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Executive Summary
This report offers a comparative analysis of education systems, policies, inputs, and
outcomes in six partner countries of the Centre for Sustainable, Healthy and Learning Cities
(SHLC), the University of Glasgow. They include Bangladesh, India, the Philippines,
Rwanda, South Africa, and Tanzania. Data was collected from reports on national and urban
policies prepared by each partner for their respective cities and countries and supplemented,
where necessary, with information from global databases and other secondary sources.
The analysis shows that the current education situation in SHLC countries reinforces the
existing disparities across groups in urban areas and creates new barriers and gaps as
learners in more affluent neighbourhoods have a sustained access to better opportunities for
socio-economic advancement whereas public schools may limit such opportunities and keep
people trapped in a cycle of poverty. The following are the key takeaways from the national
reports:
1. Colonial legacies continue to have an impact on how education is structured and
understood in SHLC countries. It is, however, only one layer of influence on the education
systems under study as various other processes – such as conditions attached to foreign aid,
various processes of globalisation, and influence of international standard-setting
organisations – determine their development. This includes, for example, approaching
education as preparing a workforce to modernise/industrialise countries or build knowledge
economies. Another example is the influence of and reshaping of education according to
international standards such as the 2030 Agenda for Sustainable Development (20152030).
2. There is a high degree of centralisation in how education systems are designed and
governed in SHLC countries: local governments are tasked with implementation of
education policies and laws formulated by national governments formulate. The exception is
India where states run the state-level education sector.
3. Along with improving access, quality, and outcomes of primary, secondary, and tertiary
education systems, SHLC countries offer alternative routes for education and learning. This
includes technical and vocational education and training (TVET) to develop middle level
skills for decent employment which can support countries in alleviating poverty and boosting
economic development. Implementation of TVET is challenged due to neglect by provincial
governments (e.g., South Africa) and negative perceptions of manual labour (e.g., the
Philippines); there is also the issue of low quality of available TVET opportunities (e.g.,
India).
4. SHLC countries have education policies and legal frameworks that have potential to
encourage socio-economic and human development. They are, however, not always enforced
and implemented. The reasons for poor enforcement/implementation vary and include: poor
coordination among authorities, lack of skills, short-term planning and financing, limited
participation of local stakeholders (Bangladesh), absence of mechanisms for monitoring and
evaluation (the Philippines), unviable mechanisms for monitoring and evaluation (South
Africa), and lack of sustained and sufficient funding/mismanagement of budgets
(Bangladesh, the Philippines, Rwanda, South Africa, and Tanzania). As policies are seldomly
fully implemented and evaluated, there is little change in learning opportunities and
outcomes for most learners, which may reinforce the cycle of poverty in urban areas.
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5. Due to lack of resources and mismanagement/redirection of budgets, governments in
SHLC countries may be unable to continue sustainable financing of formal education
systems and investing into non-formal and lifelong learning opportunities. In some
instances, governments invest in schools that provide low quality education hence of limited
value to learners (South Africa) or distribute funding unequally leading to underfunding of
schools in low-income neighbourhoods (Bangladesh, the Philippines, Rwanda).
6. All SHLC countries have seen an increase over time in the number of enrolments and
completions in various levels and types of educational institutions and in the number of
educational institutions and opportunities available. However, due to the increase of urban
population, there is still a deficit in the provision of education services. Also, the services that
are available are often of low quality and distributed unequally across different socioeconomic groups, with more affluent neighbourhoods enjoying an exceedingly higher quality
and quantity of services.
7. All SHLC countries have high numbers of out of school children who either never had
proper access to education or dropped out at some point in their studies. The out of school
rates are especially high among youth at lower and upper secondary levels, children from the
poorest backgrounds most at risk. The reasons include: the need to support their families
financially (Bangladesh, India), domestic chores, inadequate quality of education, and
unfamiliar language of instruction (India). Alternative educational opportunities for out of
school children are not readily available in many contexts.
8. While data shows improving gender equity, gender is a factor in education access and
outcome as girls are more disadvantaged compared to boys: apart from other reasons for
high drop-out rates, girls are subject to early marriages and often do not have access to
proper washroom facilities. In Tanzania, there is a discriminatory policy that does not allow
pregnant and mothering girls to study or re-enrol.
9. Some groups are excluded from accessing education and learning opportunities. This
includes: Muslim children and children with special needs (the Philippines), children who
belong to some particular castes and religions (India), and migrant children across contexts.
10. Lifelong learning is overlooked and where opportunities exist, they are scarce and
unevenly distributed between cities and groups. This leaves illiterate adults (the Philippines,
Rwanda), the elderly (Tanzania), and women (Bangladesh, Tanzania) behind.
11. Private actors step in to provide education where governments do not have enough
capacities. SHLC countries (except for South Africa) have seen a sharp increase in the
number of private institutions. They tend to have better resources, higher quality of
education, and are associated with higher socio-economic class and status. But most families
cannot afford to send their children to such schools. A concern with private schools is their
lack of compliance with national standards for education. In South Africa, higher social
capital is associated with formerly white schools that are now open to and preferred by Black
Africans.
12. Quality of available education is a concern in all SHLC countries and cities. Despite the
focus on literacy, in public schools (especially those in lower-income neighbourhoods),
learners do not attain basic literacy skills. At the same time, the focus on literacy leads to
schools neglecting the need to develop the quality of all the aspects of education, such as its
content, instructional strategies, and critical thinking and problems solving skills. There are
other concerns in terms of the ability to ensure quality: (a) in many countries over 40% of
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schools do not have basic facilities, (b) the number of cases of report instances of bullying is
over 20% and of corporal punishment is over 50%, and (c) schools, teachers, and students
experience attacks carried out by armed and non-state groups.
13. While student to teacher ratios have improved across SHLC countries, many still
experience shortages of adequately qualified/trained teachers. While teacher training has
strengthened in many countries, of concern are its quality, variation of what constitutes a
trained teacher, and absence of teachers in contexts they are needed most (i.e., with
marginalised students). Another issue is the ability of countries to retain teachers: teacher
attrition rates tend to be high, especially among male teachers
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1. Introduction
This comparative report was produced as part of the study of urbanisation and
differentiation of neighbourhoods in 12 cities across Africa and Asia: Bangladesh, India, the
Philippines, Rwanda, South Africa, and Tanzania. Data was collected from reports on
national and urban policies prepared by partners of the Centre for Sustainable, Healthy and
Learning Cities (SHLC 1) in each country. In some instances, information is supplemented
from other relevant sources such as reports of international organisations (e.g., UNESCO,
UNICEF, the World Bank) and scholarly work. Section 2 provides an overview of historical
legacies that shaped SHLC countries’ development trajectory and education as well as the
shifts in education over time. Section 3 outlines the structure of the national education
systems in the six countries the study focuses on and the institutions that govern education
in these countries. Section 4 presents key laws, policies, and regulations the countries have
in place to guide the provision and quality of formal education. Section 5 examines the
financing of and resource allocation for education. Section 6 discusses the availability of
various learning opportunities to different groups of learners, including access to educational
institutions and alternative programmes and retention/dropout rates. Section 7 explores the
quality of education and related services critical for educational provision available in each
partner country. Section 8 compares education outcomes by exploring five general trends
that emerge from the national reports: improved enrolment, higher completion rates,
improved literacy, greater gender equity, and improved student to teacher ratios. Section 9
offers highlights of the comparative findings, and the final section offers potential avenues
for further research.

2. Historical Legacies and Education Agenda
SHLC countries and cities have gone through different social, political, economic, and
cultural changes that have had a significant impact on their education systems, agendas, and
abilities and opportunities to effect transformative changes. Table 1 traces the colonial and
post-colonial histories to show some of the key shifts in countries’ development while Table 2
focuses specifically on changes in the provision of education.
SHLC countries illustrate the varied impacts that colonialism had, and continues to have, on
education systems in Africa and Asia. The way colonial education was structured and
operated in India, where elites were ultimately trained to enter the civil service, differs
significantly from South Africa, where a settler population lacked a similar incentive or
desire to provide education to the non-white population, or Rwanda, where missionaries
played a primary role in education provision. These dynamics could also vary between forms
of colonial rule in a single country, as in the Philippines, where Spanish and American
control led to the creation of two notably different education systems driven by different
logics and objectives. In all SHLC countries, colonial rule transformed education in line with
specific colonial ideologies and interests; these changes in turn shaped post-colonial
education systems and continue to have an impact on how education is structured and
understood. Understanding colonial legacies in education allows for an understanding of
SHLC is an international consortium of nine research partners aiming to strengthen capacity to
address urban, health and education challenges in neighbourhoods across fast-growing cities in Africa
and Asia. It is funded via UK Research and Innovation as part of the UK Government’s Global
Challenges Research Fund, and led from the University of Glasgow.
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these ideologies and interests, just as, conversely, appreciating these ideologies and interests
allows for new insights into education and the historical dynamics that shape it.
In the post-colonial era, the development in SHLC countries has been determined by various
factors, including dealing with colonial legacies, conditions attached to foreign aid, various
processes of globalisation, and influence of international standard-setting organisations
(e.g., the United Nations and its agencies). Decisions made by countries in response to these
processes and their circumstances have been affecting the education offered to their citizens.
A few similar examples of issues of concern and ways to address them can be observed across
SHLC countries.
One example is poverty reduction which includes addressing the wide-spread despairing
human conditions and/or unequal distribution of wealth/income. Economic development
and growth are viewed as essential for poverty reduction (International Commission on
Financing Global Education Opportunity, 2016). As economic growth requires
modernisation of agriculture and industry to increase productivity and profitability, it needs
workforce equipped with particular sets of skills and knowledge to spearhead the process.
Education then becomes key to building required human capital for innovation and
development of industry, agriculture, and service sectors. The type of education chosen
depends on the type of economic development a country pursues. For example,
industrialisation requires vocational and technical education and training to prepare a large
workforce while the focus on the development of knowledge economy calls for education that
equips with meta-cognitive skills such as problem solving and the ability to learn and
upgrade knowledge and skills throughout one’s career/life.
Another example is integration of global indicators and standards for education into national
policies and laws, starting with Education for All (1990-2000 and 2000-2015), Millennium
Development Goals (MDGs) (2000-2015), and currently Sustainable Development Goals
(SDGs). Of particular relevance now is the 2030 Agenda for Sustainable Development
(2015-2030) of the United Nations that outlines 17 SDGs to help the world achieve
sustainable development. In relation to education, the incorporation of the Agenda’s
standards requires moving beyond ensuring educational access for all learners to
establishing systems that can provide equitable and quality educational and learning
opportunities to all, regardless of their background, and across the lifespan (see SDG4). It
also calls to use education to achieve other sustainable development goals, including good
health and well-being (SDG3), gender equality (SDG5), climate change (SDG13), and others.
This report showcases some of the progress towards SDG4 in SHLC countries.
Table 1: Historical legacies

Country

Colonial

Bangladesh Bangladesh and India were
part of Bengal, colonised by
Britain from 1757 to 1947.
Under the East India
Company: started as a
trade, since 1757 functioned
as the military authority
over Bengal. Outflow of
wealth from Bengal to
Britain. Millions of people

Post-Colonial
1950-1960s: the city of Khulna
experiences waves of migration of
Muslims from Kolkata due to violence
between Muslims and Hindus as well as
workers to aid industrialisation.
Formulation of legal and policy
framework following independence in
1971.
Five-Year Plans: focus on poverty
reduction in urban settings through job
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India

Philippines

were left impoverished and
people’s welfare
deteriorated considerably.
1770-1773: famine that
killed one-third of the
population (25 million
people) as food was shipped
away to Britain. Locals were
barred from holding high
offices. Rapid cultural
changes imposed by the
British.
1858: Delhi came under
direct control of the British
government after the oneyear-long Indian Revolt
against the British.
‘Divide and rule’ policies
that pitted religious groups
(Hindu and Muslim)
against each other.
1947: gained independence
from Britain.

The country was under the
Spanish, American, and
Japanese rule.
With the arrival of the
Spanish, the people were
converted to Roman
Catholicism by religious
orders that

creation in manufacturing and services,
improvement of economic opportunities,
development of community-level
infrastructure, and improved access to
better education, health, family planning,
and nutrition.
Incorporation of international
development goals and agendas: Habitat
Agenda 1996, Millennium Development
Goals (2000-2015) to achieve universal
primary education, Sustainable
Development Goals (2016-2030) to
ensure inclusive and equitable quality
education and lifelong learning
opportunities for all.
Current period: Five-Year Plan (20152020) – job creation (labour intensive
manufacturing), targeted livelihood
programs, expanded and inclusive social
protection programmes, and increase
spending on education.
1947-early 1980s: rapid industrialisation
for self-sufficiency to avoid dependence
on imports, control of private activity,
incentives to small scale firms, significant
protections for labour, more resources
spent on higher education than on
primary education.
1980s: pro-business tilt from government
controls, import liberalisation, export
incentives.
1990s: pro-market reforms (e.g., major
liberalisation of trade, financial sector,
and investment) (see Kochhar et al.,
2006).
Delhi: increase of slum settlements due to
industrial development in the peripheral
districts.
Current period: development of
‘knowledge economy’ which includes
building skilled human capital, a
democratic system, widespread use of
English, a dynamic private sector, a
diversified science and technology
infrastructure, and other actions (see
Dahlman & Utz, 2005).
2000-2015: incorporation of the
Millennium Development Goals into the
Philippine Development Plan 2011-2016
(improved gender equality, reduced child
mortality and malaria, no progress on the
other goals).
2009: became a lower middle-income
country (i.e., less reliance on aid and

3

established churches,
convents, and schools.

Rwanda

South
Africa

Two periods: a German
protectorate 1896-1916 and
a Belgian colony 1916-1962.
Both used indirect rule and
were not interested in
urban development of or
infrastructural investment
in the country. One of the
reasons is the resistance of
the Catholic church that
saw urbanisation as
contributing to negative
behavioural changes.
Migration thus was
controlled and required the
authorisation of local
leaders and a payment of a
living permit, so only
Rwandans who had formal
employment could relocate.

Johannesburg: rapid
urbanisation due to the
development of the mining
industry and the large
workforce required for it.

greater capacity to shape own
development).
Development Plan 2011-2016: targets
such as strengthening the financial
system, competitiveness of industry,
agriculture, fishery, and service sector,
infrastructure development, good
governance, the rule of law, social
development, and peace and security.
Development Plan 2017-2020: targets
such as investing in inclusive growth,
reducing poverty in agriculture and
regions with high poverty levels, building
a high-trust society, developing a globally
competitive economy, and building
resilient individuals and communities
(e.g., mitigating and recovering from risk).
Other critical current developments
include a policy framework for human
development: National Human Rights
Action Plan, Magna Carta of Women,
Volunteering Act, and others.
1962: start of industrialisation required
more workforce in cities, still the
government promoted rural development.
1994: genocide against the Tutsis.
Post-genocide urbanisation: returning
refugees, post-conflict social disputes and
judicial regulations, the establishment of
grouped settlements ‘imidugudu’ as an
alternative means of housing the
population closer together to catalyse
reconciliation between groups.
2011-2018: The Seven Years Government
Program (2011-2017) - focus on access to
infrastructure to lead a dignified life.
Second Economic Development and
Poverty Reduction Strategy (2013-2018)
- focus on accelerated reduction of poverty
to less than 30% of the population.
Current phase: Vision 2020 (since 2000)
guides national development strategies.
Focus on reducing poverty and increasing
economic transformation and growth to
ensure better infrastructure and services
and thus a better quality of life and safe
living of all citizens.
The city of Huye is positioned to be
developed into knowledge, culture, and
agribusiness hub.
Strict control of people’s movements;
forced removals for racial domination and
segregation (apartheid); raciallydiscriminatory restrictions on people’s
ability to own land, live where they
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Tanzania

Mining had a profound
influence on social and
political dynamics,
including the apartheid
system of legalised racial
discrimination and
subjugation, and influenced
urbanisation for a century
through socio-spatial
engineering.
Cape Town: economic and
administrative hub of the
Cape Colony with diverse
logistics, manufacturing,
cultural, media,
educational, property,
financial, and tourism
activities. Deep spatial
segregation since 1901-laws
to prohibit Black Africans
from owning land in the
city and restrict their
movements (1910), Pass
Laws that excluded Black
Africans from employment
opportunities, resettlement
of Black Africans into
townships (1923).
Two periods: as part of
German East Africa 18851919 (Mainland Tanzania)
and as part of British East
Africa 1919-1961.
Migration was used to
benefit the colonial
government that imposed
strict control on and
management of the
movement of people. Native
Tanzanians were not
expected to have access to
urban life as they largely
represented the poor
under-class in the eyes of
the colonizer. Instead, they
were encouraged to stay in
rural enclaves of
production.
All the movement was
highly masculinised with an
emphasis on migration of
hard manual labour.
Those who were allowed to
relocate to urban
settlements had to have

wished, secure employment, and access
education and training (e.g., 1950
Population Registration Act to formalise
racial classification and introduce identity
cards; 1950 Group Areas Act to prescribe
racial composition of residential areas;
1953 Reservation of Separate Amenities
Act to prohibit the use of the same public
amenities to people of different races).
Only black Africans with formal jobs were
allowed to reside within the cities, and
they had to receive temporary work
permits.
Resulted in racial, class and regional
inequalities as well as in damaging
psycho-social, economic, and
environmental consequences that persist
after end of apartheid in 1994.
Post-1994: democratic government,
commitment to universal human rights
and redistributive social policies. Land
ownership issues are still sensitive and
complicated to address; little has been
done to reverse the legacy of racial
segregation and dispossession.
Segregation still persists and attempts to
redress the imbalances have largely been
unsuccessful.
Three key phases of policy changes
relevant to education:
1. Immediately post-independence:
socialist ideology (the Arusha Declaration,
1967) prioritised rural development with
individuals congregated in ‘village
clusters’ to make basic service provision
(e.g., education) easier and to ensure
people could become self-reliant.
Planning was centralised, the
industry/services nationalised, and urban
areas became administrative spaces
inhabited by a ‘socially acceptable’ class.
2. 1970-90s: economic crisis (because of
the drought, mismanagement of
resources, the 1974-78 war with Uganda,
and other factors) led to the adoption of
neoliberal reforms and structural
adjustment programmes that severely cut
the expenditure on public social services
creating more inequalities as access to
social goods was limited. Decentralisation
led to the transfer of power to local levels
which improved service delivery,
transparency, and accountability.
Liberalisation of migration resulted in
rapid increase of urban population which
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Country

particular types of jobs,
level of education, and a
middle- or upper-class
status. For example, it
included select Indigenous
Tanzanians who acted as
‘native authorities’ to assist
in managing citizens and
ensuring minimal
resistance to the British
colonial rule. In cities, apart
from segregation along the
racial lines (i.e., white
Europeans, native
Tanzanians, and Asians)
that was practised during
the German rule and
legalised during the British
rule, the population faced
unequal power relations
between capitalists and
labourers leading to socioeconomic class segregation.
The country still
experiences the legacy of
pro-poor support in urban
areas.

started to drop with the deindustrialisation of the country, while
liberalisation of the market led to
increased engagement of women,
children, and the elderly in informal
economy which meant that traditional
roles (including gender roles) started to
shift.
3. Current phase: development focus on
poverty reduction and economic growth
through agriculture and resource-led
industrialisation with the vision of
becoming a semi-industrialised middleincome country (see National Strategy
for Growth and Poverty Reduction,
2025).
In terms of governance, authority is being
increasingly centralised, and institutions
at local levels have limited power, policy
influence, financial resources, and
decision-making authority. Migration is
largely of young people and women, and
to small towns rather than large urban
centres.
The 2030 Agenda was domesticated into
Tanzania’s Five-Year Development Plan
II (2016-2021). The focus rests on quality
livelihoods; peace, stability, and harmony;
an educated and learning population;
good governance and the rule of law; and
a vibrant and competitive economy.

Colonial

Post-Colonial

The Philippines and Rwanda reports briefly covered the provision of education in precolonial eras. In the Philippines, pre-colonial education focused on the development of
practical and vocational skills, and was a responsibility of parents, elders, and shamans. In
southern islands, there were schools that taught arithmetic, the Sanskrit, use of weapons for
self-defence, and other skills. In Rwanda, Indigenous education was informal and offered in
families and in Itorero (‘cultural school’ that combined military training and such elements
as patriotism, wisdom, heroism, unity, taboos, and hunting).
Table 2: Historical shifts in education

Country

Colonial

Bangladesh Schools open for youth introduction of English
as the medium of
instruction, teaching of
western thought,

Post-Colonial
Formulation of legal and policy framework
following independence in 1971.
2000-2015: national development goals,
including education, were aligned with the
Millennium Development Goals.
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India

Philippines

knowledge, literature,
art. Indigenous
education destroyed as
seen worthless and
uncivilised.
Christianisation of the
population to ‘civilise’
them and increase their
loyalty. Since 1833, there
was a permanent
presence of missionaries
in the country (see Rao,
2016).
Shimla Conference
(1901): formalised and
structured the education
system and the sector of
technical education.
Indian National
Congress declaration on
need for education for
boys and girls, organised
system of education for
“the realization of
national destiny” (1906)
(resolution quoted from
Ayyar (2017) in National
Institute for Urban
Studies, 2018, p. 63;
version here taken from
Ayyar (2017, Chapter 1,
para. 6)).
Spanish rule: education
provided by religious
orders. 1686 Decree:
enforced public
education, principle that
reading and writing
Christian doctrine and
Spanish language was
essential for welfare.
Christian doctrine was
expected to destroy
idolatries and
superstition.
Educational Decree
(1863): standardised
education system
provided by religious
orders – from ages six to
fourteen; free for poor
students; subjects split
by gender (girls taught
sewing instead of

Current period: Education is aligned with the
Sustainable Development Goals.
Post-independence: need of a large cadre of
technically skilled persons for country’s
prosperity and realisation that the colonial
legacy was culturally alien and deficient.
Education was made free and compulsory for
all children in the age group of six to
fourteen, reforms aimed to encourage
women to receive education and increase
social and economic accessibility of
education.
Current period: Commitment of the
government to the 2030 Agenda for
Sustainable Development, specifically Goal 4
to ensure inclusive and quality education for
all and promote lifelong learning by 2030.
Delhi is developed as an educational hub of
the country. Interventions to support
innovative teaching and learning (e.g.,
mentoring teachers), strengthen general
school education (free supply of textbooks,
free transport facilities), providing financial
assistance, schemes for health and nutrition,
and others).
Madurai focuses on developing smart classes
(audio-video sessions) and English as the
medium of instruction. It has also adopted
the concept of ‘happy schooling’ to promote
emotional wellbeing and academic excellence
of poor students in high and higher
secondary schools
1947: Department of Instruction changed to
Department of Education; regulation and
supervision of public and private schools was
the responsibility of the Bureau of Public and
Private Schools. The name subsequently
changed a few times and it was called the
Department of Education, Culture, and
Sports until 2001 when it was transformed
into the Department of Education.
1990: the government committed to
incorporate the World Declaration on
Education for All and the Framework for
Action to Meet Basic Learning Needs
adopted at the Jomtien World Conference. It
resulted in the drafting and implementation
of the country’s 1st Education for All Plan
(1990-2000).
2000: the Dakar Framework for Action,
Education for All: Meeting our Collective
Commitments, was adopted at the World
Education Forum. The country reaffirmed its
commitment to the Framework.
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Rwanda

agriculture, geography,
and Spanish history).
American Rule: Second
Philippine Commission lay the foundation for the
present school system;
created a department of
public instruction;
forbade teaching of
religion; promoted
universal education and
established schools and
universities in Manila.
Japanese occupation:
focus on ‘traditional’
values of love for work
and dignity of labour.
German rule: more
concerned with political
matters, newly
introduced education left
in the hands of Catholic
missionaries; focus on
religion, French
language, and culture.
Belgian rule: focused on
training clerks, aides,
and technicians for lowlevel colonial
adminsitrative roles. The
Belgians introduced an
ethnic-elitist education
system that favoured
children of Tutsi chiefs
and thus started the
system that perpetuated
social injustices across
groups. It resulted in
ethnic tensions and mass
killings and exile of
Tutsis in 1959.

2000: United Nations Millennium Summit,
the country committed to its values,
principles, and objectives for the
international agenda for the twenty-first
century. The 2000 events resulted in the
Philippine EFA 2015 National Action Plan
entitled “Functionally Literate Filipinos, An
Educated Nation.”
Current period: shifting educational
discourse from transmission of expert
knowledge to education as building learner
competencies (adoption of a competencybased learning outcome).

1962: Hutu government introduced ethnic
and regional quota system which barred
many Tutsis from education.
The constitution declared primary education
free and obligatory, imposed national
standards on six-year primary curriculum.
The objective was to adapt education to the
local cultural context and to make it
accessible to all. The reform led to a sharp
increase in enrolment in primary schools and
in the numer of classrooms. Connection with
inequailites is uncertain.
1963: establishment of Rwanda’s first
university in Huye.
By 1990, the country achieved gender parity
in access to school with less than 1% of
gender gap.
1994: genocide almost destroyed the school
system. Policies enacted to ensure equitable
access to quality education (e.g., literacy,
science and technology, critical thinking, and
positive values) in order to equip the
citizenry with necessary skills and knowledge
for socio-economic development of the
country.
2000-2015: alignment of education policies
with the Millennium Development Goals,
especially Goal 2 (universal primary
education). Switch from French to English as
language of instruction to move away from
Francophone influence and the dispute with
France that supported the Hutu regime that
oversaw the 1994 genocide.
2016-2030: alignment of education policies
with the Sustainable Development Goals,
especially Goal 4 (inclusive and equitable
quality education and promotion of lifelong
learning for all).
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South
Africa

1658: first school in the
Cape under the Dutch
East India Company,
opened for slave children
freed from the
Portuguese. The school
was oppressive,
disregarded learners’
past experiences and
cultures, and treated
them harshly, including
by giving them alcohol to
drink. Children escaped
from the school. Slaves
and the colonised people
opposed such education
and taught themselves,
including teaching
Muslims people in
madrassas.
1795: establishment of an
education system in the
Cape under the British to
anglicise the society.
1799: missionary
movement to provide
education for all
children, created a
conflict between the
missionaries and the
Indigenous and slave
population, and between
the British and
descendants of the
Dutch.
1839: Education
Department established
in the Cape.
Institutionalisation of
education: education
systems established in
Natal (1858), the
Transvaal Republic
(1858), and the Orange
Free State (1863) to build
a white identity, black
and white children
educated together.
Subsequent years:
consolidation of the
system to culturally and
administratively colonise
the local population.
(see South African
History Online, n.d.).

Apartheid: laws to deprive non-white people
from accessing decent education and
training. More funding went to educate
whites, which resulted in better schools and
other educational institutions and more
highly qualified and trained teachers for this
group. Education for blacks – limited
financial and human resources and poor
quality of tuition and outputs. Wide-spread
poverty in non-white communities.
Post-apartheid: extreme inequalities persist
along racial, class, and geographical lines.
The quality of schooling is substantially
differentiated between poor and rich and
within the African population.
Current period: Johannesburg’s Integrated
Development Plan 2017-2018 – development
of a “Smart City” by 2021, focus on elearning, includes the provision of 100%
access to early childhood development
facilities.
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Tanzania

Country

Select Tanzanians were
trained to assist the
colonial states in
managing citizens and
ensuring minimal
resistance to colonial
rule.

Along with health, education and lifelong
learning are positioned as the key pillar to
build higher quality livelihoods, with the
focus on industrial growth and human
development (see Five-Year Development
Plan II 2016-2021 that is aligned with the
2030 Agenda). Focus is placed on improving
access to education and equipping the
population with skills and knowledge
required for self-reliance. Kiswahili became a
national language within the curriculum and
discrimination based on race was abolished.
Formal education emphasises enrolment and
access, and non-formal education places a
focus on alternative routes for learning and
literacy skills, especially investing in
practical and vocational skills.

Colonial

Post-Colonial

3. Structure of Education
There is a high degree of centralisation in how education systems are designed and governed
in SHLC countries: while national governments formulate education policies and laws, the
role of local/regional governments and institutions is mainly implementation. India is an
exception as states have a more critical role as they run the state-level education sector.
Table 3 outlines institutional responsibilities regarding education.
Table 3: Institutions governing education

Country
Bangladesh

India

Philippines

Institutions
Central government has the major decision-making power regarding the
country’s education system, including its agenda and budget. Education
policies are formulated at national level by Planning Commission, the
Ministry of Primary and Mass Education, and the Ministry of
Education. Local governments are delegated some responsibilities such
as ensuring effective and sustainable education service provision, which
is limited to maintaining infrastructure, monitoring the quality of
education, and providing financial support to private educational
institutions. Lack of local-level autonomy leads to inefficiency and
inequality in education service provision.
Central Government formulates policies and implements laws and
schemes related to education in the country. At the state level, the
Department of Education and the State Council of Educational Research
and Training play a crucial role in the education sector.
Each state has powers to incorporate, regulate, and wind up
universities.
The Ministry of Human Resource Development is involved in regulating
and maintaining standards in the sector. Fifteen professional councils
(e.g., Medical Council, Bar Council, etc.) regulate professional courses.
The national government has the mandate over education services
delivery, with active involvement of the private sector.
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Rwanda

South Africa

Tanzania

Three different government agencies are responsible for the education
system: basic education (Department of Education), technical and
vocational education and training (Technical Education and Skills
Development Authority), and higher education (Commission on Higher
Education). The system is highly centralised with the central office
setting policy directions and standards for quality education. Local, field
offices (regions, divisions, schools, and learning centres) are responsible
for the regional and local coordination and administration of the
Department’s mandate.
Basic education (kindergarten, elementary, and high school levels) are
mostly managed by the public sector, while TVET and higher education
are largely in the hands of private educational institutions.
Education is governed by the Ministry of Education, which formulates
policy, sets norms and standards, and plans, monitors, and evaluates
education programs and activities at national level. Other ministries
and semi-autonomous institutions have particular mandates for specific
education policies (e.g., Ministry of Health, Ministry of Gender and
Family Promotion, Higher Education Council, and others). Provision of
education is ensured by local level institutions in line with the
decentralisation plan. In particular, the district directorate implements,
monitors, and evaluates the delivery of education at district levels;
sectors and cells collect data for further planning at higher levels; and
schools and Parent-Teacher Associations implement policies. Other
stakeholders are civil society, NGOs, and the private sector.
The education system is a shared responsibility of national and
provincial (regional) government, with policy mainly determined
nationally and implemented by the provinces. National government is
also responsible for regulating higher education and the private
education system while provincial governments are responsible for
implementing basic education (i.e., primary and secondary). Local
governments do not have a direct role in education, but they are
responsible for the provision of basic services (e.g., electricity, water,
sewage, refuse removal, building of schools). Several institutional
mechanisms act to ensure effective coordination between policymakers
and policy implementers, although their effectiveness is questionable
and there is evidence to the contrary.
Education is governed by the Ministry of Education, Science and
Technology; strategies are operationalised through Decentralisation-byDevolution and led by the President’s Office for Regional
Administration and Local Government or institutes under the Ministry.
While LGAs allocate funds with reference to national policies, plans,
and priorities, they all need to be approved by the Ministry. Planning of
the provision of education services takes place in committees at city
(municipal) level, under the district authorities.

Each country works to improve access, quality, and outcomes of their primary, secondary,
and tertiary education systems while also aiming to offer alternative routes (see Table 4). In
particular, the provision of adult/youth education (technical and vocational education and
training – TVET) to all sectors of the population is viewed by governments as essential in
alleviating poverty and putting countries on the path to sustainability. This is because TVET
supports the development of a range of middle level skills for decent employment and selfreliance which should boost economic development. Despite the potential benefits of TVET,
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partner countries have experienced challenges with its implementation. In South Africa, for
example, it has been consistently neglected by provincial governments, so adult education
and TVET have been taken over by the national government. In the Philippines, TVET is
viewed as second-class education due to negative perceptions of manual labour, of
intelligence required for TVET, and of employment opportunities. Although the other
reports did not mention the attitudes towards TVET in their countries, they might be similar
to those in the Philippines. Hence, many students choose to pursue tertiary education that
gives access to stable and respected office jobs. As the India report observes, there are also
questions regarding the quality of education provided by private TVET institutions.
Table 4: Formal and non-formal education

Country
Formal Education System
Bangladesh Private and public provision.
Free and compulsory primary
level education in nationalised
primary schools and in wards
(at least one school in each
ward) financed mostly by the
government. School-level
education is also provided in
madrasas (schools for Islamic
instruction) and there are
schools for disabled children.
Higher education is dominated
by private sector and more are
engaging with TVET. NGOs
provide free essential education
to the urban poor.
India
Public and private provision of
education as well as publicprivate partnerships. Preprimary education (nurseries,
kindergartens, anganwadis
(rural childcare centres),
playschools); school education
(elementary, secondary, and
higher secondary levels); higher
education (university level and
technical and vocational
education).
Emergence of NGOs as
important education providers
for poorer populations (e.g.,
Save the Children, Pratham,
Care India).
Philippines Private and public provision.
Twelve-year basic education
system: one year of
kindergarten, six years –
elementary education, four
years – junior high school, two
years – senior high school
(senior high students choose
among four tracks: academic,

Non-formal Education

-

Options for: non-formal education at
primary and upper-primary education,
distance education and vocational
training at secondary and senior
secondary levels of school education,
distance education for tertiary level.
Availability of certificate courses, inservice training, and adult education.
Education opportunities for disabled
learners.

Non-formal TVET learning
opportunities are available through the
Office of the Non-Formal TechnicalVocational Education and Training.
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Rwanda

technical-vocational, sports, or
the arts).
Private and public provision.
Organised in six levels with 12
years of basic education: preprimary (3-6 years old),
primary (6-12), secondary (1218), secondary vocational (1216), Technical and Vocational
Education and Training (TVET)
(18-21), undergraduate (18-23),
postgraduate (above 23). The
majority are enrolled in
primary level (72%).

South
Africa

Mostly public provision of
education. Small numbers of
private schools, colleges, and
higher education institutions.

Tanzania

Public and private provision of
education.

Learning opportunities for adults to
acquire basic writing and reading
skills. The number of adult learners,
instructors, and centres has increased,
respectively, from 95,829 in 2015 to
126,165 in 2016, from 5,240 in 2015 to
5,725 in 2016, from 4,313 in 2015 to
4,654 in 2016 respectively.
Another priority is the promotion of
reading and writing culture through
the establishment of public libraries,
promoting access to reading materials
for visually impaired.
There are nine vocational training
schools called Youth Training Centres
in Kigali.
Kigali has an ICT driven environment
hence focus on computer literacy.
Integrated Development Plan,
objective 1.6: training and skills
development through the
apprenticeship programme in
important departments of the city
(Water and Sanitation, Electricity,
Stormwater, Solid Waste, etc.) in order
to provide development opportunities
for young people, who are unemployed
and could benefit from practical
training.
Available through: Institute of Adult
Education (formal and non-formal:
Folk Development Colleges, training
centres), Open and Distance Learning
(formal secondary education),
Integrated Community Based Adult
Education (for citizens aged over 19).
These options are open to out-ofschool citizens, those who failed to
transition through the formal
education cycle, and adults. Two of the
key non-formal education routes are
Integrated Primary out of School
Adolescents and Complimentary Basic
Education which allows for
reintegration into the formal education
system.
The Tanzania Private Sector
Foundation focuses on skills for
agriculture, tourism, and transport. Its
Skills Development Fund works to
maximise opportunities for youth.
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4. Laws, Policies, and Regulations
Table 5 outlines the legal and policy frameworks that organise the education systems in
SHLC countries.
Table 5: Legal and policy frameworks

Country

Key Documents

Key Objectives

Bangladesh Constitution (1972)

India

Free and compulsory education, eradication of
illiteracy.
Education for all:
“[F]ocuses on inclusive education provision in
National Plan of
terms of gender and geography as a means of
Action II (EFA-II) in developing social security and promoting good
Seventh Five Year
governance and…sustainability”. (Khulna
Plan, informed by
University, 2018, p. 21).
National Five-Year
Development Plan
(2010-2021)
National Education “[F]ocuses on equity in education in terms of
Policy 2010
gender, religion, ethnicity and spatial variation”;
“emphasises that efficiency should be ensured in
delivering education to disadvantaged
communities”. (Khulna University, 2018, p. 22).
Goals for literacy and adult education as part of the
effort to create lifelong learning opportunities for
all shared with Sixth Five Year Plan.
Municipalities and city corporations are tasked with
enforcing primary education.
Constitution
Education to be free, compulsory, secular,
protected for minority groups; initially devolved
authority to states, amended in 1976 to recentralise
power.
National Education Restructured system “to ensure free access
Policy (1968)
irrespective of caste and gender to attain a
comparable quality of education up to a certain
level.” (National Institute for Urban Studies, 2018,
p. 66).
National Education Focused on expanding opportunities; “called for a
Policy (1986)
consolidation of the existing system of higher and
technical education”; requirement of free education
up to 14; “focused on the role of information
technology in education”; “paid more attention to
the restructuring of teachers’ education, early
childhood care, adult literacy and women [sic]
empowerment.” (National Institute for Urban
Studies, 2018, p. 66).
National Education Emphasised the eradication of illiteracy between
Policy (1992)
ages of 15 to 35; strengthened vocational education;
focus on girls’ education, needs-based vocational
courses and non-formal education.
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Right of Children to
Free and
Compulsory
Education Act
(2009)
Five Year Plans
(1951-Present)

Philippines

Constitution (1987)

Governance of Basic
Education Act
1st Education for All
Plan (1990-2000).
Technical Education
and Skills
Development Act of
1994

Higher Education
Act of 1994 and
Higher Education
Modernisation Act
of 1997

Basic Education
Sector Reform
Agenda (2005)

Education is a right for all children: children 6-14
years of age should get free education in
government or
aided schools, and those who dropped out of school
can get back to school in a class suitable to their
age.
Various targets for expanding and improving
education. E.g.: in 1995, the 8th Plan launched the
mid-day meal scheme to ensure a basic nutritional
status of children and curb dropout rates. 9th Plan
(1997-2002) allowed the private sector to provide
higher education and TVET. 11th Plan focused on
minority groups.
Social justice agenda to protect, promote, and
ensure the right to quality education at all levels for
all citizens; establish and maintain free public
education in the elementary and high school levels;
ensure gender equality; and remove cultural
inequities.
Established Department of Education to implement
constitutional provisions regarding education (e.g.,
ensuring access, equity, quality to meet the needs of
the people and society).
Ensuring that all children, young people, and adults
have access to quality education and can benefit
from educational opportunities that meet their
needs.
“[R]esponsibilities include: integrating,
coordinating and monitoring skills development
programs; restructuring efforts to promote and
develop middle-level manpower; approving skills
standards and tests; developing an accreditation
system for institutions involved in middle-level
manpower development; funding programs and
projects for technical education and skills
development; and assisting trainers training
programs.” (University of the Philippines, 2018, p.
50).
Created a complete and integrated system of higher
education and the Commission on Higher
Education to oversee the work of public and private
higher education institutions, ensure academic
freedom, advance research and learning, enrich
country’s heritage, and protect and promote
relevant and quality higher education that is
accessible to all.
Reforms that seek to “systematically improve
critical regulatory, institutional, structural,
financial, cultural, physical and informational
conditions affecting basic education provision,
access and delivery on the ground.” (quoted from
Department of Education, Republic of the
Philippines (2005) in University of the Philippines,
2018, p. 44).
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Republic Act 10157
(2011)

The Philippine
Qualifications
Framework (2012)
Enhanced Basic
Education Act
(2013)

Philippine
Education for All
National Action
Plan 2015
“Functionally
Literate Filipinos,
An Educated
Nation” (2015)

Rwanda

Constitution (2003,
amended 2015)
Vision 2020

Economic
Development and
Poverty Reduction
Strategy 1
Economic
Development and
Poverty Reduction
Strategy 2
Education Sector
Strategic Plans
(2006-2010, 20102015, 2013-2018)

Kindergarten became compulsory and mandatory
part of basic education. Learners’ native languages
became medium of instruction during kindergarten
and the first three years of elementary education,
with subsequent language transition program from
Grade 4 to 6 to study in Filipino and English.
“[D]escribes the levels of educational
qualifications” and sets national “standards for
qualification outcomes.” (University of the
Philippines, 2018, p. 52).
Created modern structure of education system;
aims “to create productive and responsible citizens
equipped with the essential competencies, skills
and values for both life-long learning and
employment.” (University of the Philippines, 2018,
p. 39).
Four objectives in pursuit of functional literacy:
- “Universal coverage of out-of-school youth and
adults in the provision of learning needs;”
- “Universal school participation and elimination of
dropouts and repetition in Grades 1 to 3;”
- “Universal completion of full cycle of basic
education schooling with satisfactory achievement
levels by all at every grade or year; and”
- “Commitment by all Philippine communities to
the attainment of basic education competencies for
all – Education for All by All.” (University of the
Philippines, 2018, p. 43).
Article 20 declares “right, freedom, compulsivity
and gratuity in primary schools”. (University of
Rwanda, 2018, p. 19).
“[Q]uality of education, matching of skills to labour
market needs and entrepreneurial mindset shift
with major emphasis being placed on vocational,
technical and ICT”. (University of Rwanda, 2018, p.
19).
Nine-year basic education, Technical and
Vocational Education and Training (TVET), quality
of tertiary education.
“[Q]uality of education in primary schools, twelve
year basic education, early childhood education and
early childhood development”. (University of
Rwanda, 2018, p. 19).
“[R]oadmaps for Ministry of Education to achieve
its mission of making education accessible and
more relevant to national needs.” (University of
Rwanda, 2018, p. 20).

Education Sector
Detailed roles and responsibilities of different
Strategic Plan
institutions.
2013/20142017/2018
More than fifteen other specific policies: Early Childhood Development
Policy, Technical and Vocational Education and Training Policy, Teacher
Development management Policy, ICT in Education Policy, Girls
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South
Africa

Tanzania

education policy, Early Childhood Development Policy, Special Needs
Education Policy, the HIV/AIDS Policy and the Nine-Year Basic
Education, later on upgraded to Twelve year basic education policy.
Constitution:
‘Basic Education’ or ‘Schooling’ is “a “concurrent”
function shared between” national and provincial
government; “autonomy of the provincial
governments...charged with implementing
education policy may be a serious impediment to
ensuring effective outcomes in education” due to
resource redistribution. (University of the
Witwatersrand and Human Sciences Research
Council, 2018, p. 23 and 27).
National Education Primary education in Tanzania became
and Training Policy “compulsory and non-discriminatory.” (Ifakara
(1995)
Health Institute, 2018, p. 32).
Universalisation of
‘Free’ primary was introduced to increase equitable
education (2002)
access to education for all: primary school fees and
other mandatory costs were abolished. Still,
contributory costs for running schools and
committees remained and had to be paid by
families.
Hidden costs officially were only removed in 2015
(see FFBEP below).
Education and
Adoption of 14-year curriculum: 2 years preTraining Policy
primary (0-7 years), 7 years primary (7-14 years), 4
(2004)
years lower-secondary (14-18 years), 2 years uppersecondary (18-20 years).
Education and
Adopted to govern non-governmental schools
Training Policy
although they remain largely unregulated.
(1995; 2012)
Education Sector
“[E]quitable access (education and training) and
Development Plan
improved quality. Two key initiatives are (1)
(ESDP) (2016/17“commitment to providing 12 years of Fee-Free
2020/21)
Basic Education (FFBE); and (2) the progressive
expansion” of TVET. (Ifakara Health Institute,
2018, p. 32). The Plan “enables coordination across
international development partners and the
government” on the issues of funding and
programming. (Ifakara Health Institute, 2018, p.
32).
Fee-Free Basic
Removed hidden costs and fees associated with
Education Policy
basic education, but other costs – such as uniforms,
(FFBEP) (2015)
stationary, transport, textbooks – were expected to
be covered by families.
Other strategies: Inclusive Education, Teacher Deployment, Non-Formal
Education, and Teacher Training.

Overall, SHLC countries have a range of education policies and legal frameworks that have a
potential to be effective at encouraging socio-economic and human development. As the
Bangladesh, Philippines, and Tanzania reports pointed out, however, they are often not
properly enforced and implemented. Various reasons may explain the lack of adequate
implementation. The Bangladesh report highlighted poor coordination among the
implementing authorities, lack of skills to plan and implement policies, short-term planning

17

and financing, and central bureaucracy that does not allow autonomy at local levels. The
Bangladesh team also reported a concern surrounding the limited participation of local
stakeholders in decision-making and planning (centralised and at times done by
international actors) which isolates decisions, policies, and plans from the reality on the
ground and deprives local actors of the sense of ownership and accountability. As the
Philippines report described, the absence of proper and comprehensive frameworks and
mechanisms for monitoring and evaluation is a major issue, and even when they are in place,
they do not always work, as the South Africa report shows. Another issue – raised by
Bangladesh, the Philippines, Rwanda, South Africa, and Tanzania – is the lack of sustained
and sufficient funding, or the mismanagement and diverting of budgets. For example, in
South Africa, early childhood development and further education are underfunded, and
hence not implemented, because funding is diverted to basic education. As policies are
seldomly properly implemented and evaluated, there is not much change in learning
opportunities and outcomes for most learners. For many, this reinforces the cycle of poverty
concentrated in some urban areas. From the global perspective, another big reason for the
learning crisis across the world is the absence of proper and contextually relevant response
to the crisis due to the lack of local information in many countries on who is learning and
who is not (World Bank, 2019).

5. Funding and Resource Allocations
SHLC partners have different ways of financing their education systems and allocating
necessary resources. Across all partners, there is a concern with the ability of the government
to continue sustainable financing for formal education systems and investing beyond formal
schooling into non-formal and lifelong learning opportunities.
Table 6 presents key facts about each partner country.
Table 6: Financing education

Country
Bangladesh

India

Key Facts
Government expenditure on education is weak and distribution is
unequal (priority education areas are not prioritised in budget
allocation).
Education spending decreased from 15.9% of national budget in 2007 to
11.6% in 2016, which is an insufficient amount to deliver proper
education services, especially to poor students.
Provision of merit-based scholarships to talented and poor students (e.g.,
Education Assistance Trust Act) and female students as well as
conditional cash transfer programme for poor students. However, due to
the bureaucracy of the system, lack of coordination between actors, and
the absence of regulations for budgetary distribution, these schemes
have proved to be challenging to implement.
Increasing allocation to primary education (half of the total allocation for
education sector).
Active role of private sector, community organisations, NGOs.
Higher education dominated by private sector. Government provides
financial aid to the private sector.
Education spending constitutes 3.8% of GDP and 24.1% of development
budget.
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Philippines

Rwanda

South Africa

Tanzania

Education spending has increased from 7.9% to 15.6% of budget from
1951-2014. Elementary education is a key area of overall expenditure.
Private sector controls a significant share of education institutions in
Delhi and Madurai.
Madurai has special cash incentive to secondary and higher secondary
students, financial assistance to students who do not have an income
earning parent or guardian, distribution of free uniforms, books, and
other necessary materials in order to retain enrolled students and
minimise dropouts.
Aided institutions receive grants from religious charities or trustees.
The budget of the education sector is 2.653% of GDP (2009).
Public-private partnerships between the government and private
institutions/schools: 1. Private Education Student Financial Assistance
Program and Education Voucher Scheme to decongest public high
schools and allow students to continue their secondary schooling in
private schools; 2. Adopt-a-School Act of 1998 that allows private
companies and enterprises to help modernise public schools in poorest
provinces; 3. Brigada Eskwela, which mobilises civil society to repair and
prepare classrooms prior to the start of classes.
Special Education Fund, that comes from real property taxes and is
administered by local school boards, is used for the construction and
maintenance of new and existing education facilities.
As the education sector is central to the government agenda there is
heavy and consistent investment in education facilities
The budget of the education sector is 3.113% of GDP for year 2018, which
is a decline from 4.949% in 2013. The decline was due to reduction of
external financing (external donors).
Budget is decentralised: districts’ share of budget executed increased
from 46.3% in 2013/14 to 54.7% in 2017/18.
Education spending 6.1% of GDP (2010-2014), one fifth of the country’s
budget.
System of equitable redistribution for provincial education budgets:
based on criteria such as population and poverty (may unduly reward
less populated rural areas rather than growing cities). Provinces allocate
this budget as they see fit.
Ineffective and inequitable expenditure between school catering to the
poor and those to the rich. Many provinces struggle with
mismanagement of resources and many cities struggle from resource
allocation lagging behind population growth.
“Conditional” grants from the national government to early childhood
development to ensure that national minimum standards are met. Such
grants are also distributed among municipalities for capacity building
and infrastructure skills development.
In fiscal years 2016/17 and 2017/18 education was one of the top sectors
with 2017/18 budget allocation being 15% with a slight increase in
2018/19. The goal is to increase it to 20% of the National Budget to meet
the Global Partnership for Education and the Education Sector
Development Plan targets by 2020. As of fiscal year 2020/21, primary
and lower secondary education maintains the largest proportion of
expenditure (53.9%). Another key component of the budget is the
Capitation Grants that are distributed to schools to support distribution
of textbooks and covering of key costs of schooling; rural schools receive
comparatively more from the Grants to run schools, although the
amount is low across urban and rural contexts.
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The current financial plan for education is unsustainable and more
investments in the sector are needed. Rising enrolment requires an
increased budget to ensure the quality and development of services. If
the budget requirements are not met, the ability to meet future needs of
learners will be threatened.
Another issue is the actual (mis)allocation of budget: for example, in
2017, many projects aiming to improve quality of education were not
implemented due to the limited budget released to support them.
UNESCO Institute for Statistics provides useful data on government expenditures on
education, as illustrated in Tables 7 and 8.
Table 7: Government education expenditure as a percentage of government expenditure

Bangladesh India
Expenditure

14.6% (2018)

14.1%
(2013)

Philippines Rwanda South Tanzania
Africa
13.2%
10.8%
18.9%
17.3%
(2009)
(2018)
(2018)
(2013)

Table 8: Government education expenditure as a percentage of GDP

Expenditure

Bangladesh

India

Philippines Rwanda

2% (2018)

3.8%
(2013)

2.7% (2009)

3.1%
(2018)

South Tanzania
Africa
6.2%
3.4%
(2018)
(2013)

It is important to note the example of South Africa where despite high spending on
education, the country is still faced with poor outcomes and high inequality rates. The
situation in South Africa is not unique: as UNESCO (2014) revealed, a lot of funding (e.g.,
10% of global spending on primary education) is being lost on poor quality education that
fails to ensure quality learning takes place. This costs governments $129 million a year and
leaves one in four young people in poor countries (around 175 million) illiterate (UNESCO,
2014). Other research shows that there is a serious equity problem with the distribution of
education funding with students from the wealthiest households in many countries
benefitting the most (UNICEF, 2020). Such data is available for some SHLD countries: the
percentage of public education resources going to children from the poorest households in
Bangladesh is 15% while 26% spent on children from the richest households; in the
Philippines, the numbers are 15% for the poorest and 24% for the richest; and in Rwanda –
11% for the poorest and 37% for the richest (UNICEF, 2020). This shows the importance of
strategic allocation of financial resources – and the need for more evidence from smaller
units such as neighbourhoods to identify core needs – in order to develop relevant and
quality education.

6. Access, Retention, and Inclusion
Across all SHLC countries, there has been an increase in both the number enrolments and
completions in various levels and types of educational institutions and in the number of
educational institutions and opportunities available. However, further improvements are
under threat as, across all contexts, urban populations are growing fast while less financial
and human resources are available for the provision of quality education. There is already a
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deficit in the provision of education services, including formal education and lifelong
learning, to all, and as the progress of urbanisation is largely unsustainable, the system will
keep failing to meet the needs of most.
Those services that are available are often of low quality and distributed unequally across
different socio-economic groups, with more affluent neighbourhoods enjoying an
exceedingly higher quality and quantity of services. For example, in Tanzania, 70% of the
urban population live with poor or no access to education and other social services (e.g.,
health, clean water), and Ifakara specifically has been experiencing an increasing gap
between those who have access to education and those who do not resulting in poorer access
for the latter. In South Africa, 79% of schools are in the three poorest neighbourhoods. In
Bangladesh, there is lack of government attention to the urban poor: apart from having
hardly any government-provided education in or near slums, there are no policies in support
of the education of learners living in poor urban areas. In the Philippines, the education
system has become increasingly stratified as chronic underfunding of basic education has led
to the dramatic drop in participation and achievement rates (see Caoli-Rodriguez, 2008).
Despite subsequent reforms to improve the situation, strong disparities persist between
socio-economic classes: for example, in 2013, 81% of eligible children from the wealthiest
20% of households attended high school and only 53% - from the poorest 20% (World Bank,
2016).
Across SHLC countries, there are high numbers of out of school children who either never
had proper access to education or dropped out at some point in their studies. Table 9
presents the numbers provided in the SHLC country reports as well as figures made available
by UNESCO Institute for Statistics and UNICEF for most recent data for each country.
According to UNESCO Institute for Statistics (2018), out of school rates are far higher among
youth at lower and upper secondary levels. For example, while 9% of children of primary age
are out of school across the world, there are 16% of out of school youth of lower secondary
age and 36% out of school youth of upper secondary age, with lower income countries having
the highest rates (20% - primary, 38% - lower secondary, and 59% – upper secondary).
Children and youth from the poorest backgrounds are always most at risk: according to
UNICEF (2020), 44% of girls and 34% of boys (10-19 years old) from the poorest families
have never attended school or dropped out before completing primary education. The
exclusion from access, completion, and learning, UNICEF (2020) maintains, results in poor
learning outcomes and becomes a driver of the learning crisis.
Table 9: Out of school children

Country

Number of out of
school children
of school age
(country reports)

% of out of
school
children
(primary)
(UNESCO)

% of out of
school
children
(lower
secondary)
(UNESCO)

Bangladesh
India

5.06% in primary
17% of children aged
6 to 10 and 12% for
age group 11-17
(elementary
education, Delhi)
-

5.014% (2010)
2.262% (2013)

25.711% (2010)
7.2% (2016)

% of out of
school
children
(upper
secondary)
(UNICEF and
UNESCO)
42% (2016)
23.3% (2016)

3.249% (2017)

10.658% (2017)

9.1% (2017)

Philippines
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Rwanda

South
Africa
Tanzania

10.9% in primary,
13.1% in secondary,
and 2.4% in upper
secondary
-

4.32% (2018)

9% (2018)

44% (2018)

7.551% (2017)

19.139% (2017)

17% (2017)

around 4 million

17.649% (2018)

72% (2016)

86% (2016)

Dropout rates vary depending on what neighbourhoods a child comes from/studies in: for
example, in Bangladesh, the average dropout rate at primary level (i.e., before the end of
compulsory education) in urban areas in 1% whereas in urban slums it is 8%. India has
decreased dropout rates from 5.62% in 2011-2012 to 4.34% in 2013-2014 at primary level
but, at the upper primary level, there was a marginal increase in the same period from 2.65%
to 3.77%. South Africa has high and more rapid dropout rates – 44.6% for 2016 – among children
from poor backgrounds. The Bangladesh and India reports also noted instances of child labour
for poor children and children of minority groups (in India) who drop out of schools to
support their families financially. Other concerns in India include, for girls, early marriages
and a lack of washroom facilities and, for both boys and girls, domestic chores, inadequate
quality of education, and unfamiliar language of instruction that force children/youth to
drop out of school.
Alternative educational opportunities for out of school children are not readily available in
many contexts. In Tanzania, for example, learners in Dar es Salaam who cannot transition to
secondary education have access to Integrated Post-Primary Education, but in Ifakara. this
opportunity is limited (four times lower than in Dar es Salaam). In addition to learners who
drop out of school, there is a concern with class repetition rates (noted in India and Rwanda
reports): in Huye, Rwanda, for example, repetition rates stand at 12.7% in primary school,
5.8% in secondary, and 1.6% in upper secondary.
Gender is highlighted as an issue of concern: among the children and youth who struggle to
get access to education, girls face a heightened level of exclusion compared to boys. For
example, despite the progress made in achieving gender equality in primary and lower
secondary enrolment, fewer girls than boys in Tanzania progress beyond lower secondary in
the education system. In Tanzania, discriminatory policies against pregnant girls and young
mothers exacerbate this problem as 12% of girls who get pregnant drop out of school and are
unable to re-enrol later.
Some other groups are struggling to get access to appropriate learning opportunities. For
example, within the existing formal school system in cities, it is challenging to accommodate
migrant children whose families may frequently move from one place to another, resulting in
high drop-out and repetition rates. In the Philippines, for example, some special groups that
have more limited opportunities include Muslim children and children with special needs,
and in India, caste dynamics and religion still play a role in determining who has access to
different types of educational opportunities.
Another concern is that, as focus is given to the provision of formal education, lifelong
learning is often overlooked. Alternative learning opportunities exist but they are scarce and
unevenly distributed within and between cities and between groups. An emphasis on
developing the skills of youth leaves illiterate adults (the Philippines, Rwanda), the elderly
(Tanzania), and women (Bangladesh, Tanzania) behind. Access to Open Distance Learning,
for example, is eight times higher in Dar es Salaam than in Ifakara.
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Where the government cannot ensure the provision of education, private, non-state actors
step in. Bangladesh, India, the Philippines, Rwanda, and Tanzania have seen a growing
number of private education institutions that often enjoy better resources and, according to
its proponents, higher quality of education, especially as they tend to have better material
resources and attract more qualified and motivated teachers (who may not be paid in public
schools due to shortages or mismanagement of budgets). This, along with their association
with higher socio-economic class and status as well as English language instruction sought
by parents, encourages parents to choose private schools for their children where it is
financially possible.
In South Africa the situation is slightly different. Private education is limited and there is no
indication that it will start growing. Instead, Black African parents would like to send their
children to schools that were formerly restricted to white students as those schools are of
much higher quality and much better resourced. When Black African children and youth get
access to white schools, they have a chance to increase their social capital, and thus their life
chances and employability, despite often long commutes.
Table 10 shows the difference in enrolments in public/private schools and the increase of the
enrolment in private education institutions, where data are available.
Table 10: Public vs private schools

Country and
city

Number of private and
public
schools/universities

Enrolment in public
and private
schools/universities

Bangladesh

37 public universities and
80 private universities.

-

Dhaka

Education is mostly
provided by private
institutions.
2011:
77 government primary
schools, 30 private
registered, 23 private nonregistered, 53 NGO
schools.
80.4% of professional
colleges are private.
52.5% (primary), 62.1%
(middle), 55.6%
(secondary), 43.5% (senior
secondary), 44.2% (degree
colleges), 84.5%
(professional colleges),
97.4% (other certificate
institutions).
64.8% (primary), 39%
(middle), 54%
(secondary), 50.5% (senior
secondary), 81.3% (degree

Khulna

India
Delhi

Madurai

23,645 students in
government primary
schools, 5,372 in private
schools, and 10,638 in
NGO schools.

Increase in
private
enrolment
Higher
education:
Increase from
5.44% in 1999
to 13.15% in
2011.
-

-

-

-

-

-
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Philippines

Manila

Batangas

Rwanda

Kigali

Huye
South
Africa

colleges), 69.4%
(professional colleges),
90.4% (other certificate
institutions).
-

2018:
Basic education (86 public
and 163 private), TVET (8
private), higher education
(8 public and 67 private).
Basic education (101
public, 68 private), TVET
(3 public, 30 private),
higher education (3 public
and 8 private).
2016:
Pre-primary: out of 2,757
schools only 527 were
public, 1,283 were private,
and 943 were government
aided;
Primary:
25.5% public, 12.2%
private, and 62.3%
government aided;
Secondary:
29.2% public, 16.1% of
schools were private, and
54.7% government aided;
Tertiary:
10 public and 35 private.

Gasabo District:
37 public pre-primary
schools and five private;
32 private primary schools
and 16 public; 17 private
upper secondary schools
and 12 public.
Private higher education is
relatively small with no
indication of growing

2015-2016:
Private education -18%
(preschool), 8.3%
(elementary), 18.2%
(secondary), 43.7%
(technical and
vocational), 54.1%
(higher education).

-

-

2016:
Pre-primary: 18.5% in
public schools, 48.1% in
private schools, and
33.5% in government
aided schools;
Primary:
30% in public schools,
and 5% in private
schools, and 65% in
government aided
schools;
Secondary:
31% of students in public
schools, 14.5% private
schools; 54.5% in
government aided
schools;
Tertiary:
43% in public
institutions and 57% in
private.

-

-

Enrolments are
relatively small

-
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compared to the public
sector.

Johannesburg
Cape Town
Tanzania

substantially in the near
future. A number of small
private TVET colleges; no
data on their performance.
-

Dar es
Salaam

44% of pre-primary
schools are public.

-

Ifakara

96.9% of the schools are
public.

-

-

14.7%
enrolment
growth
2015/162016/17 in nongovernment
primary
schools; 22% in
secondary
schools.

Private school availability may vary within as well as between countries. For example, in
Tanzania, Dar es Salaam shows a much higher percentage of private schools compared to
Ifakara, where the government is the largest provider of education and invests heavily in preprimary education compared to other types of education. The concern across all case study
countries is that most children and youth cannot afford private schooling due to high fees,
transport costs, and long commuting times. The India report is the only country report that
mentions that a certain number of places, in this case 25%, are reserved in private schools for
socially and economically disadvantaged sectors of the population. Private schools in India
are mandated to operate as not-for-profit organisations, with any profit being spent on
school development. If families can afford private education, ensuring its quality and
compliance with national standards can be a challenge. In Tanzania, for example, there are
no government regulations for non-state schools, resulting in uncontrolled fees and
additional costs placed on students and an absence of performance data.

7. Quality of Education and Related Services
Access to education does not mean that learners acquire the necessary skills and knowledge
they are expected to. Thus, quality of education is equally, if not more, important for the
development than ensuring that more people go to school and/or complete it. Quality,
however, is a concern across SHLC countries and cities. Despite the overwhelming focus on
literacy (reading, writing, and arithmetic), in some public schools, learners do not attain
basic literacy skills. For example, in India, 50% of students in public schools (classes 3 and 4)
could not read texts of class 2 while in arithmetic, only 26% of learners could do division.
With the focus on literacy, schools neglect the need to develop the quality of all the aspects of
education, such as its content, instructional strategies, and critical thinking and problems
solving skills.
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The situation in SHLC cities and countries, as in countries across the world, is referred to by
the World Bank as ‘Learning Poverty’ to explain the extent of the learning crisis the world is
facing (World Bank, 2019). The latest data shows that despite the significant increase in
access to education, being in school does not equal learning (World Bank, 2019). In 2016,
worldwide, over 600 million children and adolescents could not reach minimum proficiency
levels in most basic skills such as reading and mathematics (UNICEF, 2020). In 2018, PISA
assessment of eligible (43% of learners) 15-year-olds in low- and middle-income countries
revealed low learning levels: across the countries that participated, only 12% of children met
minimum proficiency levels for math and 23% for reading (taking ineligible learners into
account, the number goes down to 6%) (Kaffenberger, 2019).
While schools in affluent neighbourhoods and private education institutions are believed to
help those who can afford them to attain better quality education, many students lack such
financial resources and instead attend public schools where quality varies but is generally
poor. This leads to growing disparities across groups in urban areas as education in private
institutions or in public schools in more affluent neighbourhoods generally leads to better
opportunities for socio-economic advancement whereas public schools may limit such
opportunities and keep people trapped in a cycle of poverty.
To improve the quality of public schools, the need for curriculum restructuring is noted in
the India and Tanzania reports: in India, the current public school curriculum is inadequate
and inappropriate for the learning levels of the children and in Tanzania, education fails to
promote learning for self-reliance and the development of foundational skills such as reading
and writing. The reports of both countries also suggest that education does not equip
learners with skills relevant for the job market. The situation is true for many countries in
the world, including those under study. UNICEF (2020) explained the situation with the lack
of skill attainment as a “tragedy unfolding” (p. 2) as many learners go through school
without learning critical foundational skills that include, in addition to literacy and
numeracy, digital and transferable skills like problem-solving and critical thinking.
There is also a need to ensure a sustained provision of quality resources in all schools, as
illustrated in Table 11. Currently, across partner countries, the wealthier the neighbourhood
is, the more education resources it has, including more quality infrastructure and teachers.
Table 11: Public school infrastructure, resources, school environment, and teachers

Country

Infrastructure and
resources

Bangladesh

Inadequate education
facilities; no proper
regulations for travelling
to schools and poor
public transportation
systems.
Khulna – shortage of
schools in many
neighbourhoods; only 24
playgrounds, and a
stadium. Dhaka – 99
stadiums and
playgrounds.
2015-2016:

India

School
environment

Teachers
Shortage of qualified
teachers.

-

Slight improvement in
the average number of
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Philippines

Rwanda

South
Africa

98.76% of schools had
drinking water; 98.81%
had exclusive girls’ toilet;
55.7% of schools had
computer facilities.
Delhi has better
educational
infrastructure than other
cities in the country
(coverage of water and
toilet facilities,
playgrounds, computer
facilities).
Madurai: number of
primary schools doubled
during 2001-2011;
facilities like
playgrounds, boundary
walls, computers, and
ramp facilities are
inadequate.

Overcrowding, shortage
of school buildings and
school materials.
TVET:
Lack of quality facilities
and industry linkages.

Inadequate school
infrastructure; long
distance from home to
school; insufficient
supply of textbooks; lack
of equipment for science;
shortage of technology
for ICT.
Upgrading water supply
systems, latrines and
hygiene promotion, and
other sanitation
improvements in schools
are ongoing.
Schools constructed by
community work
(Umuganda in the Rwanda
tradition). Implementation
of school food programmes
to reduce malnutrition,
dropout rates, and increase
students’ attention.

Unjust distribution of
public services such as
schools, libraries, and
recreational amenities
across the city.

-

-

teachers per school.
Concern about
commitment of
increasing number of
contractual teachers to
the quality of education
due to poor quality and
terms of employment
that do not encourage
improving teaching
skills or students.
Delhi: all teachers in
primary schools are
professionally trained.

Lack of teachers that are
experts in their field.

-

-

Unchanged
institutional culture
in formerly white
schools:
assimilationist

Not all teachers get paid
(Eastern Cape), teachers
in poorer
neighbourhoods/schools

27

Affluent areas have good
schools, effective
governing bodies. Long
commutes for non-white
students to better quality
schools that were
formerly for white
students.

Tanzania

A shortage and
overcrowding of
classrooms; latrine
availability is below the
recommended ratios for
boys and girls; and desks
are in short supply.
Limited access to, or
presence of, open spaces
for recreation and
playgrounds for children.

approach to
diversity, no
attempts to
incorporate cultural
and language
diversity. Staff
composition,
disciplinary rules,
curriculum, and
teaching methods
remained
unchanged.
Poor security in
under-resourced
schools, unsafe and
intimidating
environment for
teachers and
students because of
violent
attacks/assaults by
gangs and criminal
networks in Cape
Town, causing
dropouts,
absenteeism, low
marks.
School
environment and
safety in getting to
school is a key
concern as unsafe
environments have
a negative effect on
enrolment,
attendance, and
completion.

are considerably less
qualified.

A shortage of teachers
across the country and
availability and access to
good teachers, concerns
over teachers’
absenteeism from
schools and classroom
(e.g., in 2014 46.5% of
teachers were absent
from classrooms), and
lack of teacher
motivation. Urban
teachers engage in
extra-business activities
in towns in addition to
their school workload.
Increased competition
between public and
private schools for
teachers.

Some of such data can be found in the database compiled by UNESCO to track the
achievement of Sustainable Development Goal 4 on education. However, such data is not
available for all countries.
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Table 12 shows the number of schools with access to basic facilities. This includes all schools
in a country, with no separation into categories.
Table 12: Proportion of schools with access to basic facilities

Bangladesh

India

43.34%
(2016)

51.84%
(2018)

Philippines Rwanda
-

73.6%
(2018)

South Tanzania
Africa
85.43%
(2016)

In terms of school environment, UNESCO database provides statistics on bullying and
number of attacks on students, personnel, and institutions. While Table 13 provides the
latest numbers, it is important to remember that many cases of bullying go unreported which
leads to overestimation of how safe school environments are.
Table 13: Percentage of students experiencing bullying in the last 12 months

Bangladesh

India

23.6% (2014)

-

Philippines Rwanda
51.2% (2015)

-

South Tanzania
Africa
26.9%
(2014)

Table 14 shows the number of attacks on schools carried out for political, military,
ideological, sectarian, ethnic or religious reasons by armed and non-state groups. Where
possible, the table shows the comparison of the latest number with previous years.
Table 14: Number of attacks on schools

Banglades
h
27 (2013)
1 (2017)

India
38 (2013)
21 (2017)

Philippin
es
46 (2013)
66 (2017)

Rwand
a
-

South
Africa
1 (2014)
3 (2016)

Tanzania
1 (2016)

Cases of corporal punishment are also underreported, if reported at all. Among the SHLC
countries, the following is known:
•
•

Bangladesh: 53% of students experienced corporal punishment;
India: boys are more likely to experience corporal punishment by teachers (83% of
boys and 73% of girls) (see Gershoff, 2017).

A critical issue in the reports is a shortage of adequately qualified/trained teachers in SHLC
countries. UNESCO Institute for Statistics provides detailed information on the percentage
of teachers who are trained by level of education in SHLC countries and beyond (see Table
15). The data indicates that in many countries for which information is available, many
teachers are not sufficiently qualified. This leads to the persistence of the learning crisis
(World Bank, 2019) that is predicted to last for several generations as many schools are
unable to provide quality education to their students, especially the most disadvantaged
groups that are hit by the crisis the hardest (UNESCO, 2014; 2020). Evaluations done by the
Global Partnership for Education (Davis & Iwasaki, 2019) indicate that while teacher
training has strengthened in many countries, of concern are its quality, variation of what
constitutes a trained teacher, and absence of teachers in contexts they are needed most (i.e.,
with marginalised students).
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Table 15: Percentage of teachers who are trained by level of education

Bangladesh

India

-

-

Preprimary
Primary

Philippines Rwanda
100% (2017)

46%
(2018)
94%
(2018)
67%
(2018)
56%

South Tanzania
Africa
50%
(2016)
99%
(2016)
-

50%
70%
100%
(2017)
(2017)
(2017)
Lower
67%
77%
100%
secondary
(2016)
(2017)
(2017)
Upper
59%
76%
100%
secondary
(2016)
(2017)
(2017)
Secondary
66%
76%
100%
63%
100%
(2016)
(2017)
(2017)
(2016)
Teacher attrition rate is available for most countries (Table 16). The most troubling numbers
are in Rwanda with the highest rate in upper secondary school.
Table 16: Teacher attrition rate by education level

Preprimary
Primary
Lower
secondary
Upper
secondary
Secondary

Bangladesh

India

-

-

4.94% (2016)

0.58%
(2017)
2.03%
(2017)
3.85%
(2017)
2.88%
(2017)

8.02% (2017)
0.81% (2017)

Philippines Rwanda
19.33%
(2016)
4.88%
(2017)
2.17% (2015)

0.73%
(2017)
2.12%
(2017)
15.79%
(2018)
35.55%
(2018)
4.86%
(2017)

South Tanzania
Africa
-

0.3%
(2018)
-

-

-

-

-

While data on teacher attrition based on gender is scarce, it is worth noting some trends
(Table 17), including the instances of a significantly higher attrition rate of male teachers in
pe-primary and primary levels in Rwanda.
Table 17: Teacher attrition rate by gender

Bangladesh

India

Philippines Rwanda

Preprimary

-

-

2016:
18.84% (F)
23.98% (M)

Primary

2016:
5.06% (F)
4.77% (M)

2017:
4.92% (F)
4.61% (M)

Lower
secondary

-

2016:
11.62%
(F)
12.61%
(M)
2017:
2.5%
(F)
1.65%
(M)

-

2018:
18.29%
(F)
44.18%
(M)
2018:
6.08%
(F)
11.44%
(M)
2018:
18.83%
(F)
14.47%
(M)

South Tanzania
Africa
-

-

2018:
0.59% (F)

-

-
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Upper
secondary

-

Secondary

2017:
2.16% (F)
0.43% (M)

2017:
3.52%
(F)
4.08%
(M)
2017:
2.95%
(F)
2.82%
(M)

-

2018:
45.9%
(F)
30.78%
(M)
2018:
31.57%
(F)
21.9%
(M)

-

-

-

-

-

8. Education Outcomes
Learning outcomes are shown to be higher in urban areas which continues to attract families
to send their children to study in urban schools. Table 18 shows education assessment tools
and outcomes in a number of SHLC countries.
Table 18: Education assessment tools and outcomes

Country

Bangladesh
India
Philippines

Rwanda
South Africa

Tanzania

Education Assessment
Tools

Education Outcomes

-

-

-

-

National Elementary
Achievement Test (NEAT),
National Secondary
Achievement Test (NSAT),
National Achievement Test
(NAT),
Professional Regulation
Commission (PRC) licensure
examinations.

NEAT – average score of 50.78%.
NSAT – average score of 48.66%.
NAT – minimal growth in elementary school
and a step backwards in secondary school:
primary – average score of 71%, secondary –
77% (2014-2015).
PRC – 58.59% passed (2015).

-

-

Annual National
Assessments (ANAs),
Trends in International
Mathematics and Science
Study (TIMSS), matric (or
school-leaving) pass rate.

ANAs – the quality of education and
general skills development is low.
TIMSS – only one quarter of children at
public no-fee schools received
mathematics score above the minimum
competency levels. In Grade 9, only 1.3%
of mathematics pupils scored at
advanced level.
Matric – 75.1% nationally (85.1% for
Gauteng).
Overall, boys perform better than girls:
PSLE – 74% of boys and 68% of girls
passed.

The Primary School Leaving
Exam (PSLE), Certification
of Secondary Education
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Exam (CSEE) and Advanced
Certificate of Secondary
Examination Exam
(ACSEE)

CSEE – 70.4% of boys and 67.8% of girls
(girls significantly underperform in
maths and physics).
ACSEE – 97.9% of boys and 78.9% of
girls.
Overall, children join secondary school
unprepared for learning.

Five general trends: improved enrolment, higher completion rates, improved literacy,
greater gender equity, and improved student to teacher ratios. Table 19 summarises these
across partner countries and, where possible, participating cities.
Table 19: Education outcomes by country (SHLC data)

Enrolment Completion

Bangladesh

98%
(Primary)
(2011)

74.56%
(Primary)
(2011)

Dhaka
-

Khulna

India

-

M: 81.18%
(6-10),
89.79% (1113), 83.06%
(14-15),
73.43% (1617), 42.17%
(18-24)
F: 80.69%
(6-10),
89.35% (1113), 82.82%
(14-15),
73.41% (1617), 36.99%
(18-24)

-

-

Literacy
46.74% (M),
47.44% (F)
(2011)
70.3% (T),
76.31% (M),
62.11% (F)

58.7%
(1991) –
74.92%
(2011) –
74.7%
(2018)

67.30%
(1981) –
84.15%
(2011)
(urban
India)

Gender
Equity
77.51
(1990) –
109.64
(2011)
75% (M),
71.4% (F)
(school
attendance)
13.3% (M),
8.3% (F)
start higher
education
-

Student:
Teacher
Ratio
-

-

-

0.94 (2005- 43:1 (1990s)
06) – 1.01 – 24:1 (2014(2010-11) –
15)
1.03 (2014(Primary),
15)
37:1 (1990(Primary)
91) – 17:1
(2014-15)
0.81 – 0.88
(Upper
– 1.01
Primary),
(Secondary)
31:1 (19900.8 – 0.86
91) – 38:1
– 0.99
(2014-15)
(Higher
(Upper
Secondary)
Secondary)
0.69 – 0.86
– 0.92
(Higher)
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Delhi

Madurai

Philippines

(2011)
M: 83.4%
(6-10),
93.48% (1113), 88.21%
(14-15)
79.25% (1617), 56.07%
(18-24)
F: 82.87%
(6-10),
93.19% (1113), 88.54%
(14-15),
80.64% (1617), 54.8%
(18-24)
M: 91.58%
(6-10),
95.71% (1113), 91.21%
(14-15),
80.75% (1617), 55.91%
(18-24)
F: 91.8% (610), 95.65%
(11-13),
92.13% (1415), 81.5%
(16-17),
51.41% (1824)
K: 57.2%
(2010) –
79.3%
(2014)
Elementary:
67.36%
(1997) –
90.05%
(2003) –
95.9%
(2010) –
92.57%
(2014)
Secondary:
44.72%
(1997) –
58.03%
(2003) –
64.7%
(2010) –

-

-

Elementary:
66.85%
(2003) –
72.1%
(2010) –
83.04%
(2014)

81.67% (T),
87.33% (M),
74.71% (F)
(2001) –
86.21% (T),
90.94%
(M),
80.76% (F)
(2011)

-

-

87.9% (T),
90.9% (M),
92.3% (F)
(2001) –
94.8% (T),
81.6% (M),
87.1% (F)
(2011)

7.8%
gender gap
in
education

-

-

-

-

Secondary:
59.79%
(2003) –
75.1% (2010)
– 78.7 (2014)

33

63.23%
(2014)
Manila

-

-

-

-

-

Batangas

-

-

-

-

-

-

34:1
(Private),
45:1 (Public),
44:1
(Government
aided)
(2016)

-

-

68%
(2010)

-

-

79.3%

-

-

PrePrimary:
12.7%
(2012) –
17.5%
(2016)
Rwanda

Primary:
78.3%
(2003) –
96.5%
(2012) –
97.7%
(2016)

-

Secondary:
28%
(2012) –
32.8%
(2016)
PrePrimary:
37.5%
(2017)
Kigali

Huye

Primary:
93.3%
(2013)
Secondary:
37.4%
(2013)
Primary:
92.6%
(2010/11)

-

-

Secondary:
23.4%
(2010)

South Africa

-

72.5%
(Matric,
Official)
(2016)

Nationwide:
69.7%
In urban
areas:
82% (F),
83% (M)

86.7%
(2013)
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40.2%
(Matric,
True) (2016)

Johannesburg

-

Cape Town

-

Tanzania

59% (2000)
– 96.9%
(2017)
(Primary,
Gross)

85.1%
(Matric,
Official)
(Province)
(2016)
50.7%
(Matric,
True)
(Province)
(2016)
86%
(Matric,
Official)
(Province)
(2016)
57.7%
(Matric,
True)
(Province)
(2016)

-

87.5%
(Province)

-

-

85.9%
(Province)

-

-

-

-

59.1%
(1988) –
80.4%
(2014)

Dar Es
Salaam

68% (Net)

64.5%
(Gross)

-

-

35:1

Ifakara

93.9% (Net)

100.3
(Gross)

-

-

41:1

Many of the gaps within this data can be filled by data provided by the World Bank, as
illustrated in Table 20:
Table 20: Education outcomes by country (World Bank data)

Enrolment

Completion

Literacy

Gender
Equity
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Bangladesh

India

Philippines

Rwanda

South Africa

Tanzania

Primary: 91%
(2017)
Secondary: 64%
(2017)
Primary: 92%
(2013)
Secondary: 62%
(2013)
Primary: 94%
(2017)
Secondary: 66%
(2015)
Primary: 95%
(2018)
Secondary: 36%
(2018)
Primary: 87%
(2017)
Secondary: 72%
(2017)
Primary: 81%
(2018)
Secondary: 27%
(2018)
Enrolment

Primary: 68%
(2010)

74% (2018)

1.07 (Primary,
Gross) (2018)

Primary: 94%
(2017)

74% (2018)

1.15 (Primary,
Gross) (2017)

Primary: 91%
(2017)

98% (2015)

0.96 (Primary,
Gross) (2017)

Primary: 87%
(2018)

73% (2018)

0.99 (Primary,
Gross) (2018)

Primary: 87%
(2016)

87% (2017)

0.97 (Primary,
Gross) (2017)

Primary: 69%
(2018)

78% (2015)

1.03 (Primary,
Gross) (2018)

Completion

Literacy

Gender Equity

World Bank education data, however, is not disaggregated by city or neighbourhood level
which is vital for SHLC work.

9. Highlights
The national SHLC reports acknowledge that overall access, quality, and outcomes in
education have improved in all partner countries. However, these improvements have been
uneven and unequal and many educational institutions do not have adequate and quality
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infrastructure, materials, and resources; qualified and experienced teachers and school
leadership; relevant and contextually-sensitive curricula; and other critical elements
required for the provision of education that can meet the needs of diverse groups, including
the poorest and most marginalised. This means that, overall, partner countries are unable to
provide quality educational opportunities to large portions of their populations to support
personal development, social mobility, and the development of their respective
communities/countries. The situation deteriorates with each level of education: while
enrolment and completion rates are relatively high for primary schools, they decrease
markedly for secondary schools and tertiary education.
Wealthier neighbourhoods are an exception to these trends as their financial resources and
cultural and social capital allow them to ensure access to better services. At the same time,
the poorer the neighbourhood is, the less resources it receives as it is dependent of the state
or, in some cases, non-state actors such as faith-based organisations, the private sector, and
NGOs. While residents of wealthier neighbourhoods can afford conveniently located private
education that is of higher quality and offers better credentials and opportunities to increase
one’s social capital, public schools for less advantaged residents may not be available close to
home and have serious problems surrounding infrastructure, school materials, teachers, and
other key resources. As less advantaged groups continue to receive less adequate education,
they do not access better jobs and opportunities to advance out of destitution/poverty.
Stratification of education allows little upward socio-economic mobility, reproducing and
intensifying the existing socio-economic structures and inequalities that perpetuate and
increase levels of urban poverty.
Access, quality, and outcomes of education in a given country or city are not uniform. They
are dependent on the socio-economic class an individual belongs to. Other factors offer
further constrains, such as their gender, disability, age, race, and/or recent migration to the
city.
There are, of course, laws, policies, and regulations that protect individual’s right to a range
of learning opportunities and ensure their quality and relevance. Across countries, there has
been an improvement in prioritisation of budgeting for education to ensure quality
education for all. Some reports (Bangladesh, the Philippines, and Rwanda) also mention a
considerable commitment by the government to work towards sustainable development,
with ministries being tasked to incorporate and implement SDGs in their work. However, in
many cases, planning is inadequate, implementation is inconsistent, continuity is difficult to
ensure, accountability and monitoring are lacking, and financial resources are limited or
mismanaged. A focus on neighbourhoods is largely absent; there are no specific policies,
careful needs assessments, and long-term strategies to address the concerns of individual
neighbourhoods. As a result, the promise of accessible, varied, and quality educational
opportunities remains unfulfilled, especially for the most disadvantaged and vulnerable
groups in the cities under study.

10. Moving Forward
The comparative analysis of the central insights into urban education in 12 cities in six SHLC
countries offered here suggests several potential avenues for further research and central
questions to consider.
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• Pre-colonial and colonial legacies and their influence on education: while, with some
exceptions, little attention has thus far been given to pre-colonial education systems, these
deserve to be studied in more detail given the extent to which they potentially reflect and
continue to shape local understandings of the purpose(s) of education and the form(s) it
should take. The impact of colonial rule on structuring education systems deserves greater
attention for the same reasons. SHLC countries have notably different colonial experiences
that can be contrasted by duration, guiding ideologies, stated goals, levels of inclusion and
institutional architectures. Some points of comparison could be particularly insightful,
including commonalities and differences between American, Belgian, British, German,
Japanese and Spanish colonial governance; differences within colonial structures, perhaps
most notably between India and Bangladesh; and contrasts between colonial experiences and
impacts in Africa and Asia.
It is also crucial to understand the impacts of colonialism at a sub-national level to move
beyond monolithic understandings of colonial systems and consider how these became
manifest across geographic space. Potentially fruitful comparisons can be drawn between
primary and secondary cities in the same country; between neighbourhoods in a city; and
within a country, such as South Africa, where the two cities under study have dramatically
different colonial histories. Post-colonial education systems should be interrogated in the
same way. It would be particularly valuable to understand in greater detail how nationalist
projects incorporated education policy into efforts to promote economic development and/or
socioeconomic equality, and how the role of the state in these processes has changed over
time. The extent to which colonial structures have remained intact or were transformed or
dismantled is also crucial to understand, as are ongoing forms of influence from
international organisations, foreign donors or other transnational networks.
• Inter- and intra-city data: much of the available data covering global education trends
is at the national level. Considering the differences – often very stark – between cities and
neighbourhoods within one city, it is necessary to compare urban trends within and between
cities. In this regard, the role of sub-national and local governing bodies in shaping urban
education – either directly or indirectly through broader development and governance
activities – merits particular consideration.
• Learning outside of education institutions: while formal education institutions are
central to the concept of learning cities, it is also important to explore non-formal and informal
education and opportunities for learning that may be of crucial importance to communities.
This is particularly relevant for groups/neighbourhoods that fail to receive access to proper
education and learning and may create their own grassroots/community-based spaces for
learning. Many of these are not captured in standard approaches to urban education and may
be particularly relevant in neighbourhood level analysis. For example, as the Tanzania report
identifies, there are gaps in understanding how communities create learning spaces to support
the learning activities of their members (e.g., children, youth, and the elderly).
• Content and quality of education: addressing questions about what and how students
are taught will allow us to further understand how the purpose(s) of education are perceived
and assess different educational systems more effectively. For example, South Africa has
implemented HIV and AIDS education to address the urgency of the epidemic in the country,
but questions remain surrounding how other subjects and content, both in South Africa and
beyond, are designed to equip learners with knowledge and skills to tackle diverse issues their
communities face. It is also unclear how (if at all) SHLC cities and countries are incorporating
the 2030 Agenda for Sustainable Development into their education policies, curricula,
learning and teaching materials, and in-service and pre-service teacher professional
development and training.
• Parental and community involvement in and influences on a child’s education:
learners’ academic progress and outcomes, their personal development, and choices they
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make with regard to their further education, development, and occupation depend on the
value attributed to education by parents and communities. The reports suggest that in India
parents may be reluctant to educate children, and in Tanzania parents may not see education
as valuable; however, we do not know what their motivations are and what consequences this
has for their children. There are also problems in South Africa, where Black African parents,
who have the choice, choose to send their children to formerly white schools that exclude
parents from school-related activities and management due to distance from home and
cultural differences. As other SHLC countries may have similar issues, it is worth exploring
parental and community views on, involvement in, relationships with, and influence on
education and education providers (e.g., teachers, school leadership) in-depth.
• Education of marginalised and vulnerable groups within each city: each city has
groups of people that are more disadvantaged and vulnerable than others. It is important to
explore their particular vulnerabilities and their inclusion in and exclusion from the education
system to more effectively and directly address their needs and concerns. For example, this
may include migrant children who have to constantly relocate due to their parents’ work and
face challenges as schools often fail to accommodate them. Another group is
Indigenous/minority learners who usually migrate from their traditional habitats (often rural)
and bring with them their own cultures and traditions that may put them at risk of voluntary
or enforced exclusion.
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