalter (2019) analyzed the contesting views on the
definition of quality taken in the major reports published between 2013 and 2015. She states
that in the earlier discussion, definition of quality has been associated with narrower
perspective of learning outcomes and benchmarks. For instance, High Level Panel, conducted
in May 2013, defined quality education as “meeting ‘minimum standards’ of reading, writing
and counting in primary level.” However, as the discussion continued on, in the later meetings
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such as Incheon Declaration (May 2015) and Education 2030 Framework for Action (Nov
2015), the concept of quality was perceived in much broader perspective. In this reports, quality
was associated with equalities and values, such as sustainable development and global
citizenship.
As we have seen until now, it is very difficult to give a concrete definition on ‘quality of
education’. Nevertheless, it is not impossible to discuss about quality of education and its
various components within the education system (Mortimore & Stone, 1991). Many scholars
and research groups have put efforts in defining quality of education and endeavored to seek
for factors that are essential for enhancing educational quality.
To begin with, ASCD & EI (2015) defines quality education in three ways:
(1) A quality education prepares the child not just for testing but to achieve social, physical,
mental, emotional, and cognitive development. Its purpose is to prepare the child for life.
(2) A quality education provides resources and policies to ensure safe studying environment
and personalized learning. Its purpose is to ensure that every child is supported by their
parents, teachers, and the community.
(3) A quality education provides range of services and curriculums designed to enhance
educational development of their students. Its purpose is to make sure that the outcomes
are aligned with the needs of individuals, communities and the state to prosper.

Moreover, ASCD & EI asserts that (1) ensuring access to quality teachers, (2) providing
use of quality learning tools and professional development, and the (3) establishment of safe
and supportive quality learning environment are three essential component to bolster quality
education.
On the other hand, VVOB, in there website, describes their own definition of quality
education as “[a good quality education] is one that provides all learners with capabilities they
require to become economically productive, develop sustainable livelihoods, contribute to
17

peaceful and democratic societies and enhance individual well-being.” VVOB argue that
education strengthens individuals, communities and organizations to have control over their
surrounding environments. Additionally, VVOB has distinguished six crucial dimensions of
quality education as:
(1) Personal and social circumstances such as gender, ethnic origin or family background
should not be an obstacle to achieving education potential.
(2) Solutions and adaptations of education systems must be based on the real needs of
learners’ community and/or country
(3) Education should promote children’s active participation and put them in the center of
attention
(4) Capacities of local education authorities must be enhanced for the educational changes
can be sustainable over time.
(5) Education should aim to develop balanced set of capabilities that is required to enhance
individual well-being and to contribute to peaceful and democratic societies
(6) Quality education requires results-oriented approach

Mortimore and Stone (1991) discuss on the meaning of ‘quality education’. Their aim of
research was to figure out what and how educational quality can be measured. The authors
mention four components – building and resources, pedagogy, achievement outcomes, and
subsequent achievement of pupils – that could be measured and their quality assessed.
Moreover, they continue to examine how these components, which the authors call
“performance indicators”, are measured and how adequate they are. Mortimore and Stone
specified four different measuring methods – inspection, public examinations, observing
student behavior, and academic research – and analyzed the strength and weakness of each
methods. They argued that collecting the performance indicators systematically and using it to
monitor the education service is beneficial to some extent. Nevertheless, they conclude that
indicators alone cannot fully explain about the education system.
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Hanushek, Alan, and Ludger (2015) assert that educational policy cannot be settled by a
once-and-for-all decision and effective policy in one country does not guarantee success in
others. Nevertheless, they argue that educational polices that focus on general set of
performance incentives – such as developing effective accountability systems, promoting
choice and competition, and providing direct and indirect rewards for good performance – offer
promise.
Until now, we looked through some of the efforts to define what quality education is and
what are some important factors that should be addressed in providing quality education. Many
scholars agree that each governments should focus on improving quality rather than increasing
access. Furthermore, although it is very challenging to give single definition of quality
education, most scholars acknowledge that improving student learning outcome is the ultimate
goal of policy for quality education. (Hanushek et. al, 2015)
Simply put, we cannot say that a student has received education just because he attended
school and sat down in class. It is important that students acquire knowledge relevant to their
personal needs and they must be able to utilize and apply that knowledge to produce outcomes
for themselves, for their family, community, and country.

2. Accountability in Education Sector
Another thing that most scholars agree upon is that to ensure quality of education, it is
essential to verify and monitor whether the policy is rightly implemented and whether every
participants fulfill their duty in providing quality education. So, it is not surprising that many
scholars address the importance of accountability in education.
Accountability is especially important in developing countries because there are lots of
19

demand but restricted amount of supply, so the resources should be distributed with high
efficiency and effectiveness. However, many developing countries suffer from corruption in
each administrative level and unnecessary processes hinders quality education. In this situation,
it is critical that key stakeholders in education system are held responsible for their actions.
Issac M. Mbiti (2016) affirms that education systems should be accountable to parents
and students. Nevertheless, he criticizes that many politicians in developing countries direct
their attention only on visible inputs such as constructing classrooms and reducing school fees.
He argues that without actions to improve accountability, these input-based polices are mostly
ineffective in enhancing student’s learning achievements.
Hence, he suggests four types of actions that are needed for increasing accountability.
First, as he emphasizes the role of teachers and their teaching quality, he asserts that centralized
education systems in most developing countries makes it tough for parents and head teachers
to hold teacher accountable. So, he points that effective teacher monitoring and accountability
systems is necessary to increase teacher’s performance. Next, he mentions the poor resource
management in schools and the need for accountability. According to the author, capitation
grants that are transferred to schools from the central government, must be associated with
incentives of principals and teachers in order to facilitate more efficient use of school resources.
Finally, he also highlights the role of parents and private sectors as an important factor in
assuring accountability. He states that when parents and community are actively involved in
school management, it would greatly increase transparency and efficiency. Similarly, private
sector creates market competition by providing parents with wider selection of schools. He
articulates that voucher schemes and public-private partnership (PPP) is an effective method
by encouraging public schools to improve teacher’s performance and student’s learning
outcomes.
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Jo Anne Anderson (2005) explains that there are three types of accountability system in
the field of education. Education providers are (1) accountable for adherence to rules and
bureaucracy, (2) accountable for adherence to standards and to their peers, and (3)
accountable for student learning and to the general public. Although education providers are
largely responding to all three systems, she asserts that the focal point is more on result-based
approach. She states that within the current result-driven accountability system, there is an
agreement on five guiding principles.
(1) What do we expect students to know and be able to do?
(2) How satisfied are we that students have mastered the established content standards?
(3) How are teachers prepared to be effective in their classrooms with all students?
(4) How and to what degree is the public informed about school results and the contributors
to those results?
(5) How does society respond to the information they receive about the performance of
schools?

She suggests that students have the optimum opportunity to learn only when goals,
instruction, evaluations, resources, and rewards/sanctions are aligned with the accountability
system. Furthermore, she affirms that data from student assessment are the primary resources
that have to be utilized in identifying problems. Schools should be able to provide data that
facilitate parental participation and community support as well as inform about public policy
and resource allocation.
In addition, Yifei Yan (2019) analyzes that various education reforms that aim to
reinforce accountability relate to four broad themes – choice and competition, autonomy and
participation, threat-induced improvements, and rewards/support. Notably, she emphasizes the
role of government in solving three key challenges – challenges of (1) information and delivery,
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(2) incentives and motivations, and (3) local capacity – in the accountability system.
To sum up, many scholars tried to provide reasons behind poor quality of education.
Although there are multiple factors that are needed to enhance quality of education, building
an effective accountability system is essential. This is because it is important for different
stakeholder in education sector to monitor and hold others responsible for their actions. Without
adequate accountability mechanism, no matter how much resources and funding are allocated
to education sector, quality of education is less likely to be improved.
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III. Research Methodology
1. Analytical Framework
1-1. 2004 World Development Report
In this following section, analytical framework that is used in this study is introduced.
Especially, underlying assumption and detailed concept behind this framework is elaborated
for clear and better understanding.
This study applies the framework for service provision proposed in 2004 World
Development Report. The critical idea behind this particular framework is that, institutional
changes that reinforce relationships of accountability – between policymakers, service
providers and citizens – are essential to improving public service delivery (World Bank, 2004).
2004 World Development Report acknowledges the fact that services, such as health and
education, are mostly distributed by governments who validate their responsibility by
providing, financing and regulating factors that contribute to outcomes in health and education
services. The reason behind this public responsibility is that if these services are left solely to
the private sector, market failures – mostly shortages in production – would occur because of
low-level market incentives. Another reason is that many people view basic health and basic
education as fundamental human rights and this notion offers strong basis for public
responsibility.
In this sense, 2004 World Development Report states that “successful services for poor
people emerge from institutional relationship in which the actors are accountable to each other”
and that “institutional changes that reinforce relationships of accountability are essential to
improving public service delivery.” Most importantly, the four relationships of accountability,
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as seen in [Figure 1], are given to illustrate the link and connection between different
stakeholders.
[Figure 1] Key relationship of accountability

Source: Author’s work based on 2004 World Development Report

The report recognizes four main stakeholders in the chain of service delivery:
citizens/clients, politicians/policymakers, organizational providers, and frontline professionals.
Each stakeholders are connected in relationships of power and accountability. Following are
the four relationships between actors:
(1) Citizens exercise voice over politicians
(2) Policymakers have compacts with organizational providers
(3) Organizations manage frontline providers
(4) Clients exercise client power through interactions with frontline providers

To be more specific, voice relationship includes both formal (political parties and
elections) and informal (advocacy groups and public information campaigns) mechanism in
which citizens are able to collect necessary information about how states have increased their
welfare. In addition, this relationship requires some mechanism of enforceability so that
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politicians and policymakers are rewarded or penalized for their decisions. However, the report
points out that this doesn’t mean just periodic elections and is the most complicated
accountability relationship in delivery of services.
Moving on, compact relationship is a comprehensive agreement about a long-standing
relationship, which is not always specific or legally enforceable like a contract. In this
connection, policymakers provide resources and delegates power along with responsibility. In
return, the policymakers gather information about the organization’s performances, which can
be used to coerce and verify provider’s action based on the results.
On the other hand, organizational providers has the authority to select, train, and motivate
frontline workers by using formal and informal tools of management. The providers disburse
specific tasks and delineate areas of responsibility, while providing them with resources at the
same time. Through this interactions, the service providers have to construct accountability
relationship with their frontline providers.
Finally, client power is exerted when citizens demand for services and monitor the
provider’s provision of services. According to 2004 World Development Report, this is the
‘short route’ in which organizations are directly accountable to clients. Another route is the
‘long route’ in which two key relationships – voice and compact – are involved. Nevertheless,
the report claims that ‘long route’ of accountability relationship is more frequently and more
effectively utilized compared with the shorter route.
Before moving on, it is important to note that the meaning of ‘accountability’ is used in
a broader perspective within this framework. [Figure 2] illustrates that accountability is a
relationship among actors that has five features of delegation, finance, performance,
information about performance, and enforceability. The 2004 World Development Report
claims that the term ‘accountability’ must be used in a broader perspective because weakness
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in any aspect of accountability can cause failure in providing public service.
[Figure 2] Five feature of accountability in broad perspective

Source: Author’s modification of 2004 World Development Report

For instance, if service providers do not receive clear delegation or are not given the
adequate resource to perform, holding them accountable for poor outcomes is unfair and
ineffective. In other words, one cannot strengthen enforceability and hold providers responsible
for outcomes without taking responsibility on ensuring that preceding relationships are wellmanaged. This is a distinctive aspect of this framework because others tend to refer
accountability only as ‘answerability’ or ‘enforceability’ (World Bank, 2004) and this broad
definition will be used throughout this research.
Applying this to the education sector, 2004 World Development Report asserts that “an
institutional arrangement for basic education should be judged by its production of high-quality
learning, equitably distributed.” In other words, the report agrees that quality of education, as
mentioned in Chapter 2, must be accompanied by student’s learning outcomes. Moreover, it
stresses that quality of education depend on education systems that facilitate relationships of
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accountability between main actors.
Based on this concept, this study has modified the key relationship of accountability
[Figure 1] and applied it to the education sector. [Figure 3] will be the overarching analytical
framework that will be used throughout this study.
[Figure 3] Accountability Triangle in the Education Sector

Source: Author’s modification of 2004 World Development Report

Within this framework, four key stakeholders in the education systems are parents
(citizens/clients), government or ministry of education (politicians/policymakers), schools
(organizational providers), and teachers (frontline professionals). And the four relationships of
accountability are described as follows:
(1) Voice – how well parents hold the government (or ministry of education) accountable
for performance in discharging its responsibility for education.
(2) Compact – how well and how clearly the responsibility and objectives of public
engagement are communicated to public (and private) schools
(3) Management – the actions that create effective teachers within schools
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(4) Client power – how well parents can increase the accountability of schools and
school systems.

1-2. Data Selection
The analytical framework, proposed by the 2004 World Development Report, provides
clear indications on who are the key stakeholders in education sector and what is their
relationship of accountability. Nevertheless, another important issue that must be addressed is
about what needs to be measured in order to tell whether the accountability relationship is
successfully functioning or not. Luckily, 2004 World Development Report signifies several
factors that must be taken into account for each part of the relationship of accountability.
First of all, between governments and parents (voice), having shared goals and visions
for schooling makes it easier to mobilize and allocate resources, to delegate responsibility and
autonomy to schools. Without agreed long-term objectives which are derived from stakeholders,
reforms would remain in the preliminary stage. In addition, parents must be able to know
whether sufficient amount of resources are allocated to education sector and whether they are
adequately distributed across different sub-sectors.
Secondly, between government and schools (compacts), effective assessment and
monitoring systems are essential for making service providers accountable for student’s
learning outcomes. Nevertheless, the report acknowledges the difficulties in measuring
classroom behavior and designating responsibilities between actors. Furthermore, granting
school autonomy is beneficial to create a system in which schools have strong, sustained
incentives to improve outputs.
Thirdly, between schools and teachers (management), it is important to check whether
teachers are receiving sufficient support for capacity development and teachers’ motivation.
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The report emphasizes that capacity building is closely related with efficient teacher training
and teachers’ motivation are directly affected by working conditions and payment.
Lastly, between parents and schools (client power), learning outcomes could be
increased when parents are directly involved in the operation and evaluation of schools. The
report also mentions demand-side subsidies and enhancing client choices – such as school
voucher programs – as possible solutions to hold schools accountable. However, demand-side
subsidies can cause problems when it is focused only on enrolment while neglecting quality
improvements. Also, the report asserts that parents’ choice would have little or no impact on
school quality if it is not linked with school incentives.
Based on these information, this study would concentrate on the following components:
(1) Voice – National goals for education; Educational budget allocation
(2) Compact – National examination policies; Decentralization and school autonomy;
(3) Management – Pre-service and In-service teacher training; Teacher’s payment and
social status; and
(4) Client Power – Parent’s participation

2. Country Overview
2-1. Political Background
Previous to the colonial period, Rwanda was a “linguistically and culturally
homogeneous” society. The country was consisted of three groups: the Hutu, Tutsi, and Twa.
The majority of the population was consisted of Hutu, occupied in agriculture and second
largest group was the Tutsi, who were engaged in cattle-herding. Nevertheless, these two
groups shared the same culture, same language and same religion. (Prunier, 1995)
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However, as Rwanda went under the colonial period, the two groups were segregated by
the colonial authorities. After the Belgians took over the country in 1916, they favored the
minority Tutsis over majority Hutus. Especially, the colonial-era education deepened the ethnic
division in Rwanda (Bridgeland et al., 2009). Most of the schools were opened just for sons of
Tutsi chiefs and the Hutus were discriminated with lower-level of education system. Moreover,
the difference in education continued even after graduation, where Hutus had difficulty in
finding jobs (Prunier, 1995). These series of unfairness led to the Hutu Revolution in 1959.
This revolution allowed Hutu leaders to take control over the political system for the first time
and eventually, after the independence, former Tutsi political elites had to flee the country
(Mann and Berry, 2016).
Many of the Tutsi exiles settled in southern Uganda and among them was Paul Kagame.
He formed the Rwanda Patriotic Front (RPF) and launched a military invasion into Rwanda in
1990 (Mann and Berry, 2016). On April 1994, when the Rwandan President’s plane was shot
down, this incident triggered the Rwanda Genocide, in which Hutu extremists killed more than
800,000 Tutsis and moderate Hutus (Prunier, 2009).
The massacre continued on for three month until the RPF had secured most of the country
and had stopped the genocide (Mann and Berry, 2016). After this tragic incident, a new
government, with Paul Kagame as vice president, was constructed (JICA, 2012). Paul Kagame
demonstrated strong political will to shape Rwanda into a middle-income, knowledge-based
economy. He presented himself as a goal-oriented leader with zero-tolerance on corruption.
Consequently, Rwanda was able to become a “donor darling” in the international aid
community (Trines, 2019).
Recently, however, his image was impaired when he changed the Rwandan constitution
in 2015, so that he could stay in office for the third time (Trines, 2019). Moreover, according
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to the Human Rights Watch (HRW), the ruling RPF party is continuing to exert total control
over the political space. HRW stated that threats, intimidation, mysterious deaths and politically
motivated trials had left only few opposition parties to operate or make public statements on
government policies. Additionally, Kagame regime are restricting freedom of speech and most
newspaper and broadcast media are pressured to let out only pro-government views. (HRW,
2020)

2-2. Socio-economic Background
Rwanda is a small and landlocked country with high population density. Rwanda
experienced robust economic and social performances. The average growth rate over the
decade until 2019 was about 7.2%, with GDP per capita increasing at 5% annually. Rwanda is
putting efforts to reach Middle Income Country (MIC) status by 2035 and High Income
Country (HIC) by 2050 (World Bank, 2021).
In the social context, Rwanda’s strong economic growth facilitated significant
achievements in living standards, with child mortality dropping two-thirds as well as maternal
mortality. Additionally, life expectancy at birth improved from 29 in the mid-1990s to 69 in
2019. Poverty declined from 77% in 2001 to 55% in 2017, along with the Gini Index which
decreased from 0.52 in 2006 to 0.43 in 2017. However, current COVID-19 imposes serious
threat to Rwanda’s economy and social status (World Bank, 2021).

3. Methodology
This study will focus on Rwanda’s education system. The evidence which supports this
study comes from diverse primary and secondary resources consisting, but not limited to,
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national documents and public papers, existing literature and research on education system,
and the databases of multilateral organizations, such as the UNESCO, UNICEF and World
Bank.
The research method will use both qualitative and quantitative approach, but focused
more on qualitative method. Main source for this study would be reports and documents on
education sector plan and policies, provided by Rwanda Ministry of Education (MINEDUC),
Rwanda Education Board (REB), Ministry of Finance and Economic Planning (MINECOFIN)
and National Institute of Statistics Rwanda (NISR). Additionally, cross-checking with the data
from other international organizations and non-governmental organizations will be conducted,
since government reports can be biased or disclose unfavorable information.
In this study, Rwanda’s education sector is classified into three phases; starting from
2003 to 2008, from 2009 to 2014, and from 2015 and 2020. The breakpoint for each phase is
based on important policy implementations. In 2003, universal primary education policy has
been implemented followed by introduction of Nine Years Basic Education (9YBE) Fast Track
Initiative in 2009. Also, year of 2015 is an important breakpoint, since the target year for both
MDGs and EFA is 2015 and new agenda, SDGs began in 2015. Moreover, new CompetenceBased Curriculum (CBC) was introduced in 2015, which required fundamental changes in
education practices.
In this sense, the next chapter introduces specific education plans, policies and reforms
that was implemented by the GoR to enhance quality of education at each period. Especially,
this study attempts to analyze what kind of challenges existed in each period regarding quality
of education and what kind of efforts were made to ensure quality of education. Moreover, the
limits, as well as success of each period is mentioned.
Building on to this, in chapter 5, this study looks more deeper into the education plans,
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policies, and reforms in each period and analyze how these changes affected the relationships
of accountability between government (especially MINEDUC), local schools, teachers, and
parents. Notably, this study attempts to figure out what kind of plan, policies, and reforms had
positively impacted the relationship of accountability, while some had negative impacts.
Finally, in the conclusion, this study presents which part of the accountability
relationship requires special attention. Through these effort, this study hopes to give some
insights for GoR and other developing countries to achieve quality of education.
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IV. Three Phases of Education Reform in Rwanda
1. Phase #1: Adoption of Universal Primary Education (2003-2008)
The Rwanda Genocide in 1994 caused severe damages in Rwanda’ education system. Of
the 1,836 schools, 65 percent were damaged with only 648 operational in October 1994 (Obura,
2003). Moreover, during the genocide, teachers became targets as they were perceived to be
representing elites and the educated in Rwanda. The situation for students were not that
different. Not only many children were killed, after the incident, girls had to suffer from
unwanted pregnancies as a result of rape and about 100,000 children lost their parents or were
separated from them (Obura, 2003).
After three months of horrific massacre, RPF led by Paul Kagame, ended the genocide
and began to rebuild the education system (Bridgeland et al., 2009). Primary schools reopened
in September of 1994 and secondary schools began reopening one month later (Obura, 2003).
The number one priority for the new government was to dissolve the tensions between ethnic
groups and end the discrimination. In these effort, discrimination in various forms within the
education sector were abolished as well as segregation of students and teachers by their
ethnicity was banned (Bridgeland et al., 2009).
In 2000, after Paul Kagame was elected as the new president, the GoR expressed strong
political will to invest in education and make it their top national priority. This determination
is best shown within Vision 2020, which states the government’s primary goals for education
as “to provide Universal Primary Education by 2010 and subsequently Basic Education for All
(EFA) by 2015” (MINEDUC, 2003).
To realize this goal, Education Sector Policy was issued in 2003. In the new policy, the
mission statement is described as follows, “The global goal of the Government of Rwanda is
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to reduce poverty and in turn to improve the well-being of its population. Within this context,
the aim of education is to combat ignorance and illiteracy and to provide human resources
useful for the socio-economic development of Rwanda through the education system.”
(MINEDUC, 2003a). Within the Education Sector Policy, broad policy statements for various
education system are delineated, along with more specific sub-policies to be developed (JICA,
2012).
Perhaps the most important policy that was implemented to accomplish the objectives of
Vision 2020 and 2003 Education Sector Policy was the provision of fee-free primary education.
In 2003, GoR abolished school fees in primary schools to ensure that all children receive
primary education (Nkurunziza et al., 2012). School capitation grants (300 RwF per student)
substituted previous school fees, in which the grants were directly distributed to schools
according to the number of enlisted students (World Bank, 2011). This was used by schools for
operation budget and teaching resources (MINEDUC, 2015a). Consequently, the abolition of
school fees, as shown in [Table 1], had positive impact on the increase of NER in primary
education and completion rate.
[Table 1] Primary NER and Completion Rate (2000-2008)

Source: Author’s work based on “National EFA 2015 Review” (MINEDUC, 2015a).

The Education Sector Strategic Plan (ESSP) for 2004-2008 also revealed the
government’s strong determination to facilitate universal primary education. According to the
financial projections by sub-sectors of the 2004-2008 ESSP, the share of primary education
was to increase from 51.9% (2004) up to 56.3% (2008). This was relatively higher than lower
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secondary (from 9.2% to 12.1%), upper secondary (from 6.0% to 6.5%), and higher education
(from 29.1% to 20.6%) [Table 2]. Following this projection, the actual distribution of recurrent
education expenditures reaffirmed the government’s commitment to invest in primary
education [Figure 3].
[Table 2] Financial projections by sub-sector (2004-2008)

Source: Author’s work based on “ESSP 2004-2008” (MINEDUC, 2003b)

[Figure 4] Distribution of recurrent education expenditure, by level (2001-2008)

Source: Author’s work based on “2011 Rwanda Education CSR” (World Bank, 2011).

Along with the adoption of universal primary education, various education plans,
policies and structure have been established to address the diversifying needs and increasing
demand for higher quality of education [Table 3].
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[Table 3] Various education plans and policies (2006-2008)

Source: Author’s work based on MINEDUC’s “ESSP 2008-2012” (2007), “ESSP 2010-2015” (2010),
“National EFA 2015 Review” (2015a).

For instance, National Science, Technology, Scientific Research and Innovation Policy
was approved in 2005 to provide legal and policy framework that requires strong partnership
with the private sector and the ICT sector. Likewise, Teacher Development and Management
Policy (2007) was developed to strengthen quality of teaching in every Rwandan schools and
to endorse teachers’ working environment and their social positions. Additionally, Girls’
Education Policy (2008) and National Policy for Children with Special Educational Needs
(2008) has been approved as to ensure equitable access to education (MINEDUC, 2007a).
As a result of these efforts, impressive progress has been made in regards of access to
primary education since 2000 as an outcome of continuing policy developments and strategies
(MINEDUC, 2015a). As shown in [Table 4], the number of primary schools and enrolled
students have continuously increased since 2003 with over two million primary students
enrolled in 2008. Also, the Gross Enrolment Rate (GER) and Net Enrolment Rate (NER) has
reached at 151.9% (GER) and 94.2% (NER). More specifically, comparing with year 2002,
there was a sharp increase in both GER and NER in 2003, which could be perceived as the
result of successful implementation of fee-free, universal primary education.
37

[Table 4] Number of schools, students, GER and NER at primary level (2000-2008)

Source: Author’s work based on “National EFA 2015 Review” (MINEDUC, 2015a).

Nevertheless, as for the quality of education, there were still many obstacles to be
handled during this period. Repetition rate in primary education was still relatively high, even
though it has decreased from 34 percent in 2000 to 17 percent in 2008. (World Bank, 2011).
Moreover, pupil to classroom ratio in primary level has continued to increase reaching its peak
in 2008 (71:1) and it was the same for pupil to teacher ratio, which was about 61:1 in 2008.
(World Bank, 2011). This meant that provision of school facilities failed to catch up with the
rapid increase of student enrolments.
Additionally, according to the school consensus conducted by MINEDUC in 2008, about
32,000 teachers were employed in primary schools. However, as mentioned above, the pupil
to teacher ratio in 2008 (61:1) was over the target ratio of 57:1. In order to achieve this goal,
government had to newly recruit more than 37,000 teachers, but this did not happen due to
budget constraints. More importantly, compared with other civil servants, teachers’ net monthly
payment was much lower. This was a serious threat on quality of education, as teachers became
less motivated and teaching occupation became less attractive (World Bank, 2011).
As for the student’s learning outcomes, the only regularly generated learning outcome
indicators in this period were the annual, end of cycle national examination results. Students in
P6 (primary), S3 (lower secondary), and S6 (upper secondary) was assessed in several subjects,
including mathematics and English. [Table 5] shows that the pass rate of primary students has
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greatly increased.
[Table 5] Primary students’ performance at national examination (2005-2010)

Source: Author’s work based on “Basic Education Sector Analysis Report 2012” (JICA, 2012)

However, one thing to consider is that the purpose for this exam was not to assess
student’s general learning outcomes, but to line up students by their test scores. (World Bank,
2011). As a result, the absence of learning assessment system on literacy and numeracy made
it difficult for the government to measure the quality of education during this period.
To sum up, period of 2003-2008 could be characterized as a new start, rising from the
ashes. The main focus was to eradicate ethnic discrimination and provide primary education
for all. The abolition of schools fees in primary school was the milestone that indicates the
beginning of educational reforms. Following this universal primary education policy, many
education plans and policies were implemented throughout this period. However, many of the
education policies remained in the rudimentary stage.
Nevertheless, the successful reform brought positive changes regarding access to
education and to some extent, to enhancing quality of education. So, it was not surprising for
GoR to take a step forward and expand the universal education up to the lower secondary level.
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2. Phase #2: Achievements on Nine Years Basic Education (2009-2014)
In 2006, the Cabinet passed the Nine Years Basic Education Policy, which was
implemented in 2007 (MINEDUC, 2007a). This policy was established in order to meet the
increasing demand for higher level of education as more children completed primary education.
The 9YBE was defined as: “All children to be able to get education in nine years, this
is made up of six years of primary education and three years of general cycle of secondary
education without paying school fees” (MINEDUC, 2008). The objectives under 9YBE policy
was to ensure that:
(1) Each child must start and complete primary education within the specified period;
starting school at aged 7 and completing within 6 years.
(2) Rapid increase in the number of children enrolling in lower secondary schools to
guarantee that each child has the opportunity of nine year basic education that can
enable him/her to cope with life. (MINEDUC, 2008)

Under these objectives, the specific aims for the policy were to reduce repetition rate,
dropout rate, pupil to teacher ratio, class size at primary schools, while increase transition rate
and GER at lower secondary schools by 2015 (MINEDUC, 2008). These projections demanded
increased number of skilled teachers, additional learning resources and more classrooms
(MINEDUC, 2008). Nevertheless, it was not until 2009 that this policy was fully operational
with noteworthy outcomes.
In 2009, the Rwanda Ministry of Education (MINEDUC) adopted the 9YBE Fast Track
Initiative to boost up the process in order to meet the target goals in 2015. The 9YBE Fast
Track Initiative proposed three unconventional methods for quick results.
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The first method was to reduce the number of courses in primary and lower secondary
schools. For instance, previously, primary education curriculum contained 9 subjects at lower
primary (P1- P3) and 11 subjects at upper primary (P4 - P6). Through these changes, the
number of subjects was reduced to 5 subjects for lower primary students and 6 subjects for
upper primary students. The second method was to divide the teaching day into two shifts;
morning and afternoon. This double shifting was applied throughout primary education from
P1 to P6. Additionally, the third method was to have teachers specialize in two subjects.
Formerly, primary teachers had to teach all of the subjects, however, the specialization measure
allowed primary teachers to focus on two subjects which was similar to the secondary school
system. (MINEDUC, 2008)
These innovative methods were proposed as a solution to increase quality of education
and to alleviate financial constraints. One of the benefits was that teachers would be able to
provide quality education since teachers could concentrate on fewer subjects and pay more
attention on individual students and monitor their performance. Moreover, double shifting
would benefit in savings in teacher salaries and classroom construction, which is important to
reduce class size and pupil to teacher ratio (MINEDUC, 2008).
Due to the efforts, 9YBE Fast Track Initiative has actually proved to be successful in
producing positive outcomes between 2008 and 2012. The NER of primary level increased
from 94.2 percent (2008) to 96.5 percent (2012). Notably, completion rate in P6 increased from
52.5 percent in 2008 to 72.7 percent in 2012. Also, promotion rate has been increased (69.5%
in 2008 to 76.4% in 2011), while repetition rate and dropout rate decreased [Figure 4]. More
importantly, pupil to teacher ratio has improved from 61 (2008) to 59 (2012) and the ratio for
qualified teachers also improved from 67 (2008) to 62 (2012) [Figure 5].
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[Figure 5] Completion, promotion, repetition
and dropout rate at primary level

[Figure 6] Pupil to teacher/qualified teacher

ratio at primary level

Souce: Author’s work based on “2012 Education Statistics Yearbook” (MINEDUC, 2013a)

The situation of secondary education revealed similar, or even more dramatic, changes
in access to education. The total number of lower secondary students almost doubled from
183,284 (2008) to 352,796 (2012) and number of secondary students in upper level increased
from 104,752 (2008) to 181,916 (2012) [Figure 6]. Moreover, the student to teacher (and
qualified teacher) ratio were improved as well [Figure 7].
[Figure 7] Number of students at lower /
upper secondary level

[Figure 8] Pupil to teacher / qualified teacher
ratio at secondary level

Souce: Author’s work based on “2012 Education Statistics Yearbook” (MINEDUC, 2013a)

Along with 9YBE Policy, another very important policy that affected the education
system in Rwanda was the change of language of instruction from French to English. Until
2009, most of the classroom activities in Rwandan schools were conducted in French, which
was one of the legacy from the colonial period under Belgium. However, this changed when
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Rwanda joined the East African Community (EAC) in 2007 (JICA, 2012). This reform was
initiated by GoR in the effort to bolster relationship with the Commonwealth and enhance their
competitiveness within the international settings. (MINEDUC, 2015a)
Formerly, the Rwanda Constitution designated three official languages – Kinyarwanda,
French, and English – and schools were able to choose between them as medium of instruction.
Nevertheless, after the new policy had been implemented in 2009, new configuration of roles
and relations were established between these three languages. The government recognized
“Kinyarwanda as the bedrock of initial literacy and learning, English as the new medium of
instructions, and French as an additional language” (MINEDUC, 2010).
This radical reform, however, imposed serious threat regarding quality of education. First
of all, the baseline survey conducted in 2009, revealed low-level English proficiency of
teachers. About 85 percent of primary teachers and 66 percent of secondary teachers had only
beginner, elementary, or pre-intermediate levels of English. Also, students, especially in rural
areas, were limited in English. Last, but not least, shortage in teaching and learning materials
written in English was another problem for quality of education (MINEDUC, 2010).

Until now, two critical policies which had significant impact on Rwanda’s education
system have been introduced. Since the application of these two policies in 2009, many
education policies and plan were implemented to develop more effective and efficient nine year
basic education. In the attempt to have deeper understanding on the quality of education within
this period, this study analyzes the ESSP in 2010-2015. Evaluating the strategic plan is
important because ESSP is the fundamental baseline for educational planning and presents
goals and challenges, along with strategic priorities (MINEDUC, 2010).
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The ESSP 2010-2015 was aligned with the Economic Development and Poverty
Reduction Strategy (EDPRS), which was the national framework that determines the overall
purpose of the education sector during the period of 2008-2012. The EDPRS high level
objectives for education were to improve and increase: (1) Access to education for all; (2)
Quality of education at all levels; (3) Equity in education at all levels; (4) Effective and efficient
education system; (5) Science and technology and ICT in education; and (6) Promotion of
positive values, critical thinking, Rwanda culture, peace, unity and reconciliation (MINEDUC,
2010).
Under this objective, ESSP 2010-2015 was aimed at “improving education, particularly
skills development, to meet the labor market demand, by increasing the coverage and the
quality of 9YBE and strengthening post-basic education (PBE), which includes technical and
vocational education and training (TVET) and higher education but also general upper
secondary education and teacher education.” (MINEDUC, 2010).
To achieve these goals, Rwanda Ministry of Education (MINEDUC) set seven areas of
priority, which are:
(1) Improving completion and transition rates whilst reducing dropout and repetition in
basic education
(2) Ensuring that educational quality continues to improve
(3) Developing a skilled and motivated teaching, training and lecturing workforce
(4) Ensuring that the post-basic education (PBE) system is better tailored to meet labor
market needs
(5) Ensuring equity within all fields and throughout all levels of education and training
(6) Strengthening education in science and technology
(7) Strengthening the institutional framework and management capacity for effective
delivery of education services at all levels.
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In order to realize this priorities and tackle the obstacles that hinder quality of education,
several measures were implemented throughout this period.
To begin with, in 2009, Education Management Information System (EMIS) began
operating in effort to collect primary data sources from every education institutions. Through
EMIS, MINEDUC was able to monitor and supervise activities at school, district and national
levels by collecting various data such as enrolment, completion, transition, repetition, dropout
rates, along with textbook to pupil ratio, student to teacher ratio, examination results and
teacher qualifications (MINEDUC, 2010). The development of EMIS was a huge step towards
improving quality of education in Rwanda because education quality concerns not only with
inputs, but also with educational processes and outputs (Abdul-Hamid, 2014).
Another important action regarding monitoring and evaluation on quality of education
was the implementation of Learning Achievement in Rwandan Schools (LARS) in 2011.
Previously, there was no assessment procedure to evaluate student’s learning outcomes.
Although there was the national examination at the end of each level of education, as mentioned
in the earlier section, it was inadequate to assess the level of student’s achievements. However,
through LARS, student’s learning outcomes at primary level were evaluated and the results
were used as a means to monitor the impact of teaching-learning activities at school and
classroom levels (JICA, 2012).
Along with the development of monitoring and evaluation system, the government
acknowledged the difficulties in regards to teacher recruitment, teaching quality, and teachers’
motivations. For instance, although the adoption of double-shifting facilitated pupils to teacher
ratio at primary level to be reduced from 63 in 2010 to 58 in 2014 (MINEDUC, 2015b),
however, it was still insufficient in reaching the 9YBE policy target goal for 45 in 2015.
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Moreover, the workload of teachers, especially in primary schools became burdensome as
enrollment of students continued to increase, while the recruitment of teachers could not follow
the increment (JICA, 2012). This heavy workload, along with low proficiency in English, was
another impediment for teachers in providing quality education.
To address these challenges in teaching quality, the MINEDUC focused on in-service
and pre-service training. For instance, School-Based Mentoring program was introduced in
2012 as a means to improve English language proficiency and pedagogical skills of teaching
for teachers (MINEDUC, 2013b). Within this program, 918 qualified English-proficient
teachers from neighboring countries – such as Uganda, Kenya, and Burundi – were hired to
train Rwandan teachers on delivering lessons in English and planning classroom activities
(MINEDUC, 2015a). Additionally, Continuous Professional Development (CPD) framework
and Distance e-Learning was implemented to educate unqualified teachers. (MINEDUC, 2015a)
As for the pre-service training, the government focused on strengthening the capacity of
Teacher Training Colleges (TTCs) and College of Education (CoEs) to provide adequate
pedagogical skills and teaching methods. In this effort, the teacher education system was
renovated to unify primary and secondary pre-service teacher training under the University of
Rwanda in 2010 (MINEDUC, 2015a). Moreover, Teacher Development and Management
policy was revised in 2011 to make sure that teacher recruitment is adequately performed and
teacher retention is improved (MINEDUC, 2010).
At the same time, various measures were implemented to raise teachers’ motivations and
to improve the perception of teaching as profession. First of all, the government issued
Umwalimu Savings and Credit Cooperative (Umwalimu SACCO) to provide teachers with
subsidized credit which was to be used for income-generating activities (MINEDUC, 2013b).
Umwalimu SACCO was created in June 2006 and was accepted by the National Bank of
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Rwanda to operate as Financial Institution in 2009 (Umwalimu SACCO, 2021). This incentive
system was aimed to empower Rwandan teachers toward elevating their social-economic
welfare and contribute to socio-economic development of their community (Umwalimu
SACCO, 2021).
In addition, the GoR decided to increase teachers’ salaries in 2011. Prior to that, teachers’
monthly payment was far below the average of other civil servants and in a school survey,
many teachers responded that they were poorly paid and wanted to leave their profession due
to low payments (World Bank, 2011). So, in order to boost teachers’ motivation, teachers’
salary was increased and also in 2012, a new payment system was employed to increase
teacher’s salary by 3% each year reflecting on the years of working experience (JICA, 2012).
Moreover, Teacher Development Funds and the draft Teacher Development and Management
Framework was introduced to improve teachers' welfare and conditions of service, which was
targeted to attract more students to consider teaching as a career (MINEDUC, 2015a).

During this period, there also has been a meaningful advancement in the textbook
procurement, which was facilitated by decentralized system which contributed to improved
delivery of service (MINEDUC, 2013b). The decentralized textbook procurement policy
allowed schools and districts to purchase textbooks in a timely manner within the limit of their
allocated budget (JICA, 2012).
Under this policy, schools were able to receive textbooks directly from publishers and
not by National Curriculum Development Center (NCDC). This benefited schools to better
align the materials with the precise needs of students and teachers (World Bank, 2011). In
addition, school-based textbook selection committees were established in many primary and
secondary schools and District Education Officers (DEOs) were trained to utilize computer
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software to purchase textbooks online (JICA, 2012). This strengthened the capacity and
accountability of schools and districts. As a result, the decentralized textbook procurement
policy was successful in acquiring dramatic improvement in pupil to textbook ratio
(MINEDUC, 2013b).
Another important factor that attributed to securing quality of education was the
establishment of Rwanda Education Board (REB). The REB was founded in 2011 as “an
affiliated agency to MINEDUC with the primary goal of improving the quality of Rwandan
schools through more streamlined management and effective coordination” (MINEDUC,
2015b).
Formerly, Rwanda’s core education responsibilities were fragmented among different
semi-autonomous agencies. For instance, the National Curriculum Development Center
(NCDC) was responsible for developing and reviewing curriculum for basic education.
Inspection General of Education (IGE) was responsible for carrying out inspection in primary
and secondary schools. The Teacher Service Commission (TSC) was in charge of teacher
development and management. Rwanda National Examinations Council (RNEC) took care of
all levels (except TVET and higher education) of national examinations (MINEDUC, 2007a).
After the establishment of REB, however, the key responsibilities mentioned above
were integrated within REB. So, the overall responsibilities for the newly established agency
was (1) to contribute to determining education policy; (2) to coordinate and fast track
education programs and activities; (3) to design and distribute curricula, teaching materials
and guidelines; (4) to organize programs and activities for developing capacity and
management of teachers; (5) to establish regulations on how to conduct national examinations;
and (6) to cooperate with other regional and international institutions (REB, 2021).
In essence, REB became a pivotal department to focus on enhancing quality of education,
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with REB providing a overall approach to the key priorities of quality education and
coordinating different implementing agencies (MINEDUC, 2013b). Moreover, with the
establishment of REB and the revised decentralization policy, MINEDUC was able to delegate
various duties to REB and District Education Offices (JICA, 2012).

Moving on, it is important to point out that government and MINEDUC were not the
only one striving to improve quality education. Without any help from parents and community,
it might have been impossible to enhance quality of education in such short period. One good
example is the participation of community in construction projects through the Rwandan
tradition, “Umuganda” (MINEDUC, 2015b).
Umuganda takes root from Rwandan traditional culture of cooperation and self-help. It
was originated from Kinyarwanda word, meaning ‘woods used to construct traditional house’,
which can be translated as ‘coming together in common purpose to achieve an outcome’. This
concept was inherent throughout history, however, it was not until 2009 that Umuganda was
institutionalized in Rwanda by Prime Minister Order (RGB, 2017).
Especially, Umuganda had a great impact on the construction of new classrooms for
9YBE. As shown in [Figure 8], the contributions of citizens in the construction of 9YBE
classrooms were much higher than that of government. Thanks to these efforts, schools and
classrooms were constructed in shorter period of time at a lower cost (MINEDUC, 2015b) with
total of 3,172 classrooms constructed under 9YBE (RGB, 2017). Importantly, Rwanda
government received the first Commonwealth Education Good Practice Award in 2012, which
recognized the hard work and commitment of thousands of Rwandans under Umuganda as the
core reason behind the successful implementation of 9YBE (MINEDUC, 2015b).
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[Figure 9] Contribution of citizens and gov’t in construction of 9YBE classrooms

Source: Author’ work based on “2014 Education Statistical Yearbook” (MINEDUC, 2015b).

Based on these success on 9YBE, the Rwanda Government extended the basic education
up to twelve years in 2012. The Twelve Years Basic Education (12YBE) was implemented with
President Paul Kagame’s strong political will to fulfill his promise to ensure 12YBE during the
re-election campaign in 2010 (JICA, 2012). Eventually, this reform was supported by ESSP
2013/14-2017/18, the revised version of ESSP 2010-2015, which aimed to achieve the target
goals for EDPRS-2 (MINEDUC, 2013b).
Overall, implementation of 9YBE Fast Track Initiative and additional efforts to promote
9YBE resulted in favorable outcomes regarding higher enrolment rate, more classrooms and
teachers. However, despite the achievement on access to education, enhancing quality of
education was not so successful. According to the data between 2009 and 2014, at primary
level, promotion rate decreased from 73.8 percent to 69 percent, while repetition rate increased
from 14 percent to 20.7 percent. Moreover, completion rate at P6 decreased from 74.5 percent
to 61.3 percent, along with transition rate (P6 to S1) from 95 percent to 72.6 percent
(MINEDUC, 2015b; MINEDUC, 2016a).
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Notably, dropout rate showed positive result between this period, decreasing from 12.2
percent (2009) to 10.3 percent (2014). Nevertheless, this was still above the ESSP target goal
and in 2013, it even spiked up to 14.3 percent. The reason behind this high level of dropout
rate – especially after P6 – is often due to learning barriers and increase in cost of education at
secondary level. Additionally, rise in opportunity costs of being in school hinders students in
continuing their studies. (UNICEF, 2017)
The situation was similar in lower secondary education level, in which, repetition rate,
promotion rate and dropout rate was well above the target goals set by ESSP (MINEDUC,
2016a). As a result, since 2015, the GoR began to focus more on the quality aspect of education.

3. Phase #3: Aspiration for Improving Quality of Education (2015-2020)
Year of 2015 was a year of big change in education sector for both Rwanda and for
the international society. Globally, 2015 was the target year for MDGs and EFA initiative.
Especially, in September 2015, United Nations General Assembly adopted the “2030
Agenda for Sustainable Development”. Within this agenda, 17 SDGs and 169 targets were
established to build on the MDGs and complete what they did not achieve (UN, 2015).
As for Rwanda, President Paul Kagame declare the ‘Vision 2050’ in 2015, to articulate
the long-term strategic direction for Rwanda. The main target for Vision 2050 was to make
Rwanda a upper middle income country by 2035 and higher income country by 2050. One
of the pillars of Vision 2050 was to achieve “universal access to high quality education”,
with the specific focus on early childhood development, STEM courses, and tertiary
education (MINECOFIN, 2015).
To achieve this goal, GoR implemented the ‘National Strategy for Transformation’
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(NST), which was developed through combining the previous Seven Years Government
Program (7YGP) and EDPRS. Especially, the second pillar of NST encompassed an
overarching goal of “developing Rwandans into a capable and skilled people with quality
standards of living and a stable and secure society” with one of its strategy “to enhance the
demographic dividend through improved access to quality education” (Republic of Rwanda,
2017).
In this background, MINEDUC employed the ESSP 2017/28-2023/24 as the main
education plan to “ensure Rwandan citizens have sufficient and appropriate skills,
competences, knowledge and attitudes to drive the continued social and economic
transformation of the country and to be competitive in the global market” (MINEDUC,
2016b).
Although MDGs target goal to ‘ensure universal access to primary education’ was
achieved in 2016, with NER reaching 97.7 percent, the GoR acknowledged the fact that
going to school alone does not account for student learning outcomes. Especially, the 2017
Education Sector Analysis has outlined five key challenges, which are:
(1) Insufficient teacher competencies in subject content, pedagogy and languages of
instruction (English) threaten to jeopardize curriculum delivery and inclusion, and
ultimately negatively impact student learning outcomes
(2) Rwanda government is investing below the recommended expenditure of 15% - 20%
of the overall government budget to education, which creates a risk to the sustainable
expansion of quality education
(3) Current mechanisms and tools to monitor progress are not strong, which poses a
major risk to the provision of equitable access to relevant, quality education
(4) Coordination between central and district education plans through performance
contract is limited, which poses a risk to education sector progress
(5) Insufficient cooperation between the public and private sector in education poses a
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moderate risk for coherent expansion and quality – particularly for pre-primary,
TVET and higher education (MINEDUC, 2017).

To address this challenges, the ESSP 2017/18-2023/24 identified nine strategic priorities
and underlying sector outcomes [Table 6] to “improve learning achievement and to ensure that
learning is relevant to the nation’s development priorities”. (MINEDUC, 2016b).
[Table 6] Nine strategic priorities of ESSP 2017/18-2023/24

Source: Author’s work based on “ESSP 2017/18-2023/24” (MINEDUC, 2016b).

Among these nine strategic priorities, (1) Enhancing quality of learning outcomes that
are relevant to Rwanda’s social and economic development; (2) Strengthening Continuous
Professional Development and Management of teachers across all levels of education in
Rwanda; and (9) Strengthening governance and accountability across all levels of education in
Rwanda, are directly related with quality of education.
Furthermore, risk assessment was conducted by MINEDUC for each of the strategic
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priorities and sector outcomes. These were analyzed by cross-checking the likelihood of the
risk materializing and the potential impact that the risk would have on achieving the outcome,
with the score ranging from 1 (lowest risk) to 5 (highest risk) [Table 7].
[Table 7] Risk assessment explanation

Source: Author’s work based on “ESSP 2017/18-2023/24” (MINEDUC, 2016b).

According to the result, overall risk assessment was scored as 3.4 (medium risk).
Interestingly, however, the scores of strategic priorities related to quality of education was
relatively higher than other strategic priorities [Table8], [Table 9]. This means that, comparing
with other strategic priorities, ensuring quality of education was perceived to be much more
challenging.
[Table 8] Generic risks affecting multiple outcomes

Source: Author’s work based on “ESSP 2017/18-2023/24” (MINEDUC, 2016b).
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[Table 9] Outcome-specific risks

Source: Author’s work based on “ESSP 2017/18-2023/24” (MINEDUC, 2016b).

Additionally, new supplementary indicators for measuring education performance
were installed in this ESSP. This was due to the recommendation from Mid-Term Review of
previous ESSP 2013/14-2017/18. Specifically,
(1) % of teachers, trainers and lecturers achieving standards on relevant approved
competency frameworks (Outcome 2.1); and
(2) % of districts with approved performance contract in line with ESSP (Outcome 9.3)

was introduced as new indicators to evaluate quality of education. (MINEDUC, 2016b)
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Reviewing through the ESSP 2017/18-2023/24, it was possible to identify several
major obstacles in providing quality of education during this period. Mainly, the problem
was related to the fact that students’ dropout and repetition rates are continuously increasing
and that teachers remain incompetent in providing quality education and are poorly
motivated. Also, the low capacity for school management and lack of monitoring and
evaluation of schools limited adequate flow of service.

In the effort to improve quality of education, one of the major changes that occurred
during this period was the implementation of new CBC. In 2015, the Curriculum Framework
was developed to meet the national priority in the education system, which was to “ensure
that education quality continues to improve through closer integration of curriculum
development, quality assurance and assessment, improved supply of learning materials, and
improved teaching and learning strategies” (REB, 2015). In this sense, the new CompetenceBased Curriculum was implemented in the need to:
(1) Focus on skills and attitudes as well as knowledge
(2) Balance academic goals with obtaining skills for the world of work; and
(3) Build competences into all aspects including teacher development, learning and
teaching materials, assessment, examinations and inspection

Especially, the introduction of Competence-Based Curriculum in 2016 demanded
reforms in assessment methods as well as pedagogical techniques. Under these reforms, the
focus of education has shifted from acquisition of knowledge to creation and application
(Ngendahayo & Askell-Williams, 2016). Moreover, the new curriculum was perceived to
generate positive students’ learning outcomes as the new teaching approach motivates
children to participate in the teaching process and to enjoy learning (VVOB Rwanda, 2018).
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Nevertheless, the new curriculum requires critical adjustment in pedagogical
methodology and the use of wider range of evaluation techniques. Also, the application of
activity-based learning and ensuring students’ participation meant that the role of teachers
and their capacity to deliver competence-based education were crucial for successfully
implementing the new curriculum (MINEDUC, 2017b). This is the reason why GoR had put
more emphasis on enhancing the quality of CPD of in-service teachers.

According to the 2019 Statistical Yearbook, the number of qualified staff at primary
level has reached about 98 percent since 2016 to 2019. Also, at secondary level the number
of qualified staff reached about 80 percent in 2019 (MINEDUC, 2020). This shows that
significant achievements were made in regards to pre-service teacher development.
However, 2014 LARS results revealed that only 45.3 percent of P2 students achieved
the grade-level competency level in literacy and 32.9 percent in numeracy. The results were
similar for P5 students, with 44.1 percent achieving literacy and only 38.3 percent being
competent in numeracy (MINEDUC, 2016b). On top of that, for both primary and lower
secondary level, the dropout rate increased between 2016 and 2019, while pass rates of
school leaving examination decreased during the same period (MINEDUC, 2020). These
data revealed that having trained and qualified teachers in schools was not translating into
effective learning by students (MINEDUC, 2016b).
To address the problem, National Teacher Continuous Professional Development
(CPD) Framework was developed in 2019 in the effort to fill in the gaps on the former
teacher CPD system, which required improvements in:
(1) Need for detailed, practical descriptions of quality and inclusive teaching to inform
teacher CPD, appraisal, and the planning, monitoring and evaluation of teacher
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CPD.
(2) Need for strengthening guidance on how teachers improve their performance, and
the roles of other stakeholders in supporting and supervising teacher CPD at school,
sector, district and national levels.
(3) Need to link Teacher Competences to the teacher career framework and appraisal
system so that appraisal functions to improve teaching and learning.
(4) Need for practical tools to help teachers and others assess teacher performance and
plan for CPD activities.

In addition, Teacher Professional Standards (2020) were newly developed within the
context of competences. This was to provide supporting framework for teachers to ensure that
their performances were measured against consistent and comprehensive indicators that lead
to significant learner achievements (REB, 2020a). Especially, the standard indicators were to
measure teachers’ (1) professional knowledge and understanding, (2) professional skills, and
(3) professional attitudes and values. In other words, the indicators were an observable and
measurable behaviors that represent what teachers know, can do, believe and value about
teaching and learning (REB, 2020a).
Another important matter on teaching quality was to boost up the motivation and
remuneration of primary teachers. Since 2016, the National Union of Teachers in Rwanda
(SNER) protested against the government to increase the minimum salary for teachers,
which was insufficient to afford even the basic necessities (Ntirenganya, 2016). Finally, in
July 2020, GoR agreed to increase public primary school teachers’ salary by 10 percent in
order to spur teachers’ motivation and compensate for their hard work (Ntirenganya, 2020).

Finally, other actions were also carried out to ‘strengthen school governance and
accountability’ (Strategic Priority 9) through providing leadership training for headteachers
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and promoting active participation of parents and community. For instance, ‘Professional
Standards for Effective School Leadership’ was introduced in 2020 to support headteachers
so that they have the sufficient skills to supervise their school teachers and design programs
for school improvement and development (MINEDUC, 2016b). The ‘Professional Standards
for Effective School Leadership’ defined key roles, responsibilities and functions of school
leaders together with key competences required to fulfill their responsibilities and achieve
school goals (REB, 2020b).
Moreover, specific guidelines and programs were introduced to increase parental and
communal involvement in student education. For example, REB distributed the School
General Assembly Committees (SGAC) handbook to support members of SGAC to carry
out their role in holding headteachers and schools accountable for their performance and
decisions.
Formerly, Parent-Teacher Associations (PTAs) or Parent-Teacher Committees (PTCs)
were present within schools. In 2013, about 95% of primary schools and secondary schools
had operating PTAs, however, actual parental engagement in children’s education remained
low and this was a barrier for many schools (MINEDUC, 2015a). Report from specific
district showed that SGAC involvement in teaching process was low in public schools (6%),
while it was high for private schools (84%) (Ntihabose, 2013). In this sense, MINEDUC had
put efforts in empowering parents and communities to support their schools and hold
headteachers and teachers accountable for ensuring quality of education (MINEDUC,
2016b).

In conclusion, during this period from 2015 to 2020, the main focus was to improve
student’s learning outcome in literacy and numeracy. Especially, the new Competence-Based
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Curriculum which was implemented in 2016 required reforms in pedagogical methods and
assessment techniques. This reform imposed risks in quality of education due to teachers’
low capacity and motivations to apply this new curriculum in actual classrooms. So, the GoR
concentrated on improving teaching quality through effective CPD. At the same time, the
government attempted to enhance school management by training school leaders and by
involving parents to hold headteachers and teachers accountable for quality of education.
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V. Relationships of Accountability in Rwanda’s education
Based on the analytical framework, this chapter presents comprehensive analysis on the
relationships of accountability within Rwanda’ education system. According to the 2004 World
Development Report, a well-functioning accountability relationships between policymakers,
providers, frontline workers, and citizens/client – voice, compact, management, and client
power – are important for successful service provision.
Applying this to Rwanda’s education sector, relationships of accountability between
Rwanda Ministry of Education, local schools, teachers, and parents must be working properly
in order to enhance quality of education and increase students’ learning outcomes. Throughout
this chapter, both positive and negative aspect of each component will be examined.

1. VOICE – Accountability between Government and Parents
The first accountability relationship that is going to be addressed is the connection
between government and parents. This relationship is part of the long route of accountability,
in which parents exert power over the government (voice) while government holds individual
schools accountable (compact). And this relationship is successful only when the voice of
parents are heard by the government and when policymakers are accountable for making
decisions and exerting its responsibility for education (World Bank, 2003).
Nevertheless, it is very difficult for policymakers to develop education policies that
satisfy everyone since within the education sector there are different groups who want different
things from schooling (World Bank, 2003). So, it is important that there are clear visions for
the future and long-term objectives that are derived from active interaction between Ministry
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of Education, district officials, headteachers, teachers and parents. Without clear vision of goals,
reforms would focus only on inputs and process, while the quality is neglected. Also, problems
occur with inadequate resource allocation (World Bank, 2003). Moreover, it is easier for
parents to check whether the government is keeping its promise and to hold them accountable
based on this objectives. In this sense, two factors will be discussed in this section; first, does
Rwanda have a clear national vision and long-term objective and second, is the education
budget adequately distributed to meet parents’ demand?

Throughout the three phases of Rwanda’s education sector, clear national goals served
as a basis for Rwanda’s education plans and reforms. Since 2000, Vision 2020 was the allencompassing national objective, which affected Rwanda in all aspects of the economy and
social policies (MINECOFIN, 2000). In the education sector, especially, Vision 2020 served as
the political foundation and long-term development plan for every Education Sector Strategic
Plan (MINEDUC, 2003b; 2007; 2010; 2013b). Also, in 2015, the GoR extended the Vision
2020 to Vision 2050, which also had great impact on the formation of ESSP 2017/18-2023/24
(MINEDUC, 2016b).
Additionally, Vision 2020 (and Vision 2050) has been transformed into actions by a
series of medium-term national policies (Nimusima et al., 2018) which also influenced the
ESSP in all three phases. For instance, during the first phase between 2003 and 2008, Poverty
Reduction Strategic Plan (PRSP), which was GoR’s first systematic assessment and finding out
actions necessary to reduce poverty and generate pro-poor economic growth (Nimusima et al.,
2018), was integrated into the ESSP (MINEDUC, 2003b). Within the second phase between
2009 and 2015, ESSP’s strategic priorities were influenced by educational goals of EDPRS 1
(2008-2012) and EDPRS 2 (2013-2018) (MINEDUC, 2007a; 2010; 2013b). Lastly, after 2015,
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EDPRS 2 and 7YGP was combined into NST, which was incorporated in the most recent ESSP
(MINEDUC, 2016b). [Figure 9] depicts how the national long-term and medium-term goals
are integrated into ESSP.
[Figure 10] Diagram for relationship between the sector planning documents

Source: Author’ work based on “ESSP 2010-2015” (MINEDUC, 2010).

Along with the clearly set long-term and medium-term objectives, another important
factor that strengthens the relationships of accountability between government and parents is
the “Joint Review of Education Sector (JRES)” and annual “Education Statistics Yearbook”.
Joint Review of Education Sector (JRES) is a semi-annual assessment, which has been
established in 2006 to address the gap in the monitoring of government performance on
education sector and increase trust and transparency (World Bank. 2011). This joint review
have brought education stakeholders throughout the country to look closely at the progress
within education sector and to identify challenges and obstacles as well as solutions and actions
for further improvements (MINEDUC, 2015a).
Moreover, the MINEDUC has published the Education Statistics Yearbook annually
since 2011 (MINEDUC, 2015a). Particularly, this publication was made possible due to the
development of EMIS in 2009. Through EMIS, the MINEDUC was able to collect valuable
data on individual schools, which reduced the date gaps and provided timely data for decision
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making (World Bank, 2011).
Additionally, there were other measures that facilitated discussion between various
stakeholders. Education Cluster and Education Sector Working Groups have been established
to foster collaboration among education participants and encourage them to participate in
information sharing and decision making process. Also, civil groups has functioned as active
partner in the education sector. For instance, Rwandan Education Non-Governmental
Cooperation Platform (RENCP) was born in 2010 with the mandate to serve as a body for NGO
representation. Its objective is to ensure that the voice of NGOs are well represented and form
better alliance with MINEDUC and its affiliated institutions and local governments, in order
to guarantee better quality of educational service (RENCP, 2021).
In summary, throughout the period since 2003, Rwanda had a clearly set long-term and
mid-term national goals that shaped the education sector. Moreover, there were accountability
mechanism regarding information sharing such as JRES, annal Education Statistics Yearbook,
as well as regular discussion sessions between government and different stakeholders in setting
education plans and policies. These efforts had positive results as parents are well-informed
about government’s action within the education sector.
However, there are shortages within the relationship of accountability between Rwanda
government and parents. One of the critical limitation is that education policy has been
frequently used as a political means and education plans and policies were implemented
without adhering to the voice of citizens. For instance, universal primary education was
implemented to fulfill President Paul Kagame’s election pledges on 2003. Moreover, in 2010,
President Paul Kagame used the success of 9YBE as center of his presidential election
campaign and promised to implement 12YBE if he was re-elected.
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More importantly, the implementation of English as medium of instruction was criticized
to be political and has imposed serious threat on providing quality of education. The
justification behind this radical transition of medium of instruction from French to English was
that English is more useful in increasing Rwanda’s competitiveness in regional and global
society (MIENDUC, 2015b). Nevertheless, these was only an excuse, while the real motivation
was very much political.
In Rwanda, English was language of the victors, mainly used by political elites who
returned from the exile after the end of genocide in 1994 (Samuelson and Freedman, 2010).
President Paul Kagame himself was more familiar with using English as he had been in Uganda
for a long period of time. So, along with the president’s strong political pursuit of incorporating
Rwanda into a Anglophone nation, English was adopted as medium of instruction, although it
had serious impact on quality of education and additional costs poured into increasing teachers’
English proficiency and retaining education materials in English (MINEDUC, 2010).
Moreover, even after the policy was implemented in 2008, the policy was changed in
2011, which stated Kinyarwanda was to be used as medium of instruction for lower primary
students (P1-P3). On top of that, recently in 2019, the medium of instruction was modified for
the third time, which rolled back to using English at all levels of education, including lower
primary levels. Eventually, this changes brought confusion for both teachers and students,
which resulted in poor learning outcomes and educational quality.

Moving on, another important factor in the accountability relationships between
government and parents is whether the education budget is sufficient and adequately distributed
to take care of the demand from parents and students. Especially, this matter is crucial for
Rwanda, since the government has promised fee-free basic education for all children.
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[Figure 11] Government expenditure on education, Rwanda and Sub-Saharan Africa
Total % of GDP
Total % of government expenditure

Souce: Author’s work based on “World Development Indicators”

[Figure 10] shows the government expenditure on education for both Rwanda and the
average of Sub-Saharan African countries since 2001 to 2018. According to the World
Development Indicators, little information on education budget share has been provided by the
GoR during the first phase between 2003 and 2008. In the second phase, the overall share of
GDP on education budget was higher than that of the average in Sub-Saharan Africa. This result
can be related to the strong political will to fast tracking the implementation of 9YBE.
Nevertheless, most recent trend on both total % of GDP and total % of government expenditure
is continuously decreasing.
According to the recent Education Budget Brief (UNICEF, 2019), the education budget
allocated to MINEDUC has shown a nominal increase, while the education budget as share of
national budget slightly decreased between 2016 and 2019. Especially, comparing with
neighboring countries, Rwanda’s education budget % of total government expenditure was 11.5
percent in 2017/18, which is significantly lower than Kenya (23.0%) and Tanzania (17.3%)
(UNICEF, 2019). Moreover, this was also below the world recommendation level of 15%~20%.
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[Figure 12] % Share of budget allocations against % of students by levels (2018)

Souce: Author’s work based on “Education Budget Brief: Investing in child education in Rwanda” (UNICEF
Rwanda, 2019)

Notably, [Figure 11] illustrates that while majority of students are enrolled in preprimary and primary level, the education budget allocated in this sub-sector was less than half
of the total education budget. On the other hand, the proportion of allocated budget for
secondary and post-secondary level was relatively higher comparing to their lower share in %
of students. This reveals that current allocation of education budget is inappropriately allocated
between sub-sectors. In order to ensure universal access to 12YBE, education budget share
must be reallocated from post-secondary to pre-primary and primary levels (UNICEF Rwanda,
2019).
Another important aspect that threatens the accountability relationship between
government and parents is that schooling in Rwanda is free, but not free. Since 2003, schools
received capitation grants directly from the government as schools were forbidden to require
school fees to students (MINEDUC, 2003a). However, recent surveys and interviews with
parents and students revealed that many schools are collecting direct financial contribution
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from individual households.
Mainly, parents are required to pay PTA contributions, examination-related costs, school
materials such as uniforms and books, and afterschool coaching (T.P. Williams et al., 2015).
Although the current educational law states that children should not be exempted from school
activities for not being able to pay for school contributions, in practice, children are forced to
drop out of school when they fail to pay these additional fees (T.P. Williams et al., 2015).
Looking deeper into the problem, fundamental reason behind the reason why schools
charge additional contribution is due to the insufficient amount of capitation grants for school
operation as well as delay in distribution (TI Rwanda, 2012). So, in a broader sense, this
problem is related to the failure of government in meeting the demand of parents and schools.
To sum up, there are positive and negative aspects within the relationship of
accountability between government and parents (voice). The positive side is that the education
sector plans and polices were usually aligned with long-term and medium-term national goals.
Also, challenges and obstacles regarding provision of quality education are regularly discussed
among various stakeholders. Moreover, specific data and information are published to the
public, which could be used to monitor and hold government responsible for their actions.
On the other hands, education plans and policies are often used in a political means. In
addition, as seen in the example of transformation of the medium of instruction in schools,
implementation of policies are inconsistent and applied without adequate consideration
regarding quality of education. Moreover, recent research on education sector budget reveals
that the share of national budget in education sector is decreasing and is poorly allocated to
meet the specific demands of parents and students.
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2. COMPACT – Accountability between Government and Schools
The second relationship of accountability is the link between government and schools.
This is also part of the long route of accountability, in which government holds individual
schools accountable for their actions and decisions (compact). Although parents, as clients of
educational service, also regulate schools in the shorter route by engaging directly in school
management (client power), in most cases, governments – MINEDUC and district education
offices – are responsible for schools’ performances (World Bank, 2003).
Then how can the government hold schools accountable? Without indicating specific
desired outputs and outcomes, it is impossible to tell whether resources are sufficient or used
effectively. (World Bank, 2003). In other words, adequate assessment system is necessary to
measure the outcomes which could provide governments the basis on rewarding and
sanctioning schools. At the same time, granting schools with autonomy to some extent is
essential for enhancing schools’ incentives to improve their performance. Especially, as
education sector has become highly decentralized, it is important that accountability
mechanism is effective in promoting quality of education. (World Bank, 2003).
In this regard, two factors will be discussed in this section; first, does Rwanda have
adequate assessment tools to evaluate learning outcomes and monitor school performances and
second, how does accountability relationship work within Rwanda’s decentralized education
sector?

As mentioned in chapter 4, during the first phase between 2003-2008, there was no
adequate assessment tools to measure the general literacy and numeracy level. Instead, there
were only national examinations that P6 (P6NE), S3 (O-levels), and S6 (A-levels) students had
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to take at the end of the year. Before the implementation of 9YBE, P6NE was used as a tool to
select students with best scores and promote them to the upper education level. Therefore, it
was difficult to analyze the overall learning trends through this evaluation because the tests
were created without considering to compare the results every year (World Bank, 2011).
Another problem with this kind of assessment is that teachers’ involvement in the
assessment is very limited because it is so centralized. Moreover, the end-of-the-year national
examination are very competitive and of high stakes for schools, teachers, and students. Under
this system, it was inevitable that teaching and learning were mostly oriented towards “teaching
to the test” or even “teaching the test” (Ngendahayo & Askell-Williams, 2016). Although the
national examination system worked in some ways to hold schools responsible for their
students’ performances, it was ineffective, or even negative, in providing quality of education.
So, during the second phase, Rwanda developed its first national learning assessment,
LARS in 2011. The main purpose of LARS was to measure students’ achievement in literacy
and numeracy at the national level. LARS functions as a monitoring tool which provides
reliable database on learning outcomes that is used as a basis to hold schools accountable and
facilitate improvements for the future (Schwantner, 2016).
The first round of LARS took place in 2011 in which P3 literacy and numeracy
achievements were analyzed. The second round of LARS (LARS II) was done in 2014,
focusing on P2 and P5 learning achievements. The most recent assessment was conducted in
2018 (LARS III) which analyzed P3 literacy and numeracy achievements, as well as in P6 and
S3 level (World Bank, 2019).
Apart from LARS, other evaluations were conducted during the second phase as well.
For instance, Early Grade Reading Assessment (EGRA) was conducted in 2011 by USAID to
measure students’ reading fluency in both Kinyarwanda and English. The result showed that
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not many students were learning to read well in both languages. Additionally, National Fluency
and Mathematics Assessment in Rwandan Schools (FARS/MARS) was conducted in 2014
(MINEDUC, 2015a).
To sum up, GoR had developed national level learning assessment system to evaluate
students’ learning achievement. According to one study, teachers contend to the fact that
learning and teaching quality is improved through assessments, and that it can be used as a tool
to hold schools accountable (Ngendahayo & Askell-Williams, 2016).
Nevertheless, one of the limitations of national assessment system in Rwanda is that
there is no policy implementation for rewarding and punishing schools based on their students’
learning outcomes. For instance, currently capitation grant is given to schools based on number
the of students enrolled (TI Rwanda, 2012). It does not compensate schools with higher
performances or restrict schools with poor results. These can lower the incentives for schools
and teachers in putting efforts to promote quality of education (World Bank, 2011).
Moreover, although Rwanda is conducting its own learning assessment, they are not
currently participating in any regional or international assessments. This limits in comparing
learning achievements with the international standards (World Bank, 2011). There are constant
recommendation that Rwanda should participate in international learning evaluation such as
Program for International Student Assessment (PISA) or Southern and Eastern Africa
Consortium for Monitoring Education Quality (SACMEQ) in order to analyze Rwanda’s
educational competence within the international frame (JICA, 2012).

Another factor that has crucial impact on the relationship of accountability between
government and schools is the decentralization of Rwanda’s education sector. With the
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approval of decentralization policy in 2000, many responsibility which was formerly
performed by MINEDUC has been transferred to semi-autonomous agencies and local districts
(JICA, 2012). Especially, in 2006, the country’s political geography was reorganized to 5
provinces with 30 districts in which District Education Offices have become mainly
responsible for the distribution of capitation grants, teacher recruitment and deployment, and
school inspections (World Bank, 2011).
The decentralized education system was perceived to be more effective in service
provision and increase school autonomy through distribution of capitation grants and
facilitating community participation. On the other hand, it also required improved
accountability measures such as effective monitoring and inspection of schools, as well as
better alignment of district education plans with national objectives for the decentralized
education system to ensure quality of education. (World Bank, 2011).
Providing capitation grant is an essential measure for making decentralization work in
the education sector (JICA, 2012). Until 2002, a fixed sum of 5 million RwF was allocated to
each province the Ministry of Education no matter how many schools or students were there
(MINEDUC, 2015a). However, this system changed with the abolition of school fees at
primary level, in which individual schools received capitation grants based on the number of
enrolled students. Under this decentralized system, the mechanism of the capitation grant
worked as follows (TI Rwanda, 2012):
(1) Schools inform District authorities on the number of enrolled students;
(2) District Education Offices inform the MINEDUC;
(3) MINEDUC requests the appropriate amount of money to MINECOFIN; and
(4) MINECOFIN transfer the money directly to the accounts of each school
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According to the report from Transparency International Rwanda (2012), the capitation
grants were usually used to purchase materials for teachers and students (81.43%), construction
of the school and school infrastructure (65.35%), teacher’s motivation allowance (56.14%),
clean water supply (51.46%) and electricity (47.95%). This revealed that most of the capitation
grant was mainly used to acquire school infrastructure.
However, most schools did not meet the certain proportion which the government has
designated regarding the use of capitation grants; 50 percent must be used for the school
management, 35 percent for infrastructure and sanitation, and 15 percent for teacher training.
Rather, individual schools tend to spend more on school functioning, at the expense of teacher
training. Furthermore, the result also showed that MINECOFIN, which is responsible for the
disbursement of capitation grant, has very poor compliance with the deadline of distributing
the allocated funds to schools. This impose serious threat on the accountability between
government and schools (TI Rwanda, 2012).
On the positive side, Rwanda showed high level of transparency within the distribution
process. According to the research above, there were no leakage along the line of distribution
between MINEDUC, district education offices, and schools, which could be attributed to the
direct transfer of funds from MINECOFIN to individual schools. Moreover, comparing with
other neighboring countries, headteachers in Rwandan schools are less likely to exaggerate the
number of their students in order to receive more funds (TI Rwanda, 2012).
Moreover, adequate monitoring capacity is an essential aspect in holding schools
accountable regarding the usage of capitation grants and school management. Generally, there
are both internal and external accountability mechanism. The internal accountability is ensured
through the roles of School Management Committees (SMCs) and PTAs, while the external
accountability is enforced through Sector Education Officers (SEOs) and District Education
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Officers (DEOs). The internal accountability mechanism, which is related with relationship of
accountability between schools and parents (client power) will be introduced in the later section.
As for the external accountability measures, Rwanda’s administration system is currently
divided into 30 districts with 416 sectors and there are DEOs and SEOs stationed at every
district and sector. DEOs in every district is responsible for planning, delivery and monitoring
of education and training school leaders. Under the district level, SEOs are responsible for
supervising service delivery and running of schools. (MINEDUC, 2016b). Interestingly,
however, these positions are supervised by the Ministry of Public Service and Labor
(MIFOTRA), and they are formally under the remit of the Ministry of Local Government
(MINALOC). This means that MINEDUC has no authority over these local educator and
education officials, which can cause challenges for holding them accountable (Honeyman,
2017).
Additionally, REB’s Education Quality and Standards Department (EQSD) was also one
of the external accountability measures. They were responsible for the inspection of schools,
including some pedagogical observations and opportunities to evaluate headteachers’
performance. Furthermore, inspectors had the authority to report low-performing headmasters
and request for suspension of teachers and headteachers to the District Mayor. In practice,
however, the procedures were often ineffective in holding them accountable (Honeyman, 2017).
Effective monitoring and inspection on schools are necessary measures to ensure strong
accountability relationship between government and schools, however, few things must be
takin into account. First of all, material support, such as transportation, adequate
communication facilities, must be provided for SEOs and DEOs. Especially, with the
introduction of EMIS, computers and associated technical assistance must be adequately
provided (World Bank, 2011). Secondly, roles and responsibilities between different actors
74

within the decentralization process must be clearly defined (MINEDUC, 2015a), and District
Education Plan must be aligned with the national strategic priorities (MINEDUC, 2016b).
Finally, monitoring and inspection must be focused on teaching and learning quality rather than
material inputs (UNESCO, 2017)

One of the distinctive measure of accountability in Rwanda is the performance contract,
called Imihigo. After the devastating Rwandan genocide, government tried to find a way to
implement policies that would facilitate public service delivery. In 2006, Kagame launched a
program, called ‘Imihigo’, to pressure public officials across the country to set target goals for
development in their districts and deliver them. The term ‘Imihigo’ were historically used in
Rwanda in relation to a public pledge of bravery (Honeyman, 2017).
The government codified these agreements in contracts and structured a system to check
whether their progress level and provide incentives to urge them in achieving their goals (World
Bank, 2018b). At the beginning, it started between president and district mayors, however, after
2009, every staff employed by government ministries and agencies were required to sign these
contracts (World Bank, 2018b).
District Imihigo target was set based on the national agenda and local level conversations.
After detailed indicators of success was set for each Imihigo contract, local mayors signed the
Imihigo with the president in a ceremony which is broadcasted on media and reported in
newspaper for the general public to see these Imihigo documents. (World Bank, 2018b).
The concept of Imihigo was implemented in the education sector as well. Teachers sign
contracts with their headteachers, while headteachers sign contracts with the sector or district
officers. Then, district officers sign contracts with the mayor, and the mayor with the president.
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It is widely acknowledged that these Imihigo contracts have brought positive outcomes and
have improved school performance overall. (World Bank, 2011). Moreover, local authorities
are accountable to these target goals, and civil servants can be dismissed for their poor
performances (World Bank, 2018b).
However, there are concerns that these contracts do not necessarily ensure stakeholder’s
participation but it is the central government that have strong influence over the selection and
implementation of district Imihigo, with local governments having little flexibility to
implement policies that actually recognize local necessities and its realities (World Bank,
2018b). In addition, the pressure exerted by the Imihigo may also have some unintended
negative consequences. For instance, local officials may be tempted to falsely report their
results of their performance against Imihigo targets. Another concern is that local leaders may
try to hush their subordinates or members from speaking up during evaluation. Finally, local
leaders sometimes impute their responsibility to the population. For example, there were
several reports that students were being dismissed from schools for not paying school lunch
fees because the school officials were pressured to meet the Imihigo target of 100 percent
contributions to school feeding programs (World Bank, 2018b). So, even though it is true that
specified targets under Imihigo generated positive impact on service provision, there are
possibilities of backfiring if it creates too much pressure.

In conclusion, Rwanda has developed LARS in order to measure students’ learning
outcomes. Through the results, government is able to collect data on the effectiveness on
teaching and learning which can be used to hold schools and teachers accountable for their
performance. Nevertheless, there are limitations in that there is no direct sanction or rewarding
system. Also, the fact that Rwanda is not engaging in any international-level assessments could
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blind Rwanda’s competitiveness within the global society.
Furthermore, Rwanda’s education sector is one of the most decentralized sector.
Especially, capitation grant is the core of decentralization and school autonomy. However, the
problem is that the amount is insufficient for schools and that the distribution is often late. This
threatens the schools’ autonomous decision-making. Moreover, capacity building on the
monitoring and inspection system is one of the challenges that must be addressed in order to
strengthen accountability between government and schools.
Finally, the adaptation of traditional value; ‘Imihigo’ facilitated better service provision
as the performance contract hold local officials responsible for the achievement of detailed
target goals. Nevertheless, there are also dangers in the accountability relationship if Imihigo
is not associated with adequate support or put too much pressures.

3. MANAGEMENT – Accountability between Schools and Teachers
Teachers have primary responsibility for providing quality of education (UNESCO,
2017). So, it is very much important that relationship of accountability between schools and
teachers (management) are operating effectively. In other words, schools must be able to
provide adequate infrastructure and teaching materials to teachers; train teachers for improving
their teaching skills and capacity; and ensure that teachers are properly motivated (World Bank,
2003). In return, teachers must be held accountable for their teaching performances and
student’s learning outcomes. In this regard, teachers were always the center of attention
throughout the three phases of Rwanda’s education sector.
Nonetheless, strategic priorities and specific targets were different for each phases.
During the first phase between 2003 and 2008, the main priority for basic education was to
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train more teachers to cope with increasing number of schools and students, and to increase the
proportion of qualified teachers (MINEDUC, 2003b).
With the introduction of 9YBE policy, however, the main focus regarding teachers has
slightly shifted. In the second period from 2009 to 2014, although producing more teachers
was one the priorities, there was increased attention in enhancing the quality on teacher training.
For instance, the Teacher Development and Management (TDM) policy was approved by the
cabinet in 2008, with its costed strategic plan being approved in 2009 (World Bank, 2011).
[Table 10] Sector Strategies of Teacher Development and Management Policy

Source: Author’s work based on “Teacher Development and Management Policy” (MINEDUC, 2007b).

The general objective of this TDM policy was “to strengthen the institutional and
structural capacities for improving teacher quality in primary and secondary schools in Rwanda
by recognizing teaching as a distinct and valued profession” (MINEDUC, 2007b). Moreover,
to achieve the general objectives, specific strategic plan [Table 10], which was designed to
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modernize and rearrange the nature of teacher training, development and management pattern
was introduced.
Notably, TDM policy focuses on enhancing the capacity of TTCs to provide more
effective pre-service teacher training (Sector Strategies 2); and put emphasis not only on
teacher training, but also on improving perception of teaching as qualified profession (Sector
Strategies 6); and the last target goal (Sector Strategies 7) was achieved when Teacher
Management Information System (TMIS) was implemented in 2012.

Another vital challenges facing teachers in this period was the change of medium of
instruction from French to English. As mentioned in Chapter 4, majority of the teachers in
primary and secondary schools were not educated in English and had low-level of English
proficiency. In one study, classroom observation showed that teachers had to use Kinyarwanda
for better explanations because they were sometimes stuck when giving detailed explanation
in English. More importantly, the students had difficulty in understanding subject matter in
English due to the irresponsible policy which did not consider realties within classrooms
(Sibomana, 2020).
This observation, though it does not cover every schools, revealed that quality of
education was greatly threatened due to difficulty of teaching and learning in English.
Furthermore, this abrupt changes in medium of instruction had negative impact on the teachers’
motivation and efficacy as well as their professional identity and performance. Especially,
when teachers have difficulty in delivering knowledge to students due to their limited English,
it lowers teachers’ confidence and self-esteem regarding their professionalism (Sibomana,
2020).
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To address these problems, GoR and MINEDUC implemented various policies and
support system such as School-Based Mentoring (SBM), Rwanda English in Action Program
(REAP) and requiring teachers to take English language Proficiency tests. However, these
efforts to increase teachers’ English proficiency did not bear many fruits (Sibomana, 2020).
For instance, according to the English Proficiency Index (EPI) in 2020, displayed that among
100 countries, Rwanda’s English Proficiency ranked 95th, which was also the lowest score
comparing with 13 other African countries (EF EPI, 2020).
This means that despite government efforts to improve English proficiency, Rwanda –
including students and teachers – are still suffering from the transition of language of
instruction. Moreover, recently in 2019, the GoR has once again changed the policy on medium
of instruction in the lower primary level. This move is criticized to be a political move rather
educational one (Edward, 2019). Also, inconsistency in government policy lowers the
relationship of accountability for teachers as it creates confusion and distrust on the government.
Furthermore, during the third phase of Rwanda’s education, the implementation of CBC
has become the central focus in teacher training. MINEDUC, as mentioned in Chapter 4,
perceived “ensuring teachers, trainers and lecturers have the knowledge and skills to implement
the new competence-based curriculum” as their biggest success factor in providing quality
education. (MINEDUC, 2016b).
According to an interview conducted by VVOB Rwanda (2018), some SEOs mentioned
that effective implementation has increased student’s attendance in schools and also enhanced
student’s participation in class. The SEOs, however, also talked about some challenges in CBC
implementations. First, new teachers are not yet familiar with the new methodology and
existing teachers are reluctant to change their pedagogical skills. Moreover, the big number of
students per classroom has negative impact on CBC implementation, since active participation
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of students are restricted and teachers have difficulty in managing big classes (VVOB Rwanda,
2018).
Relating this problem into relationship of accountability, it is important to monitor
classroom activities and urge teachers to actually perform competence-based education.
(Ngendahayo & Askell-Williams, 2016). The most effective way to do this, is to invest in
capacity-building of headteachers since they play an important role in creating the conditions
for effective teaching and learning.
One of the efforts to strengthen competence of school leaders is the Leading, Teaching
and Learning Together (LTLT) program by VVOB, which began in 2018. So far, collaborating
with REB, LTLT program has trained more than 1,200 school leaders in 17 districts to improve
quality of education by strengthening competencies of school leaders through CPD support
systems (Flink & Dusabe, 2020). The program focuses on providing CPD Diploma and
Certificate course for headteachers and supporting Professional Learning Communities (PLCs)
of schools leaders (TSI Rwanda, 2020).
According to the program’s Qualitative Midline Evaluation, it was confirmed that trained
school leaders have resulted in visible changes at schools. These changes include:
(1) Shift in leadership style and improved coaching and mentoring practices by school
leaders
(2) Development of school strategic direction – mission, values, and yearly action plans
(3) Improved school resource management
(4) Increased engagement with parents and communities
(5) Improved teaching practices and increased student and teacher attendance (TSI
Rwanda, 2020).
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The positive changes through this program reveals that effective capacity-building of
headteachers can greatly benefit the accountability relationship between schools and teachers.
More importantly, however, there is a strong need to enhance teachers’ motivations in order for
them to actively participate in CPD trainings and hone their teaching skills for providing quality
of education.
There are both intrinsic and extrinsic factors that contribute to increasing teacher
motivation. For instance, teachers are intrinsically motivated by their engagement in teaching
children and seeing them learn (Sango et al., 2016). On the other hand, allowing teachers with
different promotion opportunities for higher management positions, measures to improve
teachers’ professionalism, and school leaders who offer adequate support, consistent standards
and effective evaluation and accountability structures facilitate extrinsic motivation for
teachers (UNESCO IIEP portal).
On top of everything, although there are mixed result for its effectiveness, it is undeniable
that monetary incentives such as higher salaries and bonus pay is one of the most critical
motivation for teachers because poor working conditions and pay undermines even the intrinsic
motivation (World Bank, 2003). Especially, many of the teachers in Rwanda showed strong
dissatisfaction on their remuneration and incentives. [Table 11] shows the level of parents and
teachers satisfaction and perception on various aspects of the capitation grants in their schools,
with 1 to 4 scale score and % agreement.
The results reveal that although many parents and teachers are satisfied with the
capitation grant spending, however, over 30 percent of teachers replied that they are not
satisfied. Especially, more than half of the teachers replied that the amount of money allocated
to school-based CPD and teachers’ motivation grants are insufficient. Moreover, although both
parents and teachers agreed that capitation has contributed to reducing teachers’ absenteeism,
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lateness and turn-over rate, however, the lower score of teachers can be translated that large
number of teachers feel that they are still poorly compensated.
[Table 11] Satisfaction and Perception on various aspects of the Capitation Grant

Source: Author’s work based on “Rwanda Public Expenditure Tracking Survey in Education” (TI Rwanda,
2012).

One of the measures implemented by GoR to aid teachers’ finance is the Umwalimu
SACCO. As mentioned in Chapter 4, Umwalimu SACCO’s saving culture has facilitated
positive results in attending to teachers’ financial needs and has pulled teachers out of poverty.
(Mudingu, 2018). However, although government has promised to increase the capacity of
Umwalimu SACCO to lend teacher and improve their welfare, currently the SACCO is
suffering from financial constraints. Moreover, the poor payment limits teachers from
accessing loans from SACCO because the original amount of salary is insufficient even to
cover teachers’ basic needs (Ashimwe, 2020).
Additionally, GoR has announced to provide new education incentives for teachers. For
instance, government decided to give 50% scholarship to secondary students who choose to
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pursue teaching as a career at TTCs and fully sponsor non-refundable scholarship for those
who pursue teaching at tertiary level (Sabiiti, 2020). Also, the government had promised to
increase teachers’ salaries in 2020. Nonetheless, the government had failed to keep the promise
as teachers’ payment was delayed due to increased number of new recruitment of teachers and
shortage in staff in charge of teachers’ affairs at district level. (Buningwire, 2021).
To conclude, increasing teachers’ capacity and motivation is an crucial feature to build
successful accountability relationships between schools and teachers. Despite government’s
effort to increase teacher capacity, the transition from French to English as medium of
instruction is still a major obstacle for acquiring quality of education and the inconsistent policy
changes makes it difficult for MINEDUC and schools to hold teachers responsible for their
poor performance. Additionally, under the new Competence-Based Curriculum, it is important
that school leaders are well trained so that they can effectively supervise and monitor teachers’
performances as well as to provide effective school-based CPD programs.
Finally, the government should be responsible for promoting teachers’ motivation
through effective financial aid and increasing payments. This is especially important matter
because good compensation and remuneration not only increase teachers’ enthusiasm and effort
on teaching, but also makes teaching an attractive option for students.

4. CLIENT POWER – Accountability between Parents and Schools
The final connection of the relationship of accountability is the link between parents and
schools (client power). This relationship of accountability is probably the most important factor
in children’s quality of education because student learning is closely related with the extent and
nature of parent and community participation in schools. (World Bank, 2011). It has also been
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proven that when parents are highly involved in their children’s education, those students tend
to perform better and have less behavioral problems (Price, 2002).
Especially, parent’s participation is essential in achieving transparency, accountability,
and predictability in school management (MINEDUC, 2003a). This is due to the fact that
parents and community raise demand and make sure that schools provide the social and
economic benefits that best reflect the priorities and values of the local communities
(Bhekimpilo, 2015). In reality, however, there is nothing much the parents can do about their
schools and sometimes schools themselves have little or no autonomy to make a difference. In
this case, parent’s participation could be limited only to function as a means of mobilizing
additional resources to schools. (World Bank, 2003). So it is important that government and
schools ensure that parents’ voice are heard and actually reflected in the decision-making
process within schools.
On the other hand, low level of parental engagement in their child’s education is still a
barrier for many schools (MINEDUC, 2015a). There are different reasons behind the reluctance
of parents getting involved in school affairs. For one, some parents do not perceive children
education as a shared responsibility, but think that they are delegating their responsibility when
they send their child to school (Ndiku Makewa, 2013). Nevertheless, ignorance of parents are
not the only factor that limits parents’ participation. More serious problem is that many parents
are too poor to pay attention on their children’s education or illiterate and have difficulty in
speaking English (Tabaro & Uwamahoro, 2020).
In this regard, this section examines to what extent parents are getting involved in school
management and what are some difficulties that restrict parents’ participation in Rwanda.
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Since the first phase of Rwanda’s education reform, participation of parents were
encouraged to achieve transparency and accountability of school management (MINEDUC,
2003a). Schools were required to have school boards and PTAs that are actually functioning
and to report their financial status as well (MINEDUC, 2007b). The role of PTAs was to
participate in decision-making on budget allocation, hiring contract teachers, and school-based
monitoring and evaluation (World Bank, 2011).
Furthermore, during the second phase, the importance of community participation and
parental involvement have greatly increased. For instance, as mentioned in Chapter 4,
‘Umuganda’ was central in fast-tracking the implementation of 9YBE (MINEDUC, 2015b).
This traditional value of Rwanda facilitated active participation of community members and
parents in the construction of schools and classrooms. As a result, GoR was able to save money
and achieve its target goal in shorter period of time.
As for parents’ involvement in school management, every school was to establish School
General Assembly (SGA, former PTAs) composed of the headmaster, school administrative
staff, all parents, all teacher and student representative. Then, SGA elected a School General
Assembly Committee (SGAC, former PTCs) which was responsible of public oversight of
school management and educational quality at the local level (Honeyman, 2017).
Nevertheless, although majority of schools had SGAs and SGACs, there was still
problems regarding financial management and accountability due to poor leadership in schools.
(MINEDUC, 2010). This may be due to fact that members of SGACs are not aware of school
management and performance issue and they often try to avoid conflict with headteachers and
teachers (Honeyman, 2017).
Furthermore, parents and community members who do not participate in either SGAs
and SGACs were generally indifferent to school activities (MINEDUC, 2010). According to
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one

survey (Ndiku Makewa, 2013), total of 326 parents in both high and low performing

schools were asked to rate their own involvement in schools and the result showed that among
other factors, participation in school management ranked the lowest. This result revealed that
parents in both high and low performing schools perceived that they were not participating
enough in school management
More recently, relationship of accountability between schools and parents are still
threatened by low level of parent’s involvement in school management. Especially, [Table 12]
shows some of the barriers that parents encounter.
[Table 12] Barriers to parental involvement in children’s education

Source: Author’s work based on “Parental involvement in children’s education in Rwanda: A case study of
vulnerable families from Shyogwe Sector in Muhanga District” (Tabaro & Uwamahoro, 2020).

According to the survey, majority of parents answered that they are unable to participate
in school management and children’s education because they do not have any knowledge on
what their children are learning. This limits them from helping with children’s homework or
revising lessons. Moreover, even parents who are educated and literate have difficulty in being
involved in children’s education because most of the parents were educated in French, not
English. The low proficiency on English lowers parent’s confidence in participating in school
management as well.
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Another serious problem that is revealed through the survey is that parents lack the time
and money to be involved in their children’s education. According to an interview, students
replied that their parents were too busy in activities to earn their daily life and parents required
students to take care of their younger siblings and do a lot of housework which limits time for
doing homework or study (Tabaro & Uwamahoro, 2020). Moreover, poverty can be detrimental
to children’s education because still many school require contributions from parents. Although
the law forbids schools from excluding children due to failure to pay extra contributions, still
some children are sent back home because they cannot pay PTA contributions or school
materials such as uniforms, books, and lunch fees. (TI Rwanda, 2012).
To sum up, the government and schools recognized the importance of parental
involvement and community participation for accountable school management and quality of
education. The government encouraged parents to participate in SGAs through various projects
and trained headteachers and SGAC member to enhance their capacity for effective school
management. Nevertheless, if the government fails to solve the fundamental obstacles –
illiteracy and poverty – that hinders parents to participate in children’s education, the
accountability relationship between schools and parents would be meaningless.
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VI. Conclusion
Until now, four types of accountability relationships between different stakeholders have
been discussed. In the voice relationship between government and parents, government are
accountable to parents to set effective education plans and policies that are aligned with clear
national objective and long-term national goals that are widely recognized and approved by
parents or citizens. Moreover, government must be accountable for the distribution of education
budget and make sure that it is adequately distributed to meet parents’ demand.
Next, in the compact relationship between government and schools, government are
holding schools accountable by measuring students’ learning outcomes through various
assessment tools. Furthermore, under the decentralized education sector, individual schools are
held accountable to the government through school inspections and performance contract for
meeting their target goals on providing quality education and school management.
Finally, in the management and client power relationship, teachers are accountable to
schools (or government) and parents for ensuring that education policies and plans are actually
implemented within classrooms and students actually receive quality of education. Teachers
are responsible not only to show up in class but also to put more efforts in honing their teaching
skills and improving their capacity.
Nevertheless, it is important to that each relationships of accountability must be
acknowledged in a broader perspective of having five features, as mentioned in Chapter 3. In
other words, it means that each actors have both the rights to hold others accountable, but also
responsibility to be held accountable as well. For instance, parents are the main principal to
hold schools and teachers accountable, however, parents also have the duty to send their
children to school and actively participate in their education. On the other hand, teachers are
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the main agent who are responsible for providing quality of education, nevertheless, teachers
also have the right to ask for more delegation and financial support to improve their capacity
and motivation.

1. Implications
In this regard, this study illustrated how the education sector in Rwanda has developed
over time and what kind of efforts were made to improve quality of education. Especially, the
study focused on the four relationships of accountability between government, schools,
teachers and parents. Moreover, the findings reveal that Rwanda has implemented several
policies to strengthen the accountability relationships between four actors and to some extent,
successful in enhancing quality of education. However, there were also evidence that Rwanda
is facing several challenges in the relationships of accountability that hinders quality of
education.
Especially, among these complex relationships of accountability, teachers’ poor teaching
capacity and low level of motivation are the most critical factors that require attention. This is
a serious problem since teachers have the primary responsibility for providing high-quality
education and delivering knowledge to students (UNESCO, 2017). Moreover, education
service provision can be made most effective only when teachers have clear objectives,
adequate resources, technical capabilities, and motivation to facilitate quality of education
(World Bank, 2003). Nevertheless, this study finds that teachers are having difficulties in
providing quality of education because of their low English language proficiency, lack of
capacity to actualize the new competence-based curriculum, and poor incentives and
remuneration. More importantly, these factors are closely related with other actors –
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government, schools, and parents.
To begin with, GoR is responsible for the radical transition to English as medium of
instruction. Teachers are forced to use English in classrooms even though most of them are not
fluent in speaking English. However, the government insisted on this policy in the political
desire to join the Anglophone community. Although the government has tried to improve
teachers’ English proficiency, until today, many teachers in Rwanda are suffering from using
English in classroom activities. On top of that, the government had recently changed the policy
once again in the lower primary level which created confusion and distrust against the
government policies. This gives implication that government should reinforce teacher support
in English proficiency and ensure that education policies are implemented after thorough
discussion with teachers and other stakeholders.
Secondly, after the implementation of new competence-based curriculum, teachers are
having difficulty in applying it to actual classroom performance. This problem is closely related
with schools and headteachers because they are essential in monitoring teachers’ classroom
performance and encouraging teachers to change their pedagogical skills and teaching methods.
In this sense, it is important that headteachers are well-trained to adequately perform
competence-based assessment and provide effective support for teachers.
Last, but not least, giving sufficient amount of compensation for teachers are necessary
not only to increase teachers’ motivation but also to lower parents’ financial burden. Currently,
teachers’ low salary is covered by capitation grant and parents’ contribution. However, this
study finds that teachers perceive capitation grants as insufficient even to cover their basic
necessities and does not create much incentive to reduce teachers’ absenteeism, lateness, or
turn-over rate. More importantly, parents are required to give contributions which is used as
teachers’ incentives. This can cause problem, especially for vulnerable households, of
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excluding students who are unable to pay this extra contributions. So, government must make
sure that no children are excluded, and that teachers are adequately compensated for their
efforts.
In conclusion, this study implicates that strengthening the accountability of teachers
could be the starting point for the overall improvement of other relationships of accountability
and critical factor in enhancing quality of education. Moreover, the implication could be
applied to other Sub-Saharan Africa countries, as tough working conditions for teachers with
low job security, little payment and lack of motivation, along with superficial and inadequate
teacher training are the major challenges that are vital in accomplishing enhancement on quality
of education in Sub-Saharan Africa (Lauwerier & Akkari, 2015).

2. Limitations & Further Studies
In this study, several factors – alignment with national objective and education budget
allocation (voice), national assessment system and decentralization (compact), teachers’
capacity and motivation (management), parents’ participation (client power) – were selected
to analyze the relationships of accountability between government, schools, teachers, and
parents. However, apart from these factors, there are other components such as democracy,
ICT in education, and client choice that have influence on the accountability relationships as
well.
Moreover, there are additional stakeholders in education sector with great influence in
the relationships of accountability. For instance, international donors are playing a big part
within the education sector of developing countries. Many developing countries are relying
on budget support and loans to finance their education sector, therefore, it is necessary that
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effective accountability relationship is constructed between international donors and the
government.
Another important stakeholder in education are the private actors. In 2019, only 25.6
percent of primary schools and 30.7 percent of secondary schools were owned by the GoR.
The rest of primary and secondary schools were either government-aided or private school,
which are owned by private actors such as religious groups, parents association, individual
corporation, and NGOs (MINEDUC, 2020). In this regard, further studies must be conducted
to analyze the accountability relationships between private actors and government.
Furthermore, it is important to note that the accountability between stakeholders are
not one way, but a mutual relationship and that actors are engaging in complex set of
relationships (World Bank, 2003). Therefore, the relationships of accountability between
government, schools, teachers, and parents must be observed within the national, regional,
and local context.
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국문 초록

교육의 질적 향상을 위한 정부, 학교, 교사
그리고 학부모 간 책무성에 관한 연구:
르완다 중심의 사례 연구
서울대학교
국제대학원 국제협력과
최연규

아프리카의 작은 내륙국으로 주변국가들과 달리 천연자원이 부족한 르완다는 자국
의 경제발전을 도모하기 위한 장점이 없는 것처럼 보인다. 특히 1994년에 일어난 비극
적인 대학살을 경험하며 르완다의 경제와 사회는 최악의 상황에 맞닥뜨리게 된다. 하지
만 이런 어려움에도 불구하고 현재 르완다는 사하라 이남 아프리카 국가들 중에서 높은
경제 성장을 이룬 국가 중 하나로 변신하였다. 이런 발전을 이루는데 여러 요인들이 기
여했지만, 인적 자본을 확보하기 위한 르완다 정부의 강한 의지와 적극적인 투자가 높은
경제 성장의 가장 중요한 원동력이었다는 것을 부정할 수 없다.
르완다 정부가 초등교육을 무상으로 지원하기 시작한 2003년부터 학교에 다니는
학생들의 숫자가 급격하게 증가하였으며, 이후 기본교육이 2007년에 9학년까지, 2012년
에 12학년까지 확대되면서 르완다 어린이들의 교육에 대한 접근성은 성공적으로 향상되
었다. 그러나 르완다 정부의 다양한 노력에도 불구하고 교육의 질적인 측면에서는 아직
까지 큰 성과를 거두지 못하고 있는데, 그 원인은 무엇일까?
본 연구는 정부, 학교, 선생님, 그리고 학부모 간의 책무성 관계를 살펴봄으로 르완
다 교육의 질적 향상을 위해 중요한 부분이 무엇인지 확인하고자 한다. 특히 본 연구는
2004년 출간된 세계 개발 보고서 (World Development Report)에서 제시된 ‘공공서비스
의 제공을 위한 분석적 프레임워크’를 활용하여, 르완다의 교육 분야에서 나타나는 각
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이해 당사자 간 책무성 관계의 성공 요인과 문제 요인이 무엇인지 알아보고자 한다.
이를 위해 본 연구는 첫째, 학부모와 정부의 책무성 관계에서 국가의 분명한 교육
적 목표의 존재 여부와 교육 예산의 배분이 적절한지에 대해 살펴보았다.(요구) 둘째, 정
부와 학교의 책무성 관계에서 국가적 수준의 평가 제도와 교육시스템의 분권화에 대해
살펴보았다.(계약) 셋째, 교사들의 교육 역량과 동기 부여 정도를 확인하여 학교와 교사
들의 책무성 관계에 대해 살펴보았다.(경영) 마지막으로, 학부모와 교사들의 책무성 관계
에서 학부모의 참여 정도와 참여를 방해하는 요소가 무엇인지 살펴보았다.(참여)
연구 결과로는 이해 당사자들 간의 책무성 관계를 강화하기 위해 르완다 정부가 여
러 교육 정책과 제도를 시행하였으며, 이런 노력들이 어느 정도 성과를 나타냈지만, 여
전히 해결해야 할 문제들이 남아있음을 확인할 수 있었다. 더 나아가 본 연구는 복잡한
책무성 관계에서 교사들이 가장 중요한 역할을 하고 있음을 밝히고, 교사 들의 역량과
동기부여를 높이는 것인 교육의 질적 향상과 전반적인 책무성 관계를 강화하는데 있어서
그 시작점이 될 수 있다고 결론을 내린다. 특히 이런 연구 결과는 르완다와 비슷한 문제
를 겪고 있거나, 자국의 교육의 질적 향상을 위해 애쓰는 다른 아프리카 국가들에게도
해결의 실마리가 될 수 있다는 점에서 중요한 의의를 갖는다.
주요 단어: 교육의 질, 책무성 관계, 요구, 계약, 경영, 참여, 르완다
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