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PRELUDE: A PERSONAL VIEW 

By Mujawayo Esther* 
"In my day," my grandfather said to me las, summer, "when I waswere no schools - your age, thereat least, not schools like the ones thereanother kind are now. But there was- the school of life. I learned from my father, my uncles, my broth­ers, and my friends. I learned how to become a man from everything insurroundings. myso that in tie end, I would be worthy of marrying your grand­mother, worthy of my fathers, of my people."There was no set age at which this

at any time, and 
training started; I learned every dlay,anywhere I hiapipced to 

to observe, to herd our 
be. That is how I learned to speak andcows and then milk th'm, tolearned to stand guard 

care for thent properly. Ilike a man, to dance with the warriors, to do battle....And I learned to work with my hands, to buil our ouses and cultivate our
fields. 
" h
 

"As I told 'ou,I had 
 many teachers. From your great-grandfather,father, I learned to summon myall our cows by name, to lead tf emtures and to water them 
io the best pas­at the best springs. Afterwards Iherd wa proud, because ourwas the finest in the neighborhood. Then, fromlearned his Irothear, my uncle,to speak well. He was Imighty speaker. He knewman. How 

a now to speak like amany times he scolded us when we
But lie alw:'. s said 

didn't express ourselves forcefully!a speaker had to start learning young.He often reminded me
that "As the t%ig is bent. so grows th. tree.""And it was the same for your grandmother," lie explained. "Before gettingmarried we made inquiries about her. NMy aunt assuredabout marrying me that I needn't worryher, because she knew how to preserve milk andcould weave mats and churn it, shemake baskets, she kept the house and courtyard immacu­late. Working in he fields didn't bother her at all. Sh was discreet, but she knew

her own mind.
 

"Then I was sure that she would make goodatrained her well. S) had 
wife. Her mother had
her aunts. cousins, and friends. Her education 
 was com­plete - wasshe the product Of a fine school. I waswe pleased; I marriedhad many children, our cows her. Andnever ceased calving, our fields never lay fallow,and our families, our relatives, were proud of us.
"The children grew and 
 learned as we ourselves had learned - fromfrom their un. 'es and its,aunts, their grandparents, their cousins, their friends,among thenselves. There was no lack of teachers, you know. 

*Translated by the presentauthor from "l'Enscignenent au Rwanda, Ddveloppcmcnt culture] ouddculturation," Mdmoire for the Lircnce dcgree in So:iology, Universitd Catholiquc de Louvain, 1984. 
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"But that didn't last very long. After a while the whites came along and 
they wanted to take our children to their school. Because, they claimed, the chil­
dren didn't know anything at all. And yet my eldest was already beginning to 
speak like a man. Your father was a champion in leaping. *Youratnts understood 
all the fine points of preparing milk, sowing, and harvesting, even though they 
were still quite young. 

"So I refused to send them and was harassed because of it. Finally I 
decided to send just two, to this school. Poor children. I knew perfectly well that 
I was sacrificing them, that they would never become proper men. They had 
scarcely set foot inside when I saw my worst fears realized. They lost all notion 
of respect. When we, their elders, were speaking they felt free to interrupt us. 
The' were no longer going to listen to me, I could tell it. 

"Later, when they wan ted to choose their own wives, my fathers, my 
brothers, and I could hardly say a word about it. They acted as if their marriage 
was their own business! As if it were just the two of them who were getting 
married .... Luckily my daughter-in-law, your mother, was a true woman. Anyone 
could see she had a good mother, a good family. Yes, she came from a proper 
home. I think that's what saved wour father. I-Ie is still a real man. 

"When your father decided to seud you to school, I couldn't stop him. He 
spoke so bighly of the value of :;chooling fhat he even insisted on sending you 
girls to school. I've always been curious to know what you did there. Luckily, 
now that you're here for the whole summer season, you can tell me a little about 
it every evening." 

Perhaps if my grandfather had asked the question a few years earlier I 
would have sung the pra.ises of present-day school. But more recently I had 
bcg ut to have second thoughts about this sclool, so basic for a Westerner - this 
place where people learn, where they are educated. After all, what would people 
be without school, without knowing how to read and write - mere "savages" they 
consider us. 

But what a mistake to say that everyone absolutely must know how to 
read and write!.., especially in a world where all wisdom is passed on orally by 
tales, poems, songs, proverbs; where no one needs to read the name of a street on 
a street sign. just to know if a place is near a particular river, beyond the euca­
lyptus forest. and not far from so-and-so's house; where no one has to read the 
price of something or instructions for its use but bargains or trades instead; and 
where others enjoy telling you how to prepare this or that! 

Yes, what a mistake to think that we could do without training-through­
living, to imagine that we could cducatc people only within the new educational 
institutions! In these schools there's a lot to learn, thought. Why, to go there,we 
people have to wear shorts or skirts, not loincloths, because the teacher, that 
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straiiger who "knows' wears pants or dresses, not a loincloth. When the teacher 
says something, it's sacred, it's true. 

And in the end, a graduate becomes "someone," with a car, well cared for,
because the whites know everything. They can make fevers vanish in a trice, 
wounds leal vcry fast.... 

But the main mistake - perhaps an inevitable one - was to believe that 
we were new people, transformed after passing through school. 

I thought about it all. I thought about all the sometimes exaggerated imi­
tation of "white" manners. I thought about how we had turned away from our 
customs and values in nearly every realm of life. That had started a process that 
needed only to be kept rollng. School has ke'pt it going so well that today we
have a gulf between the intellectuals, who think they know everything and are 
proud to be like the whites, and the others, the peasants, who are almost ashamed 
to be peasants, never to have gone to schoo'l. 

I thought it all over. I thought I would talk about all that with my grand­
father. The vacation time held promise. 

And indccd, every evening we talked, my grandfather and I. We talked
about his day and mine. about his school and mine. We discussed many things 
and at length.... 

My grandfather lived at a particular moment in time, in a particular con­
text. His type of education, his training took a special form, fitned to his culture
and embedded in its context. In another part of the globe, in another context,
another cultture, there existed another sort of training, of education, appropriate 
to that context. 

When two such cultures meet under the special conditions of colonization,
the colonizing country transfers its own complete and legitimate form of train­
ing, the school, to the colonized country. 

What happens to the previous culture? What will the results of this new

mixture be like? Will this phenomenon contribute to "developing" or "under­
developing" the country? Many questions remain to be answered....
 

Esther's grandfather has described traditional Tutsi education, training for 
a life where skill in the competitive games of a warrior, eloquence in speaking,
and thorough mastery of herd management and pastoral techniques were the 
mark of a successful man. Dairying, household crafts, and crop cultivation were
the skills of a well-bred woman. This form of education aimed to fit boys an(
girls for their future occupations and did it well. In contrast, Esther begins to see
her own mi.ision-sponsornd education raising coveit barriers between students 
and both their own traditions and the world of productive work. 
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But for all Rwandans the world has changed irrevocably over the last 
three generations. There can be no return to a grandfathcr's world of Tutsi pas­
toral nobility and Hutu peasantry. Rwanda's modern educational reform aims to 
recapture the relevance of education for work and to foster again a sense of tra­
dition in the modern world of schools, research, and technological advancement. 
It proposes to make this new education available to all Rwandan children, 
regardless of ethlnic or regional origin. 

H1-ow has this reform conic about? How well has it worked? Is it accom­
plishing its ains? That is the topic of this study. 
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Chapter 1
 

INTRODUCTION
 

This book examines the role of education in the national development of 
Rwanda, in Central Africa. Two themes are paramount in its analysis. The first is 
the fit between schooling and work opportunities, present and future. The second 
is the question of what "equitable access" means in Rwanda's particular social, 
cultural, and political conditions, and vhether it is being achieved. 

The study had its genesis in the summer of 1986 when I spent ten weeks in 
Rwanda. As one member of a team preparing a background report, a social and 
institutional profile of tile country, for the U.S. Agency for International 
Development, my task was to write the sections that dealt with the state of 
educational development the forand role USAID assistance. Though I was 
interested in educ.Iational developmen t in Africa generally and familiar withwas 
its course inl several other countries, in Rwandia I was starting afresh. 

The results of that numnicr were tantalizing. Here was i nation that 
clearly cared aboti education aind had engaged in thorough planning, reshaping 
an inlieritcd school system to fit national priorities. Rwandan planners had 
apparently heeled much of the advice of experts in the field. Eq. alizing chances 
for schooling and Inatclhing cducation to work opporttities were banners of the 
reform. Tlic government not only placed education high in the public budget but 
enlisted support from community, donor, and priv'ate sources as well. 

But it soon became apparent that a brave start did not guarantee clear 
sailing. Schools designed to be creative solutions to specific problems were in 
danger of foundering. lrtant donors were higliV displeased at decisions they

considered wasteful and at the R\w\andan government's insistence in following its
 
own course. Simple solutions to riuH',ins of equ,ity began to seem not so 
 simple,

after all. And for the majority of young people 
 at the end of their schooling,
 
there was still route
no ready to useful work. 

Why did these problems exist'? Were the difficulties faced by Rwanda's 
educational planners temporary or eidenic? unique or generalizable? Was expert
advice at fault? Were the seeds buried in Rwanda's own historical and 
educational development? What lessons from Rwanda's experience in educational 
reform could guide other African countries steering a similar course? 

That first report focused on the set of institutions involved in education 
in Rwanda. their nature and their operation. There was no time to delve into the 
origins of those institutions, and scarccly enough to reflect on their probable 

IThe final report was David Gow et al.. The Rwanda Social and Institutional Profile, 3 vols. 
(Wai gton, D.C., 1986). 
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effects. To shed light on the puzzles Rwanda posed, these institutions needed to
be set in a wider context. That is what this book attempts to do. 

This study of Rwanda's educational reform places educational
development in historical, institutional, and cultural perspective. Doing this helps
us understand why things happened as they did and wly certain strategies were
adopted. It permits us to rethink global observations and prescriptions in light of one country's cxperience - to discriminate between gencrtl trends in the
educational development of African nations and the particular circumstances of
each. This particular study poses the question of what the goals of equity and
human resource development mcan in a specific political and cultural context ­
what we need to consider to decide ho,, those goals can best be met. 

Since a basic tenet of this approach is tbat a country's educational 
progress cannot be understood in isolation, it is useful to start with an overview
of what Rwanda is like physically, economically, administratively, and culturally
before wc turn to focus on the country's educational development. 

Rwanda's Physical Geography 

Rwanda is the third smallest country on the African continent, 26,330 square
kilometers in roughly ofarea, the size the state of Maryland. It is land-locked,
bordered by Uganda, Tanzainia, Burundi, and Zaire, and is the smallest African 
country without a coastline. Transport links theto coast have been disrupted in
the north by turmoil in Uganda, and in the south by animosities with Burundi, 
making exports and imports expensive.
 

The capital, Kigali. close to the center of the country, sits in 
 tile western
portion of a hilly plateau 13)0 to 1500 meters above sea level. Its center is an

unprepossessing collection of cement buildiigs bordering 
a wide, dusty street and 
a sttn-baked open market several blocks wide and deep. Paved roads branching
off from this modest huh soon come to hilly suburbs with modern buildings and
villas; marshy vallevs and mountains can be seen inthe blue distance. Along the
 
main routes lea'ling away 
 from town a scattering of ministries, varehouses. andtown dwellings soon gives way to hillsides covered with small, canted fields of
banana trees, maize, or coffec. In the bottomlands the soil has been ridged for
drainage and planted to beans or cabbages. Farmers swing their long-handled
hoes, shaping the soil. Ail occasional cow grazes, tethered precariotusly on a 
steeply sloped patch of grass. 

1o the west the land rises to the north-south ridge of the Zairc-Nilc
divide, sonmc 2011 to 3000 meters high. From there the hills drop to the shore of
Lake Kivu, lying in the Rift salley at the western border. Valley lowlands a re
marshy, and lakes are common, covering about 5 percent of the surface area of
the country. Road and coinmuiicatiot links into the interior are still rudi­
mentary, though being improved. 
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Blessed with adequate rainfall and fertile soils, Rwanda is first and 
foremost it land of small-scale intensive agriculture. Ninety-five percent of the 
population live scattered over the countryside in rural communities traditionally 
referred to as "hills" (collines) without central villages. With the collapse of its 
Belgian-owned tin mining industry, Rwanda's major exports are agricultural 
products, with coffee and tea in the lead. Still, export crops form only a small 
part of agricultural production. Most crops - bananas, legumes, grains, and tubers 
- are grown on small farms for subsistence or internal trade. Average farm size 
is 1.21 hectares, and 57 percent of households cultivate one hectarc or less (Gow et 
al. 1986: II. 11. 3). With its GNP per capita of $280. Rwanda is classified by the 
World Bank as one of the economic group of 19 low-income African countries 
that are not seni-arid. 

Population: Size, Growth, and Structure2 

Rwa nda is also the most densely populated country in Africa, with 6.3 million 
people in 1986, fast running out of land for its exploding population. In 1985 
UNICEF calculated the natural growth rate of the population at 3.7 percent for 
the period since 1978. a veritable explosion for a population that had maintained 
approximately 2 percent rate of Increase over the thirty years before 1970. The 
effect on popUlation density has been dramatic: from 164 per km2 of arable land 
in 1964, in tM dcadets it swelled to 321 per km 2 . As a result, 46 percent of 
R wanda's population was under the agce of 15 in 1986. 

A national census in 1978 and t national fertility survey conducted in 1983 
have provided reliable data ()t the size and structure of lRwanda's population and 
have documented its growth. Figture I shows population growth in Rwanda 
between 1940 and the year 2000, when the population is projected to be close to 
10,)00. twice what it was at the time of the 1978 census. Estimates for 1986 placed 
it at over 6,000,000. 

Obvious conscquenccs of this demographic picture for the education 
system were the need to accommodate the influx of a young and growing popula­
tion and the need to provide Rwandans with the means of off-farm employment 
as densities outstripped the agricultural base. 3 

Settlement is relatively evenly dispersed within Rwanda's borders. Poput­
lation densities were highest in the predominantly Htttu north and northwest, 
along the northern shores of Lake Kivu, and in the former Tutsi-dominated 
regions in the sotth central highlands near Buttare, as well as in the vicinity of 
Kigali and the town of CyagaguIi at tle suttther end of Lake Kivu. The western 

2, aterial for this section is drawnt from Gow et al. 1986, 1:13-34. 

3Although the agricultural sector was still capable of feeding the population at the time of study and 
had poitential for an adtiti, al 51 percent growth in productivity, its capacity to absorb additional labor in 
subsistence agriculture was doubtful. For further discussion of the ptential for agricultural intensification, 
seeGow ct al. 1986, I, Ch. 2. 
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mountain ridges and the drier eastern plateau and savannah were less densely 
settled but were also less capable of supporting intensive cultivation. Even the 
urban population of Rwanda is scarcely differentiated from the rural. UNICEF 
identifies twelve main urban centers. Kigali has over 180,000 residents, but the 
next largest. Butare, has well under 30,000, and eight of the twelve have less than 
15,000. Kibtuye, the twelfth, is a quiet little town of less than 3800 perched on the 
shores of Lake Kivu (Gow et al. 1986:23). The contrast betwecn Such towns and 
the countryside, with a population density esti mated in 1984 to be 321 per hectare 
of aratfle land, is not remarkable. From a visitor's perspective, parts of Rwanda ­
particularly the northwest and central portions - appear to be turning into a vast 
agricultural suburb. Population density is somewhat lower in the eastern 
savannahs and southeastern marshlands. 

Until the last decade or so, Rwanda's resources were ample for its people's 
needs, but the situation appears bound to change as land becomes ever more 
scarce. As a result, the balance of resources to population has shifted; the snug 
self-sufficiency of the country has been pried open by internal pressure as well 
as by contacts beyond its borders or its control. Already the unemployment of 
rural youth is recognized as a present and future problem. The potential of 
formal and informal sector off-farm enterprises to absorb the growing work­
force productively, either in rural areas, towns, or outside Rwanda's borders, is 
clearly a major factor in determining the ultimate usefulness of education for 
national development. 

Administrative I)ivisions 

Administratively, the country as a whole is divided into ten prefectures, each 
under the direction of a prefect appointed by the ministry of the interior 
(MININTER). These, in turn, are grouped into 143 communes, each headed by a 
burgomaster. who is also a MININTER appointee. Communes are the main 
bottom-level administrative unit for ministry activities. Below them, the basic 
administrative units, the 1200 sectors, may be composed of one or more collines. 
Regional representatives of the Ministry of Primary and Secondary Education 
(NINEPRISEC) are also placed in each prefecture and, below that, in divisions 
roughly but not completely coterminous with the communes (see Chapter 6). 

Ethnicity in Historical Perspective 

Und cirlying these physical. demographic, and administrative characteristics, 
Rwanda's ethnic make-nl) and political and social history channel the political 
currents on which present development rides. Rwanda is one of the handful of 
monolingual African slates; at least 95 percent of tlie population speaks 
Kinvarwanda as a first lamngtage. Yet the popuilatiotn consists of three distinct 
ethnic groups. [lie lititt, Bantu farmers, are numerically dominant, comprising 
nearly 90 percent of the population. The Tatsi, originally warrior-pastoralists of 
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Nilotic orig'n, today constitute just under 10 percent, and tilepygmy Twa, 
numferically, politically, and economically marginal, are about 0.4 percent.
Proportions of Hutu and Tlu tsi vary, from over 18 percent Tutsi in Butare 
pre'cctuirc to 99 percet Htu in Ruhcngeri prefecture. The proportion of Tutsi 
in tiletotal population was also undoubtedly lower in the 1980s than it was before 
the Hutu uprising in the late l950s that shifted hegemony to them from the 
formerly dominant Tutsi (see Chapter 2) and the Tutsi counterinsurgency and 
bloody defeat in the early 197(s. 

R wandan govcrnment policy perpetuated ethnic (listi netions. Every iden­
tity document identified the hearer by cthnicity, despite the fact that, as Erny has 
noted, before indcpcndenlcc intermarriage had begun to blur ethnic lines, yielding 
a group of Rwandans part Tutsi and part Hutu (Erny 1981:175).4 All three groups 
speak the samle language, Kinla rwanda. nominally different from, though closely
related to, Kirundi, the language spoken by tie same three ethnic groups ill 
Burundi. 

The issue of what cthnicity or ethnic identity means takes a distinctive 
turn within Rwanda. Its precolonial history of Tutsi hegenmony over H-tInt has 
left present-day Rwandans with a rankling sense of "caste" identity. Chapter 9 
will exami ne tie consequences of this situation in the schools.
 

The fact of having been a Belgian colony. lather than 
a French or British
 
one, has also 
 left traces on present-day institutions. From the Europeans'

viewpOint, Rwanda and Burundi 
 remained colonial backwaters - the hinterland
 
behind Tanganyika during German times, 
then the relatively resource-poor and
 
politically nettlesome back 
yard to the Belgian crown colony of the Congo. Both
 
colonial powers preferred to manage the 
area through indirect rule. In practice, 
particularly during the half-century of' Belgian rule. this nicant strengthening andmanipulating Tutsi domination over thet HItu peasantry. In a similar vein. the
 
Belgian governmiint 
 \'ere more than willing to let rcligious lliSsionS take on tile 
financial burden of teaching and civilizing the local population. The effects of 
colonialism onl the edttcationlal systeti will be discussed in detail in Chapter 2. 

Ethnic tcision was exacerbated by political dcvelopnciits in the wake of 
tile-utI rcvotlution of. 1959 (oin the eve of independence) alnd the Tutsi reprisals 
and consequCnt persecution in 1973. At the time of this study ill1986, the question 
(if ethnicity, apparently quiescent, was still a force affecting an individual's 
chances for advancement. 

Geographic position, rugged terrain, and historical and social factors all 
contribute 1o Rwanda's inward-looking econonic and social stance, its 
enclavement, rather than to an expansionist mentality. In this nountainous, land­
locked region, removed fron the major trade routes that traversed precolonial 
Africa, barter and gift were traditionally far more important forms of exchange 
than comterce an(l trade. E'ven in the twcntieth century, how a person "gets 

4Children of mixed marriagcs a 
 irca igett the tollic identityof their father, 
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ahead" is colored by long familiarity with the strength and uses of patron-client 
ties. 

It is in this physical and cultural setting that the educational reform that 
forms the subject of this study has taken place, from plans first set in motion in 
the latter half of the 1970s to reality in the 1980s. This book is divided into three 
parts. Part I traces Rwanda's educational development from colonial times 
through 1986, the time of the field study on which this work is based. Chapter 2 
reviews the institutional history of education in Rwanl! ulp to the reform of 1979, 
and Chanter 3 focuses oil the educational reform of 1979. 

The next five chapters, in Part II, describe the institutional structure of 
education in Rwanda. The formal primary and secondary school systems in 
operation in 1986 are the subjects of Chapters 4 and 5. Chapter 6 discusses other 
relevant educational institutions, notably tle university and the ministries 
concerned with education. Chapter 7 examines the formal educational institutions 
just described in terms of their quality. Non-formal education and informal 
training progranms are the topics of' Chapter 8. 

Part Ill returns to the themes of educalional equity and education for 
employnent. looking at how Rwanda's educational system relates to the country's 
broader social and economic context. Chapter 9 deals with access to education, 
looking at regional and social factors as they play themselves out in present-day 
Rwanda. Chapter 1(1reexamtines the issues of education for employment and 
productivity, and Chapter 11 cxplores the imiplications of this study for refining 
our view of educational development. 



Chapter 2 

EDUCATIONAL INSTITUTIONS IN HISTORICAL PERSPECTIVE 

To understand why Rwanda's educational system thetook shape it did in 1986 
and where it was heading, we need to examine where it came from. History
shapes the inpresent various ways. Sonic physical infrastructure -buildings,
equipment, books, even some staff - represents an already existing investment in
education that can bie incorporated into the current system. On another level, 
new initiatives, overtly justified by invoking principles of development, arise and
gain support becau:c they fit historically conditioned political realities. The kind
of education people have known molds their view of what education is and 
should be. Concepts like equity have special ovcrtoles to an car attuned to the 
reverberation of history. To understand why certain educational policies havefound favor in Rwanda and others have not, it is useful to trace policies to their
origins, to understand the constituencies and interests that have grown over half 
a centuxry lnd more in RWaLLd.
 

Some distinctivClv 
 Rwandan responses to current educational problems
have roots reaching into the colonial and precolonial past. The present gov­
ernment's tolerance of private funding schoolsfor harks back to the earliest
colonial period, when Belgian colonial administrators extended the principle of
indirect rule in Rwaltl& to cncOuraging mission schools in place of official plblic 
ones. Similarly. gover nment attempts to retain control over privately supported
schools have a long history. The tension between providing practical education 
for the rural poptiLiotn and offering qtalil education for a select elite echoes 
two early and contrasting objectives of missions at the beginning of this cettury:
teaching Africans "ii the bush'" j,:st enough to convert them without changing

their lives: and training a select African 
clergy. Broad-based, low-level schooling

with sharply reduced portunities far continuing 
 oil to higher levels recalls
Belgian colonial policies theif 1950s. Mission boarding schools are still the
archetype for what the select secondary schools ought to be. And finally, the
 
problLtnl 
 of ethnic and regional equity' in schooling,. as in access to other forms of
political and econontic opportunity, predates the arrival of the Europeans, though
it is influenced by their policies. 

This chapter examines the origins of today's educational institutions It
attempts t) place enduring aspects of Rwandan education in the context of 
Rwanda's past. 



EDUCATIONAL INSTITUTIONS IN HISTORICAL PERSPECTIVE g 

ffistorical Overview 

Although half a century of colonialism left its imprint ol Rwanda's educational 

institutions, oil the whole the colonial impact was comparatively light. The region 

east of Lakes Kivu and Tanganyika comprising present-day Rwanda and Burundi 

remained a hinterland to colonies of more immediate interest to European 

colonial powers. 

The political landscape of what is present-day Rwanda into which Ger­

mans, then Belgians ventured was composed of a remarkable centralized 

kingdom in the south and central portions, largely inhabited by Bantu 1-utu 

agricUlturalists but ruled by Nilotic Tutsi pastoralists, headed by a king (mu'ani).I 

The northwest quadrant was dominated by : collection of sovereign Hlutu chief­

1.101S. 
Unequal relaticos between I-utu and T'ttsi trace back to precolonial 

social organization. I'..of patronage and clientage, the network holding the 

political fabric togcth,.,, took tte overt form of cattle loans in return for service 
and fealty (idhuhake) i',the south and central portions of the country. In the 

northwest these contracts took the form of land-lc;se (thikonde). By the advent of 

European colonizers, part of the service a loyal follower owed his superior 

consisted of corv& labor. A form of this still persists, much modified, as 

unniganta - work which Rwandan citizens ulndcrtake one day aiweek for the 

state. loday all Rwandans ;.rcobligated to do untogand; sonic of this activity has 

been directed toward school construction and community supporl for edu-1cation. 
The (icrmnos. first to lay claimi to the region, extended their reach 

westward from langnivika. lhey incorporated the area into (erman East Africa 

in 1900. losing itless than two decades later, after their defeat inWorld War 1. 

Their tenure was characterized by entente and some military suqpport of the Tutsi 

muind and a very sparc administration - only ten German nationals staffed their 

hcadquarters in 1914 (len -Chand 1970:63). 

In 1919 the Belgiams were awarded the area as a mandated territory by the 

League of Nations. Only it, 1925. however, did the Belgian government officially 
combine it for administrative purposes with the more lucrative and exploitable 

crown colony of ('ongo until then the addministration was skeletal, content in the 

main with following ecrmlan precedent. From the mid-1920s onward the Belgian 

administration phyed a More ,ctive role in Rwatda's political evolution. Until 

World War II it pushed for ccntralization of the 'l'utsi monarchy and its 

adtninistration. replacine chick and nobles likely to oppose colonial policies. 

In the aftcrmath of World War II, when the region known then as 

Ruanda-Urutindi becaimc part of a trusteeship territory under the United Nations. 

the Belgian administration took mCasures to move toward more democratic 

lTthis in %Ahatisnow south-centralkingdomf RwaTda contrasted with the pattern of Tutsi hegernony to 

the south. ',,,hcreTutsinobles more restricted spheres of influence rlot so centrallywith were organized. 
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government in preparation for eventual independence. Ensuing events andinternal political novements within Ruanda precipitated ]utu attacks on the'T*u tsi in 1959, Tntsi Counterattacks, and bloody reprisals in the last years oftrusteeship and l the early years of the First Republic. 2 The Hutu emerged incommand at the time of Rwanda's independence in 1902. The politicd reins have
remained in the hands of HItu leaders since then. The Second Republic,
established in the wake of a military coup in 1972, is even more staunchly
committCd than its predecessor to redressing the accrued imbalances between
Tutsi and Ht, especially in the realms of education and employment. 

The Development of Educatinal Institutions
 
During The Colonial Period
 

the Belgian colonies, educationalIt history is mission history and it is dominatedby the Catholic missions.3 In this respect Belgian colonial policy contrasts
dramatically with French policy, which transferrid the secular metropolitan
school system directly to the colonies. allowing the slim minority of Africans
able to make the cultural and linguistic leap to advance as far as tile) werecapable. The growth of Rwanda's educational institutionIs paralleled the region'spolitical development over the course of the twentieth century but was in manyways independent of colonial control. Brilish school policy, though more similar
to the Belgian. was never so dotninated by a single denomination and 
consequently proved more malleable. 4 

In the region that is now Rw\\'anda. Catholic missionaries were first onscene. At the turn of the century the missionary order ol 
the 

White Fathers (PoresBlancs) p-titmiOnd the mitatui at Nvanza for permission to establish a missionwith a school at the palace. The court, mistrustful of mission influence on royalyouth, craftily granted them a site It SIaV. a hill five hours distant, famous for itsbrigands. Arriving with in armed escort, the White Fathers nevcrtlheless
succeeded in founding their mission and established a secular school near the 
palace a Nvanza for Young nobles. Other missions with schools soon followed;
by 1918 nearly I dozen were in operation.
 

Protestants moved 
 into the area later. German Lutherans, first arriving in1907, found their road thorny even before control passed from Germany toBelgium in 1916. The years from 1919 to 1943 saw successive settlement of Belgian
Presbyterians, Seventh Day Adventists, Anglicans. Baptists, Pentecostals, andMethodists. Still. because Belgian policies regarding missin schools favored
Belgian missions, Catholic missions retained a pre-eminent role in education. 

2FIor a detailed and enlightiening sti. iol,of these cvt 1ls.see Lemarchand 197, especially pp. 56-286. 
This capsule summary ls hven hmsed hlesl on ithia sourc. 

The lolloAing discussion dras lirgcl' on Erny (1981I).%hose Ihljeis is based on extensive review of 
sources from nisson ail colonial arcolis 

4SeeScaalon 1964), esp Ch,. 4-5. for omparameb discussions of British and French educational policies. 
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Missionaries viewed schools as prime !ools in their work of conversion. 

The Belgian colonial administration, like the Germans bMfore them, was far more 

concerned with political matters than with education and preferred to let 
missionaiics shoulder the financial burden of running educatioal institutions in 

their colonies. As at result, early educational policy was essentially Church policy. 

based on its concepts of the role education plays in creating a Christian African 
Comm uln ity. 

Even before tile turn of the century, early Catholic leaders like the 

C(ardinal Lavigeric, founder oi* the White Fathers, envisioned a Christian Africa 
resting on two educational bases: simple catechism for the masses and high-level, 

high-quatlity education for an elite African clergy. The rural faithful required a 
basic form of education - just enough schooling to master the catechism and 
accept the Church's teachings without rejecting their tralilional way of life and 

occupations. IO this enil, missions quickly built small rural schools teaching a 
mot dicumn of reatding and mo'al valuCs for a year or two. Elementary instruction 

in health ;and hygiene, possibly soime, notions of simple agricultural 

improvements, might be included, but all was suppo)sedly geared to the experience 
of African peasants, avoiding anything that might lure thern away from their 

homcs and ordinarN live. 

In alddition, Lavigcrie and later Church fathers advocatcd training ain 

indigenous clergy to gutidc their African flocks. Thev believed that African 

priests could best bring the Christian message in terms their own people could 
urntlers, t.nd. So it few of tIre most apt stLderi ts were to be selected and given good 

quality advanced training to prepare for ordination. Ideally these select few 
should come from the "natural leaders" ol tIe populatiorh - sons of chiefs, from 

5 
leading lineatUgs, arid frorr dominant etlrnic grotups.

In RIwatnda, thotugh, tire earliest missionaries had to content themselves 
with training H-unt priests to serve the numerically predominant Flutu poptrla­

tion. The Tutsi court recognizcd thatl sonie secular Western-style education could 

prove useful for its youth. But since the morarchy based its legitirmacy cn its 
own religious cult. it initially opposed an\ religious indoctrination of its youth. 

Later, as tire utilil and qrualitv of the education offered by the serinries 
became evident, Tutsi leaders relented arnd sought places for their children. By, 

independernce Tutsi filled most of the places in tlhe seminaries, though never all 

of then. 
Even today the remtaining petits .4,1inraires, trtiring boys for the 

priesthood, set tile hightest standard for acadcnic excellence at the secondary 
level in the country: by no riteas all of the graduates enter 0i'c priesthood. Many 

members of the small littt intelligentsia wvho becarme stardard-bearers of tire 

revtlution ard rave hCiedCd the repurblican governments that followed are 
seminary gradua tes. The Rwa rrdanr clrgy today. however. is preponiderantly Tutsi. 

5For selected texts and discus.io of Lavigcric's views, see[em;urchand 19/0:60-65. 
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The Belgian colonial administratiot establishedbetween 1923 and 1925. 
four government schoolslhe colonial govertnment's main educational objectiveto train clerks, aides, and wastcchnicians to fill lowv-leCl postsadlinistraltion in the colonial- an aim somewhat at variance with tni:ssion goals. Butthese schools by\1929were AhOsed. l'hey had proved more expensive

than and lower in qalitythe more numnerios and flourishiing mission esta blish mentIs.Instead of setting tip a school system i competitioninstittions, the with the churchBelgiia is Off Indirectly controllhg [fenmeats latterof various colracttill by
agreements alld su~bsidics. As earlyBelgian colonial as 1924 theadinflistration for ('oIgo andguished between 

the mandated territories distill­& of'x'hi'//fi .s (government schools or schoolsmissions managed byunder contract with the Belgian govern tienl),(Belgian ee ,/+mission ihre. .ub.idi &e.schools with llgovrnmenlt stulbsidies), aId i'cossuhsidie.s (privately' fibrt'es noll­funded schIoos run by foreign
Outstanding anionlg 

missions). (Ery 1970:91-92.)the i'co/c'x .1fliv11v.%was the (iroupe Scolaire of AstridaButre), the outgroiwtt (nlowf ele co"rt school of Nyanza.Petits FrIrcs run under contract by thede la(harit. do: ( id It)train lusi (arid mlatto) yohithslocal govmlnlllllclt s clerks,office. or t-cllicil ajides in stch fields'eteriniary mcidicitic. as medicine,and agricuiltnrc. For boys of mixed parcwttageac;dlmic curriciulum, who failed thethe s.liiiiil also provided workshops in practical crafts,that they might leave sowith skills thaltensured employment (rrny 1970:105.)Onl the CT. of World War II, in 193S, the official report ofcolonial administration the Belgianlent support to edticational 
supported trends already est a blishted. 6the policy of tmass basic It

education, the first threemanual skills and 
years emphasizingcotducted illthe local lanlguage. It sotught
higher levels (stirting with 
to lilit access to
the second threc-evar c cle ofwhich were primary education)taught illF:reilch. lc;idmig to a biroader view of the world aidfrCLUCint to salariCd 1tl(li1ytlll.iitB3y 1942 ille2 primatry :d1:1sec(honlary hoarding scliiilctirriculthm with a netropolitathe Institiut nSt. Jean, was built for Belgiati a'dministrators'tiaiblo.: childrento travel hoitlll' their cdlucaltion through war-tot-n f-itrope. A massivewhite two-smorcy'buildig g uliuhalt. hill oiitside 13utare, it ltter becamethe first lionlc Of tile Natioi;l [ li\UV
rsitv.


After the war, wil the region becarme a United Nations triistecship, itsedlCtliOtnal ulCvClop tnlt c;'itlC IlrldCr IN scr titly. The C-nhcd N tiofor proivisiot of s pltshedhigher c(uliitiut for Africans mid also criticized Belgium's clo­tiaI sclhols for bing t ot ituch tuder religious control. The Belgian adinis­
tralitionrIsptmC to+
1 1 Ilk firbt charge hyC'On1go, atld Ltr ill1u1ritidi. &Nis 

f i ttding regional uni'rsities first illwell as tleby p;ovidiug scholarships for Africansstudy ill Belgiti toBiut IMeL'Jlll dllnillistrtois retl;itlc otori lt shy reluctantgive Cteir culitized pe.'ople, ;recess lto 
to 

higher cdticatn. 

Y+1ho: Raplpor suryearly 

t 'd ii.rtc belg, au Runltda-.U ut.ltd 



EDUCATIONlL INSTITUTIONS IN HISTORICAL PERSPECTIVE 13 

In response to UN pressure for a more seculaiized school system, Belgium 
reformed the system of state subsidization of mission schools, imposing more 
stringent and uniform requirements concerning the qualifications of teachers and 
the type and quality of teaching matcrials, as well as instituting a system of 
inspection no longer entirely in mission hands. 

During the course of the 1950s several stutdy teams wcre commissioned to 
prepare reports for the government coricerning colonial education policy. The 
first, in 1954, focused on the inadequacies of mission "bsh schools" that offered 
only rudimentary education to rural children and recommended the extension of 
a secular primary system instead. 7 Although Belgium could boast that 45 percent 
of school-age children in its colonics attended school, the team argued th;at tit 
"bargain education" was of unacceptably poor quality. 

Mission authorities rallied to oppose this report, finding support anmong 
educated Africans. By ihis time, because of the form and pervasive influence of 
mission education, modern Africans were beginning to equate quality schooling 
with the teaching of moral valtes and, at the higher levels, with boarding 
facilities that removed! studtnlts from their home conditions in order to provide a 
suitable environment for sttuy, and to allow close moral supervision. The debate 
centered on the issues of costs. quality, and on the importance of teaching moral 
standards. In tile end the coalition of Africans and mission representatives 
sttccccdcd in Upholding the ,tatus quo. 

In 1958 the governor-general commissioned a second team, from the 
University of Liegc, to examine the problems of relating education to employ­
ment. The team advocatCd adapting the currictlum to African needs at the low­
est school level by stressing oral expression, teaching of manual skills, and 
'studying the environmcnt [toj ... awaken thinking skills" (FULREAC report 
1958:52-53, cited in Ernv 1981:166). For the tipper primary grades it recommended 
creating a two-track system with the po:;sibility of switching students between 
work training and accdenti : tracks, so that only the most able might continue 
into secondiry schools. 

Although the liri ge report appeared so late in the colonial period that it 
had little imnediate effect, in retrospect certain of its themes have a familiar 
ring - notably tlie emphasis on prepa ring Africans for iife "at home" in the 
cotitrvsidc and the stress on limiting access to academic tracks and thus to 
schooling becmd the primary level. 

Edutcational Ilnsttitithos in Indeplencent Rwanda 

At tle time of independenceljust over 250,000 students were in primary school in 
Rwanda. The country had 40 secondiry schools, including 6 seminaries and 34 
ccohlis ihrr'x s bsidiWes. There was at least one secondary school in each prefecture. 

7This wr the Couhlol-l)ch2yn-.Reon report, La reforme de 'enseignement au Congo beige. See 
Erny 1S1:146 if. for a more complete (IiScussioI of it and its effects. 
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The most favored prefectures were those in the vicinity of the foTmcr Tutsi court- Butare, with a total of nine, including the sections of tileGroupe Scolaire deButare, followed [y Gilarania with eight (MINEPRISEC 1986b). The only post­secondary institution was the Grand S6minairc de Nyakibanda, near Butare; theuniversity for the region, founded in 1960 at Bujumbura, was south of the border,
in Burundi. 

At independence political commitment to expanding educationalopportun i tics and to providing a form of education that embraced Rwandaneconomic and cultural realities led to a series of rcfoii measures. Educationalplanners in Rwanda in the 1960s revised and restated the goals of schooling inRwanda. The Constitution of 1962 and further legal measures in 1964 and 1966declared that primary education should be free and obligatory and imposednational standards on the six-year primary curriculuni.
The new government's priorities were specifically to establish its ownnational university and more generally to broaden the availabilityeducation. It was not of basicmuch concerned with modifying the curriculum, other thanadding sonic African history. The government rapidly able towas obtainCanadian assistance in support of a university conceived and built under thedirection of tie Dominican Fathers of Quebec. The Universit6 Nationale duRwanda (UNR) opened its doors to its first class of 49 ';tudents in Butare in 1963.Objectives still basic to educational reform today - to develop trulyproductive human reSiUrces, to adapt cLucation to 

to make schooling accessible to all 
Rwanda's cultural context, and 

- were elaborated during this period. Someadjustments were made to school curricula, such as rewriting social studiescourses, and segmenting the secondary lcvcl into a thrce-year common corecurriculun followed by professional, technical, or humanitics streams. Alter­natives to 
the formal school system, in the form of community education 
centersand post-primary training, taught in Kinyarwanda, were introduced andpromoted. Double shifts were institoted in the first three or four years ofprimary school to expa nd the nmber of places. But in comparison with thereforms of the late 1970s and 1980s, the earlier changes wcre ripples, thoughwidening ripples, on tilesurface of the institutional structure inherited by the 
new state.
 

During the first 
 year of' independence it was estimated that tileschools, with enrollments slightly over 300,000 
primary

of in a six-year system,accommodated about 60 percent of the school-age population. Very few foundplaces at the secondary level, where total enrollments were only slightly over4,000 in 1962-63.8 Schoo! legislation passed in 1966 and 1967 laid down guidelinesfor schools not very different innature front those under the colonial system ofthe 1950s; the main thrust was on increasing enrollments. Double shifts "ere used 

NFigurc, taken from Nlunyantwali 1984 and Nsengiyumva 1984,roundcd. 
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during the first four years of primary school to allow more children access to 
schools. 

In addition to the formal school system, the ten-year span of the first 
republic saw a proliferation of communal or specialized educational centers 
under the aegis of various government ministries, church groups, and outside 
donors. A,'icultural extension services were started, as were nutrition ccnters. 
literacy c.-.rsr.:ocial centers, centers for leisure and sports, and rural training 
centers, all under the direction of different ministries. Church groups supported a 
training ccnter for the handicapped, an ambitious experimental radio distance 
training center, and a congeries of artisanal training centers and schools for boys 
(CERARs), homemaking schools for women (Sections faniliah's), and scout and 
other youth groups. 

Although the government remained in the hands of Hutus at the highest 
level, it became increasingly clear over the course of the decade that Tutsi were 
continuing to staff the administrative bureaucracy. With the advantage of several 
generations of preferment, the class oif technocrats was almost exclusively Tutsi. 
Moreover. Tutsi children, coming from homes where education was both a 
tradition aind ainexpcctation, still won most of tie places in tileexclusive 
secondary schools. One of tileprecipitating factors leading to the bloodless coup 
of 1973 and the overthrow of the first republic was a growing suspicion that tie 
Ilhutu government, having won the battle to overturn Tutsi domination, iight yet 
be losing the war. 

If the educational themes of the first republic were expansion and variety, 
the second republic's cducational strategy accents planning and reform. At 
UNESCO's suggestion. the government of the second republlic promptly enlisted 
a German team of experts, headed by "'hcodor l-Ianf, to study time educ.ational 
picture and make recoiniendations both for reform and for using donor 
assistance effectively. The Han f report appeared in 1974,9 and planning for 
reform began in earnest in 1976. in time toi form part of the Second Development 
Plan 1977-1981. The first steps toward implemientation were taken in 1979; the 
reform is generally referred to as the Reformiof 1979. 

The -lanf report took ip the refrain of training for work, from the 
primary level upward. It faultcd Rwandan education for being too academic, 
equipping students only for going on to higher levels of study and then to white­
collar government jobs. Its rccommendations included late entry to primary 
school (at age nine), four years of general cLtmCtiom, and1l a final two years of 

practical training, so that priniary school gradLuatcs, at fifteCn, would be old 
enoughi to movc direcily into productive activities. It also advocated a less 
general, more technical orientation in secondary school. Not all of its specific 
recommecndatioms were heeded, as the next chapter will show. Still, tie notion 

9Theodor Han ctal., Education etdeveloppement au Rwanda: Problknes,Apories, Perspectives 
(Munich, 1974). 
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that each school cycle should be a "terminal" cycle leading directly to tile world 
of work has become a basic tenet of the reform. 

Conclusion 

Viewing Rwanda's schools as they appeared in 1986 through the lens of history
helps to explain what aspects of the country's cducational development are recent 
innovations and which are the product of a long process. Certain characteristics 
of Rw, da's present-day educational structure enduring. These include:are 
tension between a practical focus to schooling 

the 
and the continuing concern for 

quality and selectivity beyond primary school; the persistence of a lively privateschool system, its present legal status, and the form of control over it that the 
government attempts to exercise; the conviction that agricultural and job­
oriented training will lead to a productive workforce; and the political and
educational orientation of l-lutu leaders who are pushing for the present quota
system, in the interests of equity, as well as the possible effects of these quotas.

Later chapters will rettUrn to these themes. But it is worth remembering at
the outset that conclusions about educational trends in Rwanda today or in the
future will be realistic only if they take in to account the reasons why things are 
as they are - how the past has influenced the present, what is easy to alter, and 
what is anchored deeper by the weight of the past. 
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Chapter 3 

TIlE EDUCATIONAL REFORM OF 1979 

The evolution of Rwanda's e'duicational system, described in Chapter 2, 
culminated in a comlprehensive effort at planned development, generally known 
is the Reform of 1979. Its plan atd strategy form the basis for Rwanda's present
Cdltcatiotnal institutions. Before we thoseexamine institutions in detail, wc need 
to Understand tile goals and the operation of the reform. 

This thorough-going and radical reform Of the entire cdtucational syvstel,
intrtoduced in the Second Development Plan 1977-1981, was formally lau1nchCd in 
1979. Relevant legislation appeared, in the form Of la ws and presidential decrees, 
over the ensuing years. Thirteen vcars of stable government enabled educational 
reform to move from the plaiing bo:,rd to the schools. 

Rwandla's 1979 cducational rctormn focused on the problem of hunan 
resource development. Strong vocat ional and protessional trainingi, attuned to 
RWl&land inneeds andi cotntext, accessible to all -- these were the stated goals of tile 
reform. The means adoptCd to reach them includCd: 

- radical overhatl of the school systeni; 
- rewriting curricula from the first year of primary school upward; 
- changing the length of' primary ani secondary :'yclcs; 
- establishing alternative tracks after the prinuary level; and 
- expanding facilities in the primary system and heyond. 

lThis cha pter exa mines thle changes wrought by the reform, how well they
worked, and W1hat their inimediate effects were. It will describe the punrposes of 
the reform and the icaits adopted to acconiplish them, the timetable for 
implementation, structural consequences, the role of donors in this development 
etfort. and the relOrni', impact oin educational inslitutions. Later chapters will 
consider the cOIISCtIsiICIIcc Of the reforn in broader perspective - its effects. 
plaincd or un lanned on the structure of R,'.::mda society, and the lessons it 
offers for other African nations. 

Ainis aitd lealls 

Thecatioial reform of 1979 called for the radical restructuring of clucational 
institutions, from the mimnistric, to the schools, as well as for a complete revision 
of the curriculum. The StaCtL aims of this reform vwere: 

- IO incrClSe accCss- to basic calc;.ition, compensating for past 
regional and ethnic inequities and adap1ting the school program to 
rurral life and work; 
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- To orient education at all levels toward vocationvl and 
professional training, equipping students who leave the school 
system at the end of each cycle for economically productive work; 

- To create a truly Rwandan curriculum, teaching national culture 
and values and using Kinyarwanda as the language of instruction 
throughout the primary system; and 

- To improve the efficiency of the school system by reducing 
dropout and repetition rates. 

The means for accomplishing these goals involved major change and 
reorganization at all levels of the system. They originally included: 

- Expanding enrollments and automatically promoting students 
from one year to the next, regardless of their performance, at the 
primary level; 

- Restructuring the primary curricultm to include a seventh and 
eighth year of practical work training focused on agriculture and 
manual skills for boys and ho me-making instruction for girls; 

- Increasing access to schooling beyond the primary level by 
expanding the type of post-priniary training - CERARS and 
Sections fiaoilial's - through the creation of 1200 Centres 
dPelseignem-11 ral ct arutisoanl integd's (CEIRAIs) througILout the 

country; 
- Expanding and restructuring thl secondary schools, eliminating 

the three-year core curricLlum aInd concentrating on vocational 
training tracks to create an iimmediately employable mid-level 
work force of secondary school !,radtlatCS; and 

- Finally, reorganizing and adapting the National University 
faculties and departments to receive students who were products of 
this reform and to produce professionally trained graduates with 
the skills needed to fill high-level posts in Rwanda's government 

1
 
and econllonly.
 

Over the next seven y'ars there were refinements. elaborations, and 
modifications of tie first broad brush strokes of the educational reform. Some of 
the changes were cmbIodicd in legal definitions. The status of public, private, and 
.subsidized schools was clarified. The national policy of equitable regional and 
ethnic access to schooling, an important factor in secondary school and 
university admissions, was definctl. 

Other changes werc pragmatic. The inflated enrollmnt goals and 
automatic stidentipromotion of the original plan were quietly laid aside. Ministry 
planners apparently recognized that expanding the school system faster than 

tCf. t)ani~cre and Meyer 1981,18-20. 
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popular demand dictated would create an insuj)pportable financial and logistic
burden for the government. At the time of study, current demand did not exceed 
the ntmber of places in) tileprimary system and tie post-primary rural 
polytechnic CERAIs. 

At the secondary level, however, the picture was more complex. The 
public and quasi-public boardillg schools provided a good. but exclusive and 
excessively expensive fornm of' educalion. At tl,etime, these schools could not 
ICCoImIIodite more than 8 percent of primary school graduates, however, and 
competition for plccs was fierce. The government of Rwanda adopted a two­
prongcd strategy for coping wilh the lCnd without building IIore schools than 
it could support: siphoning off some contililling students into the CERAIs at the 
con1initnAl level: and iccordinig official recognition Under set conditions to 
private secondary schools, for those parents willing and able to pay for their 
children's educaLtion. This last alternative to public secondary schooling was 
supposed to be entirely self-finranced, cr ating no budgetary burden for the 
geo'crnmen t. CERAIs and private secondary schools will be discussed in detail in 
Chapters 4 and 5, in reiition to present-day educational institutions. 

Implementation 

Carrying out the objectives of the reform required :amarnmoth effort. The entire 
primi~ry and secondairy school curricula, texts, and teachers' manuals had to he 
completely rewritten, the bulk of them in Kinyarwainda for the first time. Books 
and other teaching miterials had to bc printed and distributed. Schools had to hie 
built. Teachers IaId to be trained to teach Inew agricullural and vocational 
subjects. Workshops. equipmnCt. ;Ind l;nId hld to be acquired for the practical 
courses. Putting all pieces place clearlythe in was beyond the means of the 
coUlntr's own resources. Donors haid to he fotnld, and their efforts had to hie 

2coordinltCl:.
The timetable for the first five years was originally drawn up as follows: 

2For an excellent discussion of the ainmsof the reform and particularly of donor reaction to them, see 
DIni rc and Meyer 1981. 
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Table I 

TIMETABIE FOR TilE REFORM 

Year Primary ERAI* Secondary 

1979-8(0 7th year Creation of voc. ed. teacher 
training sections 

19S08-1 8th year 
1981-82 1st year, 1st year lRenovated first year and 

2nd year, partial implementation
1982-83 etc. 2nd y'ear otfreform components 

1983-84 3rd year 

From Dani~re a~rd Nltccr 1981,%lightlymodified.) 

*Rural and irti~i training (en$s ',u'men, rural ai artisanal integr4). 
particularly
a%,tadughtm hc CERAis. 

In fact, the reform of l1979 %as phased in more slowly over the following seven 
years and was still not entirels in place bv 1980. 

The first phase of the reform concentrated on modifying the primary 
school curricutlm and structure. During the first two years seventh- and eighth­
grade classroorms and work'shops were added 
 to existing primary schools, 
curricula were prcplared tor these cllsses, nid revised CurriCula and texts began to 
be produced for the lower grades. During that time, situdenis \who formerly would 
halVe med from the sixth vear into secondary school were retained by tile 

primary schools It was not until 1981. when the first primary school gradllates
tinder tilenew s'stell moved into secondary school, that reform of tilesecondarv 
school system was tornally eactled an1ld the esltablishment of the parallel systcm 
Of ('FRtls waIs LiiteliccL. 

l+.diiatioill rctorm Lae;11d 1inl 1phillbattlC ag;inst demographic trends 
during this licriod. H%l),Yithere %%crcclose to 800((0 students iniprimarry school. 
Ilnthe 1l(S4-15 school veam lI at_lteded 71 secondary schools, nearl, four tines 
the litlnibel iltnde.l'deitice. IBut the popultion was increasingat at close to the 
sanie rate. Anal vsis ot the I,",inationail census figures for school atten+dancC 
Yielded a latiolal cnrollincuiit rte of 47.4 percint of children of primary school 
age for that .\eur. 5) percent tor baOys :1nl 45 percent for girls, tileyear before the 
cnactlllent o the eclucatiotnal rclorm (Blurcau Nalional tieRecensernent 1984:VI, 
100). It 199. eight yacars later. the primary schools were still serving only 55 to 60 
percent of the children btcmce the ages of seven and fourteen. 'lue public 

\1INIPt ISE:(N£stw,figuires
rounltld
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secondary system in 1985 still accepted less than 8 percent of primary school 
graduates, although by then tile CERAIs were beginning to offer places to 
another 21 percent. 

The reform was due to reach the university level in 1986-87. University 
staff and planners at NIINESLUI'RES, the ministry responsible for higher 
cducationl, were charged with planning university reform during 1986 to prepare 
for the lew, breed of entrants. At the time of this study, the process was not very 
far along. University department heads were compiling their programs, and 
detailing their staff and resource needs, while the ministry planning staff was 
still considering what kind of background studies to undertake. [he university 
facility was not generally eager to make major changes at a time when the whole 
institution was barely gcared up and running. In stim, the interim plan seemed to 
he butsinCss as usua as the process of planning university reform took its course. 

Changes in Institutional Structure 

lhe reform of 1979 mandated clhanges in the structure of the formal primary and 
secondary school systemns. Before the reform the primary school program had 
been six years long, divided into two cycles of three years each. The first cycle 
taught basic literacy and nuneracy. using Kinyarwanda as a medium of 
instrtiction; the second introduced French as a subject and other introductory 
courses in science, history, and the like. Reformers faulted this second cycle 

program for being too academically oriented, preparing all sludcnts for 
collintnl studies. althougl only a few would find places in tire secondary 
systemr waiting for them. They also criticized the primary systeri for turning out 
gradttatcs too0 .Owung to be gairrtully eCplved. The l-lanf report Irad addressed 
this last issrue by stggesting a later age of entry into primtry sclool. 

lIre 1979 refortm adoptCd a differcnt, niore costly strategy. Islead of 
dcluVilug enrtrance to schoo00l, it added two \Cars to the primary schools. These two 
Years concentrated orr teaching practical courscs - basic agrictlture, construction 
skills, and rone-urakitrg. The' also ctiurtueL a reduced program of general 
curses - KinyarWurda, urithictic. and a little French. In principle, then, 
studenrts would gradruatc at albott age foturteen, old enough to work prodtuctiVely 
ti their patents' faitlS arid with sonic basic skills. At the very least, ill those last 

two years. it was argued. thev tuiglt pick up, farming and honc-making 
teclitique, they had nissed lcarning front their parents because tile, had spent 

so llucl till c ill school. 
lo uccollillodaltC tire mc+w'erlliII majority of prinlary school graduates 

unable to gut itt secorrutrs school, the refori propose] to )pro'ide places for 
thrn in at expandetd sYstctIl ot post-piriary rural polytcchnical schools, the 
CERAIs. alrcady loh0tCd in t e earl' 197(Is. lie (]ISRAIs werc the mrst unusual 
fcature of tile reforliCrd school sysrtrm. These three-vear colintnitv schools 
offered teritinail cour:es in practical subjects - agriculture for evervone; cooking, 
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sewing, child care, or health care for gils; and a, choice of tracks includiig
carpentry, masonry, construction. phu mlli ng, welding, electrical wiring, or smallengine repair for boys. They also cotntinued to teach some general courses:French. mathematics, civics, and Kinyarwanda. Their graduates, at seventeen,
w%,ere ol] enough to enter the job market as farmers or artisans. 

For the minority who entered public secondary schools instead of theCERAIs. the reform cintailed moving from a five-, six-,'or seven-year secondary
cycle (thre years' core curriCUhL- pLus two or more years of specialized training)to a six-year program in which specialization started in the first year and generalcourses were oflered along with the vocational ones for the first ears. Figures 2and 3 show the stri'cture of Rwanda's primary and secondary school s-sterns 
before LIndafter tile reform.
 

Tle addition of 
 two extra years to the primary school cycles meant thatthe classes that entered secondary school in 1979 and 19S0 iatn!d graduated in 1985
and 198,re unusuialv small. During file school year of' 19S6-87 the first class ofstudents who had attiCLCd seveithi and eighth grade of primary school were
their sixth e of secondarY school. As al result. the 

iin 
vca fifth and sixth year classesstill in the seconldarY schools were larger than they' had beCn since the inception 

of tie retorm. 
This was problematic for the schol sstein in two ways in 198o. Although

planners had IuipCd LIto construct enough new facilities to house at least the usuialproportion of eighth grade graduates ill the secondary schools by that point, illfact the number of places available to incoming st udents. always scarce inrelationu to demand, were further retdiicedh. On the other hand, most secondary
schools h]d tcwer gradLIats 1tlM) iSIuMl that year competing for places at theU,iversity. lea'ing the field more opcn to secoldary school graduates of 
previous Years, w1ho arc al\owed to apply to the Lniversity after working for ayear or two. Accordinug io uiversity plannelis. however, the 1987-88 school year
would be less pretlictable. for thenI the 
new studenIts emerging from the reformed
secondarV schools wd hulb lllving into the hlls of tile Iniversity.

In 195l1 institutional changes in the wake of the reform extended torestructuring the MinistrY of LId cation (IlNIED)LC) itself, splitting it in two -a Ministry of Primary and Secondary Education (MINEPRISEC) and a Ministry
ofiHigher Education and Resc;rch (MINESU PRES). Withi; :he M INEPRISEC 
two curriculun bureaus. tine for Scco(dary schools and one for the primary
system, opera., almost like self-containedl agencies, separately housed and funded
 
by different donors.
 

Curriculum Reformn 

Rewriting tie curriculum was fundamental to the educational reform. Moving
from French to Kinyarwanda in fle second a11(1 third cycles of primary
education requireLl a coimpletely new set of texts written in the national language. 
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Adapting the course of study to Rwandan culture meant creating curricula and 
texts for Rwandan and African history and geography. Planning each major 
cycle in the educational system to lead directly to productive work meant 

preparing vo\cational currictla in agriculture and vocational skills for seventh 

and eighth grades .ind for the CERAIs and emphasizing the professional focus 
illStCal of the glenIljat core courses in secondary school tracks. 

Three orgtanizations within the NI INEPIRISEC shared the task of moving 

the reform curriculum frot plan to classroom. They are: 

- the Burcati pdalgogiquc de I'cnscignement primaire et de 

I'ensei gncment rural ct artisimal intcgrL (BPERAI), responsible for 

producing primiry and ('ERAI materials: 
- the Burcaut p6ildagogiqt de cilnseignement secondaire (BPES), 

which prepares thle curricula and texts for tilescColdary system; 

and 

- the Imprimerie scohiire, the educational printing agency. 

To undersland the state of the eduLcational reform in 1986 it is essential to 
see how far alhng, each of thc;c organizations had come in its task and how well 

it was progressing. 

The IIPERAI. The BPERAI was' faced with preparing texts for eight years of 

primary school in eight major subjects aid a tfew minor ones. It had divisions for 
Kinyarwanda, Social Studies, F-rench, lthematics. Science, Manual Arts, 
Agriculturc a1nd Livestock, and l-hJole Economics, itswell as for Language and 

Tradition., Music and Sports, and Supplenentary Educattional Activities (which 

prepared radio programs for in-service teacher training), It received substantial 
support ,nd lechnical assistimce from the French during the first half of the 

19Ss. Thatt aid wAs willdiltg down in 1980.
 

Tlie buretlau n11iltLt
two strategic decisions in apprtoaching itstask. One, 

dictated by the reform, was to concentrate first tinpreparing curricular materials 

for the sCve2nth alnd cighlh grldCs. te twit new ClassCs addedIto the priilnarN 

cycle,.ani tilc; materials, frot grade ip. Theto work tilthe oither years,' the first 

ScCtuLI dcisioll wits to prepare stutl texts lt-rKilvarwaii; and mathematics. 
but to work ointeaclcrs' llantials for ill Other subjects. Seven years after thle 
itlOlliceicenl oftilie refor., Ilost of the leachers' nianuals and first cycle texl, 
ii arithmetic aind Kinvarwailda were done for the first three years ain( the 
seventh aMid Cigilith grade curricula and teachers' giiIdcs had been mostly 

ctniplceted. Work was ftcusing til the materials for the Middle years, fourth 
throtgh sixth grades. and stlle of the courses for the ('ERAIs. 

Cirricilum revisioin at this level hild distincti\ strenlgths anid weaknesses. 

Despite staff Ctimplaints ouf lack of backgrtiimd materials, considerable thoiuilit 

'1ndl cire had obviously gone into d<2signiiing the ctirricthtlni and producing well­

m1LalC. attlrivcliX'ClyL<sigied books and booklets. 'lie phisinig-iin Of the ctrrictilum, 
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though slow, was sensilyN planII ned. By the stimmer of 1986 most of materials that%%,ere not yet published w'ere either ready for the printer or wyere at the proof­reading stage, except for some of the fifth, sixth, and third-year CERAI 
materials. 

On the other hand. bureau personnel lacked facilities for testingpreliminary versions of their work in the schools. The initial materials, overlywell made,. rcpresentCd stuch aIl;u initial inlV.stment that revisions may be hardto afford. It might been better to nove faster and provide the reformed schools 
with teachink, materials sooner.
 

Second, multSt 
 of the materials the bureat produceL were not ieant forstudents - tilehulk of them were not SItLtR1n texts hiltteacher manuals. Only thetiath books and language readers would be handed to the students for their use.Although improving sup)lies of pedagogical materials is currently recognized as a prime way of improving cducation in Africa (World Bank 19eS, 42, 45-46), i
this case tilepalth of materials to students was strikingly indirect and promised to 
remain so. 

The IIPES. The tasks of the BPIES were even more complex than those of the
primary school bureau. It was responsible for translating the llailldirectivesthe school reformt inwo set ofof concrete curriculaa and texts for the secondaryschools. It had reccivCed finllncial and technical Support frot the Beltgians.

One result of Belgialn guidance \wis that all diVisions of the Burealadopted, in principle, a formal method for approaching the problem, based on thework of Louis tI-lihault. I),. ljintoatt obti'if. . Ilainaalt's formula for movinigfrom goals to objectives is. first. to develop dlefinitions of the types of trained 
personnel desired fromt tle educaltiollal s'stenl, then to specify setsacteristics expected of cuar­of graduatles and of entrants, and finually to work out a 
curricultm leadil f ll one to the other. 

Ihis appr(ach hIs tiledr;\vhcl- of Icing rigid :i'ldabStlaCt, Making itdilficult to dCsigni a secondary + Lschool program that resp on s promptly andflexibly to chanlging colloillic Conditions illd concomllitant changes in'orkforcc needs. Inl prctice. though, it 
 also seemed to have giencrated so many
years of LbIate alld discUssionl that Burcaut staff, 
illthe end, had a pretty clearnotion of wvhat needed to be taight at each level in the texts and curricula the
 
\role, and wiv.
 

The BPES also 1--,pared and graded two sets of s\'stein-widc tests for thesecondary schools. The first was given to all students at the cnl of their thirdyear. It provided information to the school staff, the administration, and to theBPES about how effectively students \vere loarning the subject matter presented.It did not count for student grades. lThC other tests were the final examinationsthe end of tilesecodLLarV cycle, 
at 

the key to adllission to the university. Grades onthese examinations counted for a quarter of students' finial grades. 
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Lastly tileBPES was producing the texts and teachers' guides for the 
secondary schools. These were written in French, the language of instruction at 
the secondary level. Like the BPERAI, the BPES was divided into sections by 
subject. Each division had to prepare a program of courses iii its field adapted to 
each of the eleven major tracks illthe secondary school system and sometimes 
for Separate concentrations within a traLk. In practice, some divisions, like the 
hi:;tory division or the French division, simplified their task by preparing an all­
purpose set or two of texts and curricula with instructions about which sections 
of text to use for different school tracks. Like their colleagues at the primary 
level, staff complained that they had no opportunity to test their work ill 
classroom situations before publication. 

The process of moving from plan to printed books was slow, encumbered
 
as it was with theoretical baggage. The 1985-86 )'ear saw a concerted effort to get
 
the sixth year texts out before tilefirst sixth year "reformed" class appeared ill 
tileschool in September. At the time tihey were visited intJuly, nianv of the BPES 
staff had proofs of the books in hand and were busily reading copy. At least 
some of these books would be in print by September; the rest should have found 
their way into the schools over the course of the year. 

lo make this big push, many divisions had to out aside the fourth- and 
fifth-year texts that would otherwise have come next on their agendas, so there 
were gaps in the series that needed to be filled inthe next few years. As was the 
case in the primary schools, the first gr;aduates of the reformed secondary system 
had to make it through without benefit of books in many of their classes. The 
first class to be a true product of the reform is probably the one that still had 
four more years to go. 

The lInprinierie scolaire. The two curricullm burcaus were not the olly sources of 
delay in producing teaching materials for tileschools. Some of their staff pointed 
a accusing finger at tile edcteational printing agency, the Iinprinmerie scolaire. "We 
get the manuscripts all rea)IL," said staff members. '.atnd then they just sit there 
for six niotlis or a year ...... 

Equipment did not appear to be a major constraint; tileWorld Bank, 
which frequently supports scholastic presses, had been providing aid to this one 
and was giving more. Instead, according to the newly appointed manager. the 
main roadblock was tilecost aid aVailability Of paper. This was not surprising, 
for throughout Africa local paper production is rare and paper is ;,bulky, expen­
sive import. 

Itindeed, at tie time of study, cianges had recently come to tileInipri merie. 
In the fall of 1985 its mantgement had been pitl in the hands of an energetic 
Rwandan director with iniMBA from Canada. He foind himself running tn 
enterprise with plenty of printing capacity, bitt a serious shortage of paper for 
government books. He raised wtges to motivate his staff, took on some 
commercial printing jobs to make fuller use of idle equipment, pushed the notion 
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of charging a small fee for schoolbooks, and went to Washington to negotiate
World Bank loan 

a 
for paper. Through these activities he hoped to generate the

funding for necessary school hook production and to clear the central blockagein the printing agency. His plans for marketing and distributing books andschool sup plies throtugh the inspecteurs de secteur, the commtnal representatives ofthe educational system, could cause headaches farther down the line. The end ofthe 1980s shotuld test whether the new system will work effectively, or whether it
will merely transfer lie bottleneck from prodtction to distribution. 

Curriculum Reform in Comparative Perspective 

Rwanda's experience with cuiriculum reform is by no means unique. Other
African countries have faced similar problems in moving from colonialeducation to an authentically national system. Sonic, like Somalia in 1973-74, havetoobilized nearly all their educational personnel to rewrite texts as rapidly as 
possible. This has usuall v resulted in the production of a first set of hastytranslations of foreign materials with a few references to national concerns 
patched onto them. 

Other countries. from Niger to Kenya, including Rwanda, have adopted a more gradualist strategy. Rwanda's approach was to manage as well as possible
with whatever books were available while a core of curriculum planners andtextbook writers prepared properly adapted materials. The logic behind this
approach is that doing the job) properly in the first place will generate a set ofmaterials that do not need immediate revision. One consequeunce, however, is that
teachers have found thClselves facing classes with no books whatsoever in the 
interim period. 

Sonic problems are endemic to curriculhn reforn, no matter whichapproach is taken. lhrotughout Africa printing is often a serious constraint,

either because printing facilities are 
 not ip to the sudden demands or because
 
paper is in1 short supplv. The World Bank has 
 assisted a number of Africancountries, including Rwanda, in the printing aiid distribution of texts. But even

with this aid, it typically takes a number of years to iron 
ot the problems and
 
move books from curriculu n btireatis to schools.
 

The urgency of curricular 
 reform and the limited means at an African
country's disposal can also mean that pretesting of teaching materials is limited
 or noli-existent. 
 Even \\hen the slower strategy is adopted, emphasis is often 
placed on careft Il currichum research and planning, which can be done in anoffice in the capitil. rather tha on field testing, with its accomlpanying trans­
portation costs and niethlodological demands. A frecpir.nt result is that thematerials prove to be t0o ambitiots and too difficul, for !ime students. This may
ultimately be the case in Rwanda. 

http:frecpir.nt
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The Role of Donors 

Historically, donors have played an important role in educational development in 
Rwanda. They were still active partners in tileeducational reform activities of 
the 190Ss. The government of Rwanda was clearly concerned with attracting and 
using outside assistance to best advantage and had made a conscious effort to 
coordinate donor contributions. 

Preparing for the Third Development Plan 1982-1987 gave education 
ministry officials a chance to rethink over-ambitious targets and package their 
activities as fundable projects. They then conferred with potential donors to 
match projects with appropriate agencies and line up the resources they could 
count on before writing the final plan for education. As the planning period
drew to its end. tlie ministries were pleased with the results of coordinating 
donor activities, rather than just accepting whatever was offered. It had enabled 
them to cotne close to the tnark in meeling planning goals.4 

One consequence of planning in this way was that each donor ended up
playing a role that was both important and unique in Rwandan educational 
development. It also tneant that there was relatively little overlap; if one donor 
dropped out of the picture, others were not waiting to pick up the slack. This 
approach used donor funding efficiently and effectively, but risked losing a link 
in tie chain of educational developnlent if a donor's policy shifted. In the 
summer of 1986 a ininor crisis of this type was threatening the CERAIs because 
the second phase of a USA ID project to upgrade teachers and teaching materials 
for those schools had not been approved by the home office in Washington. 

Figure 4 shows donor contributions to tileeducation sector in 19S6 in US 
dollars. The activities they provided included the following: 

- The World Bank was active in school construction, primary 
teacher training, technical secondary school building, health 
education, and especially in improving the educational printing 
capac~ty; 

- Canada's major contribution, then phasing down, had been 
development of the national university; 

- German funds went mostly for scholarships for professional 
training, iut anmong their projects was a mobile in-service training 
unit for upgrading primary school teachers; 

4UNESCO had provided funding for theeducation donors' conference prior to theThird Development
plan. Because of personnel changes in the UNESCO office over the ensuing five years, theorganization
steemed reluctant to , onsor a similar conference before tie educational section for the Fourth I)evelopment
Plan was formulated, though ministry officials were eager forit. It was not clear at tiletime of study what 
the final outcome would be. or whether the liming would affect the allocation of roles to donors over tte 
nextfive)cars.
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Figure 4 

DONORS IN THE EDUCATION SECTOR 
(IN ILIAONS OF $ US) 
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- Belgium had taken on the secondary school system as its 
province, giving substantial aid to the curriculum development 
center for the secondary level and building a number of 
vocationally oriented scondary schools. It also provides some 
scholarship funds; 

- The European Economic community contributed to higher 
education as well; 

- The US contribution was largely its Agricultural Education 
Project supporting teacher training and curriculum development 
for the CERAIs; 

- Switzerland was aiding the agro-forestry secondary school at 
Nyamishaba; 

- UNDP had placed a technical advisor in educational planning and 

had built fivc CERAIs; and 
- France was paying for somc secondary school and university 

professors; it had also built the primary education curriculum 
bureau and furnished technical assistance, but had completed that 
project before the summer of 1986. 

Rwanda's own budget was almost exclusively reserved for meeting 
recurrent costs: teachers' salaries, operating expenses, and administrative costs. Its 
capital contributions to education projects typically took the form of land grants 
and communal contributions, sometimes in the form of unuganda labor. This 
strategy would permit the country at least to keep things going if donor contribu­
tions dried up. 

General Observations on the Reform 

A number of criticisms have been leveled at Rwanda's educational reform. A 
prime target is the new seventh- and eighth-year cycle of primary school, 
creating an academic gap between the general education courses of the primary 
system and the secondary schools and duplicating the practical course work of 
the CERAIs. 

Critical donors have pointed out that extending primary schooling for 
two extra years was costly, even if it were not redundant. Educators and parents 
also claimed that the new eighth graders were often less well qualified for 
secondary school at graduation than they had been two years earlier, since they 
had forgotten some of the academic subject matter they had learned in courses in 
the second primary cycle. 

A second issue is whether compartmentalized andfocused vocational and 
professional training is the best path to a trained and competent pool of labor 
for Rwanda. or whether, on the other hand, a strong general education with 
emphasis on scientific and technical subjects would not create a more flexible 
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and adaptable workforce. 5 Narrowly focused tracking, of the kind imposed on the 
secondary schools makes senfse if a country is able to anticipate its workforce 
needs fairly accurately at medium or long range - beyond the limits of the next 
ycar or two. But this kind of projection is notoriously hard to make unless the 
economy is strictly plano, ,and controlled. Even then, economic changes beyond 
a country's borders can throw such planning into disarray. A country as small, 
populous, and land-locked as Rwanda the likely to be atis more the economic 
mercy of regional or world markets. Under the circumstances, trying to acheve 
complete training of its workforce within the formal school system is likely to 
result in poor coordination between trained workers and the job market. 

The advisability of using Kinyarwanda as the language of instruction 
throughout primary school and the CERAIs is also open to question. There are 
two sides to the issue. The benefits of developing the national language for use in 
the modern world are that it brings the entire country, rural and urban, into 
contact and helps to create a sense of national pride and unity. But if the trade­
off is losing facility in the country's international language, this policy can mark 
an increasingly orientation of schoolinward the system, at a point when tile 
growing population on RwandIa's limited resource base needs to look outward, to 
explore regional opportuities for employment. Illany case, the cur­reform 

riculhm makes little provisiol for a gradual change-over from Kinyarwanda to
 
French for the small but important minority of students moving into the
 
secondary schools. As 
we shall see. this leads to wastage among what should be 
the cream of tilecrop of students. 

But the reform has had notable strengths and aI Momentun of its own.
 
There was atpowerful, ;anlillnanY ways p)sitive, political rationale underlying
 
it,and it had inovdt , great deal Of thought and effort. Planners demonstrated
 
a willintgness to be flexible when certain aspccts of 
 the plan proved unworkable.
 
Educational planning waLs carcfully crafted. Donors 
 were virtually assigned roles 
that, taken together, kept the enterprise going. On the one hand it is refreshing to 
find caC;itionl plfnner-, wiliing t) give educational reform enough time to 
produce restult, withtont veering consc,spillingoff the wind from the sails. On 
tle other, tillsstead fast ncss htas sonctinics locked Rwanda's reform into 
incrcasiig lv .ltestionabc assumptions abotiut the relationship of schooling to 
preparing t prodlcthivC work force. The next chapters will examine in greater
detail the process and effects of RIwanda's educational reform on its educational 
institutions, tile schloos in which plans and goals arc translated into day-to-day 
activities and tle goveritncintal institutions that support them. 

5c. World Bank 1980, 43-50; World Bank 1988, 63-65. 
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Chapter 4 

THE PRIMARY AND POST-PRIMARY SCHOOLS 

The next four chapters will describe the government institutions that provide 
education for Rwanda's people. starting with the formal school system, then turn­
ing to other organizations that support or supplement that system with non-for­
mal programs. 

Over the long run, the formal school system holds out the best hope of 
Sustaining an educated popuhltion for future generations. Social equity and a 
rproductivc work force are iprOttLuCs of stable ald permanent institutions, lot of a 
quick educational fix. The formal school system is the easiest element in the 
lp:aIno0ply Of cducational iInslitu!ioins for a government to regulate and is thus a 
prime target for Rwanda's ucalCtional] planners. 

The-prinar"v, post-primary, ind secondary schools are the basic building
blocks of R% atda's formal school systen. lie university is its capstone, tie main 
training groutid for profesitoal and intellectual leaders. In addition to the public 
schools, private institutions fill gaps or supplement the public system at all levels 
and inI various domains, subject to government aipproval aindt regulation. 

Several ministries also play important roles in planning and directing 
euc.tiona;l activities - MIN'LPRISI-( (the Ministry of Primary and Secondary 
Edi:,catin). MINESUIRF.S (the Ministrv of Higher E-ducation and Rescarch), 
MLIFUCOOP (Ihe Nlinistrs of "'oUttll aMd ('oopcrativcs), MININTER (the Min­
siry of Internal and (onnimal Dcvclopmient), and MINIFOP (the Ministry of 

Public Office and Professional [raining) are those most involved in aspects of 
Cducation ani its contribution to nWdllnindLltvClopment. 

Tiis chapter will dcscribc the main components of Rwainda's primary and 
and post-primary school syscm ait the time of stud' in 1980. Chapter 5 focuses on
 
tie secondary schools. (hapter 
 ( will examine institutions for higher education 
and the ministric, responsible for education. Chapter 7 will discuss the issue of 
CduIcational qlualitY iIn the ftrrmal system. Chapter S then turns to a review of the 
role, non-foirmal lducation programs play iii the total picture. 

A major concern InI ,wanda has been creating a national system from the 
arictv of educational institutions and programs already in existence without 

wasting the rcsourccs repre,,lted by an inlenrited infrastruclre. *!he reform 
measures discussed in the prcvio , chiapt,.r have ained. aimong other things, at 
imnosping ordcr (pn these disparate schools and programs. 

Ilow good are these- schools'.' ihis stuLV examines factors that, over the 
collse of Iiine. will dctenmilic howteffective RwaMIin's schools will be in meeting 
the country's educational needs. lhe national budget for CduCaion, for one thiing, 
is both a mc.st:rc of tine resources available and InIilnLicator of the government's 
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commit ment to education. Next, the program of school cycles and their curricula 
determine what is taultght. School facilities can also enhance or detract from the
teachting process. The pattern of school distribution throughout the country indi­
cates whether schooling is ,ctuallh in reach of the population. The quality of
teacher training arid teaching is a key element in the transmission of informa­
tion, attitudes and skills. All these factors affect the quality of education offered;
that quality, in turn. affects the demand for schooling and, over the long run, the 
nutmbers of people who will be educated. 

This chapter examines the enrollments, budgets, programs, facilities, and
distribution of the primary schools and CERAIs; the following chapter will do 
the sane for secondr y schools. The topic of teacher training enters into
discussions of second: rv and university ClLcation in Chapters 5,6, and 7. 

IPrimary Schools 

En rollhn nis. In Rwanda, the primary school system forms tie broad base of the 
et ucationall py ranlid illterns of numbers of schools, size of enrollments, and the
antotint Oif the edulcational budget consecrated to it. This base is broad indeed,
contpared tii higher levels, itsFigure 5 shows, even after a quarter-centtrv of 
independence. Ill198t),approximately 1600 prinary schools enrolled about 800,000
students. MIN IFIPRISE(" figures for 1984-85 show slightly over 790,000 enrolled 
that year. In fact, these tigures represent a marked leveling-off of primary school 
enrtlllnients in the l)S)ls after a steady rise: front 251.000 children in primary
schtil in lN00-01 to 404,000 a decade later; 007.0(1 in the year of the reform of 1979-
Sa; and 743,000 in 19-S2.i' According to NI NEPIRISEC. this represented about 68 
plercenit of all sevcn-.vear-olIs eligible to begin school, and 55 percent of thecohlrl of children bel\een the ages Ot seven alld lourtCen. leaving aside students 
still in school who arc ovcr tourteeu) (MINEPRISEC' 19 6e).
 

liven when enrollments grow, the percent 
of school-age children in school
 
does not necessarily irow with ithem. An 
estimate for 1906-67 plut the rate at 58
 
perceti. census resltils in) 1978 yielded 
a rate of 47.49 percent, and the estimate for19.4-85 put the gross rate of school attendance for seven- to foul rtcen-year olds at 
57.9 percent and the net rate at 55 percent. I ill' case, the percentage rise inenrollienls over the past few years had, at best, merely kept pace with 
popuinti.,, 
growtlh. Ihte swelling population of Rwanda is a challenge to the
 
school svslell.
 

Bludlget. If the odina rv lidgets of MINE PR IS1Ci and MINESUPRES combined 
are talkel as the lmcasuic oit edtlcatio)n costs, then edtucation was tte largest item 
in R\\anda's naional budgt illthetmid-l)S9s. Education expenditures of RwF 
5.050 millim it 1905. for example, represented 26.9 percent of the ordinary 

I lturcS taken from Nstngiywl. 1984,rounded to nearest thousanid. 
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national budget, or 3.7 percent of GNP.2 Recurrent expenses of RwF 4,491,300,000 
account for 93.5 percent of that amount, or 23.6 percent of the national budget,
just to maintain the existing system (MINEPRISEC 1986e, p. 151). Other min­
istries' ordinary budgets fell considerably below even this percentage ­ the Min­
istry of Finance and Economy (MINIFINECO) was next with 16.6 percent.3 In 
terms of the proportion of the national budget devoted to education, this placcs 
Rwanda amng the top three or four African nations. In the early 1980s Rwanda 
led all the others.
 

In 1985 the budget for primary 
 education and CE RAls represented 
approximately 70 percent of the national budget for education, or about RwF 
.,,8) million per year. incltding recurrent and capital costs. This is an extremely
"bottom-hCvy" educationl spending pattern; according to data compiled by the 
World Bank, only two of' seventy developing countries surveyed, Djibouti and 
Yemen. devoted a higher proportion of' their cducation budget to primary educa­
tion. In Rwanda over 90 percent of this money went for sa laries; recurrent costs 
at this level alone represented about 67 percent of the total education budget for 
the country. 

()ne evident conclusion was that the primary system simply could not 
:ltford to take in a largei percentage of the primary school age population over 
the next fesw years, especially in the absence of popular pressure for places. This 
appeared to be the tacit strategy of' MINEPIISEC. 

Programs. lit 1956 the ref)rmed primary schools were pr)oviding eight years of 
schoot0ling, divided into three cycles. The fir, ' three years concentrated on literacy 
and numeracy, with some bhsic instructiol in health and study of the local envi­
ronment. During this cycle, classes wcre being run on a double shift in all publicschools, increasing the numbers of pupils each school could handle at the price of 
cutting back on hours of instruction ,indt diminishing the quality of education in 
the carly gIrades.
 

Ihc second three 
 years provided I basic general education, including 
Courses in biology , natlienatics, civics, gcography, and history. These last three 
subjects focusCd on) Africa in gencral atid Rwanda in particular.
 

In keeping with the tenets of the reform 
of 1979, the seventh- and eighth­
vear program waIS dCsigt)Cd to prepare students complcting primary school for
 
rural life. 'Ihis addCd cycle was a key part of 
 the prin'il of' orienting every

major school Cclc toward 
 the world of work, a principle strongly endorsed by

the president himself. lhc final two years 
emphasized practical courses in agri­
culture for evervone. hoetncil,ing for girls. aid basic crafts, construction alld 

2The exclange ate as of Sepitetc r 198h v,m tw F 85 to the US dollar. 

31i 1",6, although the total education budget rowesomewhat. to Rwt 5528 million. its percentage share
of the total ordiinary budget drofplpCd to 2-3 percent - 21 percent for NIN 'PRIS C atid .3 percent for


tItNESUPRES - while MINIHNEC(s' budget 
 roe cotsiderahly, to 23.9 percent (Gow ct a]. 1986:53). 
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Figure 5 

THE EDUCATIONAI. PYRAMID, 1984-85 
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Females: Totals: 
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carpentry, fo7 boys. It is doubtful that school:; are a good place to offer suchtraining; clearly the equipment and teaching requirements were straining theresources of the com)lete primary schools in 1986. This cycle, offering little ofvalue, was creatinig a hiatus between the academic courses of the hirce middle years and secondary school programis as well. Yet it was not likely to be dropped
unless its political importance diminished. 

The language of instruction throughout the primary school system wasKinvarwanda. French. introduccd as a foreign language subject in the fourthyear, was taught for six hourIs per week throughout the second cycle. This hasbeen the basic r.quirement since independence, but before 1979 there appears tohave been more variability in just how early French instruction sta rted and howmany hours a week it was tatught. Often it was started earlier or taIught moreintensively. Under the new curriculum, only four hours per week were dcVotcd toit during the seventh and eighth years. Partly for this reason, and partly for lackof texts, the levcl of French proficiency among eighth-grade graduates wasreputed to be lower, in some cases, than that of sixth graders. For students
continued 
 into secondary schools, which 
.vho 

were still taught in French, this was a 
real handicap. 

Before fle reform was instituted, when the primary program was only sixyears long, students intending to continue their studies often tool, an optionalsevetnth pre-secotdary prepa ratory year that included intensive training inFrench to ready them for French-medium instruction at the secondary level.After the reform, this option no longer existed. Itt consequence, despite rigorousselection procedures, entrants to the limited secondary school places proved less
well prepared than their pre-reform predecessors. 

Facilities. On the whole, the physical quality Oifbuildings for the primary schoolshas not been n implcdiient to educational quality in Rwanda, although some­times their equipment was. The school buildings themselves varied both in qual­ity and in origin. Somc 
 wcrc solid older buildings originally constructed by mis­sions, other newer ones had bccn built by local conmunitics, often partly bynmuigando labor. Tliese tetIded to be of brick or adobe blocks, with corrugatediron roofs, less solid than the mission schools but still sturdy. NI[NEPRISEC
recoirds show that in 1985 about 75 percent of the primary school buildings wereconstructed of "durable materials." which did not include traditional mudwall 
construc tion. 

Inside the buildings, howevser, differences were more pronouiced. In manyschools in 19S6. the sole furnishing, was a blackboard built into one wall. Childrenhad to sit on log benches or on the packed earth floor, balacing a slatt, or note­book on their knees ­ there wcrc no shelves, no seats, no teacher's desk. Askedwhether they kept count of chairs, desks. and furnishings, one ministry staffmember replied, "But whv bother to keep track of' what is not there?" Yet many 
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older schools formerly run by missions still had their stock of eternal wooden 
desks, complete with inkwells. 

Sixty-eight percent of the primary schools in 1985 had eight complete 
grades the other 32 percent were either new schools that added one new grade 
per year as the first entering class adVatncel or. less frequently, schools that 
taught only the first cycle, accomIiodatinIg the y'otegest children living close by 
and sending older stndents to,more distant compiete primary schools. Incomplete 
schools were more likely tolbe ephemeral than full schools, some of them even­
tually closing because of low enrollments. 

As in much of Africa. a dearth of materials seriously hampered teachers 
and affected teaching quality. Although efforts had bcen ,Iade to work on the 
seventh and eighth grade teachers' manuals before moving back to those in thfe 
second cycle, the last cvcle stillsuffercl from a lack of properly equipped work­
shops. A further result was that texts for the second cycle had been slow to 
appcar. Many subjects at the primary level had no student texts, in any Case. 
Students had texts tor French, matth, and KinyarwVanl: the rest of tie manlals 
available or in preparation were teachers' ituides. 

Distribution of schools. The most remarkable fealtre of school distribution at the 

primary level in Rwanda in 198, was its neat correlation with population distri­
bution. Rural areas we-re slightly letter supplied with schools in relation to their 

population than were towns. bil bCCaLSe the t.xistii schools 'ere in closer prox­
imity to their homes, the proportion of urban children entering primary school 
was higher than that of rural children b perhaps as much as 2(1 percent, and 

more nIllIiged to graduatc, as well. 
Ihis pattern was a new one. During the colonial period schools clustered 

in central and southern r.gions, particularly in areas adjacent to the Tutsi court 
or convenientlv nearb\. Between tie two world wars, some spread of school facil­
ities occurred ;asillsslOns of diffcrent creeds carved up the country into parishes, 
but the southern and central prefecturcs - lButare, (uitaratna. (iikongoro, and 
Kipali - were still favored areas. RI;eCdressing the balance. particularly in favor of 
the northwest, was high on the prcsent government's political agenda. Population 
distribution, politics, and demand all entered into the question of the distribution 
and placement of prinmarv schools inRwanda. 

In the spirit of the reform. the MINElPRISE(' had one office assigned to 
maqpping exisling schools and oversecing the location of new ones. The Division 
of Sciio,! hlappino appeared to be conscientio s in its task. New schools were 
approvcl oil, if the, wCrC 10 km distant Irom existing schools or if the existing 
schools wer lmCotrSIlably overcrowded. ('oni11tllities wishingi to build a sChool 
were sUmpposd to consult the D)ivision betore they started. This attempt at reguhla­
tion was new, howvcr. nld I;Ildyrollps of Iirenits tot yel aware of it. Thev were 
division's st:tll Ihal'sollc Cotmunities if) reltlote places did [tot contactItotCd 

thmi before 1hit itg a stolhtomiuse. The Division had ito teatis of trackingi 
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unauthorized schools, which apparently remained unreported. Not suprisingly,
then, the reported distribution of primary schools struck a very good balancebetween the size of the school age population and population density. This study
could not check the actual placement of schools against the Division's records. 

In any case, by the mid-1980s, the primary school system was open to vir­
tually all students who presented themselves. In other words, at the time of thisstudy, it appeared that, although tl' first grade received less than 70 percent ofseven-year-olds. the otlc;s were not actively seeking places. At the primary level,supply was keeping pace with demand. Eighth grade graduates found far feweropenings on the next rung of the educational ladder - but that is a topic for thenext chapter. In 1985 more than 48,000 children completed eighth grade, but only4,000 could continue in the regular secondary schools. It was partly to ease pres­sure at this point in the education system that the CERAIs were created. 

The CERAIs 

The post-primary rural polytcchnic schools known as CERAIs were a crucial andinnovative component of the reformed school system. Administered as part ofthe primary system, they could be viewed either as an extensiov of the primary
system or as an alternative to the exclusive secondary schools. Although the pri­mary schools supposedly prepared students for a productive life in their ruralhoImes, CERAIs proposed 1t train youths to notbecome only farmers but arti­sais and craftspeople who could contribute to the growth and development of 
the countryside. 

The concept of a three-year post-primary school to prepare primary
school graduates for rural life and work predates the 1979 reform. Homemaking
classes for girls, known as Sections filiahdihs, preceded the artisanal schools
(Centres d'edication rurale et artisanale au Rwanda, or CERARs) for boys. The
Sections fimuiliales grew out of iission-based boarding schools for girls, offering

one year of homemaking skills. During the 
decade of the 1960s, with support

from UNICEF, their program expanded to three years and they 
 became day
schools. By 1970-71 there were 55 of them in existence.
 

CER ARs w'ere a newer venture and took longer to start 
 up. The govern­
of tile first republic sought support fromment various donors as wel! as frommissionr groups between 1965 and 1968 for rural agricultural and polytechnic

schools for boys. The first schools were built in 1970; by 1974-75 twelve were in 
existence. (Cf. Erny 1981:246-257.)

These pilot schools served as prototypes for the post-primary CERAIs ofthe 1979 reform. The original plan was to expand their numbers to 1200. in order 
to accommodate 80 percent of the primary sclool graduates. USAID providedfunds for btilding thirty CERAIs, UNICEF paid for twelve. Communes and
local groups, it was hoped, would construct others. But building lagged far behind 
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the pace planned. By 1981 when the program was to start, less than 200 were 

ready, including 95 mission or community schools already in existence. 
The CERAIs ran into predictable start-up problems. Teachers, evcn 

trained ones, were not prepared to give the type of courses CERAIs were sup­
posed to offer. As the schools moved from mission to government management, 
the problem of teaching staff had become even more pressing. By the time of 
stulV the teach ingz staff typically combined teachers- trained and credentialcd as 
primary school teachers but without technical training with "qualified workers" 
who had practical expcrience in tile trades being taught but no teacher training. 
Both types of teacher needed in-scrvicc training. 

Partly because of problems in procuring materials and training staff for 
these new programs, partly because demand for places generally had not yet out­
stripped supply. thc building of new CERAIs had slowed to a handful each year. 
By 1986 a more modest goal of establishing at least two per commune was within 
reach. In 1984 there were 310 CERAIs; in 19S6 there were 321; and plans were to 
add about ten per year. lotal enrollments in 1985 were around 35,000 and 
appeared to be holding stead' but not increasing as hoped. At that time they 
offered a basic post-primary clucatolti to about 2(0 percent of the primary school 
graduates, or al)roximltely 8 percent of the cohort of fourtccn-year-olds. 

[he curricular ma teriaIs, prepared with French assistance, were general in 
scol)e and limited to teachers' lanuals for lost subjects, particularly for the 

practical courses. The layout was simple but attractive, with graphics that made it 
casyN to follow instructions for building aI rabbit coop or a cold frame, for exam­

pie. A major shortcoming was that the nlaotals did not tell teachers how to 
choose, from atnong the set of topics in the book, those units that were appropri­
ate for tlteir agricultural zone, or even that it was permissible to concentrate on 
appropriate activities and skip the others. They told teachers how to do things 
but not whether to do them. 4 

Results were Luneven from one CERAI to the next. Somc of the former 
CERARs and Sections Jailahs had maintained standards and continued to 
attract more students than they could accommodate, but the first classes of grad­
uates from the newer schools had been poorly trained, and parents and students 
alike were discouraged. The fututrc of these schools remained doubt ful. 

necause these manuals, with their instructions in Kinyarwanda. looked comprehensiblc and useful for 
students, I asked whether any similar student text% were planted. I was told that there were no such plans, 
hut that on one occasion students were accidentally issued sonic of the minuals. A secretary, sending in an 
order for a run of 200 books, had mistakenly added an extra zero and the central olfice received 2,000. The 
extra books ended up in the I;nds of student, ;n some of the schools. Thc ministry office then began to 
receive teacher conplai nts: "We start to explair.. e next lesson and the students say, 'We already know that 

- we've real all about it. Teach us something ncw!' 

4 
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Tile CERAI budget. The budget for tile CERAIs tended to be lumped with therest of the primary education budget. The salaries of tcachers constituted themajor recurrent cost item in the school budget; tile number of teachers employedin CERAIs (1976 in the 1984-85 school year) constituted 14 percent of the totalteaching force of 14,394 at the primary level. The fact that MINEPRISEC failedto discriminate between primary and CERAI teachers reflected its practice ofreassigning personnel from one type of school to tile other, at least in the generalcourses, if the number of classes and teachers at the sector level warranted it.Although vocational education usually entails high equipment and main­tenan0ce expenses and these were vocationally oriented schools. the predictablecosts for tools and materials did not appear to constitute a large item in theMINEPRISEC yearly budget. Tlere may have bccn several explanations for this.First of all, some of the tools and equipment were granted to the government bydonors during the start-up years. Second, the CERAls and supporting communi­ties were being encouraged to provide ecquipment at their own expense, and somehad done so, either by levying special fees on parents or by putting pressure onschool directors and burgomasters 5 t buy the required materials out of commu­nal funds. In principl, the CERAIs %screalso expected to generate income fromschool production to pav for supplies and replacement tools. In practice, however,this was a hope, not a reality. Third, some of the equipment - particularly thetools for farming and masonry construction - was not very costly, especiallywhen an effort was made to adapt training to local conditions. And finally, manyof the schools simply wcrc nt equipped to teach what they should be teaching. 

The Program. Like the last two %ears of primary school, the CERAIs offered a program that was partly practical and partly academic. Discussions of CERAIcourses usually focused on the vocational s]Ie because it was the most novel andmost problem-ridden. 'he general courses, howcver - French, mathematics,Kinyarwanda, and civics - formed a basic educational core that also had poten­tial for expansion. In principle, some training in accoun ting and management
supposed to be included] in this 
was
 

part of the curriculum; in fact, at a series ofworkshops held in the summer of 1986, directors complained that this part of thecurriculum completely lacked materials (MINEPRISEC Sept. 1986).
CERA Is were divided into boys' schools, girls' schools, and mixed schools.Each was designed to enroll 120 students, who were taught by a staff of fourteachers plus a school director. The first year focused oil general core courses;during the last two years the major part of the school work was devoted to thepractical/vocational conrses. The tracks being taught intcltded: 

Thc top government official at the commune level. 
5



43 PRIMARY AND POST-PRIMARY SCHOOLS 

Girls Boys 

Cooking Carpentry
Dressmaking Masonry
Embroidery, knitting Plumbing 
Child care, health Electricity 
Home economics Small motor repair 

Welding, iron work 

In addition, all students studied agriculture and livestock. 
It was utp to the commune iii which a school was located to choose, from 

this menu, the track or tracks to be offered in a particular CERAI. From a list of 
two dozen possible options, communes had chosen only about half as tracks for 
their local schools. In 1986 the ovcrwhelming occupational choices were carpentry 
and masonry for boys (56.7 percent) and the domestic skills of dressmaking, 
embroidery, knitting, crocheting and cooking for girls (59.5 percent) 
(MINEPRISEC 1985h:98). 

Students had texts onlyv for the general language and math courses. Teach­
ing was done in Kinyarwanda, with French continuing as a school subjcct.6 Ihe 
teachers' manuals were the same for all parts of the country. Staff members of 
AID's Agricultural Education Project, whichl provided technical assistance for 
CERAIs from 1984 through Septcmber 1986 through vorkshops and in-service 
training, enphaisized the need to help teachers adapt programs to local needs and 
resources. 

Behind these curricula lie clear presuppositions liuks youthabout ),tday's 
will make a living - girls as hommcnakers, boys as the wage-earners, and most 
young people its farmers. In fact, the girls' cotrses especially, using cooking 
ingiedients rarely found in the countryside or turning out embroidered napkins, 
were geared toward producing hel mects acconplished in Westernized ways of 
hoImnemaking, while the female students were far more interested in learning 
inconic-producing skill,. Anecdotes circulated in the educational establishment
 
about the few female graduates who found cnployment as monoigris, agricultural
 
extension workers; in actualitv 
 mo,;t girls found little use for their "practical
 
skills." Chapter I) will 
 return to the theme of the applicability of CERAI educa­
tion for employment. 

A scrious concern of parents and studCnts was whetler the nattre and 
quality of CERAI training would permit graduates to find work. As the first 
class graduatcd, ha'ing passed through tile CERAIs before the curriculum was 
rcally in place. many werc disappointed. Others still in school w'ere dropping ottt, 
discouragced. 

6Another frequent suggestion from the 1986 summer workshops for CERAI directors was that more 
courses he taught in French. so that CERAI graduates would be better prepared to enroll in tcchnical 
courses afterward (INtNEPRISEC Sept. 1986). 
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Facilities. Most of the CERAIs were either in buildings originally constructed by
missions or were relatively new. The government had built about half of them, a 
few communes had b, ilt their own, and donors had built 67. In 1986 many of the 
schools were, if anything, too well built, made of imported materials that might 
prove hard to repair and maintain. Each was supposed to have four classrooms 
and a workshop, as well as a sufficiently large school ground to permit classes to 
practice cultivation. The original requirement that schools be granted four 
hectares proved impractical, both in terms of finding a school field large enough
and in terms of adapting techniques to what students could actually hope to use 
in farming their own smaller plots afterward. 

Though the buildings were adequate, equipping workshops and obtaining
supplies such as lumber, cloth, thread, and cooking materials was a major prob­
lem in 1986. In principle, sales of the objects produced verc supposed to generate
funds to keep the school supplied. In practice, the school directors found them­
selves with stocks of expensive, mediocre products on hand - clha irs or embroi­
dered tablecloths - for which there was no local demand and which they did not 
know how to market. 

Distribution and access. By 1985. all but fourteen communes of the 143 in the coun­
try had at least two CERAIs. Every prefecture had at least twice as many
CERAIs as it had communes, and they were generally more numerous in areas of 
highest population density. Some, undoubtedly, were poorly placed in relation to 
areas of tnltand, btl without surveying the entire country it not possible towas 

pinpoint problem areas.
 

An official in Ruhcngeri pointed out that the girls' CERAI 
 in town,
excellently run by nuns, had more interested students than it could accommodc, 
while another, off in a remote area (at the base of the volcanoes along the Zaire 
and Uganda borders), had a poorer program and low enrollment. He thought the 
latter rmight do better if it were converted from a girls' to a mixed school, since 
boys' CERAIs attracted students more easily. These observations - older
 
religious schools running well, boys' schools more popular than girls', tncven
 
success ­appeared to be typical throughout the country.
 

In contrast to the public secondary schools, CERAIs 
were open to virtu­
ally any 
primary school graduate on a first-come/first-served basis. Their geo­
graphical distribution took care of regional equity. Ethnic quotas, important for 
admission to secondary and higher schools (see Chapters 5 and 9) w%,ere not used 
as selection criteria; in 108,.with few exceptions, there was room enough for all 
applicants. 

Since the CERAIs w%-ere day schools, the nearest one mig4h t be too far 
away for sonic intcrcstcl studetnts to attend, but their cost was not an insur­
mountablc barrier. Fccs were RwF 500 per trimester. RwF 1500 per year. Some 
schools levicd additional user fees to utnderwrite costs of equipment and supplies.
One observer pointed out that this RwF 500 tuition was equivalent to the value 
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of banana beer produced by 12 trees per trimester. or 36 trees per student, since 
the trees yield 0ncC in 18 months (Ferrier, personal communication). While it 
mnight be hard for poor families w\ith nLtlerous children to obtain this amount, it 
was certainly more affordable tihan secondary boardinIg schools, which cost 
nearlv five times as much. 

Future directions. The educationll strategy that grew out of tie Reform of 1979 
fnnieCled the bulk of educatioita resources into the primary system and gener­
ated high hopes that it would pay off illincreased equity and productivity. In one 
sense, this auctic coUlid be viewed as i continluation of the broad billshalow edtl­
cation inherited from colonial timles. It was also bolstered by findings of eduLcl­
tional economists in the l)70s atnd 19SOs, who denonstrated that. geuier;lly. 
investnents in primary education brought greater social benefits than invest­
lllents illsecondary or higher cdUCiiation (f. Psacharopoulos and Woodlall, K,5, 
54-(0). 

Seven \ears into tile refortl somie of the results, positive as well as nega­
tive. were onlv beginning it)becoie apparent. lie reform of the academic cur­
riculutin for the first two cvcles ot prinary school, not vet completely ilt place,
held great promise. For history. geography. and social studies, curricutm devel­
opers were producing the first genliilielV RWaldaLt courses. Parents as well as 
plamners expressed considerable pride about lioning Kinyatrwanda for modern 
topics and teauching scllolchidren It)use their native tongue with skill and art. 
The dearth of student schoolbooks to comipletmient the curriculum w;is still a seri-
Ots drawback tot implementing it etfctivelv: lack of pre-testing atid feedback for 
revision was another.
 

In terms of enhcinitig tilepioductive acivties ot the cLrreunt genratiol
 
of schoolchildrun. though, planners seemed to 
 be looking backward. tiot fo rwird. 
At a time when denuograpllic pressure seectel inexorably to lie piishiug Rwtandati 
votih off their family fartis iud. otten. ot ot their natal area, pupils were beling

trained in tilerural occupations that 
 tight have suited their parnlts splendidly. 
The hea vv emphasis ol agricultural skills was no drawing card for farmers' fami­
lies. :aught illthe vise of land fragnent;atuon ;i1d titinerous children.
 

Al even more futidamttental qilestihot is whether schools are the right
 
places to teach practical skills. Althoulgh ipublit, schools :iregood targets for con­
trolled, long-range platnning. Other notifornil iistittitions titav be titore appropri­
ate for specific training tasks. Still. since a burcaucracy exists redvtruade for 
running the school svstetl, oi passitlg ahllongaid itlplenmenting policy directives, 
it is easy to try to sltuoehorn policy ilitiatives atid cli;iges into the schools, 
whether or not tile\- the itistitutiotnsl bst adapted to ittiplctiielit those policies.arc 

We will return to this tuestion ini Part Ill t(iThis book. 
Unlike the rest of the eduuctioial system, the primary schools could and 

did accept all comers without regard to social class, ethnic or geoigraphic origin, 
or sex. A number of signals suggested applying brakes to expansion. Demand for 
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primary schooling was not growing. Instead it was probably shrinking, sincedemand for places apparently was steady, although the school age population was
growing. This. In turn, sog gested I popular perception that primary school educa­tion would not lead tt a better, more productive life for schoolchildren, despite
the proclaimed policy of education for work.
 

The problems confrontiog the primary schools were 
major hurdles for theCER AIs. hi 19SIo the ('t:RAIs were at a critical juncture in their development.
Won ld they survive to iccomc a worthwhile part of the educatiotIal system of
Rwanda? What would their role be within the system as a whole? 

l)espite their birth pains, ('IRAIs addressed a pressing need in the schoolsystem. The secondarv schools. restricted by their own history, could not embrace
the tumlers of primary school gr;aduaI:ites who wanted to contintue their educa­tion. CF-'RAIs could. For this reason alone the ('ERAI option was worth retain­
ing.
 

But the (''RAIs could 
 ntot continue without change. and they wereclanging. The\' were being forcCI titmtdify their programs in order to turn out
employvable graduates. The question was how to do it. One option might be to 
pl;ace more emphasis on tile general courses, turning ('ERAIs into second-classsecondarv schools with a strong practical tocus, giving some accounting and 
business m IgerieT1 coulrses and possibly some general science and mechanicsalong with hasic vecatioa skills. Then riialcs would lir prepared for much
shtorter training courscs or in-service training to learn the specific techniques of 
the tradc theyv citter. was certainly.li, nothut p'rets aid tle official conception of CERAIs,teachers appeared to be pressinig for chIiges in that direction 

1(NI IN F P RI SI-( l)8Sl. .),d). 
If they wcte to retain their role as training grou nds for practical skills.C'ERAIs also necded to diversity and expnMd the VOCt:lional tracks they offered.Rwanda,;atter all. can onlv abso rl so many carpenters and masons. The problem

iftnplhovir'I I vradwacs %%ascxacocrh;ted hy restrictions on internal relo­cation. particulaitly to urban aicas. No school cll fOld to retool for multipletracks or for diflfrcnt ocs froit ycair to .cyar. Ihese schools might need

explore the possibility of 

to
 
movine to a systern of inlcriship; or apprenticeships in
order to provide students with lids-on 
experience in diftcrent trades without
 

high overhead costs to 
the schools. 
Choosiig the rikit tracks for local needs was a problem. Although eachcommunity chose the tracks for its own school, in fact its members had ito soundbasis for making thalt de.CisiOl, other than ooking around to see who was makinga living from a tradc o a cratt in the arca. A miniiry otficial with long experi­ence with thes schools su~ggcstld thit the process shotld start 1)' ]helping corn­nitlity inmemtibers imtake a stidv 
of pote tial econom'ic opportunilies in the area.

examinintg the impact oif projeced road-building, electric power lines, and devel­opmitent activities on ecototmic growth. Ih;ese Comltltnity ecOImInlic studies would 
serve two PUrposcs. l'hl,:v would help each community totmake informed choices 
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about its school's tracks. They would also alert everyote concerned to the kinds 
of support young graduates wOild need to set themselves up in a trade or craft ­
credit for start-tip costs, equipment, and access to customers or niarkets. 7 

But StldelltS alnd their families often expected somethit quite different 
from the schools. For them. the prize was not just at useful primary education but 
a job in the modern sector, in government or at least in tlown. Th1 key to that 
prize was a place in secondary school, possibly leading to the university. This was 
still an elusive goal for the majority of stuLdCnts. 

7A recent oudy of commercialization of agriculture ard rural employment in norlhtetern Rwanda 
demrrioitrales that the main source, of off-farm %age income n it tie study area are development projects
(accouning for about a third (if off-farin eiiiploviiiit), imri tea factories (another 301percent). an(] several 
public iorks proqcct% (Von Braui ct al 198, 51. 116 123) 
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Chapter 5 

SECONDARY SCHOOLS 

Unlike many other African countries. Rwanda has opted to uphold the high edit­

cational standards (if pre-independence secondary institutions, limiting expansion 

to what it can afford to support without lowering quality. The price of this strat­

egy has been that, in normal years, the secondary school system admitted only 8 

percent of prilmary school graduates, or well under 2.5 percent of the cohort of 

children of that age. Even the government's stated goal was renarkably 

restrained: to raise admissions of primary school graduates to 10 percent. As a 

result, a recent World Bank study tound that, of thirty-nine sub-Saharan African 

countries survcvycd, Rwalnda accepted the lowest proportion of primary school 

graduates - and the smallest perccntagc of its sccondary-school age population
t 

into its schools. 

From the poilnt of view of students ind their families, the most urgent 
problem in Rwandan education is competition for the drastically limited places 

in public secondary education. Selection of students takes place from among 

gradualting eighth graders over spring and Slmner. The NIINEPRISEC gives the 

secondary school entrance tests in May, allots students to the various secotndary 
schools over the summer, aid amlnouiccs the resutlts illSeptember, just before tile 

start of the school y-car. 
This strategy raises two major issues: whetlher such a restrictive policy calt 

tie iw,rlcnlCntCd illl '%'HI -guarantees equitable access to all segments of tI-c 

population, and whelher such a select system will meet Rwaida's human resource 

needs. This chapter examines the operation Of the public and private academic 

secondary schools to slCd light ot toSC issues. 

The syestem of hoarding all secomdarv schol si dlCits significantly limits 

secondary school enroltltents. It is boarding facilities, not teachers or classrooms, 

that limits the nulmber of stLdCnts schools could accept, and expanding boarding 

facilities would be very costly. Yet the principle of boarding secondary students 
was still stalunchly uiipheld. Iwo powerful forces stood behinid this. According to 

ministry officials, solic of the missions and religious COlgrcgations. who, after 

-

all. cottributed futidiO and staff to hng-Cst;ablishcd schools, considered this a 

conditiot for their contilucied support. Boarding facilities were also important to 

the governmnt's nattional policy" of regional aid chittic eq(uiity. discussed below 
and in Chapter 9. because, within each school, places for boarders could be 

IThe gross secondary cnrollment ratio was 2 and thieprogression rate from primary to secondary schmool 
was 4 in 1983, accord ingto World Iank st3tistics (World Bank 1988:171). 
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apportiOned in accordance with regional and ethinic quotas, regardless of the 
actuaI locationt of tie schools. 

As escape-valves for the pressutre at this point il the system, the govern­
lacnt provided twO outth.ts. The three-year post-prihmary CEIRAIs. disctnssed il tile 
preceding chapter, were the firs . accommodating 2(0 percent of the primary 
school gradualtes in 985 and cipablc if expansion. But this form of eucition. 
still experimental and of que.stional vieI. dill11no satisf'v the dcmannd. 

The "VmrImIuIt ottered a secOIld option 1y explh'Ttlv recognlizing , under 
specifieI conditions, tileStat's id tilediplomis of private secondary schools, i 
disparate collection of institutions backed by religious congregations or private 
g roups. Accreditation ot tellsc schools w\its illparl ati attempt to bring order atnd 
colhercilcc to a hcncto ,lmtcous s.vstlll Ib\'illlopSillg Ioltit1l:] sl;Lnd;rds s a1condi­
lion for according thcir IjdutCs the s;ami1eStllls as those of' the prestigious pub­
lic sCconldri-y schools. It also ecC0oulrlgced flalmiliCs with the titilS to (1 s to 
pluiide the.ir 'hiltlrn with ';e_-condarv school education it their own expen.w,
without ,trmlmling gomcrnment resouret.'S.
 

PrVlte religious schooils were 
 ustually b;irdiing schools; occasiotallv they 
mixed yLl\' boarding students. Sectlar pri.'atc schools
lld were generally day
 
schlools. set ul) 1w parcnts in a particular commun ity for thieir own children. To 
people who saw tle boattliig sysiin as a scrious handicap to developing aiviable 
sconudarv educa titionsyste im, these privitte day schools were atpromising alterna­

yie. 

6wandanllaw still prcscrvcd the old tripartite distinctionr IetwveenCCIoh's 
publiqta.s. i h it]s .b1in. iiibtiti anid '/t"ci,ii A'.v,particularly inrespect to see­
ontdary schools. although the terms and their definitions hid shifted somewhat 
(ILoi ()rgai 11uC 1985). l'ublic schools \ere a mninistered directly 1y the state aind 
supported IWit Or IV atdimor. Subsidized sclhOIls were gClCrillv built, mln:lgCd.
 
:,Ildmatintined 1)%a private organization, most oftlen 
 tchurch or mission, but
 
received atslubsidV from1the governnnt, uSuall' for teaching staff. These schools
 
a11followed the go'erlctnt-approved curricula and granted recognized diplomas.
 
Ihev formeCd part 0f the public school system in 1980, illhOulgh they had some 
private support. 

Private schools, ruin Iy chLiurches or comnmunities. received noistate finan­
cial support. In fact the line betwccn rcligiowus ;and secular schiols was blurred. 
Some of the community parent organxizations that established schools were 
groups of parishioners who hiad enlisted sonIC support from their church in get­
ting starltd. ile iore secular tfirnIs if priValte scciotdary school were popullarlN 
referred to ats i ,,h'des ;ariir.;, a trim ciined in 1954, when the Ilcad of' the 
U(athtlic (hturch slggested that rmcnt groups foiLInd aMid finamnce their own 
schomls. Thous first "parents' schls"h;" were priiscribctt alter 1959, but il the mid-
19()Ss the concept hld becCn revived. 

In 19m.
l"cohl's d'.% ltl had same 
private schoolls. Boith were considered icolh'mprivxvv, private schools. Such schoolls 

oihr te legal stattus as chtrch-supported 

http:outth.ts
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could be prima ry schools. secondarv schools, or both combined, but, while they
constituted a miniscule proportion of the primary schools, they figured more 
prominently in the much smaller secondary system. 

If private schools fol'owed tile statc-approved curriculum, they could be
officially recognized by the state it they demonstrated that they had qualified 
eachlinig sIaff and adequate facilitieS, they could have their diplomas accredited

(homooi. u) on a par with those of state schools. The procedure for applying for 
diploma aiccreIItIittion had IeCn set up less thnlll tWo years prior to the time of 
studsv. In the summer 'f 1986( only ten of tile thirly-one state-recognized private
scho0ols tad been accorded diploma equivalence. For the milost part, these were 
long-established schools. In addilil to the thirty-one schools oin MINEPR ISEC's 
list (lable 2). other as vet unrecognized private schools were springing up. some 
olyV to wither quickly. 

Table 2 

GEOGRAP11ICAI, DISTRIIIUTION OF PRIVATE, SCIIOOLS 

Prefecture Number Percent 

Butare 3 9.7 
Bytimba 
Cvanngtlgti 
Gikongoro _ _ 
Gisenyi 
Gitaratna 
Kibungo 
Kibuve 

4 
6 
1 
2 

12.9 
19.4 
3.2 
6.4 

Ki gali 
Ruticngeri 

13 
2 

42.0 
6.4 

Total 31 lO0.O 

Source: MINEt'PRISEC (1986). 

EInrollments 

MINEPRISE( enrollment figures for secondary schools in 1986 included enroll­
mcnt in sixtV-fiVe piblic schools and in nine long-established private schools that 
gave diplomas recogniztl ;Is homologous with public degrees. Itn these schools 
there was i tolal of 16,.543 studnt s ill 19S5, some 4,060 of them first-year students. 
representing about 8 percent of the ckivhth grade graduatcs. The niinc private
schools inchIIlded accountd for a little over one-ninth of the ntew\ students. 477 in 
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all. Slightly over one-third of secondary school students, about 34 percent, were 
girls. 

In addition to these schools, tellother private schools (most of which 
were started in 1981 or later) had gained official recognition. None had had a 
graduating class, so they had not yet had their degrees accredited. (One of them, 
apparently, had still not opened.) Eleven more had received provisional autho­
rization and wv''rc functioning. The ministry had also compiled a list, probably 
incomplete, of cleven othcr schools that had opened without even provisional 
recognition. No figures vere a vailtable for school enrollments in these categories 
of privsate school. 

Table 2 lists thirty-one private schools by pr:fecture. According to this 
MINEPRISE(' list, the new schools clustered in Kigali and Gitarama, and to a 
lesser extent in (isen'i and IButare, already home to a large number of public 
schools. By contrast, none were listed at all for the prefectures of 13yumb ,. Cyan­
gug, or (iikongoro. Although this was the ministry's official list, there is no 
gtarantce that it was a complete list.
 

Nlinistrv officials were quick 
 to point out that they had itoinformation 
a bout differences between lese schools - whether, for instance, these were 
mostly schools with adequate resources and management that educated or well­
off families set upf)for their children or whether some of them wvere comntie or 
community schools, harely scraping by without trained administration. The big 
unitanswered q.Iue.,tioll Was whether governmen"t and donor support for these 
schlIs would contributC to equitable access to secondary cducation t'r all of 
R wanida's population, or whether it would further widen the breach that was 
beg inning to appear between middle-class urban technocrats and the rural pipt­
lation. The policy of donors like the World Bank and USAID was to encourage 
private investllelt in education, but it was by no nicans clear iti this case what 
the social colnseqllclltes would be. 

According to the World Bank, dropout rates for the first year of sec­
ollmdrs' school were high. at 12 percent of the entering class, but low thereafter 
(World Bank, 1985:vii). Actual rates are diffi:ult to calculate because they are 
Obscured by "reelassificatiotn' - admission of' privale school studetits Who apply 
for tramsfers to the ImtbliC sVstCm after a year or two Of study. Sone of the fail­
ing public school stuIlhCts. on) the other hatd, find their way into the private 
schoouls. 

The Bidget 

The secondarv schuool budget, R\w F 770,47)00 in 1985, acconntcd for 18 percent of 
the total primary and secotndary school budget. In contrast to the arnotint spent 
oin priniary cLIication, the proportiotn of the bdtlgCt destined for the secondary 
schools was low fmor an African cotitry. Of coutrse this loes tiot reflect the pri­
\ate funds that, in Rwanda. represented ;I significalit pa rt of the suppuirt of tie 
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secondary system; nie'ertheless, tile secondary schools formed a major bottleneck 
ill the system. 

The two major expenses were for personnel (67 p',-rcent) and for boardingcosts (21.5 percent). The state thuls paid an average of FKw'F 46,600 per student peryear (roughly $540). In addition, parents had to pay RwF 7,200 tuition per year,bringing tile total cost to about RwF 53,00 (approximately US $630) for each stu­dent. These costs were high by African standatIds because of low student/teacher
ratios (about 14 to 1) and hoarding costs. Indications were that some of the pri­
%\;leschools %Weremore cost-effective, since ntany were day schools and so could 
have higher student/teacher ratios. 

Secondary School Prograins 

It was at the secondary level that the problem of coordinating a highly diverseschool system was most acute. The situation in the mid-1980s seemed to reflect acompromise between control and acceptance of existing progrants. The curricu­lum bureau charged With reforming and standardizing the secondary curriculumhad prepared separate sched,uiles for twelve main tracks: agriculture alld veteri­nary science; education; sciences; letters: social welfare; commerce and economics;
law and adtiniistration; health sciences; nursing; nutrition; technical situdies; andart. len of these tracks were divided into sections with different concentratiois,
making thitty-scven separate ColrseS of stutdv in all (1IlLS 1983).-'

A major crilicisil of the Cirricuilun reform was that the three-year com­11on core Of ge ierfil Stdies had been eliminated. Inislead, general courses wereintegrated into the programi for at least live years in all full six-year tracks. 'iheresult was that stttls who got into secondary school were assign ed to at profes­
siorial training program at tie age of I lirteen or fifteen. If they found them­
selves ill-placed, it s as difficut to be reassigne.d, and if thCVle. had to repeat a year. Ibis problem, along did change trackswith the adjusmen geoFrench ks 
the laingage of inslruction, were (Ihe principal causes blanied for dropout or rep­
etition in Ile first vear or two of public seconidary schools.
 

Ill general, the public schools 
 'crc iore prestigious than the private ones;
tile' ich ided L 
 st Of tilhe well-known, long-Cstablished schools and were reputedto give higher quality educatioi. Private schools were the second choice, the fall­back option, for StiidCIItS who could not get into or make the grade in the publicschools. This. of Course, was mainly trte for children from the emerging class ofniodertl-sctor, salaried tecItocras ;ill nministrat rs who expecle(l to send 
their Children t0 sCCOndlary school and bevotd.
 

Thc greatest diversitY' of courses 
\\'as offered itn the public iiStitiutioIs ­sonic tracks, like fine arts. agricultural sciences, or social welfare, were only 

AciVilies of the %ec'idaryschol curriculum bureaiu. the IIPES,a oC hivc beenl discussd in Chapier 3, 
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available in the public system. Teacher training tracks were the most numerous 
of the programs offered. In 1985, 43 of a total of 136 tracks listed by 
MINEPRISEC' were for teacher training, 25 of these for primary teachers, the 
rest for mid-level or technical teachers. Clearly a major concern of tile public 
system was supplying I-'rsonnel tor itself. (n the oth.r hand, it also trailed cate­
gories of needed techiical persoInel that did 1ot interest privately subsidized 

institutions. 

The nine recognized degree-granting private schools included: 
- the country's six pails .w'(tnairC., supportcd by the Catholic 

Church. all of which had latin/science and Latin/modern 

languages tracks; 

- one nursing school: and 
- two Protestant institutions thlt Offered teacher training, including 

one with ai math/physics track. 

Onl the whole, the /wuiti m"Ininairex. originally established to train clergy, 
were still rcognized as giving Ml outstanding education. Thcy offer g 

academic courses in science or humanities, rather than professionally oriented 
courses, and prepared ,tudents mainly to continue their studies. University per­
solllCl foind their graduatcs the best prepared, even in the most demandin g fac­

ulties. 
f fhe 21 new schools recognized provisionally or officially. 13 w -rc 

partly or exclusively commercial track schools. Five of tile tell officially recog­
nized schools were tcachcr-tr;onin institutions, While none Of the provisionially 
recogiized ones were. There arc twm possible explanations for the popularity of 
business schools: first, that schoo0l foundters anid students' parents think there will 
be attractive job possibilitics for graduates rained in commerce; and secoPl, tl'at 
providing facilities tor teaching comnercial courses is less expensive for the 

sponsors than equilpping the schools - other, equally appealing options. 
Ill a SyStenlm resting so he.cavilv oin the assumptionthat Illanpower needs 

can be forecast and used Is a basis for establishing secondary school tracks, the 
[ilt (f private schools toward commercial tracks raises tile lttestion of whether 
public projections or prlvlt demand are better predicto;-s of future needs. These 
schools crc in their infancy; it will be worth w,'atching to see whether they are 
a(ccurate bellwethers t economic needs or whether some will be forced to 
change direction or to close. 

Physical Facilities 

Although it was not possible to survey all schools, in general the qua.lity Of build­
ings of the public secondary schools ald degree-granting private schools was 
good by African standaros. This was primarily because inost had been created 
and supported by missions or major donors with considerable outside resources. 
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There were complaints about the lack of texts and bo,,ks for teachers and 
students, in large part because the reform had dictated nuajor reorientations for 
which the materials were still in production. For technical tracks, tools and raw 
materials were in short supply. Several directors noted that boarding facilities for 
incoming firstycar students would be a problem in fall 1986, because that was the 
first year to have full-size classes in all six %,ears,after the small classes occa­
sioned by the addition olf two extra primary grades had passed through. It is 
common to have problems with text preparation and distribution, or with physi­
cal accomniodat ions in the first years of a major shift; maintaining supplies of 
teaching materials, especially for technical tracks, is more likely to present an 
endemic problem. 

The physical facilities of the new private schools could not be investi­
gated in any detail within the scope of this study. Several of these schools which 
were visited are well housed, thanks to outside support from church groups or 
wealthy backers; others were said to be less fortunate. In some, parents them­
selves wcre building new classrooms, generally at the rate of one or two a year, 
to accommodate the first class moving through. 

Geographic Distribution 

The geographic distribution ,,)f the geographic of stu­schools and recruitment 
.ents are two separate issucs; in Rwanda in 1986 the distinction was well-estab­
lished. Secondary schools were not evenly distributed, but recruitment was. As 
long as the system of boarding students remained in effect, the geographical 
placement of schools was, in principle, irrelevant. As pressures to admit day stu­
dents mount, however, the least-favored prefectures may suddenly find them­
selves in a more difficult situation in terms of secondary school access for their 
children. 

Table 3 shows the distribution of public and recognized private secondary 
schools by prefecture from 1960 to 1986. Over the entire period, Butare 
maintained its place as the prefecture with the greatest concentration of sec­
ondary institutions. After independence Kigali became a magnet for secondary 
schools, putting Butarc in second place by 1986, closcly followed by Gisenyi pre­
fecture. Throughout the twenty-five-year period Byumba, Gikongoro, and Ruhen­
geri prefectures remained at the bottom of the scale. In part the placement of 
these schools reflects colonial and mission policies favoring access for Tutsi in 
the south over ltu in the north. 

While some of the older and reputable schools founded by missions are 
located in rural areas - and may well have to remain boarding schools, since 
their locality cannot supply or accommodate day students - most of the newer 
public schools, and certainly the private schools. were being created in urban 
arcas. Of thirty-one private schools censused by MINEPRISEC, thirteen had 
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Table 3 

GEOGRAPHICAL DISTRIBUTION OF SECONDARY SCHOOLS 1965-1986 

Public Schools & Officially Recognized
Prefecture Subsidized Schools Private Schools Total 

..........................-
1965 ---.............-----.-----

Butare 9 4 13 
Byumba 1 2 3 
Cyangugu 3 1 4 
Gikongoro 1 ­ 1 
Giscnyi 5 1 6 
Gitarama 6 1 7
 
Kibungo 5 1 
 6 
Kibuve 5 - 5 
Kigali 6 1 7 
Ruhengeri 2 - 2 

Total 43 11 54 

1975 -----------...
.....

Butare 11 3 14 
Byumba 2 2 4 
Cyangugu 4 - 4 
Gikongoro 3 3 
Gisenyi 6 1 7 
Gitarama 6 2 8 
Kibungo 5 1 6 
Kibuyc 7 1 8 
Kigali 10 1 11 
Ruhengeri 2 - 2 

Total 56 11 67 

-----------------..-- 1986 -............------------ -

Butare 12 1 13 
Byumba 4 1 5 
Cyangugu 6 1 7 
Gikongoro 3 - 3 
Gisenyi 9 1 10 
Gitarama 6 2 8 
Kibungo 6 1 7 
Kibuye 7 1 8 
Kigali 9 2 11 
Ruhcngeri 2 - 2 

Total 66 10 76 

Sourc: MINEPRISEC 
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been established in Kigali alone. Encouraging private school building may wellamount to favoring urban students' access to school over the long run.In sum, educational planners are faced with either maintaining an exclu­sive, expensive boarding system or shouldering high building costs to reorientschool distribution pattern anow highly skewed in politically unacceptable ways. 

Access to Secondary Education 

The narrowness of tile gate to secondary cducation invites restrictive admissionstandards. The question is whether these admission standards are fair.MINEPRISEC had the responsibility of assigning students to the places availablein the public secondary schools and in the cohes libres sitbsidi'es. Becauseplaces available for secondary students 
the 

were so limited, the selection criteriaassumed major importance.
At the end of primary school all students sat for a national examinationin French, Kinyarwanda, and other academic subjects. The practical training thatfigured so largely in the seventh- and eighth-year curriculum of primary schoolwas irrelevant to the tests. Results on this -2xamination were one factor in decid­ing the future of the students, but by no means the only one.In addition to examination results and grade records in primary school,the regional origin and ethnic classification of students weredetermining considered inwho would be admitted to the public secondary schools, including;coh's libres vibsidit,es. This "national policy" attempted to balance access toschooling by establishinug quotas mirroring the proportion of tile population com­ing from each prefecture and the proportion of Hutu and Tutsi in the total popu­lation. Fwa were also included in tile calcuILIs, but they comprised only onecent Of tile population and per­less than that, 0.8 percent, of tile secondary schoolpopulation. Chapter 9 will examine the consequences of this policy in moredetail.
 

Matching student 
 preferences to the places available inschool tracks the differentwas the final step. As a result of balancing all these factors, it wasnot necessarily the top students on the examinations who found their way intothe public secondary schools, although the best students within each quota group
were probably chosen.
 

Private schools 
 had greater control overgovernment student admissions, sincewas not picking LI) any of the costs. The prime 
the 

reasona private school for founding- it) cater to the children of an interested group of parents or areligious congregation - would be subverted if the founders couldtheir own. If the not acceptschool wished the government to recognize the diploma itgranted, however, the g)vcrnment could and did require, in return, that it acceptsonic students Outside tile pool of the founders' families to achieve a better-bal­anced student body. Of course, the school also hadcurriculum if it wanted to 
to agree to teach an officialgrant an officially recognized degree. As a result, gov­
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ernment played a delicate game of negotiation with sponsors, each maneuvering 
to gain a satisfactory degree of control over private schools. 

Because of the quota system, government statistics concerning access to 
the secondary schools, like those at the primary level, show a remarkably equi­
table balance of geographic and eth nic origins for the incoming students 
(MINEPRISEC 1986b).- Increasing the number of places available in secondary 
schools would undoubtedly remove some of the obstacles that prevent worthy 
students from continuing their education. The problem was how to do this within 
the compass ,f fiscal and political realities and without loss of educational qual­
itv. 

The Future forv Graduates 

The graduates of the secondary system numbered well tinder 2,000 per year - it is 
difficult to give exact figures because before the reform had reached the sixth 
year of secondary school the course of study for different tracks had diffcred in 
length. Several paths were open to these different degree-holders. They could 
move direc.;y into jobs. In general, there was adequate demand for personnel 
with secondary school diplomas, although the fields might not exactly match the 
training of the graduates in a given year. NIINEPRISEC actcd first to fill its slots 
for teachers from the roster of graduates as soon as they got their degrees. The 
rest could apply for work. In principle thcy did this by submitting their dossiers 
to MINIFOP, the ministry in charge of matching their qualifications to available 
posts. Some found private sector jobs directly through an employer and regular­
ized their position with MINIFOP afterward. Others could apply for admission to 
the university, cither imnmediately or after working for a few years. 

The Character of the School System 

The task of this chapter and the previous one has been to describe the school 
system of Rwanda as it looked in 1986. The picture that emerges is of a system 
with a very broad base at the primary level, narrowing sharply at the secondary 
level, reminiscent of Belgian colonial education in its concentration on the lowest 
level of schooling. In fact, the primary system, which included a sizeabie number 
of three-year "post-primary" rural polytechnic schools, reached up to the age 
gro p usually classified as the secondary school population. The institutions 
managed by MINEPRISEC could be thought of as consisting of cight-year pri­
mary schools, followed by first-class and second-class secondary ones. 

In contrast to the colonial regime, government commitment to education 
has been vcry high since in!epetldence. It is not unusual for African govern­
mnits to dedicate a sixth or a fifth of their national budget to education, but, by 

3We shall postpone questioning the reality behind these figures until Chapter 9, which returns to this 
topic. 
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devoting nearly a quarter of the budget to education, Rwanda ranked among thethree or four highest spenders. In addition to budget evidence, the head ofMINEPRISEC in 1986 was an important political figure, generally ranked second 
only to the president.
 

Educational reform programs 
 to adapt schools liliguistically and culturallyto local conditions are also widespread in Africa. So is the attempt to extendschool facilities more widely and equitably, an attempt that seldom manages tomeet the goals initially promised but that often does succeed in putting a some­what diluted version of primary schooling within reach of much of the popula­tion. Rwanda's reform was unusual in the narrowness of its focus on training foremployment. Though other countries have been concerned with vocational andtechnical training, few have extended it so single-mindedly down to the primarylevel or so pervasively through the secondary system.

The government's continued tolerance and even 
encouragement of privateschools as a way ot extending educational facilities was unusual for an Africannation, particularly in view of its efforts :o reform the system and to coordinatethe curricula. Clearly Belgian colonial policies regarding education had left theirimprint on Rwandan views concerning the relationship of private and publicschools and the definition of high-quality schooling.

The consequences for the system of secondary schools were, fiist, that theschools managed to maintain high standards for quality education even duringcurriculum reform because they remained select institutions, accessible to anextraordinarily small proportion of primary school graduates. Second, their exclu­siveness invited politically informed standards for student selection, which, inRwanda, took the form of rigid ethnic and regional quotas in conformity withthe principle of equitable access. As a result, government statistics showcdremarkable equity of access to this limited system. It is far more difficult toknow whether equity extended across emerging socio-economic class lines, since
those were unmeasured and uncounted. 

Third. the secondary schools were unquestionably expensive by Africanstandards, in large part because of boarding costs at all public schools. Even so,they received a relatively small prmportion 
 of the education budget, especially in
comparison with the primary system. In principle, it would appear that, withsome relatively modest changes the number of places 
 could be substantially
increased. Certainly, at the time, the country was under-producing graduates inrelation to demand in the workplace, although it would be hard to predict how
long that situation would hold. But below the surface, school expansion seemed 
toface serious political constraints. The encouragement of private schools appearedto be one attempt to siphon off the most potentially disruptive pent-up demand 
for secondary places.

Finally, the wisdom of espousing six-year-long vocational and technicaltracking was questionable at best. It was far too early to gauge the effects ofsuch compartmentalized training over time, but the underlying assumption that a 
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country like Rwanda can precisely predict its manpower needs six years and 
more in advance is obviously shaky. The risk is that, unless curricula are modi­
fied and made more general, the system will produce more and more square pegs 
for round holes as time goes on. 



Chapter 6 

OTHER FORMAL INSTITUTIONS: 

HIGHER EDUCATION AND THE MINISTRIES 

This chapter turns to an examination of two types of institutions at the pinnacle 
of the educational system: the schools of higher education that provide the few 
highly skilled people who set the course for productive activity, public or private; 
and the ministries that direct and plan formal education in Rwanda. 

Institutions of Higher Education 

Higher education is the distant goal to which studious Rwandan youth aspire, the 
ticket to a comfortable life, guaranteeing salaried and secure jobs. Few attain it ­
far fewer than the labor market can presently absorb, hence the certainty of 
employment.
 

Although Rwanda permits, even 
welcomes, private post-secondary schools 
and universities, as well as providing public university, all are small. Totala 
enrollment in public and private institutions is unlikely to rise beyond about 
2,5() unless something changes dramatically. In 1986 the total was closer to 2,0(X).
Another 600 to 800 Rwandans stidy abroad at a variety of levels, ranging from 
technical training to advanced degrees. 

With so few degree-holders and university places so limited. it is 
important to whether to ofask, again. access this level education selects well­
qualified students impartially and whether graduates' training matches the 
country's present and future needs. Although Rwanda has so far avoided the 
common African problem of creating a class of over-educated under-employed 
job-seekers, the nation has practiced prudence to such a degree that it risks chok­
ing off its supply of needed professionals and researchers. 

The National University 

Established shortly after independence in 1963, the National University of 
Rwanda (UNR) was the only public institution of higher education in Rwanda. 
Modelled on European uniiversities by the French Canadian Dominican Fathers 
who founded it. the university had grown to include nine schools or faculties, 
three research centers, and several libraries by 1986. Figure 6 shows the organiza­
tional structure of these components. 

In some ways the European university model, consisting of specialized 
faculties training students in a single field like medicine, law, or agriculture, or 
for a specific career like secondary school teaching, is consonant with the aims 
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of tile1979 educational reform. Since tileestablishment of the university predatedtilereform, however, the curriculun was not explicitly adapted to the changeswrought throughout the entire school system. In 1986 tie reform was scheduled toreach the uinivicsity. The UNR and the ministry overseeing it,MINESUPRES, 
were charged with planning in detail for tilenecessary changes, a charge they
appeared to shoulder with some reluctance. 

1o lay the groundwork for reform 
a at this level, the UNDP commissionedstudy in) 1984 by Le Thanh K hoi and S. Ziarati. Their report, "UniversittO etDLveloppcnlent au Rlwanda." is an excellent study of the history and the state ofthe institution at that time. as well as of its role in fostering nationaldevelopment. Although some of their recomnendations were controversial, theirdiscussion of the Liniversity ;and its shortcomings reviewed its history.enrollments, costs, facilities, and academic quality more thoroughly than this 

study cail. 

Physical facilities. The U.NR is not a large university. In 1986 it had a totalenrollment of slightly over 1.600 Students .i1d sonic 150 professors. Nonetheless,the university officially had at least two campuses ­ three actually, if the twodifferent campus locations in Butare are counted separately. The original site wasat Butarc: a second one was opened in 1981, at Nyakinamna, near Ruhengeri. Thearrangement of facullies by campus shown on Figure 5 did not, however,correspond exactly to their geographical location. Only the Faculty of Lettersand tihe Ruliengeri library were in place in Ruhengeri, or, to be more precise, on
the campus at Nyakinaima ­ the distinction is not unimportant.

In 190 tilerest of the univ'ersity faculties and centers were at Butare. Themain canpus housCd the Facultics of Agronomy, Medicine. Applied Sciences(engineering), Social anid lconomic Sciences and Management (S.E.S.G.), andFaculty of Science oila 
tile 

hill about three kilometers outside the town, originallytie site of the Institul St. lean. The F:aculty of Science was administered as partof the lRuhengeri branch because it was originally scheduled to move there, butin the early 19S(s it had been movcd into new facilities built on the main campus.funded and eq(uiippeld by (anadian aid. The laboratories in particular, with theirheavy acid-proof tables and sophisticated equipment, would ha',e been pro­
hibitively expeilsivc to nioe.
 

A smaller, in-town caulipus held tile Faculty 
of Educational Science. tieSchool1 Of Modern Techiology (lionie economics), the Center for AppliedResearch ;and Adult Education (C(RAFOP), aid a small library, for the"Rulienge ri (ampus at Butare." along with tie main administrative offices. Thishad lornierlY been the campus of the National Pedagogical Institute (IPN). ateacher training college created in 1960 and merged with tileuniversity in 1981.These two faculties and the center were slated to move north eventually; it was 
not clear when tile move would take place. 
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The Faculty of Law, part of tie Butare branch of the UNR, was moving 
to Kigali during the summer of 1986, to be housed in the buildings formerly 
occupied by IANISEA.t The Law Library. a separate collection within tihe Butare 
library, was being moved alonrg with the Faculty. This seemed a reasonable move. 
puttinlg the Law School close It) the seat of national government.
 

The Ruhcngeri campus at Nyakinama 
was still under construction in 1986. 
Library and classrooms were cornmpleted for the Facultv o Letters, as well as 
houses for the faculty, but nt all the dormitories w%,ere ready - tile 291 Faculty 
of Letters students were crowded into cramped quarters, some camped in space 
designed for other uses. The iext faculty slated to make the move was the Fac­
ulty of Educational Science. but chances of housing its 250 students scemed 
remote (Uwibambe Il-i6). 

Worse yet was the loation of the nlew campus, five kilometers away from 
the town of Ruhengeri aloIg a dusty, rutted road once famoItus for its bandits anid 
too far to walk. The last five years had seen itmprovement in access to the 
camnipus: there was regular, if not frequent. taxi service; a telephone had been 
installed in tile adnlinistrative offices (though nowhere else); and the main route 
front Kigali to Rulrengcri was paved it 1985, so one could drive to Kigali or 
Butarc ili three arid a half hours, But for several \ears while the road was being 
built, the only way to go back and forth was to fly to Ruhengeri and thcl radio 
the campus for transportatiotn. 

The main justification for establishing a second canipus for a university 
with a total enrollment of less than 1.70(0 must have been political: to move 
resources from tire southern formrer "lusi stronghold to tire northern part of tIre 
country. At the time tie northern calipus was planned the university had 
outrown its facilities at Butarc, btt since then the Butare camputs had been 
enlarged and could easily have been expanded to acconrittdatC tire wlrole uni­
versity, were academic needs tile ottlly corisideration. 

Library resources suffered particularly front the split. which made it 
necessary to mntain a urmversty library ill two locations. p'rofessors ill the 
north noted that collections relevant to their disciplines (which, in soie cases, 
thev had hclped to butild) '.01rc kept ili Bttarc. Their studenlts, tihe said. raI none 
of the basic references ill Rtltengeri, apart frot a few niew acquisitions. English 
language 'ok.instance. ill Bltare. but tire English departmcnt was itor were 
Ruhteigeri. On the other hand, it appeared that mrost of the library fririds were 
going to build up tlte Rleigerm collection. The Btrlare library did iot have 
eriou0gh forcign currency funds ill l)8S5 to ep up its sr(bscriptints to professional 
journals for 19t). 

Access and enrollment. A uriversity ill a snmall country can achieve social arid 
regional balance by its atdmissiotns policy, rather than by its phtysical location. It 

IIAMSEA is the tnstitut AfricaiII et Mauricici desclcces econolniqu.cs appliqudes, discussed below. 

http:econolniqu.cs
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is hardly surprising that, as Le Thanh Khoi notes, UNR enrollments are well
balanced regionally and ethnically. The Le Thanh Khoi report uses this as acounterargument to the policy of enhancing equity by building a northern 
campuns. 

It was MINEPRISEC. not a university office, that determined who would
be admitted to the university, because the ministry administered the nation-wide 
secondary school-lea , ing examinations. The national policy of regional and
etinic balance that NIINEPRISEC applied to secondary school admissions also
operated at the university level; tile same qtotas applied, matching admission 
slots to regional and ethnic population distribution. As in secondary school
selection, ethiic and regional balance was achieved at times at the expense of
academic criteria. Nor was the policy proof against favoring students from
families of high socio-ccononric status. The consequences of this policy will be 
explored further in Chapter 9. 

University students constituted well under half a percent of their age
cohort in Rwanda, and the demand for graduates clearly outdistanced supply.
Table 4 gives university enrollments by faculty for the early 1980s. 

Table 4 

STUDENTS ENROLLEI) IN THE UNIVERSITY BY FACULTY, 1981-1985 

Faculty 81-82 82-83 83-84 84-85 85-86 

Agriculture 135 133 123 120 120Law 74 117 129 117 144Econ. & Nlgmt. 252 279 297 364 292Applied Science 53 72 65 81 98Medicine 156 151 144 127 115Pharmacy 25 42 22 20 18Sciences 143 119 148 198 242Education 90 113 146 175 186Home Ec. Textiles 58 72 62 64 64Letters 225 219 231 291 291 

Total 1,211 1,317 1.367 1,567 1,571 

Rwandans 1,144 1,277 1,331 1,533 1,535 

Foreigners 67 40 36 34 36 

SourcI: MNESUPRES. 
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In 1985 there \yere nearly 1,500 applicants for university places, some of 
them secondary school graduates from earlier years who had gone to work after 
getting their diplontas. The 1)85 entering class numbered 549. The nroportion of 
applicants to available places in 1985 was tuntusLally low, however, because the 
most recent graduating classes had been abnormally small. The addition of two 
years' primary school in 1979 had occasioned unusually small entering classes to 
secondary schools in 1980 and 1981; the first of these classes had just graduated. 
The situatiol in 1980 would be similar. The first full-sized "reformed" class would 
be knocking at the door of the university in 1987. 

The university programs. Like Eu ropean universities, UNR faculties were 
generally professionally focused. Most facultics at the UNR offered a three-year 
course of study leading to a haccalaurcat degree. A few, like Law or Pharmacy, 
accepted students from other faculties, starting in the third year of the 
baccalaureate cycle for a two-year program. Beyonid the baccalaureate, a number 
of faculties offered One or two \ears' graduate study for a licence, a degree 
roughly correspondine to a maslers' decgree in the United States. Students 
preparing a fi'once are required tot write an original research paper, a mon,oire d' 
licence. 

IMINEPRISEC hired closC to half the university's graduates as secondary 
school teachers. Obviously. many of them tad earned their degrees in a field 
other than education, often front the Faculty of Letters instead. So about half of 
each Year's new crop Of secondary school teachers were trained in their subject 
but not in teaching nctltltds;; the other tallf were trained in methods more than in 
subject matter. This is why university planers felt that locating the Faculty of 
Letters and the Facultv of Education on the sanme campus wouild be useful, to 
allow for sonic cross-rcgistration. 

The need for professionals in fields such as medicine and agricultural 
research far otstripped the nuttber of graduates front UNIR (Cf. Gow et al. 1986, 
II: 45). About one-fourth of the graduates continued their studies for an advanced 
degree; the othrs had a choice of positions open to them. A study undertaken in 
19S2 found 72 percent of these working in the public sector (Lc Thanh Khoi 
1985:59). 

[he Le 'lhanh Koi report criticizes the UNR ftr becoming an "ivory 
tower" - removing srtudCeis from their environment,subjecting then to a study 
schedule that kept them in the classrotom and out of Cotact with Rwandan 
realities, ard housing then in dormitories that provided a stand:ird of living out 
of keeping with lwatandai condilions. There was ccrtainly some truth in these 
observatiot s. Nevertheless. faculty and students \\'ere trying to make their work 
respond to Rwandan tnCeds, particularly in the choice of topics for mnbmoires de 
licence. These studies were recogtized as a valuable source of inforniation about 
the country in scvcral fields. 
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The Le Thanh Khoi report also takes tile university faculty to task for 
insisting on an cncyclopcdic approach to learning and for equating teaching with 
lectures and the regurgitation of memorized facts. Professors observed, however, 
1hat because texts were often scarce and the library woefully inadequate, they 
felt impelled to lecture, practically to dictate, the information that inl happicr 
circumstances thcv would expect students to read theiron own. 

The cost of university education. Since demand for university graduates highwas 

and their ntnbers few, the question 
 arises whether they were being efficiently 
produced. Could the trainU NR more people without spending more? Four 
factors must be taken into consideration:
 

- student/teacher 
 ratios, which affected the cost of teaching the 
students; 

- overnient scholarship costs for supporting students in school; 
- administrative costs of running the university; and 
- student failure and repetition rates. 

The university's budgcet for 1986 was RwF 395,593,300, making tie annual 
cost per student $2,700. This approached the annual cost per student in France, or 
about half the average ani ual cost per student in the United States. But, 
according to Le Thanli 1 oi, while these expenses represented about one-third 
the average income of a i w'cnch inhabitant, they equaled nearly twelve times the 
averagce income of Rwandans. For a poor country these costs were unduly high. 

Studtent/teacher ratios of seven to one in past years made the cost per
student in terms of teacher salaries a major factor in costthe high of education 
at the LINR. Department heads pointed out that a certain critical mass of faculty
is necessary to offer a complete program of courses;, no mialter how many
 
students are enrolled. lncreasing 
 efficiency in terms of student/teacher ratios 
would best be achieved by increasing the size ol the student body. 

A second cost factor was the governinemnts policy concerning scholarships.

LI) to the 
 time of' study, all Rwandan stulnC!s had been admitted to the UNR
 
With full governmcnt scholarships. In 
 fact. in giving statistics on applications, one 
government publication automatically equated application for a scholarship with 
application for admission (MINEPRISEC 1986b:79-80). The scholarship cost of 
housing and feeding a student and providing money for books and a few 
incidentals was R wF 9,000 per month. or R wF 99,000 per student per year. Le 
'hanli Khoi advocatCd reducing the scholarships to 6,000 per month. It was not 

clear that such a rCdu1ction was feasible, since boarding costs were hard to alter 
and left only a modest sun for book:s and incidentals. More likely, it would be 
possible to reduce these costs by granting either partial or full scholarships in 
accordance with financial need, by permitting day stucnts to attend, and by
expecting some parenis to arrange for their children's room and board off­
campus or even to pay\ part or all of their tuition. 
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Administrative cosits were ulnq, estionably inflated because of the double 
structure for the two c;mipuses and the additional costs of maintaining a separate
ministry of higher education. Because the Ruhcngeri faculties were only half 
moved, its administrators nc:ded to conmmul1lte between campuses, raisingthe two 
those costs still higher. Then, too, MINESUPRES was created control theto 

activities of a total of 3,00(0 people, including the university students. The 
 reasons 
for this top-heavy admiinistration appeas'ed to be primarily political; they carried 
a high 	 price tag.
 

Failure and repetition rates, which determine how 
ntanV students r1tst be 
in school and for how long to produce one graduate, also raised the percost 

graduate. For the university faculties 
 of Butare canpus as a whole, the failure 
rate in 1985 was 17 percent. while 1 percent of the students were lotced to repeat 
a year. Rates by faculty varied from 36 percent for S.E.S.G. (Economics and 
Mlanagemcnt) it) 6 percent for Law and S percent for Engineering. The majority
of failhunes and repeaters were first-year students. The S.E.S.G. faculty, for 
example, had 92 failures and (I9 repetitiots to 53 promotiOtIs itl its first-y,.:ir
cl-sses in 19" (UNR 1N5:173 175). (tier faculties typically had about twice is 
mian' protmotions as failures in Ilteir first-year classes, with repetitions falling
somewhere in between. Roughly a third of entering students, then, did not make 
it to their second year. while another third took four y'ears to finish a three-year 
course of SItudV. While rales lke this might seeni normal for a large university 
with relatively open adtlissions that then weeds out first-year students, for so 
small and selective a school they sceCnLed wastefully higl. 

The Le lha nh Khoi report suggests various reasons for failure and 
repetition: overly heavy course loads, itcounpetenl teaching, inadequate 
preparation for exaninations, and poor assignnment of' stldenrts to the various
faculties. A sample of records for failed StLdenltS showed aboutv 20 percent to be 
due to loor assignment, the rest corresponding 1t Mediocre secondary school 
grades. Several factors appear to be at work. Weaker studenis were sometimes 
selected over stronger ones in the interests of regional and ethnic balance. The 
arbitrary assiginment of students to different disciplines may also have been a 
more pervasive problem than it appeared, becatuse the initial assignment was 
occurring at entry to secondary school, where transfer to a more congenial track 
had becone more difficult once there was no longer a three-year core cur, iculiinl 
before specialization. 

Potential developnenl. Despite its growing pains, the UNR assumed an important 
role is the main institution of higher edLcatioUn and research in the country. The 
Faculty of Pharmacy was engaged in investigation of the properties of 
traditional niedicinies. The de, were valuable(u:ooie wii already studies of 
local issues and could be even) More useful as a basis for national development if 
they were linked to the research componient of development projects. 
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University facilities and staff also held potential for advanced training in 
,ariots fields, especiilly insummer,when buildings stand empty.The Faculty of 

Agriculture had already had experience in running nine-month courses for 
retraining extension agents. Other faculties had not yet followed suit, although it 

seemed likely that a school like S.E.S.G. might offer training in highly 
marketable skills. 

The university was concerned with upgrading its own teaching staff. In 
1986 some 50 of the 120 professors on the Butare campus had Ph.D.s or the 

equivalent. The rector had prepared a program of releases permitting ten 
profrssors per year to go abroad for doctoral study if scholarships for the 

candidates could be foutnd. The process had apparently been slowed down, 
however, by the extra bureaucratic layer that MINESUPRES constituted in the 
app'roval process. 

Private Schools of Higher Education 

In addition to the national university, the government encouraged the 
establishment of private institutions for post-secondary education by approving 
land rental or sale and other benefits. There were five such schools in the 
country in 1986. Two had been in existence for a number of years; 
MINESUPIES kept their records along with those of the UNR. They were: 

- the Grand si~minaire de Nyakibanda. which offered a six-year 

course. two years of philosophy followed by four years of theology 
for graduates of the petits st'minaires who were preparing for the 
priesthood. This school had been in existence since before 
independence and remained snall. In 1984-85 its total enrollment 
was 148. including an abnormally high entering class of 56. 

- the Ecole Supdricure Militaihe which trained about the same 

number of students for high-level military posts. 

The other three were institutions of much more recent origin and 

recruited students from beyond Rwanda as well as from within it. They were: 
- the Institut africain et mauricien dc sciences economiques 

appliquiles (IANMSEA). "T'his international school, established in its 
current form in 1978 in Kigali. took African students from a 
number of francopIhone countries. It offered courses in 
administration and management. About twenty Rwandan students 
were enrolled. 

- the UniversitL adven tiste ('Afrique centrale in Mudende accepted 
its first class of 69 students in 1984-85; 103 students in two classes 
were enrolled in 1985-83. Th s.hool expected eventually to be able 
to accommodate about 550 students in a four-year baccalaurcat 
program. It offered courses in general educatiot, religion, 
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industrial arts, agriculture, typing and computer training. A strong 
work ethic underlies its requiremcnt that at least 20 percent of tile 
annual tuition of $1,200 be earned in work-study, including 
construction work on campus. Eight nationalities were reprcsentcd 
in its francophonc African student body; the largest group were 
Zaireans. followed closely by Rwandans. The others included a 
handful of students from Madagascar and West Africa. Although 
the American director was concerned with adapting the program 
to Rwandan standards (and was wholeheartedly in favor of the 
president's cducation-for-employment policy), the atmosphere 
evoked a miniature U.S. land grant university. It was generously 
endowed by the Seventh Day Adventist Church. 
The Ecole St. FidOlc in G iscnyi. This school of management and 
computer science was located a stone's throw from the Zaire 
border. It had its first class of 50 students, about one-third of them 
women, in 1985-86. Admission was by examination; however 20 of 
the first %,ear'sclass were repeating in the next year, and two had 
failed. Three tracks wer-. offered: management, secretarial, and 
computer science. The second year of the two-year curriculum 
included in-service training. Tuition was RwF 150,000 per year for 
Rwandans and RwF 200,000 for foreigners. The Rwandan 
government provided t'-,'1'-ty scholarships to Rwandan students in 
1985. The first ycar',.- .:had had no difficulty fiading appro­
priate and remunerative summer jobs. In addition to its four full­
time teachers, St. Fidole had seven visiting inst: actors the first year 
and counted on supplementing its staff with part-time professors 
moonlighting from Ruhlengcri. Seven personal computers were 
alre idy in place in July 196; four more were being added over the 
summer. The school was obviously well-supported and equipped 
and w%'as was growing demand. Withfilling a niche for which there 
strategi-, backing, the school expected to turn a profit over the 
long run. The mood, in the summer of 1986, was one of expansive 
optimism. 

A sixth school, the Institut supdricur catholiquc de p6dagogic appliqude 
(ISCPA.), was due to open in September 1986, to train teachers for the petils 
S'oiinaires. 

Altogether, privatc institutions of higher education provided places for 
about 400 Rwandan students in 1986. When the three new ones are fully 

operational, the fivse schools ma', b,:able to accommodate a total of nearly 700 
stuIdents. Even when these are added to the 1,70(0 at the university, the number of 
graduates falls well below national needs. 
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Table 5 

NUMBER OF RWANDAN STUDENTS STUDYING 
ABROAD FOR HIGHER DEGREES, 1981-1985 

Country of Study 81-82 82-83 83-84 84-85 85-86 

Africa: 
Algeria - 14 27 42 61 
Benin - 5 3 3 3 
Burundi - - - 11 17 
Cameroon 1 2 2 1 1 
Cent. Afr. Rep. 1 1 1 1 1 
Congo - 1 2 2 11 
Egypt 2 2 2 2 -
Ivory Coast - 2 4 5 9 
Kenya 8 11 - - 3 
Libya - 15 15 4 7 
Niger - 6 6 4 -
Senegal 38 37 29 24 19 
Tanzania 23 18 11 10 9 
Tunisia 2 2 2 2 -
Zaire 12 14 24 22 4 

Europe: 
Austria - - 11 21 26 
Belgium 118 86 63 77 75 
Bulgaria - 2 4 6 8 
Czechoslovakia - - - 2 4 
Dem. Rep. Germany - - 2 
England - - 1 1 1 
France 61 84 66 55 39 
Fed. Rep. Germany 45 55 68 70 57 
Holland - - 1 1 1 
Iruland - - 2 2 2 
Italy 3 - 22 21 15 
Poland - - 1 3 5 
Rumania 20 12 10 6 3 
Switzerland 9 9 6 6 8 
Yugoslavia - - 1 2 3 

Other Countries: 
Canada 34 41 35 40 37 
China 5 7 16 25 35 
Saudi Arabia 2 2 2 2 2 
Syria 1 1 1 1 1 
USA 8 12 18 22 28 
USSR 140 158 181 207 269 

Total 533 599 637 703 766 

Source: MINESUPRES 
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Small as they are, the existence of these private schools nevertheless 
contributes to national educational development. They are a barometer both of 
government willingness to sanction a range of private education initiatives and 
of the kinds of dcmand for higher education or training in the country and the 
broader region. 

Study Abroad 

The highest level of trained manpower for Rwanda came from students who 
went abroad for graduate study, since the UNR did not grant doctoral degrees. 
Table 5 shows the number and distribution of students studying abroad from 1981 
through 1985. The level of study is not indicated, so these figures include some 
students earning lower-level degrees as well as all Rxvandans who were earning a 
master's degree or a doctorate. 

Belgium and Germany, the two former colonial powers, continued to draw 
sizeable numbers of Rwandan students. The contribution of Canada and France 
to building the UNR included accepting students in their universities for 
advanced degrees. The Soviet Union was offering Rwanda fifty scholarships per 
year. Although not all of the scholarships were accepted, over a third of the 
Rwandans studying abroad were in the USSR. 

The United States provided fewer long-term scholarships, some of which 
sent Rwandans to Third World countries, partly because their orientation was 
appropriatc to Rwanda's problems and partly because of the language problem. 
The U.S. often sponsored short-term technical training. Although these short 
courses could enrich a trainee, they lid not have the multiplier effect of longer 
courses because the returnees lacked a degree recognized as a credential for 
teaching others. 

The Ministries Concerned with Education and Employment 

Behind the institutional structure of schools and centers that make up the 
educational system stand the ministries charged with directing and managing 
education. Well-organized. effective ministries can keep the whole educational 
machine runnoing smoothly; poor ones can impede it. 

Primary and secondary education and the CERAls were the province of 
MINEPRISEC, the Minisutre de I'cnseigncient primaire et s6condaire. Higher 
education and research institutions were under MINESUPRES, the Ministre de 
l'Cnseignemcnt sUp~rieur et de h recherche. 

Three other ministries also played roles in managing the relationship 
between education andi the world of work: 

- MINIFOP. the NIiinistt rc de la fonction publique et de la 
formation permanente, could be considered a national employment 
agencv; it had the task of gathering the dossiers of all secondary 
and college graduates, along with descriptions of all available 
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vacant posts in government or outside, and assigning job 
applicants to the open positions. It also ran courses for pre-service 
training or vocational upgrading. 

- MIJEUCOOP, the Ministdre de jeunesse et de cooperatives, ran 
communal Centres de formation de la jeunesse (CFJ), which provided 
training for out-of-school youth to prepare them to find work or 
to set up joint workshops or cooperatives for students who had a 
trade or skill but no job. 

- Finally, MININTER, the Minist~re de l'int6rieur, oversaw a set of 
continuing education centers, the CCDFPs (Centres communales de 
di'eloppeocnt et dic la formation pernan'nte). These provided 
development training for selected rural leaders, who were then 
supposed to spread the messages to groups in their home areas, as 
well as offering various literacy, health and family planning, 
artisanal, and other continuing education courses for adults. 

The different ministries responsible for these activities were by no means 
equal politically, fiscally, or institutionally. Their positions in terms of budget 
allocations wcre telling. In 1985 MINEPRISEC topped the list, garnering 23 
percent of the national government's ordinary budget. The others were far 
behind. MINESUPRES was next, tenth on the list of the eighteen ministries and 
services, with nearly 4 percent of the national budget at its disposal. MININTER 
and NIIJEUCOOP were twelfth and thirteenth, with 2 percent and a little over I 
percent of the total budget, respectively. 

NIINIFOP was seventeenth, with a total budget of under RwF 100,000,000, 
less than half a percent. It was seriously underendowed for its assigned tasks. The 
World Bank was planning to provide some support under their Third Education 
Project in the form of technical assistance and the establishment of a vocational 
training center. But without more adequate staffing and equipment, it was not 
clear how the ministry would be able to manage yet another responsibility. 

MINEPRISEC and the Inspectorate. In addition to having fiscal resources, 
MINEPRISEC was in a politically central position. Its minister, Col. Aloys 
Nsekalije, was considered second in position after the preside¢nt; he expected 
efficiency and order in the operations he headed. The ministry staff, from 
directors general on down. were active, businesslike, and knowledgeable about 
their area of responsibility. There seemed to be no empty positions, at least not at 
middle levels or higher. 

NIINEPRISEC waits relatively well equipped. The central ministry had 
computers for its statistical analysis - the 1984-85 statistical yearbook was the 
first to be compiled and printed by computer - and its statistical division 
operated smoothly. The ministry was also able to allocate vehicles to its 
representatives at the prefectural level, the inspecteturs darrondissement, and 
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motorcycles to the communal representatives, the inspecters de sccelt'r. Not all of 
tilemachines were in working order, out in the communes, but they were 

certainly there. 
Figure 7 is a schematized organizational chart of the MINEPRISEC 

(World Bank 1986:37). The activities of the Directorates General for Pedagogy, 

Primary Education, and Secondary Education and of IMPRESCO, tile 

Inmprimeric Scolaire, have been discussed. A word should be added about the 

system of inspection, the branch of tileministry that reached out to tile 

prefectures and communes. 

The ten inspecteurs d'arrondissenttct in the offices of the prefectures served 
as a conduit Ihetween the central ministry and the lower-level inspectors. They 
were stipposCd to transmit messages and goods from Kigali to the communes, 
coordinate meetings and training programs for lower-level personnel, approve 
teacher assignments. and check the situation in the schools, monitoied by the 
communal inspectors. They were obliged to visit cach school in their prefecture 
once a year and were provided with vehicles to do so. They also bore information 

from the school directors and communal inspectors back to the ,ninistry. 

The 122 insxpct'urs de secteur were in charge of territories corresponding 
roughly to comtmunes but not entirely coterminous. Some were placed over two 
comnuries. rather than just one. As the ministry representatives who dLalt 
directly witi schools, directors and staff, they faced the real problems of running 
tilesystem. They gathered the annual statistics on schools, teachers, and enroll-
Mnts. cvidcntlv without much difficulty. They were also tile people who 
received the cash for teachers' pay and school expenses arid had to account for 
all expenditures or pay front their own pockets. It was they who juggled teachers' 
petitions for different placements. They were expected to put in two days in the 
office each week and three on field visits on average. The thought of adding the 
distribution and sale of textbooks, with all the attendant accounting, to the rest 
of their duties held no great appeal for theti. 

The Inspcctorate was also in charge of in-service training for teachers, 
but usually administrative duties catne first with the inspectors, overwhelming 
any training responsibilities. It appeared that tie in-service training of teachers 

2
not at all.generally being done by foreign donor projects or 

Characteristically. the vast majority of MIINEPRISEC personnel had risen 
through tile system front first jobs as teachers. They were trained as educators, 
not administrators, as are most ministry of education personnel in developing 
countries. Some of then noted their own need for in-service training in 

administration, muanagement, and development planning. 

wV'Is 


2A recent t'ht). diswrtation by a R andan .1iolar (Ndagijimana 1985)isdevoted to an analysis of the 
roles and functions of the inspictorate. 
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MINESUPRES. MINESUPRES was a new ministry. Before 1981 it formed part of 

the Ministry of Education (NIINEDUC) with NIINEPRISEC; at the time of the 
division of MINEDUC. ,IINEPRISEC took over tilebulk of the resources. 

Figure 8 shows the structure of MINESUPRES. 

Although both ministries were housed in the same building, 
MINESUPRES lacked both the equipment and the atmosphere of orderly 

coordination of its fellow ministry. Offices were crowded, and the staff 

apologetic. Despite the fact that the MINEPIISEC computers were located just 

dowt, the hall from the NMINESUPRES statistics office, MINESUPRES stored its 

statistical information in file drawers, not electronically. Its data were hard to 

retrieve, let alone mantipu late, even for ministry staff. During the summer of 1986 

tle staff were in th early stages of planning for university reform in a fairly 
pedantic way. with a series of a:,alvtic studies, unlikely to result in a concrete 

plai in any tini. lv fashion. In fact. ministry and university planners decided at 
an August 1980, meeting to postpone the reform due to be formulated by March 

1987 for a year because planning was bogged down in excruciating preliminary 

study. The delay may have suitCL most of those concerned better than reform 

would have done. The U NR faculty generally considered the ministry an 

impediment, not an asset, in directing the university. MINESUPRES had to 

approve university decisions and activities but had a reputation for never being 
able to reach i decision itself. Perhaps it was intenided to serve as a cap on 

potential ferment; in anv case, it seemed more a roadblock than a help. 

Summary: The Strengths and Weaknesses 
of Educational Institutions 

Rwandan authors of tile 1979 educational reform bi'efittcd from a relatively 

stable decade in which to translaic plans into action. N,lien necessary, they scaled 

back goals and took the time to execute plans step by step. In 1986 the Rwandan 

commitment to education was still high, as investments in that sector showed. 

Educational planners were concerned with maintaining the high quality of the 
system they had inhberited, bul. at the same time, were concerned with meeting 

the expenses of keeping what they had operating. Capital costs were either 
assigned to Outsiders or to locaa communities. Government contributions to 

edtucational projects frecqucnthv t . K the form of grants of land and local labor, 

niot francs. 

Problems with the system were also evident. The most obvious was the 

tremendous weight of the primary system, which waas yielding low-level, barely 

trained inanpo vcr beyond -hlat the country's economy could absorb. Linked to 

this were the choked chiannels to secondary and higher education levels, which 

could produce the technicians and professionals the country needed. The high 

cost per student of secondary and higher cducation in Rwanda was also a brake 

to needed cxpa nsion. 
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The decision to focus education narrowly at all levels on vocational and 
professional training was a potential source of difficulty. Chapter 9 will return to 
this topic. Equitable access to the limited opportunitics for education beyond the 
primary level, the subject of Chapter 10. was another troublesome issue. 

Part II will return to these questions. Before that, to complete the picture 
of educational institutions in Rwanda, we must examine more closely the 
indicators of educational quality in these schools, then turn to a review of the 
non-formal education programs that operate alongside the formal school system. 



Chapter 7
 

SCHOOL QUALITY IN TIlE PUBLIC SYSTEM
 

The discussion of educational institutions and educational reform in Rwanda in
the preceding chapters has been largely descriptive. It has tried answerto thequestion "What kinds of schools and educational facilities does Rwanda have?"
This chapter will briefly discuss school quality in Rwanda interms of some stan­
dard indicators: the quality of bulildings and materials, the quality of the teaching
corps and teacher training, ani information concerning dropout and repetition
rates that reflects the effcctiv'ess of the learning process going on in the
schools. 

Ihe quality of Cdu1cation lcp>ends on both physical and human resources.
Judgments about school quality are bound to be somewhat speculative, but cer­tain indicators ­ quality of the physical plants, availability of teaching materials,
teacher credentials. dropout and repetition rates - provide a general basis for
conclusions and comlparisons. It is not always possible to get satisfactory data for
these indicators in an African country, especially in a short study. Because oftime liimitations it was also not possible to supplement recorded indicators ofschool quality with the kind of in-depth observations or extensive surveys that
coutld verify the quality of education. Other useful comparative inld:cators were 
not tolbe had; we were unable, for example to obtain test results that might allow
comparison over time or between Rwanda and other countries, particularly since
within the scope of this quick study wc had to rely on data already gathered by
the education ministries. Sometimes, indeed, indicators paper over basic questions
rather than addressing them, since an indicator is only a gauge, a proxy for real­
ity. But it may be the best gauge %%e have. 

Buildings and Teaching Materials 

The quality of buildings housing Rwanda's schools was gencrally adcquate.
Though the physical plaits were not likely to detract from the learning going on
 
in then, lack of teaching mater ils within them did.
 

As Chapter 4 has indicated, three-quarters of the bmildings for primary
schools were constructed of durable materials ­ brick, stone, or concrete, but in
1986 the ministry did not gather information on equipment. Many of the newer
elementary schools in parlicular were said to be ill-equipped. Equipment for the
seventh and eighth grade workshops and the CERAIs was reported to be spotty 
at best. 

Moving up the educational ladder, the physical situation improved. Many
of the old private and formerly private secondary schools were pleasant, com­
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fortably equipped places to study, often with libraries and pleasant grounds. New 
secondary schools. simpler in form. were still more tlan adequalte. Outside donors 
had supplied fundinig for building virtually all "government" schools. On the out­
skirts of Kigali, an t&ole des parents. growing at the rate of one new classroom a 
year. paid for and bluilt b\ the pzarents themselves, took the form of solidly buill 
bungalow-type rooms, with standard glass windows aid wood doors, lining two 
sides of an open courlyard. The university was new and hanldsole. 

Problems concerning produiction of tvxtbooks and teaching materials have 
already been discussed illChapter 4. As a result of the slow pace of production, 
sltudnlts at best had their own books only for natlheinatics, French, and Kin­
varwanda in the schools at the printary le\el. Texts and most teachers' manuals 
fir the Middle Ol of elementarv school and the fouth and fifth years of sec­
ondary school were not vet available aitall in li,h, seven years into the school 
reform. At the secondary level the geineral curricula were out lined idt.teachers 
were given suggested bibliographical references to tde them over - assuming 
they had access to the soirces in question. At the primary level, the strain and 
frustration of being forced to face clissCs each day with no books and often ni 
guide, was taking its toil on teachers' morale. The slow pace of production had 
meant that texts had been trickling into the schools over five or six years. For 
sonic subjects like history or agricullture, teachers were, itlast, aboit to get their 
books, but none were platined for students' use. At the university, although lithe 
use of French alleviated the problem of Iranslation. French texts were not always 
available, and the libraries were suffering from the two-canpus division atn( lack 
of foreign exchange. 

Ill sum, hilidings aMid physical facililies Rwanda il 1986school and itll 
were better than average for Africa. Texts and didactic materials were the inile­
dia te problem and protnisCd to remain so over the next few years. A recent 
World Bank policy StldV (World Bank 19S) suggests that, in trying to maintain 
educational quality, Rwnimda wotuld have been better off had the situation beeni 
reversed. The question is whether this represented a etilporary silualion or aill 
endenic problem. 

Teachers ind Teachers' Training 

The capability of the teaching force is ;anessential factor in maintaining educa­
tional quialily. Forial training and qualification, experience, and job satisfaction 
all make a difference in the effectiveness of teachers, but not all of" these factors 
arc easy tIm tIrnicSile. 

Nearly 58 percent of the 14.40(I in the inteachers priinary school svstin 
1985 were considered acadenlically qualified. The ctirriclhin of the seventlh and 

Fis neriri et l INss)replmit a patteLrnl smtdentsmcr) similar in Iurundi, where hmae texts only for 
language art%sutijcct% - preumaih1ssotli in Kirnidi and Freinch. and detailed lesson guides arc supplied Io 

teaicters for the oiliter the curriculum%utijett iii 
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eighth grades and of the CERAI system, however, distorted the picture. Some of[he teachers recruited to teach the practical courses at these levels were "qualifiedworkers." rather than credentialed teachers, so their presence lowered the propor­of te:tcherstion with academic qualification. Observers familiar with theCEI<AIs pointed out that possession of a credential was not necessarily a guaran­tee of high teaching quality - some of the less "qualified" butteachers and more experiencedsome of the lualified workers actually did a better teaching jobthan raw recruits with Ibrand-new credentials.
At the secondary 

1984-85 had 
level 62 percent of the nearly 1200 teachers employed incollege training or a technical degree. Foreigners, including otherAfricans, made up nearly 30 percent of the personnel; about two-thirds of thesehad proper qualifications.


Teacher training for primary school was 
 provided byschools or school tracks knowi 
the secondary

t'coh's norales. Theas twenty-five secondaryschools with teacher training tracks for primary school appeared to be producinga sufficient numlber of graduates to keep the prim:rry systemwith inew adequately suppliedteachers for replacement andi growth at tiIe currentThe schools rate of expansion.with mid-level and technical teacher training programs producedspecialized teachers, particularly
demands for 

for the higher grades. With thetechnically specialized teachers increased
occasioned by the new seventh andeighth grades and ('ERAIs. this type of teacher wasclear, inr view of the 

inlshort supply. It was notnewness and uncertain growth of the tupper primary system,how long this situation would continue.
The two curriculn development bureaus, the BPERAIalong with the and tihe BPES,Inspectorate. were charged with

teachers to help them 
providing in-service training foradjust to the reformed curriculum, butby lack of all were Iamperedhinds Ior moving around the country outside of Kigali. A newvice training center in-ser­was being constructed 

school breaks 
to ho)use se.minars for teachers duringanid short training ciourses during the schoolGerman year. in addition,assistanrice sas prosiding tie IPERAI witi riobile in-service training
units for the pritilary schools.
 

A program of in-scrvice training for 
CERAI teacherslishcd wilh support Iad been estab­frori the AID Agricultural
phasing out Education Project, which wasin August 1980 after three \cars' activity. Duringtrainers made tile schoolnationwidte circuits of 

year,
CERAI, to give half-day seriiars toers. During teach­the Sri irrer the ' ield ti\"c-week workshopsCER,,\I teachers at 

of short courses forthe Adventist Universitv ;aid( some of tile secndarv schools

th ro lighir i
the co nrtr y.

lcachers for the s'crrlary Icvel sWere
anl the natinrir lrriversit. 

trained in the Faculty of Education
'as\wlich turning ti t orverdegrees per year. and about 

40 students with hachelor's
20 itore with hw'ci''. Thala nIrumiber of iaccalaureatesWas about Cnrorr1'i t tfill c1rprv posts in [Ire secontdary school systetiIf iore teachers were needcd i ia given year. the 

at the time. 
ministry recruited the others 
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front among the Faculty of Letters graduates. These last, of course, had had good 
preparation in their subjects but none in teaching techniques. If tileFaculty of 
Edtcatit', moves to the Ruhengeri eampus, it should be possible. to offet some 
applied pedagogy courses to Faculty of Letters students, so that tile%would be 
better prepared for teaching caret-rs. 

In addition to tilepuhlic teacher training schools, the new private 
('atholic teacher training institute, ISCPA.? opened in September 1986, offering a 
university degree for future teachers for the petits . innltaires. 

At the university level, over 40 percent of tilt faculty had a Ph.D. or the 
equivalent. As pointed out itt 'hapter 6. tile administration had prepared a plan 
for upgrading facu,lty mml1bers with Otnly a master's degree (or licence), iending 

INIESUPIPRES approval. 
At tile time. however, given tile gradual rate of growth of tile school sys­tem. tile major proliem fr recruiting qualified teaching staff appeared to ti tie
 

budget for salaries, not tile availability tiftraining facilit,'- Given the budgetary 
colstrailts, dcnln and supply were relatively well-balanced. 

In addition to ofticial credentials. teacher morale is ait important factor 
in effective teaching. ('lass loads, in-service support and training, salaries, and 
classroom eLIipMnCIt Jnd conditions all affect teacher morale. 

Matching the Cd&Icational pyramid, class loiads were heaviest in the first 
grades of prinary schIotl and fell away sharply at secondary aId Liuniversity lcv­
els. Double sifting in the I rst three years of primary school placed a double 
load (approaching 90:1) on teachers for the entry grades. In the middle and upper
 
primary grades tileload droppCd to an average (If arotund 50:1. 
 This is relatively
high. even ifor an African school sys:en. For the cttinent as a whole the mediatn
 
studentiteacher ratio is 39:1. Rwanda's ratio places it in tie highest quarter of sub-

Salaran African countries (World liank 19&, 40). In sccondary and utniversity
 
classes. ilthe other hand. the teacher/stldent ratios of 14:1 
 and 7:1 were remark­
ably ho'.
 

Lack of text,; aii:o111lals. nmaterials. as
aid teaching mentioned above, con­
tribuitCd to low .. teachers. The pervasive problem of changing postsni m,2amlong 
was Ole sign of lissatisfaction among primary school teachers. Local 
MINI-PRISEC rcpresentatives. the ib'S/mctcur.i (' .'octenr. had to dCl with a stream 
oif teachers coming to ask for a shift front oi scliil to anotlter, to find a place 
closer to town or closer to their own lionie. (moverlillent controls oiljob place­
ncnt lmate it difficult to qlit a teicliitg job, but a teacher could always h i 0ope 
find a better situation. lie switches were reportedly creating problems for conti­
nu1lit' durineg tle course If tsclhoil vear. 

.MINEPRISIL(" had decided in the early 19S0s to raise teachers' salatics 
above the level of other. similarlv qualified government employees in order to 
provilC incentives fril enterlng the profession and for staying in it. By the time 

in.tlitute
2l'lus %mentiloncd inClipter 6. above 
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the proposal nlade its way into the educational budget, howcver, dhe bonus 
amoulntcd to only RwF 1000 (about S12) a month, lot nuch of an incentive to putup with work conditions in the isolated areas where s'.)rne schools were located.Alth.ugh it represented a raise over government salaries, teachers' monthly take­
ionie pay, about RwF 14,0(,1 :G! somIeone With seven years of secondary school
to RwF 21,0(0 per month for a teacher with a licece, was still considerably lower 
than salaries in the private sector. 

At the other elid of the spectrum. university teachers were high on the 
governnlent pay scale. liough they often earned less than they could have, hadtfcv ta ken positions for international agc icies or abroad, they tlmade a coafort­
able and secure living. tousing was provided for all professors at Ru hengeri andfor the higher ranking ones at Dutare, generalv ii,th form of single-family
modern houses in a university-owil-ed sabdivisiot. Junior professors at Blutare 
faced a tight housing nmirkci oil a lower salary. 

)11
the whole. in the suninlel of 19,%, the supplyIof teachers was more orless keeping pace with dcmand. and I,:ivscales wvere reasonable ill conparison
with otlier public sector positions and with the cost of living. The tllain source
dissa isfaction nong teachers was 

of 
working contditions at the prilary level. 

i)ropout wi dlRelet itiom Rates 

Dropout and repetition r,,.s are intelnal indicators of the quality of eu'cation inthe schools, though cxogenou, factors such as the cost of schooling, the ectonolic
th of educatiolln,'o: and students' cLmplovrioet alteritives call al;o affect them. 3 

lable' 6 shows dropout at repetition rates in the primary schools for 1983-84.
Weaker studcnts werc evi mtvnakihg an tcilort to continue their schooling
through the fi:st cycle, even if tte Vlad to repeat a year. After the first cycle
incenlives to slay in schol apparently dimninislIcd. The high rep.'t.tion rates inthe first years mnay well be due to the do1lC shift system in the first threegrades, which doubled teachers' loads and reduced sluldeIts' time in school. to the 
detriment o!educational quality. 

On avera,tc" repetition rates for ptimary schoolilg in Rwanda were very
close to the average for all Africa: rates 
for secondary school were n|ltablv lower.
World Bank tables show that, at the primay level, repeaters constituted" 12 per­cent of total entnilltent in Rwanda 
 ;n 1981, conlpared to a weighted mean of 14
 
percent for suib-Saharari Africa 
as a whole. The primary school dropout ra'e, alsofor 1983, was somiewhat higher than the continent average: per tlotiand students.
412 reached tile final grade of primary school in Rwanda, compared to 607 for
Africa as . whole or 48) for other low-income, non-arid African countries. These
figures my reflect, in part, the fact that tlie school reform had lengtht Acd tile 

tlhey alsoc.1 Ibe sed tocalculate the cost of producing a student traiited to particular levelswithinthe system, by taking into,'COUnt thewasiage of a p-rcentagc of entering students. 
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primary cycle so that it was already two years longer than that of most countries
with which Rwanda was compared. Female uropout was considerably higher than 
average. Only 376 fema'e students per thousand were reaching the end of primary
school, compared with 509 for countries in the same economic bracket or 599 for 
the continent (World Bank 19&S:136). 

Table 6 

DROPOUT AND REPETITION RATES BY GRADE IN SCHOOL

FOR 1983-84, AS NOTED AT THE BEGINNING OF 1984-85
 

Year in Promotion Rcpetition DropoutSchool Rate Rate Rate 

1 _ 20.4 9.9 
2 69.7 13.4 7.63 79.0 11.4 8.4
4 80.0 98 10.55 79.8 8.2 10.86 81.0 7.5 12.7
7 79.8 7.2 12.3 
8 80.5 -

Sourc : MINEPRISEC, Statistiqucs ... 1984-85:6. 

Dropout rates in secondary school and at the university have been discussed in
Chapters 5 and 6. Although repetition rates have been lower than the average for
Africa in secondary school, the high failure rate at the end of the first year of

each of these levels raises the question of whether poor preparation at the

preceding level, the quality of the teaching, or the quality of the entering stu­
dents was to blame.
 

On the wholt, the quality of education in Rwanda appeared 
 to be unex­
ceptional within the range found on the African continent, judging from the
 
state of its physical resources, teacher characteristics, and promotion rates. The

major constraint oti quality at all levels 
 in the system was the lack of texts and
 
pedagogical materials. Some of 
 this was undoubtedly due to temporary difficul­ties of preparing and provisioning schools with the
nev curricular materials in
wake of reform, but tle decision to concentrate on producing teachers', not stu­dents', texts could prolong the problem. At the primary level student:teacher 
ratios were high enough to preson another impediment to maintenance of rood
quality education, while at secondary and tertiary levels they were low. 

What was distinctive about R wanda was the maintenance of limited, high
quality secondary and higher edIcation, wi thl less well-endowed, lower quality but 
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much more broadly accessible primary schools at the base. Quality and access 
were in complementary distribution; most students were shut out just at the point
where schooling improved. For Rwanda, the important question was not so much 
how good education was but who could get the best and the most of it. We will 
return to that issue in Chapter 9, after examining the alternatives to formal edu­
cation available in Rwanda. 



Chapter 8 

NON-FORMATL EDUCATION 

Although sustained educational development from generation to generation
depends on having a stable and healthy school system, out-of-school courses and 
training programs form an important bridge between schoo:ing and the world of 
work. Non-formal education programs serve both people interested in improving 
their lives whilc ptursuing their traditional occupations and those who seek jobs 
in the modern sector economy. Coml)ared to formal schooling, courses in these 
programs are short, focused, and far less disruptive of the students' daily life and 
work. In many cases, the costs of such training arc borne not by government but 
by private agencies or private sector employers. For all these reasons, programs 
of this sort tend to be highly cost-effective and not burdensome for government 
budgets. 

Even in countries where virtually everyone has ron. to school, programs
of non-tormal education play a pivotal role in preparing people for specific jobs, 
rather than for general occupations, and in retooling workers to meet changing 
needs and opportunities in an evolving economy. In the rapidly changing labor 
markets of developing nations with lower proportions of fonrmally educated citi­
zens, they can be a vital channel for access to productive work.
 

It 
 Rwanda the schools have shouldercd some of this burden of prcpara­
tion for work. The question is whether non-fontal resources exist " ith a similar 
mission. This chapter reviews those that were available and operating at the time 
of study. 

A vaTietv of out-of-school centers and courses were sponsored by the 
same range of organizations - state, religious and private - that concerned them­
selves With schools. Co1tunal centers houtsed government educational programs. 
Even these w%,ere diverse because they were spotnsored by different ministries or 
services. Private and religiolS organizations offered other programs through their 
own institlitions in towns and in the countryside. A correspondence course pro­
gram was firmly established. Rladio) education was just beginning to realize its 
potential. And in addition to these organized courses, on-the-job training and
apprenticeships still provided ways for some people to learn to make a living. A 
survey of Rwanda's educational institutions would not be complete without 
examining these resources. 

Communal and Religiou.s Centers 

During the first administration of Rwanda after independence, a major concern 
ineducational planning was to etncourage development of centers for non-formal 
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education. A%a result, listing the educational centers that existed singly or sideby side 'n the communes in 1986 amounted to reviewing the social "ind govern­mental institutions active in the countryside. Some education programs focused on health issues, others on occupational training, yet others on rural development.
In 1986 several ministries were vying to establish their own new centers at thecommunal level. Each type of center was trying to keep its identity distinct fromthe others, but there was considerable redundancy among them. In a world of scarce resout,es, it was doubtful that all of them would or should survive. 

Communal centers with educational programs included health centers
(centres tit, sant), nutrition centers (centres ntritionnels), adult education and devel­opment centers (CCDFP). and youth training centers (CFJ). The sort of training
each provided varied with tile purposes each served. 

Centres de sant6. Health centers often gave free lectures for the people who werewaiting for health services. These covered a variety of topics, from disease 
prevention and vaccination, t-) maternal and child hIeblth, family planning, nutri­
tion, sanitation, and tile like. 

Centres nulritionels. Nutrition centers provided food aid and treatment for cliil­dren suffering from nutritional deficiencies. Mothers with children who neededthis service had to register with the center and bring their child for care on aregular basis. Each time they caini: with the child, they attended an educationalsession. The classes covered ntitritional needs, raising vegetables and livestock,
and food preparation. Some of these centers were combined with health centers,
but about thirty remained separate. 

CCDFP (Centres communaux de d(lveloppeinent et de !a formation permanente).
These adult education centers underwere the direction of MININTER, theMinistry of Interior Communalthe and Development. They combined the
 
programs of several earlier types of centers 
- Literacy Centers, Centers of SocialDevelopment (mostly offering home and crafts courses for women), and SocialWorkshops. The were planning to a ofoffer menu courses ranging fromagriculture and practical technology toi hcalth, nttrition, family planning and
hygiene; literacy; accounting and cooperative management; 
 or civics,
understanding the law, and Social relations. 

To expand tile imipact of these courses, the CCDFPs encouraged interestgroups of eight to tweke participants to organize throughout the commune, eachchoosing one reprcsentalive to come to the center for training and return toinstruct his or her "tcan." By April 1986. 51 such centers had been built, and 12 more were under construction. l-VCitItally one was planned for each commune,
witi a prefecttt ral center (CPIDFP) coordinating the activities of the centers 
within its jtrisdiction. 
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In 1986 Rwanda's literacy program was operating mostly through the 
CCDFPs, strictly on a local level. with virtually no fundiig. Teachers contributed 
their services. Materials might be either the INADES-Alpha Caritas course or 
first-grade primers borrowed from a schoolroom after hours. 'he established 
methad for literacy teacbing was based on class discussions ser ,ing as a basis for 
lessons, and syllable recognition as a means of building flucncy. Classes met twice 
a week, for an hour at a time. In addition to the CCDFPs. the Catholic church 
had always taulit literacy as part of the catechism, and some Protestant groups 
offered literacy training. 

On the whole, literacy programs in Rwanda were very low-key. Priority 
was given to teaching literacy through the public schools. Out-of-school classes 
were free to anv aduhls who sought them but were not actively promoted. Occa­
sionally school-age children also turned up in adult literacy classes, partly to 
avoid primarv school fees anid partly because the classes, which met only twice a 
week, took ul) much less of their time than primary school, leaving them more 
free time to work. It tmay be that parents alld children alike found the essential 
iessons of p-inary school could be learned as well in the two hours a week that a 
literacy class met as in the crowded, halfI-day early primary grades. 

Although the concept of these centers was promising, the program stf­
fered for lick of resotrces. CCDFPs had to inveigle teachers and other qualified 
personnel to offer frec courses by negotiating with the burgonaster (the gov­
ernnient official in charge of each commnttte) to release then from umtganda or 
tax levies. Course materials were also pieced together from other programs. 

CF.! (Centrcs de formation des Jetnes. CFJs were oirganized by IvMIJEUCOOP, the 
Ministry of Youth and ('ooperati Yes. These centers were giving courses in practi­
cal skills and cooperative organization to out-of-school youth, in an effort to
 
launch them into productive jobs. Although the target popuation 
was somewhat 
different from that .f4 the CCDF'P - young people, not adults - many of the
 
things they were teaching overlapped with both the CCDFPs and 
 tile CERAIs. 
Their major focus on connecting training with job placement or job creation dis­
tinguished them from other centers. 

Critics of the CERAIs sometimes claimed that the CFJs, doing their job 
better and more cificicntly, made the postprinlar. schools ttnnecessary. This 
argttument assuenis a narrow focus to the CERAIs. enifiphasizing preparation for 
employment and overlooking their potential for providing more general training
for primary school graduates. The students, too, wcre soniewhat different. CFJs 
were training school dropouts, often soniewhat older than ('ERAI students, more 
diverse inl educational hackground, and generally niale. 

The vast majority of the participants it) the nutrition center coturses par­
tictai Lrlv and in tile hcaIIht center ones as well \were women. The CCDFPs offered 
courses of interest t) both iieI and wVolmei. ManV of the rural tealits that sent a 
representativsc for training were mixed groups of nicmi and women, Women, how­
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ever, were more comelikely to to their CCDFP in person for literacy, hygiene, or 
home crafts courses. The CFJs addressed themsclves primarily to young men, 
although in principle their courses were open to youth of both sexes. 

There was an even broader range of centers for training youths and 
adults in the churches and parishes that dot the Rwandan countryside - centers 
for the haldicapped, and handicrafts centers of various sorts. It would be hiard to 
make a list of them all, since Catholic priests, nuns, monks, and Protestant pas­
tors and Imissionaries would engage in teaching activities or found local work­
shops and cooperatives in response to the particular needs of their flock. One 
organization with a religious base and national coverage can serve as an example 
of a type of center that paralleled some of the activities of the CFJ but carried 
the approach considerably farther. 

,OC (Jeunesse ouvri~re catholiqie). These centers were first established in Rwanda 
in 1958, b;1sed on an organizatiotn founded by Cardinal Joseph Cardijn in Belgium 
in 1924. Their objective was to help young Catholic workers organize self-help 
coopcr::tives or unions in order to to improve their working and living condi­
tions. The first Rwanla n ('citres de JOC were placed in rural areas to help 
young nlcn and women improve agricoiltural practices and artisanal skills, such as 
carpet:rv or ncedlcwork. 

In 1978 the first uiban JOC centers were started. The one in Kigali was 
helping to organize young workers in the manyv entry-level urban trades: porters, 
car washers. w\oodworkers, tire repair men, secretaries. seamstresses. By 1986 it 
was helping urban migrants obtain residence permits otnce they had found them­
selves a job; offering courses in literacy, crafts, secretarial skills, and foreign lan­
guage,: organiziniig savings aInd mu'tual aid groups; and cven offering some rca­
sonablv priced lodginii gs for young Catholic workers. In sum, it combined Chris­
tian nioralitv and the work ethic with a practical approach to improving the lot 
of aspiring young workers. 

)istance Education in Rwanda 

The educational programs just describLd all required participants to conic to 
local centers for instrutction. There were two other forms of long-distance teach­
ing in Rwanda that had great potential: a correspondece course series, well­
launched and already influential; aind radio education, which has had a rockier 
history. A third adult education organization, the University Extension Service in 
Btttare. was basically a local facility, but it used mobile attdio-visual equipment 
for outreach programs. 

Correspondence. INA DES-Formation-Rwanda was an organization that prepared 
correspondence courses for rilral Idcvlopment. Il 1986 their choice of programs 
iticlulcd materials ol soil tianagcnent, cultivation of specific crops, raising live­
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stock, accounting, all] literacy - this last in cooperation with Alpha-Caritas, 
which had prepared tiltcourse materials. 

The parent organization for INADES, the international INADES-Fornma­
tion association. was located in Abidjan. Ivory Coast, and had branches in ninc 
francophone West African comtries. It was bcked by the Catholic church and 
offered sone financial support to the Rwandan association. The pedagogical 
methods - preliminary field investigations and promotional tnips, preparation of 
texts, preliminary trials, revisions and dissemination, aLnd follow-up field visits -
\\'ere common to hcal and international INADES. 

A great strength of INADES-R.l1wanla was that it had developed tile 
capacity to produce practic:l and appropriate teaching materials illKinvarwanda 
and had made tile enterprise, itnot self-supporting, at least cost-effective. Unlike 
INADES West Africa. which distributes materials in French, the R wandan orga­
nization ailways translated the final version of its course booklets into Kill­
yarwanda. It had a 'e\% French-language materials from the parent organization 
available for distribution. bul they were not ill great demand. 

A year's course fron INADES consisted of a series of nine booklets, each
 
treating a specific topic 
within the general course. Subscri bers interested in agri­
cultural courses, for example., coulL choose nine bookle's from a larger series, lai­
loring the course to their interests. Each booklet contained a homework shcet 
which the subscribing student or group would fill out and mail back. INADES 
stalf would correct and grade the homework and seld(oultthe next booklet illtle 
series. About 61) booklets were available in 1t8 6 , ranging from "low to Cultivate"
 
to "Savings and ( C1tit." andi including booklets on specific crops and animals. In
 
addition to thesc, courses in litcracy, healthi and community action were of
 
interest to woiein, and courses ol lutritioniand clean water were ill preparation.
 
INADES staff made site visits in rural areas both for 
 pulblicizing course
 
offerings ald for evaluation of course, ltCrials.
 

Studnts subscribed either as individuals (for RwF 100 a year) or, more 
commonly. in study groups of seven to tellstudtls, one acting as leader. The 
group memlbners split the cost of the subscription. Sonic organizations, comnalml 
or religious groups, or goveramlcin agencies, becanie subscribing partters. payilig 
RwF 7,50 per Year. 

t
Tle size of INADES's program a iiiodCstl. II l9S5 INADES had a total of 2.175 
subscribers io their a.gricuiltire and rural dloVpCitiit cour,,s. These iiiclmmdCd 
1,044 liew%subiscriblers. although let' tolal number (if subscribers was rclatively 
coistanit from vcar to Year. It mad dipeL to 2.027 in I)S4 front 2,066 a year 
earlier. About half the subscribers it) Q5 \erc farnc r,; lIIOilicr third were rural 
extension workers. imclmdini a hantdlfil ot teachers. INADES's own statistics 
sh\wed that nl lhPeIr.'Clt of is subscribers \crc woeti. down from 21 percetit 
the year before. Staft pointed out. howevcr. that the actual percentlage of wonitrie 
participats was probably much higher, hiiddeii lv its dtl;ut collection tethods 
since it noted only the sex of tilie egislcued subscriber or grouip leader. Because 
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women rarely took individual subscriptions, this meant that any woman who wassubscribed generally represented seven to ten other female students as well.Mixed groups of men and women generally chose a man as their leader and werethus counled as a maIle subscription. Women made up 49 percent of the 
participants at introductory promotion sessions. 

The subscribers appeared to be in large part from rural areas. Ruhcngeri,
Byiumba. and Giscnvi hlad the highest number of new subscribers (19, 19, and 15percent. respectively), followed by Butare, with 13 percent, and then Kigali, downto ;1 percent from an carlier 14 percent. INADES had not penetrated the moreremote prefectures, Cyangut ani Kibungo for example, to as great an extent.Sone nutrition centers, a few other conmunal centers, aind prisons in many parts
of the cotitry had INADES subscriptions.
 

Officials in charge of 
 goverimient educational progranis were awareINADES's activities and often relied on 
of 

their work or collaborated with themthe extent possible. The 
to 

1ain adult literacy course in the country was theprepared oneby A1la Caritas and distributed by INADES. Some CCDFPs wcreusing INADES course materials, but, as a MININTER official pointcd oit, theywcrc not free, aid of teI the CCDFP bLdet was so tight that it could not cover 
purchase if extra INADES materials.

The governnicnlt had granted INADES franking privileges for mailing outits booklets. Return postage for homework shecls was RwF 10. INADES staffclaitiled that the postal system worked very well in loving materials back aIndforth, even in renotc ajrcas. A local organization, the parish, or the communewould receive materials for tile subscriber in its postal box at a regional center 
alnd pass them along. 

Radio. ORINFOR, the State Information Organization, ran the national pressvice and ser-Radio Rwantda, which broadcast on FM and shortwave frequencies. Theofficial newspaper in Kinyarwandla was a twelve-page weekly, invaho, which soldfor RwF 20 an issue in shops, in tile Kigali market, in comlnnal offices, or bysubscription elsewhere in the country. The Catholic Church spolsored a privateweekly paper, Kinvtatfka, anid distributed it. Newspaper circulation outside
Kigali was thus restricted 
mainly to readers who had close ties with communalgovernment or the Cllurch. Papers were not generally available for sale in villageshops and country markets, where they inight lend support to) literacy efforts inrural areas. In 19S1 little material besides school books was in circulation in 
Kinyarwanda outside Kigali. 

During the sunmmer of U16 Radio Rwanda broadcast from 5:00 to 8:00 :i.m.,was silent until 11:00 a.., caie on the air again until 2:00 p.m. and then hadevening programming from 4:30 to 10:00 p.m. Twice a week during the 1985 school 
year. on Wriddy and Friday afternoons, there had been an educational pro­grain for teachers of French broadcast from 2:00 to 3:00 p.m. A half-hour evening 
program vas dvotecd to rural development, another half-hour to cultural topics, 
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and, at 6:30 every evening, announcements of all sorts were read over the air ­meetings and reunions of all sorts, new policies, even family messages were 
broadcast.
 

In a country where 
everyone speaks the same language, there is obviouspotential for educ ,tionalI broadcasting. In the early years of independence ahighly ambitious education project, l'Univers1 t6 Radiophonique dc Gitarama(URG). had tried to capitaize on that potential. Between 1964 and 1974 this pro­ject. supported by German, French, anid EEC funding and by the Church, usedradio broadcasting in basic education programs for adults and in supportingnetwork of aaudiovisual centers for primary education 5 0within a -kilometer 
radius of Gitarama. 

The LJRG centers used a panoply of modern devices as teaching aids:slides and slide projectors, tape recorders and cassettes, classrooms with projec­tion screens and roon-darkeni,,g curtains, and generators to provide electricityfor the equipment. In place of textbooks the URG prodLuced stencilled teachers'guides and student workshects t SUpplcment the slides. It also nade use of amovie-bus. Because of the cost of the technical inputs most centers consisted of asingle classroom. As a result, the numrber Of students this pilot project served wasfar too limited for anyone to assume the financial burden, once the outside
do.:ors withdrew (Ernv 1981:279-2831. 

A dozen years later, interest in radio teaching scened low. The reasonsgiven for not doing more were multiple: people should work, not listen to theradio, during daylinie hours; there was not enough staff to prepare programs
properly; the transmitters Old :ro wOtild ,\ear out moi-cwere 

quick!y if used *.:Ly long; (German assistance to Radio R1wavndW phasing oLIt.i w\'as 
 In fact. programsfor out-of-work rtlral 
youth \\'erebeing phlan.ned bw committee composeda ofmembers from MINAGRI. IMINISAPASO MIJEUCOOp. ONAPO, and theNIRND; presunablV the unemploved would not he less productive if they listened
it)tire radio between 2:00 and 3:30 inthe afternoon.
 

Tien. illScptenrbcr 1980, radio 
 aid television programming in Rwandabecame tIre vehicle for a irttioural AIDS education campaign. The programs, pre­pared nrder the auspices of the Rwandan Red Cross in partnershipNorwegi:an with theRed Cross. ere cTnsiderel by i:ternational agencies to be tie ot­standing AIDS eLucaion cairpJdigr up to that tinre. The effccts of these andfuture AIDS educationi programis onr public Opinion arid awareness iii Rwanrda axeheio:. checked through periodic surveys (Pairos 1986:27-28).
Ill stnl, tilenedia arc slowly findingitusieful roles as aineducational con­dul in tire wtvaindarn tetlltx.Rwanda's approich to radio education in tire mid­l)S0s appearc d to he cautious if not downrighlt mhi\',:nt. Trying toorlinr yrv replaceschool classroomr teaching with audio-visual gadgetry had proved as irn­

practical and extravagaint in Rwa,iinda as it has elsewlhere. But incountry. as this monolingualtire AIDS carmpaigi demonstrated, radio and te!.vision could be low­
cost, powerfullv effective educational tools. 
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The University Extension Service. Despite its name, tileUniversity Extension Ser­
vice in Butare is tnrelated to the National University. An adult education pro­
gram catering mainly to adults who have finished primaiy and often secondary 
schooling, it gave evening courses in English, French, Swahili, stenography, and 
accounting, for a yearly tuition of RwF 2,500 to 3,000 per course. The language 
courses were offered at three levels: beginning,, mid-level, and advanced, each 
lasting a year. In addition the Extension Service had a lending library. Its 300 
subscribers could borrow one book at a time for a one-year fee of RwF 100, or 
two books at a time for RwF 200, and so oi, depending on their wishes and tile 
anount they cared to pay. The Extension Servic: also had a bookmobile and 
facilitic, for taking filns and other visual aids out to communal centers for 
instiru cinal programs, bringing along an electric generator if necessary. In 1986 
it showed few signs of cxpansion. As a model for adult education it appeared 
more oriented to the 1950s than the 1990s. 

On-the-Job Training 

In addition to out-of -school course; provided by government or private agencies, 
another form of non-formal educi tion is in-service or on-the-job training. Some 
government agencies and private 'ompanics provided courses to train their own 
personnel. MINITRAPE (the Mitistry of Public Works and Energy), the Post 
and TelecomnulIIications Service, and NMINIFOP all ran training schools or 
courses for their own employees. The Meridien Hotel had organized English 
lessons for some of its staff, and the American Embassy gave courses in English 
as well. Private courses for salaried anl white-collar workers could also be found 
in Kigali and Butarc. In addition to the JOC courses, some of which fell into this 
category, various types of French language lessons were given at the French Cut­
tural Center. the Belgia Embassy. or by private tutors. Other private lessons and 
courses 'ere available as well. [his studv could not cover them all. 

Beyond this artav of courses and training programs, non-formal. on-the­
job training still offered a viable way to learn a trade or a craft. Here its else­
where, young RwandanIlS often startcd out by bcconilll as-istants to someone 

already working in tile trade tihey wan ted to enter, learning the job by practice or 
observation. 

Migration to Kigali was tightly controlled by the governmellnt, but once in 
Kigali young people could findita variety of entry-level jobs. They could become 

porters (karoni npql. cobblers, tire repairers. car washcrs, tailors, market sellers, 
woodworkers. iron workers, bic'ycle niechanics - the list goes on. No good studies 
were available to describe how these people learned their trades, bit a half-day's 
inquiries in the Kigali market mlaLC it clear that on-the-job training was an 
important way of learning practical skills in Rwanda. 

Tlt sampling included the market tailors, used clothes salesmen. an( veg­
etable sell rs. Tailor,, generally learned to sew either front a relative or by 
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becoming a tailor's assistant. A few women among their number had learned 
their trade in school,il in a Section finniliah'. Once a young tailor had pnt enough 
money aside to invest in a treadle sewiing machine - there was no celecricity in 
the market - he or she applied to the "cotuncillor" of tile tailors' section of the 
market for a place in tile area. ',"he cotuncillor. clected by the other tailors front 
atno,;g themselves, knew the special skills of each of the tailors working there. If 
a customer came with a piece of work but without a particular tailor in mind, it 
was the conncillor who would ipoint out which tailors would be good for the job 
in hand. In the tailors' center there were also two zigzag sewing machines that 
Could do hems. Tlailors wold run llp tile scans o1 their own mnachines and then 
apply to the councillor for a turn on the zigzag machines to finish the hemming. 

rSellers of nused clothing and o freslh vegetables generally started small 
and built olp their trade through observation and experience. Althnugh they did 
not usually think of it ias training, vegetable sellers would reach a point of bulk­
ing ill their trade when they ftolnd it leessarV to Cntplov t boy or girl to guard 
their stock against pillerers duriig transport and ill the niarket. Then the%, only 
had to 	 vorry about whether their helper was doing the pilfering. 

A strveY conduced in Kigali ii 18)5 aimong the various member groups 
of KOIRA. the Confetleration of Kigali Artisans, indicated thai tile, were more 
inclinetd to admit apprentices than they*v%were new nienbers. More than two-thirds 
of the groups, with an average nienliership of sixteen, had at least one apprentice 
- for a grand total of sixty-four. Accordigi to0 tle 	last census, however, there"ere only 128 apprentices for the whole of Kigali in 1978 (Vo\,er and Maldonado 

198I:32-33).
 
Tihe significanlce of tn-thc-ioll 
 training in the spectrum of t'dncational 

possibilities ill Rvanda is that it is a potential resonrce for ilproving tile kind of 
practical skills training bcing dlvelo ped ill the last years of primary school and
 
tile ('ERAls. Apprenticeships cni teach students a craft with the v'ery tools and
 
teCliqIlles used 11' StCCssfll liltradcsmCn; acklnaint Stdeltits with the niethods (If 
managing and running the kind of business tlile,' want, as well as with ile whole
 
range of tecli 
 ical skills tile\- need; train sniall nmlbers of youngsters ini a variety 
of locally needed trades without having to huy equipment Ihal w'ould onl' serve 
for a few ,ears or be nIseL hV o1l1 l few stldellls and solletimes lead directlv to 
a paying jotb. It w'onld requtire careful investigation aiid planning to integrate a 
progran of in-service lrairning inito a school curricluhniu, but tile benefits might be 
worthi tie atteIpi. 

Sunmrvs 

('ontinuing education centers at the collllllle level cotl leleted tile school 
system itn several imliportt\it wa's. These centers played a dual role: tile temporary 
role of allowing peo~ple to make op for lack of schooling; and the permanent 
functiol of rctraining people whose earlier edtneatioti did not give thorn the skills 
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they neced for wvork today or tomorrow,. Religious organizations also continued to
contribute significantly to cation il similar ways. The role of radio, small 
the little, had potential 

at 
for future expansion. Correspondence courses were prov­

ing a practical mode of delivering instruction for yolth and adults. And. beyond
all these identifiable institutions, apprenticeships still provided a training ground,
largely unstudied, for small-scale artisaus and entrepreneurs. 

Rwanda was well-ecdowed With institutions for nonl-formal education and
the training of yotllh and adulls. Even ill countries where virtually all of the 
populIation goes to school, stich cotilinuing educaiion programls are a crucial 
resource for retooling workers as conditions clange ill tle workplace. These 
programs can respond quickly to ltew needs, turning out trailled personnel in ittmatter of months, not Years. lO do this Most effectively, though, they must take
ill students Who a leldv Iave a solid basic education and can build otl it to 
acquire new skills. 

Ill a country like Rwanda, where lot every*vone Ihas had access to sChtool. 
programs and institutions like those described ill this chapter are often expectedto do more. to fill the educ.,tional gaps for the over-school-age population. But 
particularly in Rwanda's reformed educaititt s.ster, expressly designed to pre­
pare students for productive work. these prtgranis might also supply potcrtialresources or nodels for the fornal schtuol system. Could the CERAIs or the sec­
ondary schools use apprenticeships or internships for their sttidents in order to
avoid soaring equipment and teacher training costs Mid to tailor education to
work realities? HOW\' cotild it be done? What would the implications he for what 
must be taught within the schools and what should be reserved for out-of-school 
training? 
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Chapter 9 

ACCESS TO SCHOOLING IN RWANDA 

The description of Rwanda's educational institutions in Part II has touched on 
several themes - access to education and its usefulness in preparing students for 
the world of work - withou, exploring them in dcpth. This final section proposes 
to examine those themes more closely. Now tl:,,itdetails of the historical and 
institutional picture have been drawn, it is useful t)stand back and look at the 
whole composition -- to ask how Rwanda's attempt at social and economic 
change through eucation is working; and to see who can get an education, of 
what kind aud how much, and how ulsCful 1ht education proves to be,both for 
the individual :,nd for the development of the country. 

During the 197(0s many African countries undertook to reform their edu­
cational systems, climinating the elitist baggage of inherited colonial schools. 
(Goals of increasing access. equi ty, and cultural and occupational relevance were 
widespread throughout Africa. though th way they were realized depended on 
each country's unique conditions. Rwanda was by no means unique in embarking 
ol educational reforot. 

Two aspects of R;,walda's reform, however, take on a,distinctive character, 
given Ihe country's particular ethnic composition and the density of its predomi­
nantly rural popuiation. The first is its explicit attempt at social engineering, in 
order to reoress earlier Tutsi favoritism iii favor of the majority Httu, embodied 
in the "national policy" discussed below, that applies to school access and job 
placement within government and the government-supervised modern sector. The 
sCcond is its singlC-linded focus on relating all education to subsequent employ­
ment, exprcs ecd in the principle: "every educational cycle a terminal cycle." 
(Gauging how fairly and how usefully the schools serve a country's population is 
hIarler than describing the structure (t a school system. Hardest of all is predict­
ing whether the jobs (f the future will mesh with school preparation today. Yet 
the world over, and in Rwanda certainly, these are crucial issues. 

Patterns of access to schooling at the elementary and higher levels mold 
solcial classes and social policy, maintaining or changing the shape of a society. 
This is a dvnn:lic process; to probe it we ItsIt look at access to schooling over 
time. Demographic patterns the backdrop for picture, andform this access to 
schooling mut1SIbe understood illrelation to comlosition of a country's poptla­
tion: its age structure, its rate of growth, and the significant ethnic and social 
groups it comprises. Past history has determined the distribution and .evCls of 
schooling in the present national population. Current dcnland and current poli­
cies for allocating places will hlave colnsequIences for the future. 
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This chapter will look at access to schooling first in terms of tile distribu­
tioll of education within the total poIulation - by age, sex, geographic distribu­
tion, ethnic,,y, social class. and costs to the poor; and, second, in terms of what
educational economists call demand - the entrance criteria for each level enibod­
ied in the "national policy," pressure for places in school, and the social conse­
quences of regtulation of access. The fit between school and work will be the 
topic of Chapter 1I. 

)istributiion of' Schioling 

Ile size, growth rate, and age structure of Rwanda's populatiol are major deter­
minants of the projected need tOr school places and have indirect implications
for tile relation of schooling to elpioylent. Chapter I has described the 3.7 
percent growth spurt in recent years 
as 

in Rwalda's population of over six million,well as the proportions of I-lutu to lutsi in regional populations, amounting to 
nearly 90 percent ITutu and 1I percent 'lutsi nationwide. Given this population 
profile, who. in wada, had access to schooling? There are severa, ways to try
to answer ihis question. 

The national census of 197S has provided information on literacy and oii
the level of schooling attainedl by males and feniales of different ages. These data
give a rough notion of the spread of education in fhe past. Information on tile
regional distributin of scllO!s and f students oid ethnicitv of students was also 
av.,ilable for the 1970s, prior to the reform, as a base line against which to com­
pare tile fairness of regional and ethnic distribution over time. The centsus and
subseqtient surveys havL also sliowii *vhal percent of the currenit school-age popu­
lation was then in school. lie two education ministries recorded male and female
enrdlments \,early for all levels in the system, and ,IINEPRISEC kept careful 
track oi geographic distributiotn and establishnient of priniary schools, as well as
of the regional and ethnic prolvenance of all po';t-primary school students. 

)rawine on ticse sources, we will first examine the anount of literacy

and levels of schooling 
 attained by,'the populattioi of R watnda as a whole, thicl

look at the di;tribulioi of schools. the percentiof 
 school-age puopulation actually
ill schooll,Male and feniale ratios aniollg students, aiid the costs of schooling to
 
studteiCs anid their families. Finally 
 we will return to geographic, ethnic, andsocial class factors that affect access and to the puzzle of equity in the educa­
tioiial svstelll of, Rwalnda. 

Iiteracy lnd nidelnce of Schooling by Age Groups 

Literacy is ntot only a measure of schooling but a key to sustaining aii iiidiVid­
tal's educational growlh. The literacy rate in R wanda in 1986 was a little under 40 
percent. This figure hid a iarked diffcrence in tie rate for nen. about 53 per­
cent. and for women. only a third of whonm were literate. Compared with other 
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countries in Africa. Rwanda fell in a middle range - not an impressive showing
for this linguistically unified COuntry where the problems of teaching literacy are 
far simpler than in all but a very few nations of Africa.' As indicated in Chapter
8, Rwanda's literacy progran was providing classes for adult illiterates, par­
ticularly women, through the CCDFP centers but was operating on a minimal 
budget under the aegis of MININTER. the Ministry of the Interior. not under 
MINEPRISEC. In 196 literacy programs per se ranked low among educational 
priorities. Older literates who had not gone to school may well have learned to 
read through catechism classes or other basic religious training. 

Figure 9 shows the proportion of nmales and females in the total popula­
tion. by age groups who wetc illiterate, literate outside of school, or who had had 
a primary or secondary education iat the time of the census in 1978 (Prisidencc, 
1978. VI:102). It is hardlV surprising that younger age groups had had increased 
access to school. Slightly over half the men 40 %cars or younger, however, had 
had at least softe 'schooling, while it was only among women years20 and 
younger that half had been to school.
 

Although these figures do 
 not record literacy or schooling lb' ethnic 
group for recent %,cars,at the time of independence thtere were marked disparities 
between Tutsi an1d l-Itu. Among the Tutsi of Butare 46 percent had had more 
than five years of educaltion; ai mere 17 percent were illiterate. For the Hutu. 56 
percent could not read and onily 13 percent had completed five years of school 
(D'Hertefelt 1905). 

Distribution (l' School Facilities 

At the primary level the nunber and placement of schools were the main deter­
mining factor in regionaI balance. in 1986 MINEPRISEC( maps of primary school 
and CERAI locations mirrored population distributionI maps to a remarkable 
degree. It was not possible, within the compass of this study, to check their accu­
racy for unrecorded or unused schools, or to see whether, in relatively sparsely

settled regions. tlte schools wcrc 
 in reach of the majority of the school-age chil­
drcn. Difftences Iw prefecture in the percentage of school-age children in
 
school ranged between 50 and 65 percent with no clearly 
 discernable pattern. 
Nccrtlcless. on tie whole. the NI inistrv was clearly aiming for a high degree of 
regional Cquityv and appeared to bC achieving it. 

Since the ('ERAIs tended to lieew institutions, their establishnent was 
being carefully plined to serve the entire country evenly. The policy of estaI­
lishing at least two CERAIs per comnc should assure a relatively equitable 
geographic distribution of those facilities. 

1Figures from Goernlnu it of Rwanda census updates for l85. The World Bank (1988) gives a some­what higher figure for 1485: 466 percent literacy for the adult population. In any case, Rwanda is not far 
from the median for Africa of 41.8 mr for that of other low-income, non-arid countries of 40.7, according to 
the World tHank source. 
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With the secondary schools, the picture was quite different. As Table 3 
has shown, they clustered around Butare and Gitarama in the south. Kigali, and 
tileGisenvi-Kibuye area on the shores of Lake Kivu. As long as these remained 
primarily boarding schools, the actual location of the institutions had little bear­
ing on regional or urban/rural access. But should some of them be converted 
partly or full%' to day schools illthe future, their location would enhance oppor­
tunities for urban children at the expense of those in the hills. 

Chapter 6 has discussed tileofficial policy of creating two campuses for 
one small universitv in a country illwhich no border is more than half a day's
road trip away'. The justification offerred for this was that tie university facili­
ties would b~e regionally distributed in an equitable manner. 

Percent f Population in School 

Schooled adults canl be said to represent the current stock of human capital,
school children the resources of the future. As Chapters 3 and 4 have indicated,
the percentage rise illenrollments in the early 1980s, at best, merely kept pace 
with populatiot growth. 

Figu,re 5 in Chapter 4 sho%%s the edueational pyramid for the school year
1984-19 5. Although over 68 percent of the seven-year-olds in the country were
enrolled in the first year of school, the sides of the pyramid were steep. About 
one-quarter of the school entrants were making it to the eighth grade. Beyond
that poinit tilepyramid rapidlv became a spire. It should be noted that the fourth 
year of seCCondary school ol Figure 5 represents the first "reformed" class to 
relch secondarv school. The class above was abnormwilly small because primary

school students were 
held back that year for the iwo-year terminal cycle. Thus it
 
appears tha; secotidary school enrollments may 
 have been growing slightly, with
 
CERAI cnrollments adding at 
 least twice as manv more students illschool in the
 
first three pist-priniary \cars, but 
 the pattern was still one that created an edti­
cated elite. (letting to the university still meant passing through the eye of the

needle.
 

Male/FemIale Student Rattios 

Figure 5 also indicates enrollncots for males atnd females at each level of tie 
school system. At the primary school level, girls' enrollments nearly equalled
those of the boys. Cirls Constituted nearly 49 percent of the school population at 
the prinmryvlevel. The proportilon dropped rapidly at the secOndirv school level,
however. ()nly ote-third of the students cnrolled in the public and officially rec­
og nized private secondary schools were girls. a,proportion typical of Africa is a 
\whole and of African couttrics in Rwanda's economlic bracket is well. At the 
university level, the percent of women studets had risen slightly, from about 1() 
percent throughout the decade of the 1970s to 12 percent in 1981-82. 14 perceit tile 
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following year, 17 percent in the years 1983-84 and 1984-85, dipping slightly to 15
percent ill 1985-86 (IMINESUPRES). This is somewhat low for Africa; on average
about one-fifth of university students are women (World Bank 1988, 128).

In the CERAIs enrollments of boys and girl; were very close to half andhalf. the females Jiightly nndcr and the male,; a shade above. This actually repre­
sented a chalnge in proportion in favor of the males because before the reform
there were more Section% jiuniiahes Ihan there w-ere CERARs. Since enrollments
in both eXlanded colsiderably after the educational reform established theCERAIs. tie change may not be significant. A hidden bias in CERAI education
for males 1nd fClet.s w;s that tlie tracks for males were geared toward prepar­ing them for income-generating trades, while most girls' tracks still reflected theimage of women as skilled lionicniakers. Bill, as Chapter 4 has argued, the aspira­
tions of fenale students, like Ihose of their male classmates. were to earn cash 
incomles in jobs, otlside tie hllle.
 

At the secoilalrV level. lie issue sexual
SCf balance had not been resolved
h+y the mid-19Sts. even though the MRND. the state political party, had identified 
such a balance as an imnportant criterion; either more girls' schools would have tobe creced or some boys' schools would have to become mixed to achieve a true 
laal nicc. 

Increasing feniale access to school in Rwanda was important inot only for reasons of equity but because, as in many other countries, educated women ]ill­ited their families more than their unschooled sisters. A document outlining themain directions of the Fourth Five Year Plan stated explicitly thiat increased 
access to schoolillg andltimproved sttIs had to be accorded to wollenl as part ofthe strategy for limiting Population growth ("IINIPLAN 1986:14). MINEPR1SECs
 
policies, though, which determined actuial enrollments, appeared 
to lake tie formof relatively benigu attirmative action rather than enforcing quotas when it
camiie to felale ejlrolliculs. This 
may have been due, ill part. to the higher drop­out rate of' girls bv the eld of priniary school. leaving fewer to conpete for
 
places higher up. In alli ase. heing fcmalc did not guarantee placement 
 in sec-Olldarv sehool or at the universitv. 

School Fees and Other Costs to Parents 

The cost of schoolinh introduhces bias in favor of better-off families and againstthe very poor. School costs initluence parcnis' decisioos about whether to send
their children to school and how long to keep them tlire. In principle, primary
,;chool il Rwanda was tree. but iii tact parents had to pay a RwF l100 fee for a1school uniforr ;is well ais purchasing a slate or copybooks, which cost between

RwF 10 and 50 apiece. It schlb ooks are sol. 
 rather thah lent. this would raisethe cost of' primarv schuooholing evell more. Although these costs may niot scetn
high. i c o nri \k ith il l \vcrage inucotnic of $21)per capita, for parents ill ruralareas with large families the total cost of school for their children per year could 
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prove cxorbitant and the benefit uncertain, particularly when balanced against 
the lsefutlness Of the child's labor to help stpport the family. 

CERAI fees were RwF 1,5001 per year. Parents were often asked to pay an 
extra fee for materials, tools, or upkeep of' the school if the director was strapped 
for funds. Many lamilies were becIining to aisk thnCslChCs if the Clucation pro­
vidCd for their children was worth the cost. Public secondary schools charged a 
yearly fcc of RwF 7,200. Although this couldlbe 'cry stel for rural families. filte 
ecollnlic enctits o1 a secondary school edcatl.ion to the studntC and1t1family 
were clear - and chances of a poor family having sevcral children in secondar\ 
school at once were not high. If a child nlal;gCd to get ;I paicC in al pullic school, 
even poor parents tlied. aitd often managed, to scrape togetler tile fee by bor­
rowing or getting help front family, comtmlunity, or friends. For the fortulate few 
Who Wet ldmitt t university, cLIClltioll was free. 

Somec privatc sccondarY schools co .t less than the public schools, parlict­
larlv day schools or tlhosc that received help front a church. Private uni\'ersities. 
oI the other Itand. \were .xurcntely expensive for students without government 
schtolarslips. luitioun at the Adhcnist University was RwF h0()00 in cash, plus 
student lalor %ioth RwF 2000. putting the t'ccs Out of reach of, all but a wealthh 
few. luition at St. FidlC \v;Is 50 percent higher yet. Tle Adventist university did 
accet. ltsome scholarship sItuLet.s, and the RwandhnLtoovernment had provided 
several schtola rshi ps to St. Fidle1C.
 

Sctohol costs were ttndotibtedlv 
 a screening faclor, making schooling more 
aIccCssileu atId :alractiVC fr better-off families with sonic cast incote, bill tllc% 
did not appcair it be at miajor barricr. More likely, they were just high enougth, 
particularly it the priu orv syset. to mtuke parents think twice about the pay-off

;t1d. slt.etiuICs. to decide that their mocv at! their 
children's tine might be 
mtore profitahl.v spnt elswtIcre. Far ntore sienificant in cotttrolling access to the 
co\ctcd places in sccondaryv school and be ontd was tile "natitnal poi,.. 

The "Nationtal Polic.-: 
Regimnal and Ehllnic Balamce 

) CqLtitlCAn explicit policy i acces, to schtooling like Rwanda's "national 
policy" begins bY recognizing social variables - regional, urban/rural. etinic, or soco tot_. lic ori iOts aid sex - that affcct access to tile schools and then colun­
pil'ls,-, it ilc[ ie. lort unequal access. Measures of stccess use tslte variables as 
a yardstick. R,\VItlIs policy, w;is remarkable for using ethnic, rutral/urban, ani 
rcional oruetus oit stuidents 1s the basis of att lat-'orate (uotla svstell for adhntis­
,ion to schoolillw ountl the prirattv level. It did not rccord intdicators of cmcrg­
jit sococcon0uCt Ilclass distin ctions.intor alltellpt to add tltelll to tlte equation for 
Accss lhe LUCstions airc whether sucl ;a ]utal systemt cm1; achieve true equity 
;inl whether thl, s\stemll t;akes Al rcle\ant sociad factors into accoutt. In answer 
thLese lustions., w. nutst look first at how filte policy was formtulated., then at ho"o 
attd where it wa,%daIpplCd. 
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Because procedures for assigning students to school places in Rwanda 
deliberately emphasized regional and ethnic balance, some outside consultants 
analyzing Rwanda's educational system in recent ycars have noted with approval
that access to schooling appears unusually equitable and have tended to dismiss it 
as not problematic (e.g. Daniilre and Meyer 1981. Le Thanh Klhoi 1985). On the 
contrary, the "national policy" was i vital iisuc at the time of this study. It was a 
primary tenet of government policy, an important form of social engineering. 
MINEPRISE(' had just published , bulky two-volume justification of the 
national policy (MINEPRISEC 1986a, 1986b), teachers and educators commented 
on it. and parents concerned withI] their children's chances discussed strategies to 
deal with it.
 

At the primary level, virtually the only method for assuring 
 equitable 
access was MINEPRISEC's attempt to control school implantation, supporting 
new schools in underservcd regions and rural areas but limiting the nu mber of 
school.i in urban areas anti better supplied areas. No records were kept of tie 
ethnic identity of studcnts or the proportion of Tutsi to l-lutu in either primary 
schools or CERAIs. 

At the secondary and university levels. the national policy strictly regu­
lated access to assure rCgional and ethnic balance. The Fourth Congress of the 
NIRND established five specific selection criteria used for determining secondary 
school admissions, as follows: 

- school records and national examination scores, to which all other 
elements are subordinated:
 

- ethnic equilibrium, based on 
 quotas established on the basis of the 
proportion of each ethnic group's representation in the entire 
population of the country; 

- a regional Iblarrco that c'rrechI ti aceoorndotated disequilibriun of 
Olpporittnti i' jor whtoli, in 'rtail reionv to tihe detrinent of others 
and permits cquitablc distribution of admissions to secondary 
school in all prtfcc!trcs: 

- sCxud balance. baeCd on demographic distribution of males and 
fcnlalcs: and
 

- the 1E'tllficamol 
 ,t ! a4 oiplhe.i hY i corre'tiont of 5 p orttto]" school 
pht 'e. lewr'll /br distributio, by th' Mini.strv (NINEPRISEC 
19S(tb:,S8: translation by the author, ilalics added). 

Judging Iout CtonrnncntS ot Rwanl;n Cdulcalors, both policy-makers and 
receiving leacliers. andIrcLui it was by no means clear that school records and 
examination scorcs dlit vcrridc other considerations.
 

'I ble 7 ,lo%%s how MINItPRISII(' calctl;tcd ethnic 
 disparities in sec­
ondary school cnrollncnrer front 19() to 19,% According to the official policy
StltCeICt. tlI CrltCriA (tt r'gional arid ethnic balance applied 1iot just to the 
enterin.g cla,,, hut to the entire population of ctlucated people (MINEPRISEC, 



ACCESS TO SCHOOLING IN RWANDA 105 

1986b:87-94). To redress the imbalances created by educational policies dating back 
to the colonial era. quotas for entering students tilted slightly in favor of for­
merly disadvantaged regions at the expense of those located near the seat of the 
Mwarmi's court. In practice, this meant concentrating on the north, particularly 
around (jisenvi and Riuhenzeri. areas that were once the scat of independent 
Hlutu kingdoms and not reliably witdin the sphere of Bclgian/Tutsi influence. 
Giscnyi also happens to be the homeland of President Habyariniana. The areas 
around Butare, Cikongoro, and Gitarama were those discriminated against under 
tile policy. 

Table 7 

ETHNIC DISPARITIES IN SECONDARY SCHOOL ADMISSIONS
 
FROM 1960) TO 1985, EXPRESSED IN PERCENT*
 

Accumulated 81/82 82/83 83/84 84/85 85/86 Accumulated 
% Disparity % 1960-85 
1960-1980 

-lutu -78.6 -2.6 -2.4 +1.5 +1.5 +3.1 -77.5 
Tutsi +76.3 +2.7 +2.6 -1.3 -1.3 -2.7 +76.3 
Twa -9.94 -0.1 -0.2 -0.2 -0.2 -0.4 -11.04 
Others +12.4 +12.24 

-The coefficients for weighting the ippulation by ethnicity have been calculated 
for the 1980-185 period on the basis of demographic data collected in the general 
census of 1978. 

Source: MINEPRISEC, tQF61:67. 

At the time of study. the national policy was not applied to primary 
Sclools atid ('ERAIs bccause probletms of equity and access were not major 
issues at the pritiary level. Within the primary system. including file CERAIs. 
places were generally not scarce with respect to deniand. Enough had bcn avail­
able to acconmodate ally ho' or girl interested enough to conic to school and 
able to kccp abreast. Balancing the proportions o1 I-hutu and Tiutsi students was 
lot at issue. sitceC all applicants were accepted. A few well-established and rep­
ttable ('ERAls had waiting lists: apparently they accepted students on a first­
conic, firsl-served basis. 

[hc dropotut and attrition rates discussed in ('haptcr 7 and shown it) 
'able () d(o no0t appear to result frotn dCliberately winnowing stidetnts iti the 
pritnary grades. The main constraints to access at this level were whether there 
was a school wit'iin walking distance of a child's home, the quality of the educa­
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tion o'f.red. and whether rural faiilies saw school as worthwhile. These issueshave already been discussed at stlne lcngth in that chapter.
The primary school lcaving examinatitrni marked a watershed in ;I stu­denl's school career. Access to seeondary sclhol was draslically. restricted, as ithld always been - far more limited than the d)mand for places. At this levcl, thenational policy' strictly allocatcd school places in proportion to population dis­tribution on a regional and cilhiri basis. In man' countries it might be relevantto scrutinize the entrance examimntion far bias: in Rwanda in 1986 life examina­tion wIs onlv one of several screens a1nd not necessarily the most inmportalit.Matching applicants' pref'crLces to the sCecondary school tracks was a furtherConsideratio, someinces honored in the 
 breach. Secondary 
school location wasnlot air importa nit issue. for virt lllv all go er n melt-st pporled schools w ere 

hoardilng Schools. Whell secodar\ school placementsthis sYsterin. students 'ere made according tofwiththepllllld places. highcst examination gradesuIdeed. teachers gilllblId, 'ere by no meansleImos able studcrits were soe­

tires w'eded omit.
 
A similar process occurred at 
 the end of secondary school. NIINEPRISECprepared both primary and seCoIndary scho0ol ]e2lVillg examilnations and controlledtile selection of both scL(ndarv lind univcrsity studelits, applying the same 

criteria. 
Access to school w'Is prlably bisei l' towardl thie urban popilation atboth primary and secondary* levels. particularly the latter, more than tile statisticswould indicate. Even though there "ere le\-cr schools per thomusand school-agechildren ill irbaii area.ls, prilar-v schools w\'ere 
 Ilore accessible to 
a large parl ofile population in iowns lhan thev %'ere in thle hills, sinply becaulse schools ;lidpeople 'ere located closur togethelr. Over two-thirdsschool for at of irban children went tot.'., IIrsI three years, in1l mnoreli' of thlll stayed ill sctool longer

Ilan their colntr i LC-mlats. 
At the sccondl;ir\ leVCl, irb'rirural disparities \'ere partly hidden bY tIlepractice of urban pIreults' reCisL'ring their otfspring inorigin, th creby their own prefecture ifiIICrasin L their sch miicL' t g tIlilg into secondary school nderI'eu 0ir11 ,ltloif-N . As ai rl'i llsomic o tfie beteI students award,d secondtlar'school slts Ior oultl '\v llreg lons \%ire children who. if) fact, \-re born aiid cdii­care.! itwn , like Kig;ili m.)hitare. Ihicse hidden biases prollably also fa voledtIhe children oI Illidt- Mind high -IC\el breiaICI-s from lhe higher socioccotnoricstrata, who kilLe loit) to dea.il \iln he qtiftia s %stem.
 

As one R\a d il educator noted., there 
 umaY also have been sonic regionllor unrlbqm bias ill Ile upper grades of secondary'v school simply because childrenfront areas like litilIre that tradilionmallh had a better de\eloped primary schoolsystem did not lunk out. while children from areas less well served "'ere iorelikely to do so (N'dcngejcho 
' pirsonal communticatioi).


It is exirenielv difficult 
 for an outsider to judge this strict quota systemrfairly. It irtentionalls, dis rinmihs ;gainst groups of peoplie who have the high­
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est expectations for tlei. education of their sons and dauLilltcrs - people from 
areas that haid thie highsl Slaudards of cducation during the colonial cra 
generally. and 'l'usi in particular. It can tie faulted for wasting intcllectual 
)ott111il becauMse it can11 e'lsily pronlote mediocre students over the best and 
brightest. In private a range of peoplC voiced differCnt cOmplinhts about it. 
Teachers claimed that poorer students got plaIc,.s de'niCd the brightest one's il 
scCtildarY schools or at the universit. Iutsi objected to being pushed aside. Ilutit 
accudnxMJutSi Of n1lJIl:1.ilni soliellhow to get reclassilied as I tlu.2 Burc;lticrits ill 
Kigali and prulcssors in Buitare sonictines reistred their children in the 
provinces their familics caic from to get lhcmn into school ut.er those (ItIotas. 

Finally. as tUrn ha0Snote.d, tile criteria for access, regional and ethnic. 
,,ere not socioeconomic. None of the infornation g;athered by NI INEPIRIS-( 
*..vealcd thle socioeconlomlic plosition Of tile famlilies of' secondaI;ry scho1 stLudents 
1" Ucii tv itri and the new "leading class" had tilorc chance of 'orking 
:he syslem to its advantage than tad thle peasant family of a bright counlrv child 
(Erny 1981:5111ff). Still. the politicil rationale for the quot system, given tile his­
torical circumstances, was coipelling and cmild not be dismissed. 

For educators, certain assumpiitions underlie the concern for equitable 
acce.sS to eucationail O)IorlUllily. lost baisic is that.iIw recoCu~ni.iing aild devCelop­
ilg children's physical and intellcctuail capacities aiIindapltiudcs, educaition serves 
to prpire vo.illg pcoplc fo tisctil economic it social roles. In other words, 
prospective stludCents shllld be adliltCd and plcCd l.'cclrdilg to their capabili­
tics. as best tlhev call ic judged, raiicr than by other critcria. Idallc'. to devClo 
the full huan potclitial. the hllin resources of a given p piulation, a systcm
sholild draw on the innatie' abilitics oi evervouc, rich ani poor, turban and rural. 
l;i uCtd or stiln dlil1g. 

Ih iluCestioln we must ask of Rwanda s rigorous prescription for equity in 
it:; schools is: will it prepare tlte n;mtion's huian resoutrces to reach their full 
potntiOa in deahiilw wilh the social and economic tasks ahad? 

2TIhiis may, for iistaice, be possil for 'luilsi"of inixcd parentage. 



Chapter 10 

EDUCATION, EMPLOYMENT, AND ECONOMIC GROWTH 

In the span of two gener:tions, the global econorlic race, coupled with demo­
graphic expansion, has radically altered the kinds of work and workers African 
nalons and populations must plan to have. Under the circumstances, the educa­
tion svslent in a countrV like Rwanda has an obvious role to play in preparing 
todaV's andltonltorrow laor force. 

It takes rimle youngto tiain tile for productive adult life, yet the currents 
and idLLS of the world eCOtlonlV Illat interrupt or alter the course of African 
nations ecollonlies call appear suddCnV in tie flow of development. How can in 
educational system resl-on1d to these uncertainties 

Because of i limited agricultural and natural resource base oil the one 
hand and growing population on the other, the government of Rwaida needs to 
develop a modern fore.work Over time. a trained population may well be tle 
nation; llost valuable resource. But who shoild be trained for what? 
Governmett educatiomal planning has locused three primary eciomon ic goals:
first, that the peasalntry should become enlightened farmers, remaining in 
their home areAs: see.Colid, that sChools should produce artisans needed locally itn 
tihe countryside: ald third, that the svstell list also train mid-level nmodern 
technicians, tedclls. ;ld lllatgtels. TI these Objectives, some outside ohservers 
add: that the cou ntry should also becone self-siufficievt ill training tile 
proIfessiitals.adiiministrators, researchers Ll sclhnlars it needs to developappr~opri:itely ;lit! to rull as a m11odern ntatiol an11dthat tie trained work force 
sIhould bleemnploVAibe citlher at iolllC Or abroad.
 

()lie 
aim cantbe to train people to be protductive ill their hoic enrviron­
meunt. [hat is tle stated tinl of the Rwandait government. Bit education, unlike 
aigriultural Idevclpment, can look tarther afield. can prepare pe ple to move, to 
exploit oppirtunities elsewhere it local resources are limited. For Rwanda the
issue is which of these goals are desirable and clhiCvalle.
 

AS we hal\c alreadY well 
 ;I major thrust of Rwatlda's edticatioalal reform 
has Ibee. pr-prin ' students br10 t he rtOitLf work. Its platters have proclaimed
''every eyele a l[tli yl ill ,,iise tlii* uctic"lh e t it ec; l is supptised to prepare its 
gradiaites for ;ljprtirmI~te etCClhIyilutuCnlt. [hue spee ic otbiectiVes arc: 

- prilluIrV stulls ili.e Ti o uCO1eliterate. numeraute farmers whowill return tO cultivate their o\'i fields and maintaiti their own 
hOtlses and aitIlls ill their toiC area:J 

- ('RAI graduates arC expiected Iecotine Inodernto either farniers 
ot- Itcalar nismrs in their place (it origin; 
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- the secondary schools have been rorilntCd to prodnce telchnically 
skilled mid-level professionals to fill slots in Rwanda's still small 
modern sector; Miid 

- the universitv is expected to produc tile intellectul and 
professional leaders for Rwanda. 

Are thes. aims, aplrOriate to RWia.tIl'S present ;Illdfuture cr;nIc stances? 
Are schooi graduates actually 'arning the skills that IhleY need? Are the numbers 
ot gradtles illeach ot theseiCatcgorics well mal;tchLdIL to Rwanda's work force 
requirements? These arc the qucStion. that IutISt be addressed illdetermining 
whether Rwanda's school s*ystcni can meiet its eiployment goals. 

Each question Can be ptOsLd in tWO waVs: 
- Arc the schools rcsponding to long-range lnan resonrce ieds; 

aid 
- Are the present crdihiatsC aid scliool-lcavers emerging adCqIatelt' 

trained to find p~roduct i'c work in Rlwandi today? 

Mceting tillurc ayV be the mio1re solid go;il oVr the lng rin. btltitIICel 


is also tar harder itoVau.kc. [lhe f;ite of toLdIaV'"s s tudcnts inimCdiatClv affects the 
altitudc aid CollinlitnieCit of childrCii, paeitill,. ;1id co(n iniilties toward the 
schools. [his ciphapter \ill first conIsidcr the suilnetll'Ss oi relformcd programs in 
the Nchools in ong-rangei" pcrspcctivc, then review the outlook for students finish­
ine their schooling at the tile t studv. 

Iducation ard J'2c:hmhiic Progreuss 

()%Cr the lat decade dotielcie anil dCvClment pliners have argued Ihat 
CdliCitiOii;lh dCrClhehoiit IN ;Igood ill\stilleit for promtoting ecotnomic growlh. 
I sing' c' ipirltIVc iiiii mttim l.c ,.tilititnist , have explored theihldilh aic;itiona 
liik;i .incs bCletvCCi cdIIClilli. hmllill resoircc devclop1ment, and ecolnlmic 

Itlmilvigt) hile spCcitic csa I l0s\mih %\c imustask to what extent it is 
tohloi\llgL th IC tles' of prOfei\t' ;ICCCltd expert wisdolli :an1d, nore broadly. 
hC lhctcllicliitlslo s drIwi rlili lolb l allal\,,e tit the pmrliciihar circiitiisltit ces 

inlwhich RW~ili;i Iiid itself. Ilodo this. %\c iist bricf v review methods; of ara­
IV/Iill the ecCO10,limic valic Of Cehiiciio. Their aSiNIplltioln, aidt Coilusions, and 
theLi CC how)%111c% It' appllCd ii 1lw\iLLi. 

SCvClal it o.fclmill the liiiks, bcsLci edicitionail ;lld cC0oomiC 
dcsChOl)imiiit i1C' Ill CCirm l tir. 1ir es\impei)C. cOn'l-hInCli la11.1s1 sI b;aiilCe 

mc'tmlhihiI c lifI.ic t lSI;.i ndrctl IIIi IIicaiet'd .;llllilicsoft eradlates to 
coiliplf Ihci ;tlc (it YCil l1ti cohlc[ lllImiiiil iii\CtliICiii 1or societV I1i Whole or 
to! lildi\i ,1dl1i 01C.%iiI-. I . iti i biii i s Miliichi ild :i1 I Ivelti hO\v shl0 ti sp1)tild 
ILCS(rIi ii Ilme chiiCmiiiimh ;11i 10 1 It h fpsIstICl l ti ImeVll Of Iiii .ii g ilpprlprliatC 
lit cciI lt\ci. 1taiiluucraStSSitiICtIs Oi eimplhoymiient flmrecasling alndiitcds rely 
have miiphcaliois'r the type if traininlg that should be offered. Aiilses of 
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social mid private demamd for education expand the cost-benefit .quation to 
include consideration of deimographic, political, and socio-econoridc factors. 
These factors create presstre for schooling al; v;rious leVCIS aid SO have 
implications fotr the numrnber 01" school lLces n'eCh.d aIteaIch levCl wit\hin th 
variouts educational olstitutions.I
 

Each t' of
vpc amil *vsis prtsupposes that certain types of data cal be 
obtailcd with sone reliabilit v. Each ty'pe of analysis alSO utlderlies ccrrain 
aIspects Of* RWaiid:l*, edLuaItOlll planniling for tli.fltlre enpblohment and produc­
tivit
v of gradtates. +h\isstudy, a social analvsis of educ'ithii in Rwanda. does not 
pretend to inIdertake an ecollOnlic analysis of that systei. But to evaliuatc the 
probahIc effectiv'lles, of educatiotal plaining for buihdin Rwanda's economy.we liced to exanille anal ytic assuiptions, on tlte ote hand, anlid their rcpercus­
sions illthe school svst,. on the oilier. 

(.Ai.-hele itl sisA ,,al 

('ost-henefi an.al*ss. costnioonlv used in weighingii the relative tiierits of alterna­
ti\e eCO1lloic de.velopment activities. are less straightfo rward illthe field 0f cdti­
cation than iti more "purelv economic" ventures. Iactors that enter into the 
ctliptatNtiohn of Costs include governmient e(uicatioini budtgets. direct aind indirect 
costs to lo:l colAninnitics and families, and the vajlue of wgcs or labor foreg€one
,]hile a s ,tdenis i1 school,. Aside from gov'ernmient udgetl figures, the rest of 

these ofteniare hard to assess \ith much precision,
 
[Benefits ar usualls' dc2iet* d ais 
 the increase in lifetime, earnings that etL­

cIted perslons ca1 expect over what thev \old have earned. thd they"v not ole
 
it school. For 
want o" ,rstla cl ball. these_ are1.freLUltiv c;alcllhtld ont the batsis
 
of cuurrent w,,V,scales tor 
%,orkcrs\ith various levels uf scliuoliili at the differ­
er 
 stagcs of thelr c.areer. Ill,qiicultural areas. bent'fits ofleii iicliude sonic 111ca­
sure of tie increased pr,.hCTiVity tb farmiersuvhto have Lolone to school. 

Despjit ',0onC imipr'ciio, (ulie to woirkiig with estimates. cost-benefit
 
analv'ses are usebiul 
 lbr linucltlc wIhe_,re illVtlllllenis will yield the best -COeiioniC
 
returns. ]conomis, 1 \c ,eierailv concluded that the 
 graltestl inireiiieiit ini 
1iMltiii;lil r ll1e1iC )(21 .oV0, l[ (-xpelldilllle co111es lrOllli llVeStilen lli 11t 
prilmary school sytem. Fr iiidividhalS,. Onl the other 1101i., the grealst advance

in personal inicoiiie coilles rotill 
 finishii secondary school. I'he reasoll that
 
in vestiliii i11sccoidai.v schoolsi may prov e is a
less worthwhile fur a nation 

whole is thi costs pl studntill at that level are iuch hi 
ier iliani at the priiiary 
level ;uildcolIIiT' ICC;iluethe nere;iseL .arligs of the gradauates.2 

For de+.t.ild ticuws'ui of i c, thlcctYp.s of tiu ',i, ss,e lsachiartto oulosandtWooidhall 1985.
 
cspecially
CIs I5
 

2t r further dis.u'twonll of 1s Llus Coe'uurlug u.ov-hc fldi. oilul si illeduca tin allt tile rclturts to 
primnaury euat tion. scc (ohldu.gh P19t5,Coutuis autd1985 (cyp Chatpter 5). IP+.tchairttlsoulo% and \\'uoodhlli1985,
 

http:ohldu.gh
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In general, two conclusions have been drawn from these analyses. First is 
that, when funds are limited, investing in the primary schools should get highest 
priority. Next, since the stuldnts 11nd their families stand to reap the main 
bellefits at [he secotdarv level, they' should he asked to shoulder more of those 
costs. So private investtnent in secondary and higher education should be 
encouraged (World Bank 1988: 22. 6!). Rwanda's educational planners have clearly 
heeded these messages. \\Vh nearly 70 percent of the education budget pouring 
into the prirmary systemll a.id strotig govern ment pressure to persuade private 
groups or commiunities to btild and m.intain their owtn secondary schools, even 
post-secondarv technical schools or universities, the issue is only whether these 
policies ire appropriate in this coutlry at its current stage of development. 

Ani .'cotomic analysis confuting or supporting this strategy is outside the 
scope of this study - and the competence of the ,itlhor - but there are draw­
backs to applying these policies titncritically to the R'.-anKan context. First of all, 
Rwanda already has a very bottom-heavy school system, a sititatiol that stretches 
far It,'k into its Belgian colonial history. Further wholesale investment in 
primary cdt::liton cannot bring the same increased retlrns per graduate in a 
coutntrv thait has alrealdv Con+CeIrated its resources It this le'cl for rouighly fifty 
years. Findintgs front a case study of rales of return to pritmary and secondary 
education in Kenya stggest that the balance is shifting there too, as the number 
of primary school graduates grows. forcing recent completers into less 
remumuerative jobs (World Bank 1988: 23). 

Second. as [the previotis chapter has pointed out. increasing the proportion 
of secondary eduvcatiot that is privately funded without increasing access to pub­
lie secondary schools risks perpetnat ing, even increasing social inequality. Admit­
tcdl.V, the public secondary boarding schools in operation in 1986 were over­
expensive per student, but ptushing the burden off onto parents who can afford to 
pay their children's schooling is tnot the tlv solution. To an outside observer. 
One alternative that springs to mind is establishing public day-schools. particu­
larly wi populous areas. II Rwinda, however, this may not 
be immrediately practi­
cable. since sonic politically important interested groups - missionaries, some of 
the current intelligentsia, possiblyv the ptolitical elite - tend to oppose the unbri­
dled expansion of secondary schools ott moral, intellectual. Ind socio-econonlic 

grounds. 
Still. in 1980. the main pool of "educated unemployed" in Rwanda consisted 

not of secondary school le avers or graduates, as it does inl site other parts of 
Africa. but of primary school (arnd CERAI) granduatcs - most of them living in 
rur,al areas willtou ind of their own to cultivate. since their parents' small farms 
could not be further fragmented.3 The situation of secondary school graduates 
was by no menans so difficult. The eniployment picture for these last could 

3At the itno (f studv 5 percent f the households farmed one hectare or less; for this group iti 
average farm sie was a mere .53 tectates (Gow ct al. 1986, 11:3). 
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change. of course; prospects for the rural primary school graduates, though. 
seemed likely only to worsen ocr the next few years. Under the circumstances, 
continuing to concentrate investment in the primary school system, at the 
expense of higher levels, seems unlikely to yield the promised benefits to society. 

Manpower Analysis 

Manpower analysis approaches educational planning issues from quite a different 
angle. Underlying this approach is the assulption that, through training the right 
numbers of semi-skilled or sitled workers, technicians, and professionals with 
the right mix of skills for a nation's present and future work force needs, educa­
tional investments yield the returns noted in cost-benefit analyses. It follows that 
a first step would be to aSCerltaill humnan resource needs: then edtcational pro­
grains could be designed to mleet them. This sounds very much like the strategy 
suggested bv FainailIt's program onl which the secondarV education curriculum 
bureau, the BPES. was Iasing its activity. 

There arc two nain problems in applying this approach. The first is that 
assessing work force comtposition and needs is often difficult, even over a short 
tile span and in countries with good baseline daltl and surveys. It is harder in 
devcoping countries without good censuses or data bases, economically at the 
mercy of global economic trends. It is even less certain when projections must be 
la.lte o\er tellycars or more, the mlliiiiniun lime.period needed to put educational 

nachinery in notion in the formal school systemi and to produce trained gradu­
ates. \'Vrious strategies come into play to .ope with these obstacles: tallying 
presently empty or projected positions in the public sector; calculating health and 
other service ticeds fronm population growth projections; sample surveys of estab­
lishLed businesses or formulating comprehensive, government-controlled eco­
ionmic development plans.
 

The second, closelv related problem is that, since the human 
 resource 
approach to educatioMndl planning usually assumes an orderly internal develop­
tlcil without perturbations front outside, the resulting plans for formal educa­
tion oftetn lack flexibilitv to deal with change. lhev are not usually adapted to 
dealine with the tnut lcscera impact of lew'tcchltologi.s, like the microelectronic 
revolution, or global or local crises - world market shifts, collapses. or scarcities; 
drought. fhninc, or disejse. At the very least. building all educational plan that 

leets luanall resounrce needs utnder conditions of uncertainty means providing a 
miore general training through the school system., then relying oinshort in-service 
or pre-service courses to fill qutotas for engineers.agricultural specialists, teachers, 
mliagers. Ltt the like, in responlse to imnnmediate or short-tern needs. 

Rwauda's educational reform, with its ent)hasis on training for 
etllplovtllelnt tlhroulghihel for:l school sysilvll, responded to assullpltions aboutt 
the coutntry's thunt resource needs tlht were implicit at some levels, explicit at 
others. tAs they operated in l"1, primary and post-primary CERAI school 
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programs assumed that non-urban areas within the country would continue to 
absorb all local youth as schooled, serni-skilled farmers and artisans. Agricultural 
experts generally concurred that the agricultural areas still held some potential 
for increased profductivity through a mixture of regional specialization, increased 
marketing, improved plant varieties, and improved fertilization and field 
management (cf. Gow et al. 1986, It). But even the miost optimistic estimates did 
not suggest that extra labor was needed or. indeed, could be absorbed in the type
of small-scalle subsistence agriculture taught in the primary school system. 
Justification for the heavy dose of agricultural training in the seventh and eighth 
grades and tie CEIRA Is appeared weak. 

CERAIs were intended to respond to luman resource nIeeds in more 
nuanced fashion, buit in 1986 the restlts were disappointing. These post-primary 
rural polytechnic schools were supposed to train local youth to become the farm­
ers. artisans. craftspeoplc, an1d small-scale business owners in their home areas. 
Looking at tie strategy adopted for ('ERAI programming and the problems it 
engendered reveals sonic pitfalls worth watchling. 

In designing programs for the CERA Is. educational planners recognized, 
first. that different Iocaliiks would different andneed types nutlmbers of 
tradespeople. Second. they knew that tile lacked the resources to assess the job
markets throughout the country. Their solution, which irad sonie merit, was to 
pass the decision alog to the cotmunities served Iy the schools, and to supply
tie nii of course options discussed i1IChapter 4 for commtlnities to choose 
froi. 

lirce basic flaws to this solution were becoming apparent by 1986. For 
one. each ColninilulitV was also beintflg asked to help pay the costs of ecquip)rig its 
CERAI for the tracks it chose, a consideration that virtually doomed expensive 
tracks like welding, plumbing. or electrical repair to oblivion, no matter how 
usefil tirev might lie. For another, communities had had no experience in making 
timanpower assessnierits or forecasts. ('onsCqtlly the local councils often niade 
choices based oil the useftllness and stuccess of their present comp-hleieit (if 
craftsmen (typically carpeniters and rtiasoiis), not s opping to reflect on the 
consequences of swellinig the ranks of those trades. Finally. government policies 
restricting the no"ecllteltlts of lew%gritAthes did 11t! help to disperse growing 
Iouls of youth with similar traiintig ollt of areas that could support only one or 
two. While these flaws were not insurrountable, they undoubtedly contributed to 
lw morale amnong stldents und their families. 

'lie secondary sciool programs confronted liuliari resource reqlirenients 
in a much more explicit, academic, and self-conscious manrner. In constrltatior 
with MINIFOP' arid other suMrces, the BPES perstnel had attempted to suggest 
the types of training tracks that secondary scllools shiiuld provide, listing the 
skills required. aid Cstitnaiing numbers. The resulting curricula made tacit 
allowance for some highly regarded pre-existing secondary school programs, like 
the humanities and science tracks of the petirv s,.o'illires. Aside froin that. 
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however, they IoCUsed nlarrowlyI onl training veterinarians, for example, in thescience of animal care, forestry experts in botany and related sciences, medical
assistants for work in clinics. The core courses formerly taught illthe first three 
years of secondary school were either integrated into the technically oriented 
tracks througlout the six-year programs or dropped. A secondary school graduate
emerging from such a program to find his or her profession already fully staffed
would be less adaptable or retrainable 1han one with a more general educnition. 

Tl'houtih vocational and technical education wa:; nuch touted in the
decade of tile 1970s. ii recent yea rs many education experts have concluded that
forcing the formal school .sstemto carry the main burden of vocational prepa­
ration is a mistake. Other institutimons - pre-service training courses, apprentice­
ships and in-service traiiling, or extension services - are more suitable fot meet­
ing ilimmiediate work force needs andillore adaptable as cotidilions change in theworkplace (cf. Cooibs 19,5, I-lerslibaih 1985. Psacharopoulos aid Wocndltall 1985.
World Bank 19801). In this respect Rwanda in 1986 was still pursuing an outdated 
policy in its seconidary school programs. Some of the NIINEPRISEC' staff, too.felt that the reform hAd pushed too far in the direction of strict vocational track­
ing. but altering policy had political implications and could not be undertaken 
lightly.
 

On the other hand, as detailed iuC'hapter 
8.some alternative institutions
better adapted to providing .'LliLg graduates or out-of-school youth with short­
term work skills trainiig had alread made ati appearance iinR wanda - public
colinitit, centers ald private, iiiissioii-spousored, or commercial programs.
Some of these were seen as being iii competilion ,vith the CERAIs. ho an
observer in 1986. tiless.hole set of formal and non-formIal institutions comprising
tie educa tion s'stei taI not vet found its final form and settled into comple­
leltarv roles: its ;iiiiorpliots aspect was particularly evident when it came to 

training Rwanda's work force. 

Social and Private Demand 

Analysis of social ald private demiand for education examines characteristics of
the present aiid future school population: the rate offpopulation growth, particu­
larly as it affects the school-age cohort: popular demand 
 for school places: pro­
portoits 
of bhos and girls in school: regioll;lI disparities in access; aiid socialgroups. ethiui aiid soeoccoumilnic, with their varying expectations for schooling
and capacities to bear the Costs, of it. This last type of analysis hooks at the costs 
of plittilig aiitiCiputcd uiunbers of students through school, 'the bellefits that will accrue to dilerent social groups, and the impacts, econoilic and otherwise. on 
society at large. It is also the most political of ecoooniic analyses.


At the tihitof 
 this study , social and private deitaid for eduicatio inl
Rwaidi night be cha;racterized as forces wsrestliuig With the school system. rather
thiai as a basis for school recruitment. Some factors that often enter into social 
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and private demand w,.ere not particularly problematic in the Rw\\andan case. 
Gender and regional differences in access to schooling, although they existed, 
were neither dramlic nor pressing. The difficult factors to deal with were tile 
population growth rate, popular demand, and the tangled knot of ethnicity, ocial 
class. and schooling ex1, :elata ils. 

Official policy co,.,clning tihe primary system. including ('ERAIs. was 
SomelCwhat at odds with both tie population picture and With popu,lar demn1td, 
which 	offset each other. At the time of the 1979 reform, the announced goal was 
universal primary education. But, up to the mid-1980s, popular scepticism about 
tile usefulness of primary education had dampened demand for places ill primary 
school, and educational planners, bowing to reality, were willing enough to build 
(nIly What was wanted at the lime. At all events. ill 1986, students 'ere not being 
turned away from prininry school if they cared to enroll. Shtotuld demland for 

places build much bevond tie 5) to 00 percent of the school age population 
seeking entrance, it is hard to see where Rwanda could turn to pay tll.: costs. 

Access 	to secondarv school places, discussed in tihe last chapter. was a dif­
ferent 	story. Popular demand far outstripped tile nunlber of places the govern­
ment was able or willing to make available. Ethnic labels had become a veil cov­
ering two coilsting social classcs that w%,ere battering at the doors of the public 
secoldarv schools - aid the university, at one remove. The first was tile old 
lutsi administrators, educated families who expected the same opportunities for 
their children that they had enjoyed but who e're being much frustrated ill 
seeking them. The secold was tle ne\%, urban I-uttu elite, equally keen on 
secondarv a1l1d higher education for their soits aLnd daulghters. They were 
Sonltewhlat more succesSfl in bending tie system to suit thenl, siice regional 

quotas 'ere the iii hurdle the' faced, ILut a hurdle tllat could be circumvented. 
Would pressures from these higher socio-economic groups to find sec­

ondary school placcs squeLze out poorer, rural studens? Rwandan planners were 
willing to meet this private demantd for school places by allowing private invest­
meit ill sccoutdar'v schools - a strategy that placed mIost Iof the financial burden 
oil those w'ol+ stood itost to benefit. But over tie long rni such a tactic was also 
likely to benteit those who could pay and so to increase socio-ectnoitic dispari­
tieS itl 	 Rwandtl society. 

The colcltisioll to which these observaltions point is that contintiing tIle 
high level of sptendini on primary education rather than shifting resources 
toward expanding access to sollie fornt of secondary education will contillue to 
constrain equity and will not optiitize economic returis Ii education. This does 
not iltatch enceral World Bank prescriptions for African education, but Rwanda 
fuirnislies ain example (if a case that diverges radically in this respect from the 
typical 	Alrican pattern. While, (il te average. African countries spend between 
12 and 	 15 percent of tlheir total governliteI budget oil education, Pwatlda was 

spetding between 20 and 25 percent. Moreover. although tite average proportion 
of the educatilion budget allocated to primary educationIi iil Africa was well under 
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half (a weighted mean of 41 perceti to; Africa as a whole and of 48 percent forother countries in RIWaida's economic bracket in 1983), Rwanda had far and awaythe most bottomn-hea\.y pattern, spending 74 percent of the education budget onprimlary schoolil, (World Bank 1988: 140)). 

The Outlook for Graduates 

Another way to examine the fit between education and enploVrCItwhat is to look atis happening to todav's gradutates. A comparison of the education pyramidwith the job market is telling. The problent Of matching edLIcation with jobsbecomes ntot so much one of proiding the right skills but of providing the righttmhcrs ;aId inStittltionls to Cniplov tlenm. If one objecti.'e is not to raise expecta­tiols beyontd the ;ab)sorptlic capacitv of' the jo) market, the emphasis on givingall Rwandans access to education but onlly' at tihe prima ry level is certainly keep­ing the numbers of hiuher level graduates lo, enough for the conrtry to albsorb.Btl the penCdulutm hlta, s\wunltg too far il that direction: the results no longer corre­spOnd it\ilh the countr"'s present work force needs. Let us turn to a review of theeniplo'vnent picture for graduates of the primary schools, ('ERAIs, secondary
schools, and tivcrsity." 

Primar oshools, CEItAlIs, -and agricultural ecdication. At the primarylevels particularly, government planners have assumed 
and CE RAI 

that , large proportion oftite students would return to their 
this asstimption, we 

family lands to become farmers. Ir evaluatingmust ask two questions: Did those studenIts ;IctullV Iecolefarlers, or solletl>mi else , aid was the agric ltral traiing they gt sited totheir ,iceds? c t t g
In l1L0 there wre no studies available showing what became of eilhtli­grade gradlates who did not continue on ill the ('ERAIs. ,Awtcane indirect indicationfrot a recent s r .of10Cmnmbelrs itt Kigali. Of the 752 recordedrespoinses t a qu(stionI c0Cerlitig their lvel .)f schooling, tie quarterilliterate antMd were,tIsCeltoh'1 d. ()ie third of th. ,hers, whose schooline ranged fromone year t prin;irv school.x;lctl . to six years tol post-primar".six veal. ofI primllars' school, the fu1ll eduCati(in. had hIal,mouIllnlt under the old svsftnl. leto.rly


the en.ld of primary school 
marked 

awav from 

[lie right tinie for sole youlig people to mlloVe
hmeL(to 'unskillcd or semi-skilled trades. The .I0(' sure,, htotwever.acconllts for ol. ;i nillte proprtion (if prinarv schoo l gradiLates, akept siill pr(uortionbyv re.,trictiC inIternal migration p iticies. At 'il.)st it flints at the poptu­lir ltill Im \rshat should lappit" Iot shit ha, hapened, to prniury schootl 
COIIl)ICet -S. M ! tI t)I ll -, ,L5% %\ereun\,IbtL the alks of yout.l few fartmitg.OtthC-s tllltIplo etl, ill l . cou iltI ,,side.


Ill thc l1, d-1yit. , the situtiol 
for ('-RA I graduiates was still unclear [btllnlot enc uragin g. (irm dttuttes 0fthe tew pre-reform ('ER A Rs had g od e plo ­metit opportilities. and nim \' of them still were dointg well. A lth ugh tie sc pe 
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of rural and artisaanal training had changed from pilot project to nation-wide, in 
sotme of the long-establisled schools the teaching quality had not. As the system 
expanded, though, it was beginning to turn out too ianlii similar artisans too 
poorly trained to find work. The problem was further comIplicated by the fact 
that CCDFPs and CFs oftered a verv similar ty-pe of training, though they did 
not require the same school background of" their trainees. 

Because the iradc schools aILI CEIZAIs wcre supposed to produce a rural 
work force, agriculture figured prominently in the educational curriculum, partic­
ularly ill the last two years of primary school adilt throughout the three y'ars of 
CERAl. Beyond these levels, there were four s.condary schools that prepared 
agrictltiral technicians - three for boys at Kabutare. Nyviishaba. and Kibisabo. 
and one girls at Nfaigahaga. AorAt the univcrsit\ the Faciulty of Agriculture 
trained protcssionals for rcsearch and tcachii. 

lOw \well did the teaching of agriculture in Rwanda fit the country's 
agricultural conditils and its manpower needs. 

Il a purely technical snsce. the agricultural curricula in the primary 
schools and the (RAIs were as well-suited to ,wanda as current research ricr-
Mitted. [lie staff re ponsible for the curriculum at both the BPERAI and the 
BIPES wcre agricultural specialists themselves, and they worked hand ill hand 
with ISAR. the Rvandan Institite for Agronomic Sciences. the major institution 
responsible for agricultiral research in the country. 

Iraslating a scicitificallv sOUnld curriculum into effective teaching posed 
IWO ty'Cs of pcdagogical prurblems. tlough, which the curriculum developers 
Were less well CuippCd tt mcci. Fir,,t is the issuc of adapting a1"national" curricu­
urn to local agricultural conditions. Agricultiral teachinge cannot be standardiZed 
tor an entire countr., c\el ne ; Issall is ,'da. Soil ColditiollS, clilatC, and 
the croip) lilx vary frot rcgnt) it) region ;iifL f nI hi IItop 1t0 '; Iv. S nIIIe.OIC, 
stlllc\lerc alolnlg the adapt tcachilng 1t arealile. mu11lst the aiteriils Iic local in 

\hich each scheol is located. Either the teache.rs, ist be trainICf to do this, or 
the ILtrials they rcccisc shmld force flic choices upon them. lhe decision in 
tit: clrriclhini burauis xsis to0prcparc a gcncral. cti[ntpchcisive teacher's mianital 
aId toI lea\C itto other to cIlidC tea' fcorits use. 

lie teacher'i,,* aniuals presented a series if lcssi. s clearly, with easy-to­
fotow illtustrat:o constritine sccd-bed. smallIItI a raiLine livestock, cultivation 
tt.-htiiilt's, for \Jirlo is Crop1s. N ,iiivi]-ll;iu kd tlachuers tried toocover the entire 
s,'llibuI litcc \ no) prfcC Or teachcr's guide, however to suggecst that 
Iiisttlici i)I litilti f t0 an aiid CntpIlasi C Ot)[v tl ,s, appruo­\It skip CcLtlill sCctionls 

Wi t c to the lo),' 1 ircl ,\s, a t'sItlf. IltuCii (if tit teachin iii the scl ook was poor
' or 11-,uitcd tt stuldets', IICClIs. I \% otC-sht dLoIIr projects wcrc pr'ovitdilig ill­

,'r, itc tacJlIc tr uiatIul d ill the School Car iid sllinti ' vacations. Clcarlv. 
5ci'r. niot p'LuittltCiit tcacher guiidliCC was nCCd. [lie IN,-\IlES approach. 
\liclh t:ccd lcaldcrs Of fite [ot-fIli;il INADi-YFS courss to choose thoe tiipic' 
alpprtOprlatc t, theirhi.ilit\. %%;Is all xaltp11.' of antlier piSsibl'C dvCice for tai­

http:teache.rs
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luring fhil curriculu,m it) local conditions. Byvsending out not one Text but a list of' 
booklets. IN..\I-)S itptOLd ,choice oil its suscriers, one the' preisuntlahlv 
made by" pic)kin+g the 01INCLClenIejit, the%' III ught woIuIld lie appropriate for their 
hollic alra. 

A second iSNIi Nk As It eI LiCk ilHIiiteratit of atriciltural cOUTrsLs with tile1 

r-,t Iit thiie Ct IrIitIilni. 1); li1+CtI . science studies. in thle primar. anid p st-pri­
mar.% sciols. A rcenlt p per lv Fisiliil antd Schwille (l)SS) contrasts agricul­
tural Stldiits iII the Ilniry sl ichoolsif Kenya with the prl(.Iical agriculture
(In, x liai,/i. agii,,,i ,) taitlhit in l urtindi in tie six-year primarY schools. In 

111uruldi. a, is iid1. :iericUIilural tttrMilnig ldilly Takes the form of* undLrtamk­
it SCt taskN till the' S1.+hil hrm plot. sintg reconIntl edL.improved cultivation 

tleclnilucs with h l ili llctiit bIuth , itl little explanation of their scientiic 
basI,, I i t .iin hii.t11n1 INtihat tll" talli occupis a far hlargcer place ill tile 
1 lv\ i ll e'till Ilu ill 

I IlI i' ,, I IIIt1 i0 iticiilutIi this lc t tuihiit ft mii that otieretd by
;m t'ieitlltitil \i isXiilCh B%\ liniiii scie.cIIc and l tilture turses Itll tSihllZ 
schilll i ;ItI. s, c\pei-iciiiitl plots,. ralle thIan pridtiintiit gardiens, Tle 
KcIym I i 1 i0 1111t l1 l tlIIICJutI :I171)e.CIrs tO pIIIllolt a Clearer tinder­,C ih tasis tuIiterni larInhlt teehnlhogv thill doCS tile 
tillr uii; n . .h uIlie tauct thl urictiliti e is tutle if thle 

stiltill it lt,,e0 sCint.Iu i 

1 ;ippiu papcrs includLd On 
the., eX;ulllitii le.ladll I the pirllliyrv scouol curtificate Ild ICceSs to sec' ltdar' 
scloon l il i,Kunv bitt Iis it tIlluIllll (ut the i l l ItrNIOiuC Mxlllittlitlll S ti0 
ec.itiLd.ury scuh l In Burindli ,]il Rwildia Iliol ilyl reinftres Thetldifference in 

111pIC, (ut 1CtIulural tr;uu nu ti eld tw liseiiuun anid Schwille.
 
\\'Cie the kinld 
 ilt ,t1 .i1! uicours.s at all leveIs in tile curriCIl.i'ttI prm­

.idtli! lhie riLlt uutiullII iidti klItLIS tt karuiers. t.cllliCiMIs, a id prol'es-sitnals 
+IneLIel b.V HIe C0i1i.t lli0 ly. thuCr Sl, lu100 111;11n'V farmecrs antd agents at tleprnnar\ level: enhiicli. 0 1.tiI iiouut.li tlhiinislis at tile sucuindar\ ll, and. 

MIt ItICldI\ ui1.'i h r," huiatth ih llull r tl;1 u u evel andM e.i ti, In this rspCct,
the s.tiouiiIll n .sinda lllrrO that t the' eOtinent inI gemural (\WorlI Bank 

: Thus--i) ()It ' eXpc \\Ct N,h II s' \ iore later: at this point we \, ill look 
it 1lu1 pr.osp cts toil ciI+1i,.Lts l lile pr ;ir)v svstnl tll. 

1lu10huh plunuu].s"e'xpeC.titluis \\CIL, tllat ('RA I raadilutes would become 
t trmcr-+itl,,s, il IiI Lh till11itside. tile hope1s if stItlClIts :it.l their l m ili's sverc 
tiIt t IutlC ui t Il al stir\cv itl 772 ( RA I stl ttI anti (100 if tlh ir parents. only


12 petcutc (t lie hut-s itl 
 prce)cLI O the girls we,1rC iltCrCstCd inl practicing

icrh1iclture All)uIue the hIi\,. the leveCl (it 
 initcrcs ill lmurnlig was still hlither thIllin 
thCn eXctatiOn thiut the \sto l ctually( ha.C h;ulld to farm. Over half tii thien
 
iot111iit11 \\ silel other Illin
ii:k l l'\hucre ill their own' Commulllltne.. 'I'lre-tiar­

tIe S i the' !11)\N 1 i u r t ut..tIhe u1 1t caIt 110) aft' r IcaV­
ci\d')(I p L t h UIs hIled 

II1 PJIetut' CttXuuuIN,'l OIi CC1 , 5 , th lhi chiltir,.ti wtiuhI d lle.h nlrtlers wvere 
ciutuslur.lly\ hisser h;in the' ,tIu'icitS: 0unIv 2 itICCiut exhpressed such a hope. Most 
expcttiCd t11;1ta ('F:.,.\I eductloln \\0iil. help their sont iir datiluiter to get ia jot) 

http:chiltir,.ti
http:iiouut.li
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away roni hoime. Because the program was so new. the purpose of the course of 

study was not always clear to them and sO did not always fit their expectations 

(Ferrier 1985:151-157). 

Some ('ERAI graduatCs were being taken into training programs for 

agricultural extension agents (mmagri.) or for personnel for other development 

projects. Anecdotes circuted about n1tleS that had emlploTyed others on col­i1111C 

struction projects. but oil the whole the cmployment situation was looking grim. 
lhe first students emerging were tnevenly trained., mostly as masoos or carpen­

ters, ill greater numbers than the countryside coul absorb, and thes' had less 

notion otf how to set themselv's up in business thtan they had of their trade, since 

there serc no materials for teachitg the mallnalgee2nlt and accounting courses 

listed in the ('ERAI curriculum (MINEIPRIS'+ 1986d). 

It tile prollem s'as scrious Ifor boys. it was worse for girls, who were leav­

ing the (ERAIs trained it cook dishes wih ingredients unavailable ill the cotin­

trysid,, to sew, or to emb1roidCr. AlthIugh female CERAI students expressed the 

hope that their cdllcation ssould fit them to earn monyes, the curriculum offered 

them retained nuch as tile miissionary educators had first envisioned it. Morale 

allnliolng rllu s Ilaid suldelts \'as tll losw ebb. 

Second ar. School Gra duates in the ,Mulern Sector 

Ft-nployenl t opportunitics for secondary school graduateS s'ere another story. 

Fhe gradulates of the secondars system numbered well under 2,000) per year - it 

s\':is difficult to give exact figures because ul to 1986 the course of study for dif­

tecent tracks had differed ill length. SCveral patls \%ere otpen to these new 

degrCe-lIlddCs. [lhCv inlight Move directly into jobs, primarily in the public sector, 

siuce private settr firn', Were few antd Mostly fan i-rtn. Or they cotl apply 

for admission to the iuicrsits', either immediately or after ',orking for a few 

years. 
M,%ost graduates With technical skills were able to find ntid-level adminis­

trative IISts quite Lluickl.v. Ill gceeral, there Was adeCqlate delmand for personnel 

with scoIl;urs' schooi diplots., illhough the fields inlwhich there ws'ere open­

ings might nlot exa:ctly' niatch the training of the graduates i i a given \'ear. The 

vast lnuaij or.Vt(togradi;ulCs fouilld placcs ill the public sector. Tle priocess oif 

selecting nesw teaichers Ifrot aiong graduates and applyitig for other jobs 

through MINI"(f) has already been describcd iii (lhapter 5. 

l)clavs in finding CeliuVment nay have been die more to MINIFOP, 

wsliichi haildled tile dtossiers, than market It saidto mIClland. WaS that Silie of tile 

htl;uliutiCs gradu:u,-'s had ia harder lime finding w'rk if thes' w'ere unable to guo 

on to h tuniser'sit'. the \%atiling litle lor jt) placement. according toiMINI­uthe hlnt 

FO' otticial. trtrl' Cxcccded six nionths, not a long period 1w the standards of 

othcr Aticat coituutics. Since .I INI [OP. too, oIpcrated W'ithin tie gulidelities of 

the "national policy, lutsi grathuates claimed that, tfor tV"I, t!" w\lit could 
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stretch far 4 longer, despite the fact that they knew of open positions requiring
their skills.4 

University Graduates 

A tniversity graduc, as a trained professional, had a choice of jobs: secondaryschool teacher, high-level government employe,' or" professional in a technical
specialty. Unlike some other African countries, in Rwianda mall' such positionswere still open and readily available. Sonme graduates were drafted as cor nlilleofficials. even bii rg liastcrs. Although the job market was considerablv larger
than the nuniber Of quldifiCd applicaits. ioit ill ,,raduates found jobs in theirfield of specialization. II some eases institutions and infrastructure to support
their skills were lacking - although the country needed doctors, for instance,
there were not eiiouil hospitals to absorb graduates inlany numbers. Taking alesson from neigh boringui coutuiries. inivcrsity planiers were concerned not toexpaind tc, mcct current deuaud anl risk future overproduction Still. inl the 1980s,
I tuniversity degrec giaraltCed ,..niploVniCnt. 

Since the uniiversity grnmld low-level post-graduate degrees, the licen'es, aswell as the thrcu-vear Iccalaurcaet, it had made a first small step toward produc­
ing a btody' of rCstare Ii :nd a corps of rescarcaers oriented toward national prob­lems. But at the lec'ls ot operatioii in the nIid-1l9Ss this could onlv be considered
cihr yiic. lie i,ccd lot such people was pressing, however. as it is elsewhere inAfrica (cf. World iank ht ;72-73, 7,). ISAR. tle main agricultural research centerin Rwanda. for IIstance. with a stafIf of 28 tesearcelcs, needed an increment of 52researchers and (IS teCCiIiie;IIS, according to a World Bank study nlissiOn in flme 
carly 19,"ts ((iow ct al. lt5,. 11:30). 

Fitting Education to lw, n|da's Needs 

The relationshijilOf cL-'aflitll to CttliloyluIent raises (ItiltiStili tht cannot be 
alliswcut. Iitt.erelv e unlilillin l ile eduuctioitl svstlln.
 

\Vhilt a1c thet treuugulIIS Of the IIu;il1 '
t ecouiomly If the agricliitural basecoitii t )h ctlploy m).\ thiiimg like 95 preicut of he ilation's population, it isunlikcl\ hli it \\ill ticL it luhsi 'ihrcue talliliine. It is tar iinre likely to le im cash

crtopj productioi, ilil kctuull'., hi)OcC Iltl!. 
 lld suppl t scrviccs ((iow i al., 1"iSi. II).
Ill hiSn the mgricul'll :1 ; . LIiiL tLO in 
 V coil mlii Cmpl all the e ple liv'­ini ii rllIIal Il ; C'i. 10n1i' pCOI)ole w iihl need Ico;m non-agricultural skills to find 
jobs CtCii ii lie 'OutlikltdL'. I h liieihl lac ti gLoto other regions otf the coun­tr\y. perhaps iloiil 1Lt VrIng IlCt solk Ot rolid or ill hovIs, or they night waIll
to lc;ivt' R \,ilidi it e hllploimvillt't looked 
 lloic ittractli\c ill icigiboring cotu trics. 

I()i rc',illt i ' Him ?,Imli N 'L i.1111CI I U i 'li) d 1imjItimi i, till the st ff i Ilillg il-mernmmt igcriIii orr%II ltmIC ',i] i llILVI ,I I MCmIm dWl'lilr lir lls .id iiliiii i n ttic icp it this., it is eas - fir
fo'rei l %iiitr midi riCll N irL';LIhCr iiinigil Ini pic k upiia "'lti has 
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Rwanda's bottonm-heavy educational pyraid W'llh its enlpha!]sis on ain extenision­
type of agricultural training within the schools appearcd to be a poor match for 
theselticeds. 

Next we must ask to what extent it is possible to predict human resource 
needs for low-level, mid-level. and university-trained workers both wilhin 
Rw\ndaI and in the stirrotnding region. R wan dan educators have been proceed­
ing as if the future were clear, as if its populaliol Could surely find productive 
work "at home,.1C." il aS if the formal school system1 were the main place to pre­
pare its people for emplos ment. Even in the technolgicallv advanced countries 
of FEtirope and North America. human rcsource forecasting is full of uncertain­
ties. R\wa\I:tnda could liarJlv htpe to be inpervious to global markct shifts beyond 
its borders. Moreover, in Rwanda the task of making emhployiett projections 
wa.is relegatd to \IINII:()Il, an understaffed and underfunded ministry, hardly up 
to such a sophisticated task.
 

[lh eco1omlic picture. thel, 
 was iltch less certain lhan planners assuilled 
it to be. Under the circumstainces, narrow Co111partmentaljzition of the curri.ti­

tim into vocnitional and professional Iracks might well be forcing people into 
molds too narrow to adapt to -volvini, neds and jobs. A good argunent can be 
nmade for moving to a broIlader tld more gcneral technically oriented education 
that would prepare people for shiort-terni vocational skills tjaiinng - or retrain­
ing - wit]hoot insisting iti turning out workels with Specific occupatlionls. 

lhe experiene of hoth prinary school cotnipleters and secotidary school 
graduate+S SuggCsted th t the +VSytem w\'as not ei ill CLliilibrihii with the job) mar­
ket. [he schools were already inl datiger uof dlisto rting their curricula inl resputse 
to immlleliale, rather thal ong-terit, unforesecable needs. Even itn li they were 
turning out people with poor or unneeded skills iii the "wrong" numbers.
 

In fact, the coulntctiol hctwo.ei 
 people and outside job topportlttities 
oftell caell throulh olher institutions - Cotll11iiiial Or regional centers tlhIit 
linked vouth to labor ltirkets. A number (itf these centers have been described: 
('(')Ps. ('ltres de .0C'. and the like. Their jobl trintinii, and job placeneti 
activities could contribut tot he strength and valueIof the education 'ivell[IN 
the schools. tut ill l), ui onle hlad tacklcd the tas,,k of iitelgratiig the tornal 
school system with non -tornual shit-tern jotb training. 

In suln. tlhouuh the., Schools \\ere ilntllLded to address aiid solve the prtub-

IiiI of111prhducIIg an el ,'mployabehork tor1e 1.t
\ for CCII11ui1" iVILdvancellnt, Co1lI1ill­

'ukl huildup ot te pliillIr v S.sItIlI, with its enipl ,isisonl rural education, threat­
cild it) choi out kir too Itaus workis wtilh to) hoW :uIIud lilli.te a1 IvelI Of 

uctII on setHtar SChlt0IS \Crt_' 1cL'ttllili So arrIwl tracked t1hatlie III' 

ruutil l erilt tt", it tletIC%\ IueedS t eIOF Illteen.Ui ye.ars u.o the roald IlliQit
' pro)\e lotiCer ;lld hirderItiui11 iel 'llili! jot skills to ne.,w 'rU thtiat., thrugh short 

prIlgra i t rtppreticeships outside the formaitl School s.'seii. Ill tryiln tom
Shiouulher the Whoe lbturdeitt triniig tor work. the schools risked falling further 
alnd further outi of s ep with huIian resource needs. 

http:Illteen.Ui
http:lilli.te
http:hctwo.ei
http:curri.ti
http:home,.1C


Chapter ii 

LEARNING FROM RWANDA'S REFORM 

The preceding chapters have traced R wanda's educational development throughits colonial and post-coloiail history. lhe'y have described the institutionsthrough which educatiol was being delivered in 1986. the time of this study. Thelast two Chapters have focused ol issues central to Rwanda's educational reform: 
equlity and employment. 

\What does case likea stud' this tell tis that is of general importance?How much of RWanda's experience is similar to thi,)f other newly independentnations, especially those in Africa? What part of it is uniqitue to Rwanda? Whatproblems does it present for us to consider? And what lessons does it offer its forfuture educational develoIMlent? 

General Features and Unique Characteristics 

Rwanda's experience in CdtrcAtional planning and educational developmenttypical in nmans isways of that of its fellow African nations in its timetable, itsattns, and even the setbacks it has encountered. The decade of the 1970s usheredilleducational reforms throtghotll the continent. Rwanda's reform conformed toAfrica-wide patterns in originally mandatingstressing linguistic and universal primary education,cultural adaptation, eqity of access inregardless of ethnic 
or local origin or sex, and preparalion for work. Reforms in countries as diverseas Nigeria. Kenya, and Somalia held out similar promises. Typically. too, a spurtinpopulation growth. esp+ecial v in the cohort of those under t 
ageoeof 15s has
 
overstrained the very institutions nteant to edlcate the nation's youth.
 

CompleX 
JThe 

in 
linguistic 
RWaLda, with 

and cultural Chang,,s entailed ill cturricular reform 
 'ere lessits sige natiollal African lan age, lhal illmost other 
nations on the continent, Still, in Rwanda. as elsewhere, the time and effort
needed to prepare new materials was protracted and expensiv Predictably, too,
one result was ain apparent dip in comlpetence illFrench, the country's lantguagefor higher-level education and external contact, offset b\' considerable nationalpride in lioning and tosinre Kinva rwantda to drawticiparing in the entire population into par­the life of the lodcrn nation. Still, the policy clearly reflected anitivard-looking orientation ill edUCarlrial planrliig.

Rwanda is a particularly interesting example
de'elopment ovuer the past 

of African educational
Iuarter-century because itsgovernment has demon­strated a consistently high comtimitltenit to education and has enjoyed a longperiod of stability duri ng which to see plans through to action. On tilewhole, it 
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has heeded the advice of experts in tie field of educational developmlent.' It
invested heavily in the primary level, which, according to educational economists, 
was likely to yield the highest social returns. It stressed rendering education rele­
vant to the world of work, loading each level ill the system with curricula that 
emphasize vocational and technical training - a constrictinig strategy that donors 
and their expert advisors have sirtce disavowed. At sec(dary and tertiary levels, 
points where access remains severely limited, the ministry responsible for student 
placetcni worked ot a rigorous formula for equitable selection. So it provides auseful test of the results of comnonly offered recommenldations in tile field of 
education. 

Blut Rwanda is not just a typical case of African educational development.
Several unusual aspects of its educational heritage and its current policies have 
affected tile course of its reform.
 

First, the eduuCttiotal institutions 
 it inherited at independence ws'ere 
already heavily skew\'ed toward primary education. This pattern is shared only by
its ticighloring former Blelgial co llies, Zaire l nd Burundi. Donor cncoura e­
llenlt for itnvestntment ill primtna ry schoolillg, based oti oltside atallses, appears to 
have struck a resonat chord with the political and cultural inclinations of 
Ra\\ndall planlners in t1e 1970s. But even toreigtl donors balked at the lengthen.
ing t tle priPlary cycle. which Ils l-cessitted evetn more spetding oil two final 
'useless" years iu ordCr to iilke it, like higher levels, a terminal cycle. 

Likewise, the post-independetlce lliltentlalt- of high-quality, exclusion­
ary secotlla'y Ml -lCvCl illstitultiols ill Rwanda contrasts with the more 
uNual Africatt pattern of he,Iv' iltlSttleIt ill Cxpanldillg sCCOlldary schools ill the 
years fol lowinrig indepetdeCice.
 

Second, the wav 
 a vocatiolal ld especially agricultural emphasis pernte­
ates the reformed school systetl is a typical. ()ther Africanl countries ddvocate 
eCdIucatioll for productive etliploymenl but are less literal ill translating it into 
reality. Illtrodlucing agriculttral activities in primary sJliool has been practiced

el'\e\herc. Some colilltrics Ihough, KenyVa 
 for exaiple, have redesigned primary­
school acadetmic courses ill scietcI to beter educate 
 fultre farmers (I .isellloll and 
SchwillC 19,) instcd Of puitting StudCtllts to work producing crops for sale ott 
school garden plots. Vocational and technical SCcondlrV schlols ettj,)'ed a vogtlC
throull,.hout the contincnit. with donor support, itt the 19701. But tisitally these 
adjtllSllllClltSt 1 either adjttlllcs Or alteinate tracks to acaderllicallV oricllteed pro­
gratns. It is more usual to fault curricula for still bCing too aIcademic. At the pri­
ltary lld secondary lev'els Rw;nlt's ctrricutla look too narrowly vocatiolll
 

Rwand;t's 
narrow. rigorous. illt SillIC-tulinled tocls otil work or jol-train­
ing at all lvels risks falling ouit ill step with tile cotlntry's itel's for work lorce 
skills is the econont V Cvoilvcs. g\riculttural CdtaCtiolt at the primary level, for 

1Tlhe glaring xcexptioi w1s Its planners' insistence oil lacking an1extra two years of agricultural and
basic crafts training onto the end of the six-year primary cycle, to the outspoken dismay of various do nors. 
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example, appears to hark back historically to mission emphasis on basic educa­tion for a peasantry destined to remain ol their ancestral land. It is backward-, 
not forward-looking. 

Third, pronlotion of private investment to support or supplement the pub­
lie school system, an 
engraincd in 

idea now being advocated by educational economists, isRwandla's experience and accepted as I normal part of educationalplanning. For Rwanda the issue is not whether to allow private investment buthow best to integrate it with nationIal educational policies. While privatesecondary schools and even univcrsity-level institutions are part of the institu­tional landscapC, less consideration has been given to attracting private spendingto support public institutions - charging families able to pay part or all of thecosts for university room and board or even tuition, for example. Since educa­tional econoniists ire now suggesting shifting costs t private and communityresources. Rwanda looks as if it is running ahead of the pack, although therestrong historical reasons 
are 

for its stance. Its current efforts t) coordinate and con­trol private cdtcation Will be worth observing as a guide to other nations consid­
ering similar fiscal solutions. 

Fourth. everY African cot ntrv is unique in the particular constellation ofethnic groups it tclonllpasses and in the typcS of tensions, coalitions, and politicalforces that result. For Rwvanda. the legacy of ethnic rivalry between Httu andTutsi has led to a kind of reverse affirmative action in the form of' quotas for access to s nctidarY School places. university places, and jobs in the formal sector.This is an u1nu1sual solution to the problem of equit,,. It deserves attention morefar-reaching thanI a cursory ;,Coopt;tem of tile govcrnlmCent s elega ntly balancedstatistics, for it can conceal other. unreported socioccononlic biases.
Fitally. the stability of Rwanda's government since the 1979 reform wasfirst proposed 
 ill l97(, alomg witi its tenacity ill sticking to a long-term plain for
education. is distinctive. In this respect it cotrasts with other African countries,like Nigeria cr Somalia, that have introdUcCd tuew phs with new regimes orshifted strategies to suit wvhalcver donor caime courting. wilhout giving earlier 

plans ; chance to he IllY impltcuented. 

Problemtis an ( C-onsequences 

The positive features of Rwanda's educational reform are notable. The commit­menit. cotlsisitcy. aid paiience Rwandans have shown in carrying out reformmeasures are rare and needed if one hopes to see results in educalion, Curriculumreform has heen thorough, thotightful. and culturally and linguistically appropri­ate. Education at the secotdalIY level atnd upwards hls not been debased iii 
qualit v. 

Some of' the emuerget problems arc the obverse of the strengths of thereform. In some ways Rwantda's reform looks "stuck in
that 

time," following tenietswere the wisdom of the 1970s. ctusidercd less viable for the 1980s. The rigid 
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vocational focus of the reform and the concentration of resources on tile pri­
mary school system are prime examples. 

No one denies the importance of education for dcveloping a productive
work force, but the conflation of education for work with narrow agricultural,
vocational, or professional tracking is an artifact of the 1970s. More recently
scholars and observers have reexamined the respective roles of schools and out­
of-school programs in preparing a trainable work force, theon one hand, and 
training for actual jobs. on tie other. Within the spectrum of training institu­
tions, schools are judged best suited to providing a generally educateJ population
with a solid background in science, math, and communication skills - a popula­
tion that can react flexiblv to new demands and new opportunities. Detailed
skills training, on the other hand, is best left to short pre-service or in-service 
programs with close ties to the workplace that respond quickly to immediate and 
changing cmploynent needs. 

The agricultural training that loons so large in tile last two years of pri­
mary school and in the CER AIs provides instruction assigned to agricultural
extension agents elsewhere ill t Ie world - when it is running as planned.
Rwanda's experience gives us no reason to think that extension workers cannot 
do this job better and more efficiently than the schools, bringing up-to-date
information to just those farmers who are actually ill need of it.
 

With cont; titict come costs. 
Rwanda devoted a hefty proportion of the
national budget to education over the first half of the 1980s. But there nave been 
some fiscal sinkholes in the educational system. Although investment in the pri­
marV school svsteit has been shown, on the basis of world-wide data, to yield tile 
highest return to society itt relation to costs, as primary schooling expands tile 
returns diminish. Evidentce from Kenya suggests that, under these circumstances, 
investment in secondary education is at least as profitable as investment in more
basic levels (World Bank 198:23). 1lt the limiting cases, like Rwanda, where the 
primalry system is alreadv expanded and thc secondary and higher systems aresmall and exclusive, continuing to concentrate resources at the primary level
 
becomes hard to justify. Under-enployment itt the rural areas 
 is further evidence
 
of declining returns to intvestments in an education intended 
 to fit people to be 
farmers. Cutting tle final two ',cars of primary school might be art obvious way
 
to cut costs if it were politically acceptable to do 
so.
 

In tile public secondary schools, boarding costs are 
a major expense, even

though a small proportion 
 of these costs are charged to the students' families. 
The indirect effect of accepting only boarding students is probably at least as
expensive as the direct costs; boarding facilities place strict limits on the number 
of studcnts I school cat icconttmtodate anid conseqtently onl tie size of classes in
 
it. Alternatives 
 - private secontdar day schools or reorienting tile CERAIs to 
become second-class secomdarv schools - have been discussed in earlier chapters.
A maj:mr consideration is what the effects of these choices would be on equitable 
access to secondary schooling. The answer is by no means simple. 
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As in other African countries, tilenational university remained too small 
to be cost-effective. The establishment of a second campus for a university with a 
total enrollment of 1,700 students was exacerbating the problem. On the other
hand. university faculties were training at least a few graduate-level researchers 
and were focusing on research projects of immediate and practical interest to the 
nation. The country was still short of mid-level technicians, professionals, and 
trained leaders. It faced the dilemma of how quickly its tinivei4ty should reduce 
the gap between needs and available huLimlian resources widhout over-building,
overshooting the mark, creating permanent institutions that would eventually 
turn Out more gradutlNes tha1n the Country Could absorb. 

Although tilequality of secondary and university education ':. appar­
entl\ being maintained - at a hefty price -tile quality of primary education was 
slippinlg. Signs of this \were the stagnation of demand for places and low teacher 
morale. In part the problems were due to lack of teaching materials and lack of
guidance in the immediate wake of educational reform, a situation that is virtu­
ally predictable and often temporary at such a time. In fact, promising curricula 
and teachers' guides were close to completion at the time of study. The decision 
to produce teacher manuals instead of student texts for most oI"the subjects,
though. may have more long term negative effects on educational quality; it was 
too earl%' to determine the consequences of this strategy before tilecurricula 
were completely ill place. 

Within the primary system, the problems of the seventh- and eighth-year 
program and the CERAIs \were particularly pressing at the time of study. Notonly were materials and curricula rare, there was considerable overlap between 
tilelast two years of primary school and the CERAIs and mounting evidence 
that both vere out of pace with actual work opportunities for their graduates.

Fiially the Rwandan Case forces us to take a long, hard look at the prob­
leto of equal opportunity for sclholing. What are the political forces pushing for
 
equity? What 
 are the political constraints? Do the ethnic and regional quotas
simply skew access in favor of an enierging socioeconomic elite or do they

iideed redress a long-standing 
 inequality of opportunity? Is equity on paper the
 
sam as equity in fact' 
 What factors matter: ethnicity? regional origins? urban or
rural residence? gender? social class? family income? If sonic of these factors 
count for access to school places billothers are ignored, what will the conse­
qunences be'? CaIn eqtlity be alhieved Without opening the doors to secondaryschools and universities wider than the crack Rwanda allowed? Can quota
systems serve fle cause of equity? Will encouragement of private investment 
widen opportunities or nierely widen the socioeconomic gap between the edu­
cated ad ile excluled'? 
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Conclusions 

Educational dcvelopnlcnt at any particular time and in any particular place is 
rooted in the historical and social context in which it is occurring. That is the 
justification for case studies to sipplelent comparative studies of educational 
dCe'clopcnt. A Case study allows us to see how educational institutions and ini­
tiatives have taken form and grown in the past and to reflect on how general 
prescriptions need to be modified or adapted in light of a country's particular 
social composition, political tensions, historical evolution, and resource endow­
ments to pave the way for future growth. 

A number of widely accepted tenets of educational development. such as 
expansion of primary Cducation. equitable access to schools, and education for a 
productivc work force have had a prominent place in Rwanda's Cducational plan­
ning. In lRwanda. these general principles have taken onl a particular cast, sup­
porting political and social agendas that arc distinctively Rwandan.
 

Rwanda's enthusiasm for equity, for example., embodied in 
 its national 
policy of quotas that guarantee statistical balance in the student body as else­
where, must be examined in light of the country's political history. It can be 
questioned in terms of hidden factors not registered in the quotas. It should be 
related to the encouragement of private schools. Will these increase equitable 
access by increasing the number of scarce places, or will they drive an economic 
wedge into tihe conccpt of equity? 

Not all of tile "best" advice was best for R wanda. Because of its already 
extensive prinary school svstcm and recent heavy investment at that level, 
Rwanda appeared to bc a clear exccption to the rule about the relative returns to 
investment in primary compared to secondary schooling.
 

Rwanda's form of educat'on for work also had 
 taken on I distilctive 
character. based on assumptions about the ability of the agricultural base to
 
absorb labor and anl inward-looking policy of self-sufficiency. The school system
 
by itself can not guarantee futuCre cm ployment for graduates. That depends largely
 
on the cconomic development of 
the country as a whole, the infrastructure that
 
exists outside the schools. For a country as small and land-locked as Rwanda.
 
control over its own cconomy 
 is bound to remain incomplete, subject to global
 
market forces and technological innovation from outside its borders. Nor 
 arc 
schools necessarily the best place to train workers for tnodern-day employment. 
Short-term or on-the-job training, using the current tools of production in the 
work environment, is likelv to be more cost-effective in fine-tuning a worker's 
skills just when and as nccdCd. But for a centralized government, schools are 
simipler to control. 

A case studv is, in the end, an invitation to reflect on what the role of 
otutsidc expertise should be in channeling cducational dev'co)ptent. Training 
abroad of Rwandan educators and planners has certainly informed and helped 
educational planning, as this book's bibliography shows. The major thrusts of the 
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reform bear the imprint of advice solicited and adopted. But outsiders are notprivy to all the nuances of history, politics, and their impact on nation-building.
Rwandan planners know what they want. They are willing to say no to outsidemanipulation, even backed by money. And, in the end, the results are their re­
sponsibility. 
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