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GLOSSARY OF TERMS 

The following offers definitions of a number of terms as they are used in this report: 

Agency: Agency refers to decision-making power and capability to act on decisions made. 

Adjustment: This is the process whereby learners interact with their environment, at school, home, 
community, and broader, to meet physical, psychological, and social needs, and achieve a harmonious 
state. Key components of adjustment as a component of transition include (1) family adjustment: 
solving familial problems and the degree of happiness, (ii) School adjustment: academic achievement 
and individual progress, obeying school and class rules and (iii) Peer adjustment: admiring others, 
avoiding conflict, behaving appropriately, socializing with friends and willing to helping others, etc. 

Child Development: Child development includes the physical, intellectual, social, and emotional 
changes that occur in human beings between birth and the end of adolescence as the individual 
progresses from dependency to increasing autonomy. While it is a process with certain predictable 
sequences that have been studied and well documented, each child’s development is in fact unique. 

Child Study:  This is a school-based record of a learner which details their biodata, family 
circumstances including survival status, health and disability status, whether leaner has birth 
certificate, and tracks a learner’s development pathway. Any challenges that a learner experiences, 
which could be affecting their performance in school, such as school fees payment or family problem, 
are recorded 

Dimensions of Exclusion: This is a term coined by UNICEF in its national assessments of Out of School 
Children.  The five dimensions include those who are of appropriate age but are out of school early 
childhood, primary and secondary schools and those at risk of dropping out. 

Discipline: Discipline is the process of using a form of punishment to correct what the punisher deems 
to be unacceptable behaviour, or a behaviour that is judged to be against a set of rules, such as school 
regulations.  

Disengagement: Disengagement is the process of withdrawing from school, intellectually, emotionally 
and/or socially. Disengaged students are those who do not participate actively in class and school 
activities, do not become cognitively involved in learning, do not fully develop or maintain a sense of 
school belonging, withdraw from or do not develop, relationships with teachers and/or students. 

Dropout: A dropout is a learner who has attended school and who has dropped out of the formal 
education process. It most typically refers to the process of dropping out.  Once the learner has fully 
dropped out for some time, they can be defined as ‘out of school’. 

Early Childhood Development (ECD): Technically ECD refers to the physical, cognitive, linguistic, and 
socio-emotional development of a child from the prenatal stage up to age eight.  However, in this 
document it refers to the provision of schools for ECD, e.g. nurseries and kindergartens in which 
children of an early age receive structured support for their development. 

Engagement: Engagement in school is to actively involve oneself in the schooling process, 
intellectually, emotionally and socially, relating to school life, to teachers and other learners. 

Full Participation: Full participation is defined as a situation in which all learners of diverse 
backgrounds (race, ethnicity, gender, language, culture, religion, mental and physical ability, social 
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class and immigration status, geographical location etc) are included in the education system through 
overcoming the barriers that limit the presence, participation and achievement of learners, and are 
all treated fairly and accorded equal importance. 

Gender: Gender refers to the interpretation of biological sex by culture. It is the socially constructed 
differences between women and men, girls and boys, which are learned, changeable over time and 
may have wide variations between and within cultures. This includes the relative value and power 
attributed to men and women and boys and girls and the relationship between them. 

Gender Roles: The roles ascribed to women and men, boys and girls within a culture, which are 
determined by that culture’s assumptions about the potentials and abilities of women and men. They 
vary from culture to culture and change over time.   

Longitudinal: A longitudinal study is an observational research method in which data is gathered for 
the same subjects repeatedly over a period of time, which can extend over years and even decades. 
It studies changes in the research populations and the possible reasons for those changes. It is also 
often used to uncover predictors of change. In the case of this study the aim is to uncover possible 
predictors of progression, survival and transition in school and or dropout.  

Motivation: Motivation is the desire to do things. While the motivation itself comes from within (an 
internal drive) it often results from the interaction of both conscious and unconscious factors such as 
the internal desire or need, an external incentive or reward and/or the expectations of peers. 

Out of School: Out of School refers to children of school age who are not in school.  They may have 
never attended or they may have enrolled and dropped out. In some cases, UNICEF includes all five 
dimensions of exclusion under this definition, including those in school, but at risk of dropping out. 

Overage: Learners enrolled in a class more than two years above where they should be chronologically. 

Progression: The process of moving through school from one grade or form to another. 

Psychomotor: Psychomotor skills are the physical skills such as movement, coordination, 
manipulation, dexterity and strength. 

Resilience: Resilience is the ability of children, families, communities, and systems to withstand, adapt 
to, and recover from shocks and stresses (e.g. natural disasters, political crises, epidemics, pervasive 
violence, economic crises) in ways that support economic and social development, preserve integrity, 
and do not deepen vulnerability. 

Retention: Retention is the process of keeping children in school. It is usually used at school or 
government levels in statistics or EMIS to record retention rates of learners in school. 

Survival: In this study, the term survival refers to a student’s continued and successful progression 
through school and up to Form 4 at Secondary Level.  

Transition: Transition typically refers to the three major transitional points in the public-education 
system: when students move from primary school to lower secondary school; from lower to senior 
secondary school, and from senior secondary school to college, vocational training or into some form 
of livelihood and adult life. This longitudinal study focuses specifically on transition from primary to 
lower secondary school and through secondary school from Form 1 to Form 2.. 
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EXECUTIVE SUMMARY 

This national longitudinal study tracked a cohort of 3724 learners (1832 girls and 1892 boys) in school 
in Zimbabwe for four years from 2017 to 2020. It collected and analysed data from this cohort in order 
to obtain an understanding of the factors that help students’ transition successfully from primary to 
secondary education and survive and thrive in lower secondary school. It examined the multifaceted 
complex and dynamic reasons for dropout, the process of dropping out and pathways taken by those 
who do fall out of the education system. The aim of the research is to provide an evidence base to 
inform policy making with respect to promoting retention in the education system, arresting school 
dropout and increasing transition rates. Ultimately, it is hoped that this will contribute to the 
achievement of the right to education, in line with the Constitution of Zimbabwe Amendment (No. 20) 
Act, 2013 as well as the Education Amendment Act, 2020. 
 
Through focusing on a cohort of boys and girls in Grade 6 at the baseline year through to Form 2 at 
the end of the study has aimed to:  
 

• Improve understanding of cohort transition rates and the causes of dropout among girls and 
boys from primary through to lower secondary school 

• Enhance understanding of factors that help girls and boys to survive, and document the 
experiences and pathways of the cohort including those who dropout  

• Strengthen understanding of the risk factors that contribute to children dropping out in order 
to support MoPSE and its partners focus resources on children that may be at risk of dropping 
out of school  

• Use the findings to contribute to the evidence-base on which to develop strategies to improve 
the transition between primary and secondary school, retain learners at the secondary level 
and support those who dropout of the education system.  

 
The study employed a mixed methods approach. Tests for association of variables using statistical 
analysis were used to identify the predictors that were most associated with survival, transition and 
dropping out from school while a thematic analysis of qualitative data contributes to the development 
of a more in-depth understanding of the complex factors that either lead to survival or dropout and a 
successful or unsuccessful transition. 
 
The study population comprised Grade 6 learners registered in all primary schools in the country at 
the start of the research, including students enrolled in P1- P31 schools, and registered and satellite 
primary schools in all 10 provinces of the country.  The sample size at baseline was intended to be 
3800 learners spread across clusters of 27 schools in each of the 10 provinces (i.e., 380 learners per 
province: 270 schools; 14 learners per school –7 girls and 7 boys). 3724 (1832 girls and 1892 boys) 
actually completed the baseline study. 

 
1 Under the Capitation Grant system schools are categorized by the economic status of communities sending their children 
to these schools. This determines the per capita grant allocated to them by the government. P1 and S1 schools are in urban 
low-density areas and some elite boarding schools regardless of their location. P2 and S2 schools are in urban high-density 
areas including government schools and some boarding schools belonging to church organizations located in rural areas. P3 
and S3 schools are in rural areas. In terms of government aid, P3 and S3 schools receive the highest per capitation learner 
grant and S1 and P1 the lowest 
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As the study has progressed a number of challenges were faced and subsequent adaptations made to 
the study design; the two main ones being the challenge of tracking learners through transition from 
primary to secondary school and the need to adapt the whole design at endline to take account of the 
COVID-19 situation.   Tracking the cohort through from primary to secondary school was a major 
challenge for the study; the learners from the 270 primary schools scattered to at least 628 secondary 
schools. In spite of detailed tracking information taken from learners at baseline and support from 
MoPSE, returns from primary schools was often inaccurate or the schools had limited knowledge 
about the destination of their learners, resulting in an attrition of xxx cohort members from the study 
and this stage. To help mitigate this, a supplemental set of learners was added to the sample size.   

At endline, the unfolding COVID-19 restrictions led to gradual adaptations as potential school opening 
dates were set and then amended.  Once it was clear that schools would not reopen during Term Two, 
the endline survey was completed entirely by distance through the use of mobile phones. 

This report was written after the endline survey and the conclusion of the study. It charts the journey 
from baseline to endline, but more specifically focuses on the results of the endline, the current 
situation, and the location and experiences of the original cohort members at this time. 
 

SUMMARY OF KEY FINDINGS 

Survival 

Of the 3724 learners (1832 girls and 1892 boys) who began the study, by endline 2524 (1328 girls and 
1196 boys) are still in school, with an additional 42 (19 girls and 23 boys) repeating a grade.  433 
learners (266 boys and 167 girls) of the original cohort have dropped out.  A further 714 learners (332 
girls and 382 boys) are unaccounted for, so it is possible that many of them may be in school, having 
relocated without informing officials.  The fact that between 70% and 80% of learners in the study are 
definitely in school concurs with the Ministry of Primary and Secondary Education (MoPSE) Education 

Sector Performance Report 2018 which suggests that 21.8% of students from primary school did not 
transition to lower secondary with more boys (22%) than girls (18%) not transitioning.   

At all the stages of the study, both qualitative and quantitative data indicate that three key 
factors/indices have the greatest impact on a learners’ ability to remain in school: sufficient 
funds/assets to enable the payment of school fees, parental/caregiver support for education; and 
learners’ self-esteem and self-confidence. To illustrate this, an Access Index2 was constructed using 
learners’ responses to three sets of questions. The results show that: 

• Boys have a slightly better chance of remaining in school than girls: There was very little 
difference by gender for any of the indices with boys scoring slightly higher on confidence 
(78.32 to 77.70) and girls scoring slightly higher on wealth (50.76 to 49.16) and parental 
interest (55.61 to 47.61) resulting in minimal difference in the overall score, with boys slightly 
higher (50.10 to 50.01)  

• Rural learners have to overcome greater challenges to remain in school: Urban learners 
scored significantly higher than rural learners in all three sub-indices and therefore much 

 
2 An index created by a calculation based on learners responses to three sets of questions relating to confidence and self-
esteem, parental interest and cost of education; three key factors that have the greatest impact on school survival (as 
identified throughout the study). 
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higher in the overall Access Index, with a score of 77.97 for urban learners and 40.37 for rural 
learners. 

• The urban provinces of Harare and Bulawayo scored highest on the wealth/asset index with 
scores of 77.85 and 74.94, while Matabeleland North (30.47) and Matabeleland South (32.00) 
score lowest (a range of 47.38), suggesting that parents in Matabeleland North and South 
have many fewer assets on which to draw in order to pay school fees. Inability to pay school 
fees is the biggest barrier to survival in school.  

The index highlights the significant role played by learners’ self-confidence and determination to 
survive, with much greater scores that the other two sub-indices. This is often under-estimated when 
understanding how and why learners sometimes survive in school against what seems like 
insurmountable barriers. In terms of learner confidence, all scores were high, with the lowest being 
68.14 for the Midlands and the highest Mashonaland Central at 94.74. Harare, which scored the 
highest in the Wealth Index (77.85), scored second lowest in terms of learner confidence (71.65).  
  
Although ability to pay school fees is by far the greatest enabler of survival in the education system, 
commitment and encouragement of at least one adult in the family goes a long way to shaping the 
learner’s attitude to school, their motivation and their survival in the system. Even if they have little 
money, this person’s determination that the learner will remain in school and achieve their potential 
will help to overcome some of the greatest challenges, even financial ones. 
 
Ability to pay school fees and purchase the required materials, including uniforms and books,  is a 
pre-requisite for remaining in school and the greatest individual barrier for many. At endline 484 
(82.3%) of the 588 headteachers surveyed stated that poverty can lead to learners dropping out 
between 70% and 80% of cohort members who dropped out indicated that they did so because of 
their parents’/guardians’ inability to meet the costs of secondary education. 
 
For many girls and boys who survive, especially for those in resource-poor rural areas, there remains 
uncertainty about whether their family would be able to continue paying school fees. Of the 1906 
learners surveyed, at endline, 1249 (75%) felt confident that they would complete Form 4 (O’ level), 
whereas 476 (25%) indicated that they were worried about completing. There were very little 
differences in terms of gender, with girls at 14.2% slightly more concerned about completing O’ Level 
than boys (10.4%). However, in terms of being ‘somewhat concerned’ boys scored higher than girls. 
 
Under Non exclusion of Pupils from School: Section 68D of Cap 25:04, of the revised Education 
Amendment Act states that No pupil shall be excluded from school for non-payment of school fees. 

However, being ‘chased from school’ was the experience recounted by nine (6 girls, 3 boys) out of 
the 21 (11 girls, 10 boys) in-school learners who participated in the qualitative interviews at endline. 
When teachers and headteachers send learners home because they have not paid their fees, it has a 
negative impact on their mental health; it can endanger the safety of lone learners, especially girls, on 
the journey from school; time away from school leaves learners struggling to catch up on their studies; 
and when the sending home is repeated, it will often lead to the learner dropping out of school. 
 
A number of headteachers and teachers develop mechanisms for helping families with fees.  Some 
are prepared to wait for fees; others provide opportunities for phased payment; and some teachers 
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provide funds from their own resources to support learners.  Some innovative headteachers, with 
support from community leaders make arrangements for in-kind payments. However, other 
headteachers are aware of the challenges for parents in their catchment area but, without additional 
support from government, feel relatively powerless to do anything about it. 
 
In some parts of the country, especially the resettled farmlands, secondary schools are sparsely 
situated, resulting in some learners (8.9%: 9.2% girls and 8.5% boys) having to travel two hours or 
more each way every day. Others are sent to stay with relatives or friends, or seek out bush-boarding 
opportunities, with all their potential dangers, in order that they can continue their education.  Both 
the long distances and informal boarding contribute to  
 

Education research shows that teachers are the ‘cornerstone of the quality of education’.  If teachers 
are motivated, learners are more likely to be motivated.  Liking and getting on well with their teachers 
is one of the key components for survival in school. Results from the learner survey show that at 
endline 99.8% girls and 99.7% boys indicated that they like school and 91.0% girls and 89.5% boys get 
on well with their teachers. These results showed little change from baseline. 
 
Corporal Punishment, although illegal still exists in many schools. Out of the 2377 learners who 
completed the question about corporal punishment in the midline survey, 489 (238 girls and 251 boys) 
reported having been hit by a teacher or headteacher in the past 12 months and 17 of them, more 
than 10 times. The residual social and behavioural norms of violence towards the management of 
learners is difficult to change in school, especially when the social norm to the upbringing of children 
in homes is strict, frequently including acceptance of psychological or physical abuse. 
 
There is currently significant inequity in terms of operating funds available to schools. Under the 
Government Capitation Grant system schools are categorized by the economic status of communities 
sending their children to these schools, which determines the per capita grant allocated to each school. 
In this system rural schools in low economy communities receive a higher level of grant than those in 
more affluent, urban locations. This approach should render the system more equitable and make up 
for lack of fees from parents, but currently the value of the grant is extremely low and does not make 
up the difference between schools. 419 (71.3%) of the headteachers surveyed stated that fees remain 
their main source of funding. While this remains the case, significant funding inequity in the system 
persists. 
 

Transition 
Supporting Grade 7 learners with planning for secondary school and providing orientation in Form 1 
are crucial processes for enabling a smooth transition. Most primary schools do not presently have a 
structured and effective programme for supporting learners with the transition process and do not 
consider provision of such support as part of their mandate. Secondary school orientation 
programmes, where they exist, focus on ensuring that learners know the school rules and 
expectations, school campus, and their subjects and teachers. Provision of support only in the first 
week and lack of a responsive, solutions-oriented approach to working through issues of learners 
not adjusting to their new school, was constraining smooth transition.  
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The transition phase often coincides with multiple pressures, including social (loss of friendships, 
separation from family, being a junior in school); biological (onset of puberty and associated physical 
and physiological changes, including menstruation in girls); psychological (self-assertion, stress, 
anxiety about life) and academic (new school culture; new subjects, new ways of learning, etc.) as well 
as economic (loss of unit of labour and the financial burden associated with starting Form 1). These 
pressures increase the anxiety and stress for learners associated with transition and if not addressed 
through pastoral care and continued support may undermine transition success.  

Learners at high risk of poor transition are predicted as those that are at least two years older, than 
their peers, live in peri-urban locations, live far from school or have a disability. 

Delayed start of Form One, often associated with lack of school fees and resources, leads to delayed 
adjustment and settling into secondary school.  

The absence of liaison or information sharing between sending primary schools and receiving 
secondary schools limits the quality of transition especially for vulnerable learners (such as those with 
disabilities, including hidden disabilities; learners on social welfare or various forms of school fees 
assistance; orphans and children lack adult supervision at home; learners from poor backgrounds) for 
whom additional support at the point of transition would ensure easier adjustment and settling into 
secondary school.  

A culture of bullying exists in most secondary schools and learners do not trust authorities to address 
these challenges. Bullying outside school often leads to failed transition and increases the risks of 
dropping out.  

 
Dropping Out 

Household poverty and the inability to meet the cost of education is the major reason for children 
dropping out. While this is the case, dropping out is a complex process set off by the interaction of 
various interdependent factors at multiple levels (individual, family, community, school, and national 
levels) that shape attitudes of both parents and students towards school and motivation and ability 
to meet school costs by parents. Among these factors, school-based factors (school fees and materials, 
quality of teaching and treatment of students, and distance to school) and family factors (living 
arrangement, economic capacity, family structure) had the greatest contribution to dropping out. The 
most significant individual factor for both girls and boys was learning performance and attitudes 
towards school which have the effect of demotivating parents to go through the struggle of meeting 
school related costs.  

For some parents in resettlement areas, in addition to poverty, the need for labour in especially 
tobacco farming and poor quality education in satellite schools, reduces motivation of parents to 
meet increased costs of secondary schooling.  

The majority of schools surveyed currently lack capacity to provide appropriate support for children 
with physical, mental and other learning disabilities. The result is children with diabilities have a high 
likelihood of dropping out.  
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For girls, ill-managed puberty (lack of preparation of the girl child for menstruation, and lack of 
facilities for appropriate menstrual hygiene management at the school) leads to negative 
perceptions of school contributing to decisions for dropping out. About 22.5% of girls in the dropout 
cohort faced challenges of lack of facilities for their periods while in school 

Correlation analysis was conducted to check the association between the 315 variables collected at 
baseline and the education outcome. Of the 315 variables collected at baseline, about half showed 
significant correlations, and 40 showed corelations that were both significant and sizable. These could 
form the basis for assessing children at risk of dropping out:  

• they go to a satellite school;  
• they go to a P3 school; 
• they are in a rural areas; 
• they are an orphan; 
• they have poor parental support for their education; 
• Their fees are not being paid;  
• there is no food at home or school; 
• they are older than their peers (on average dropouts were two and a half years older 

than those in school);   
• their siblings  had dropped out;  
• their friends had dropped out; and 
• they do not think they will go far with their education. 

The majority of the dropout cohort (64.8%) were  at home and doing house chores. For those that 
were doing something apart from staying at home, girls were taking care of children (15.9%) and 
employed as a help or servant (15.2%). Fewer girls, less than 5%, mentioned working elsewhere for 
income, farming, studying at home or attending vocational training. In comparison, boys seem to have 
more economic opportunities than girls including being employed as a helper/servant (12.9%), 
farming (6.5%), mining (4.7%), and were working for an income (17.6%). 

Dropouts have limited access to vocational training and trade skills development. Similar 
bottlenecks to continuing secondary education seem to be the same barriers for access to vocational 
training and trade skills development – long distances to vocational training centres, and cost of 
vocational training. 

65.4% dropouts (62.9%, boys and 68.2%, girls) wanted to return to school but face the barriers of 
cost, age and learning abilities. Getting them back to school will need an approach that recognises 
their present circumstances and pathways. For example, for girls that have been married decisions on 
pathways require their husband’s approval and other care respnsibilities. For girls employed as 
housemaids, or boys taking on various economic opportunities decisions depend on time off from 
employers or the activity.  

COVID-19 and its Impact on Education in Zimbabwe 

Covid-19 has had direct financial impact on households and schools with direct and indirect 
implications for survival of learners in the education system. Evidence from the endline shows that 
both girls and boys were disengaging, for different reasons, from the education system over the 
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prolonged ‘holiday’. For example, boys in Binga were being incorporated as active labour for fishing, 
while girls in Bulawayo were heavily involved in water collection and petty trading. There were 
concerns from learners, PCGs, schools and education authorities that most learners would not be able 
to return to school when schools eventually open.  

The main challenges included lack of school fees (35.1%); concerns about ‘getting back into school 
mode’ (26.6%); and difficulties in enforcing social distancing (25.5%). Rural learners were also 
concerned about challenges with disentangling from ‘new roles’ such as caring for sick relatives and 
children, helping on the family farm, and participating in various income generating activities. From 
the headteacher perspective the safety of learners and staff was the paramount concern. The endline 
survey found the following:   

1. Of the 588 headteachers interviewed at endline (Between May and July 2020) the majority 
stated that their school lacks the material and infrastructural requirements to ensure 
maintenance of sound hygiene and sanitation standards required for effectively managing 
Covid-19. For example, an estimated 17% of surveyed schools had at least one functional infra-
red thermometer for screening staff and learners prior to being allowed into school grounds. 
Most of the under-resourced schools are rural. 

2. Covid-19 has exposed the inequalities in education system in Zimbabwe. Delivering teaching 
through online learning platforms, while key to keeping learners engaged in school, was only 
accessible to learners with access to resources such as tablets and smart phones, internet 
data, television and radio. The majority of learners from poor and remote backgrounds lack 
access to the relevant technology for remote or online learning. This endline found that 46% 
of urban areas had access to the internet compared to 2.5% in rural areas.  

3. In its current format, online learning delivered by most schools is perceived as poorly 
organised, heavily dependent on parental input, and insufficiently delivered to produce the 
intended learning outcomes. Schools have not invested in evaluating their performance so far 
and using that learning to ensure a response pedagogy is developed. Cost of data, lack of radio 
connectivity, or devices, are some of the main barriers to online learning in Zimbabwe. There 
is no clear strategy for delivering online learning for LWD.  

4. The Covid-19 pandemic led to disengagement from school for most of the learners 
interviewed in the endline survey. A significant proportion of learners from poor and deprived 
households, where labour shortage is an issue, reported that they were unlikely to return to 
school when schools eventually reopen.  

5. The loss of livelihoods and collapse of community based social protection systems during the 
Covid-19 lockdown coupled with schools’ insistence on upfront school fees payments will 
make education unaffordable unless government intervenes.  

6. The protracted closure of schools has exposed vulnerable learners to a wide range of risks. 
There is some anecdotal evidence from key informants of girls of longitudinal study cohort 
age falling pregnant, learners now engaged in economic activities from which going back to 
school will be very difficult.  

7. Schools will need various forms of support to reopen safely, including guidance documents 
and basic protection equipment. Guidance required include information and publicity 



 

 

19 

materials (65%); guidelines for managing positive cases (40%); visual aids to support teaching 
and learning (30%) and training materials (26%).  

Recommendations 

Survival 

Survival 

1. Operational grants/budgets to Schools: It is recommended that MoPSE allocates sufficient 
funding to the per capita grant process to ensure that P3 and S3 schools are able to operate  
effectively and increase equity in the system. Operational grants, such as the per capita grant 
and SIG make a substantial difference to schools’ ability to operate, especially when channelled 
through a school development planning process. Without these grants or funding from NGOs, 
schools in the poorest locations, which receive limited and erratic fees from parents, struggle to 
provide quality and equitable education.   

2. Provision of social protection mechanisms: If schools are not fee-free, the financing of fees and 
other school going costs is essential for an equitable education. In spite of some of the challenges 
of BEAM, it made a big difference to the lives of OVCs, especially when it was well-targeted 
through the SIG. NGOs provide some such funding/bursaries but this is nowhere near enough, 
given the extent of the problem. If a greater number of learners are going to transition from 
primary to secondary school and survive to Form 4, there is a need to implement some form of 
social protection to all learners whose families cannot afford the fees.  

3. Provide guidance to school and promote more widely the need uphold the law relating to a 
learner’s right to school and the various mechanisms that may be used to enable caregivers to 
manage payment of fees and levies. The Education Amendment Act re-emphasises the point 
that learners should not be harassed or sent from school because of non-payment if fees and yet 
the majority of cohort learners who dropped out or were in danger of dropping out, had 
experienced being ‘chased from school’ for this reason. There is a need to ensure that all 
education officials, headteachers and teachers are aware of and adhere to all legal requirements, 
including those in the Education Amendment Act.  

4. Tailored interventions for community awareness: Place greater emphasis on existing 
community engagement programmes to raise awareness on issues such as bullying, rights of 
children, rights of people living with disabilities (especially children), child sexual abuse and 
supporting learners in school and of the importance of education.  

5. Promote school feeding in secondary schools: Absence of school-feeding was found to be a 
significant influence on survival in school; secondary as well as primary. Where possible, school 
agricultural production training could focus on producing food to support learners’ lunch at 
school. Where allowing, parents may also make contribution in cash or kind. 

6. Help prevent accumulation of school fees related debt: Schools should develop innovative 
approaches for revenue collection, prioritise setting up and supporting easier payment plans and 
dialogue, accepting in-kind payments from the families of the most marginalised. Best practices 
for managing school fees arrears need to be identified and promoted.  
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7. Provide whole-school capacity development of teachers in positive behaviour management. In 
order to bring about sustainable change, in which teachers are able to manage all learners 
without resorting to corporal punishment,  a programme of teacher capacity building in positive 
behaviour management is required. Because this will require a total change of school culture and 
reorientation of teachers, it is recommended that a whole-school approach is taken to the 
training. Furthermore, successful behaviour management requires a school behaviour 
management strategy which clearly sets out the processes by which learners’ behaviour is 
managed and ensures that all teachers in the school are following the same procedures and will 
uphold and support each other in the process.   

8. Promote a culture of zero tolerance to bullying: Schools should be supported to develop and 
enforce anti-bullying policies for the protection of all children. Teachers will need to be trained 
in anti-bullying and learners assured of protection even when they choose to report bullies. 
Managing bullying in schools will need to be pitched as a strategic entry point for preventing 
gender based and other forms of violence in the future. Implementation of anti-bullying 
intervention programs should address peer support, connectedness to school, pro- victim 
attitudes and negative outcome expectancies around perpetration.  

9. Ensure that secondary schools cater for learners with a disability: The attitude in the education 
system appears to suggest that LWD can only go as far as primary school and only a select few 
may transition to secondary school. Government needs to ensure that the right to education for 
LWD is protected. Fewer secondary schools than primary schools are equipped to support LWD. 
Further, there is need to ensure that assessment at Grade 7 is designed in ways that allow for 
LWD to be assessed fairly and ultimately obtain results that enable them to apply for Form 1 
places. As recommended practice, all new schools should provide a plan for accommodating 
LWD.  

Transition 

1. Tracking learners: In order to provide accurate data for planning and to demonstrate concern 
for individual children in the system, an effective national system tracking system that records 
pathways of learners after they leave primary school needs to be put in place. The midline study 
was greatly hampered because primary schools did not hold comprehensive records of the 
destination of their Grade 7 leavers nor was this information held centrally by MoPSE.  This could 
be in the form of a unique identifying number, recorded in a MoPSE central database, given to 
each learner when they begin school and that follows them throughout school.  It also requires 
good record keeping and accurate date provision and collection through EMIS. 

2. Minimise the time after Grade 7 examinations to protect children from risks linked to transition 
failure: There is strong evidence presented since before the midline which shows that time use 
after Grade 7 examinations has a strong and significant effect on transition success. For 
vulnerable children, who form a majority in most schools, a longer duration after examinations 
will lead to high exposure to risks that may undermine transition. Some learners may start to 
assume new roles in the household and fail to extricate themselves from these. In other cases, 
risks of early pregnancy or marriage is substantially high. The role of the school as a safe space 
should be valued and retained through supportive government planning.  
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3. Support family and community level planning for transition: Lack of money is the major 
constraint to transition. If community based social protection systems, including new ones that 
may be formed by parents of Grade 6 learners are formed, and these make savings and purchase 
school requirements in advance, such arrangements could reduce the burden of transition.  

4. Clarify and support the role of primary schools in the transition process: Primary schools need 
to appreciate that their role should end with the successful transition of their learners into 
secondary school. As such, teachers should allocate time to support learners with tools and 
information throughout the transition phase.  

5. Improve teacher and headteacher attitudes towards transition: Training of primary and 
secondary school teachers should include the psychology of transition in the education system 
and equip teachers with practical tools on how they should support the process. Headteachers 
should be trained on the guidance tool for transition and they, in turn, should ensure that their 
staff enforce the guidance from the Ministry.  

6. Enforce government policy on school fees and results: When primary schools withold results for 
non-payment of school fees this upsets the transition process. Government has a clear policy that 
stipulates that school results should not be witheld for learners graduating from primary school. 
Enforcing this policy would yield positive outcomes for transition especially for learners in difficult 
cirumstances. Innovative solutions for debt recovery, including early debt settlement, should be 
considered. 

7. Guidelines for managing the transition process: MoPSE should develop guidance documents for 
schools on managing the transition process. Such a tool should provide for inclusion of teachers, 
PCGs and learners in the transition process as they are all relevant stakeholders in ensuring 
successful transition. Time should be allocated throughout the final year of primary school rather 
than confined to the duration post examinations. This also means that teachers and headteachers 
should allocate appropriate amount of time for supporting the implementation of the transition 
curriculum and this should be part of their Key Result Areas (KRAs).  An alternative approach 
could be to deliver transition support through the Guidance and Counselling focal person in 
schools. Primary and secondary schools should both be provided with guidance notes for 
implementing this.  

8. Pre-transition planning: Prior to the transition, at primary school, children need to be prepared 
across a range of areas relating to their life in secondary school. On the academic side, this could 
involve ensuring that they develop more responsibility for their learning. Such planning should 
involve parents and guardians, and where possible alternative arrangements for school fees, 
primary school arears, birth certificates, and other requirements can be negotiated. Teachers in 
primary schools should allocate time prior to and after examinations to introduce learners to 
secondary school life, including visits and tours.   

9. Hold orientation days: More schools should use orientation days to help learners navigate their 
way, geographically, socially and academically, in the new schools. Prior to transition, secondary 
schools could hold Open Days for learners finishing primary school to come and observe and 
decide.  
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10. Establish platforms for information exchange between primary and secondary teachers: Such 
information will capture vital information about the learner as well as report on key 
developmental and social dimensions to help teachers in secondary education make better 
decisions and support learners through the transition and adjustment phases. This information 
will feed into a national database and allow the government to determine where all children are 
plan accordingly.  

11. Identify and support learners who are likely to struggle with transition: Primary schools can 
predict or identify learners that are likely to struggle with transition and provide appropriate 
support. A standard questionnaire based on an understanding of the factors that determine 
successful transition could be administered to primary school children and results used to identify 
cases for support.  

12. Give satellite schools and learners centre and candidate numbers of their own: To address the 
challenge that learners from satellite schools face in accessing examination centres, issuing of 
centre numbers to satellite schools and learners, but having learners from these schools writing 
in the nearest mother schools could be piloted. Once centre numbers are issued to these satellite 
schools there will be need to ensure that their performance is tracked in order to assess how 
equity affects this.  

13. Review the assessment system for learners with disability to ensure that LWD can proceed with 
education after primary school: The transition process is presently rigged against LWDs. There 
should be a deliberate effort to map out and understand these constraints better, determine a 
fairer assessment system that ensures inclusivity of all learners, and an inclusive approach to 
facilitating transition for all learners.  

Dropping Out 

1. Establish a system for early detection and support of children that maybe at risk of dropping 
out. The study identified specific factors strongly associated with dropping out. The MoPSE 
should develop a system based on key factors that predict dropping out to ensure those children 
at risk of dropping are identified and offered relevant support to help them stay in school. The 
system should be gender sensitive ensuring predictors for boys and girls are appropriately 
differentiated.  

2. Revitalise and strenghten non-formal education to include various education approaches that 
are appropriate for the specific circumstances of a dropout. The majority of dropouts wanted a 
route back to school. Although preference was for going back in the classroom to start from the 
level they dropped out (not necessarily to join their former peers), going into the classroom with 
those that have not dropped out will be challenging as shame and embarassment that comes 
with the age difference will be a barrier. Alternative approaches suited to the circumstances of 
dropout are therefore important to explore.  

3. Vocational Education and Training: Innovate and increase access to vocational training and 
development of trades skills to ensure a large proportion of dropouts have access to these 
opportunities by reducing the cost and distance barrier. Almost all dropouts had a huge interest 
in developing a trade skill or vocational training. However, over half of the dropouts do not know 
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where these can be obtained and in cases they do, training centres are too far away for them. 
The cost of accessing such opportunities is a significant barrier given the cost of education was 
one of the main reason they dropped out. Innovations in trade skill development should adopt 
community approaches supported by trades testing. Utilisation of exsiting infrastructure e.g. 
primary and secondary schools (evenings or weekends), for vocational training is a another option. 
There is need for an assessment of the options that can be adopted.  

4. MoPSE and the MOHCC to develop a programme for addressing SRHR needs of dropouts as 
they are at risk of SRH negative outcomes. Because they spend more time in the community and 
at home, dropouts are likely to be exposed to negative SRHR outcomes. The study found girls are 
likely to be married early, while physical and sexual abuse are also possible.  Ensuring dropouts 
have access to SRHR information and services will limit the risk of negative SRH outcomes e.g. 
early marriage, maternal mortality, HIV or STI infection.This support should take into account 
gender differences in pathways in life taken by dropouts.  
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1 INTRODUCTION 

 

This document reports on a four-year longitudinal study into survival in school, transition from primary 
to secondary school and the causes and processes of dropping out. It provides the background to and 
context of the study, the approach and methodology, sample size, study challenges and adaptations, 
findings and recommendations. The findings section is arranged in four main sections: Survival in 
School; Transition; Dropout and the Processes and Predictors of Dropping Out; and the Impact of 
COVID-19 on Survival in the Zimbabwean Education System. 

External referencing is used throughout the document and the reader can find a complete 
bibliography at Appendix 1. Quotations and case studies taken from learner interviews are also used 
throughout the document to provide qualitative evidence. The end of each quotation provides some 
basic information about the learner (in-school and dropout), but Appendix 2 provides greater detail 
which will assist the reader to situate the learner. 

 

1.1 BACKGROUND TO THE STUDY 

 

Despite the significant progress made in providing access to education for almost all children in 
Zimbabwe in the late 1980s, structural adjustment in the 1990s and economic crises over the past 15 
years or more have reversed much of this progress. By 2015 an increasing number of children were 
dropping out of primary as well as secondary schools thus undermining the attainment of the 
Government of Zimbabwe’s (GOZ) goal for universal access to primary education. The Ministry of 
Primary and Secondary Education’s National Assessment on Out of School Children3 identified that 
there were 4,696,061, children of school going age between 3 and 16 years in 2012. Out of these, 
1,234,641 or 26.3 per cent, more than one quarter of children between 3 to 16 years were classified 
as being out of school, according to the National Census of 2012. Slightly more boys, 50.8 per cent, 
than girls, 49.2 per cent, were out of school. Those classified as out of school included those actually 
not in school, including those not enrolled in Early Childhood institutions and those who were in 
danger of dropping out. The study’s key findings included:  

The problem of out of school children and youth is multi-faceted, complex and dynamic, with 

multiple barriers that keep children out of school, and more research is needed to further 

understand it. 

Many children dropout after completing primary school and do not make the transition to 

secondary school.  

It concluded that an evidence-based understanding of the challenge and process of dropping out of 
school at the point of transitioning from primary to secondary education for children from different 
backgrounds was therefore required to inform government’s Education policy and strategy4.  
 

 
3 MoPSE (2015) National Assessment on Out of School Children. Harare 
4 Ibid 
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1.2 PURPOSE OF THE STUDY 

 
This national longitudinal study was commissioned in order to, among other things respond to the 
two key findings above: explore and deepen understanding of some of the multifaceted, complex and 
dynamic reasons for drop-out, especially in relation to transition from primary to secondary school 
and survival in early secondary school within the Zimbabwean education system. The study sought to 
fill the gaps in knowledge on a range of questions identified as relevant to supporting the development 
of sustainable responses to the challenge of school dropouts. 
 

The study tracked a cohort of 3780 children (1890 boys and 1890 girls) through school in Zimbabwe. 
Over a period of four years, it collected and analysed data from this cohort in order to obtain an 
understanding of the factors that help students’ transition successfully from primary to secondary 
education and to survive lower secondary school. The study evaluated the risk factors and drivers of 
school dropout to inform an understanding of cohort transition. It provides an evidence base to inform 
policy making with respect to promoting retention in the education system and arresting school 
dropout and low transition rates. Further, the study has followed students who have dropped out to 
examine their experiences, reasons for dropping out and the impact that school attendance has had 
on them to this point in their lives. 

Through focusing on a cohort of boys and girls in Grade 6 at the baseline year through to Form 2 at 
the end of the study has aimed to:  

• Improve understanding of cohort transition rates and the causes of dropout among girls and 
boys from primary through to lower secondary school 

• Enhance understanding of factors that help girls and boys to survive, and document the 
experiences and pathways of the cohort including those who dropout  

• Strengthen understanding of the risk factors that contribute to children dropping out in order 
to support MoPSE and its partners focus resources on children that may be at risk of dropping 
out of school  

• Use the findings to contribute to the evidence-base on which to develop strategies to improve 
the transition between primary and secondary school, retain learners at the secondary level 
and support those who dropout of the education system.  

This report is written after the endline survey and the conclusion of the study. It charts the journey 
from baseline to endline, but more specifically focuses on the results of the endline, the current 
situation, and the location and experiences of the original cohort members at this time. As the study 
progressed researchers’ perceptions were honed on the complexity of factors contributing to survival 
and dropout and possible mechanisms for increasing not just survival but educational achievement, 
especially for the most marginalised girls and boys.  Researchers followed up on several elements and 
themes that have been prominent since baseline and which provide more nuanced perspectives on 
survival and dropout and explored how such understanding can help shape policy direction in both 
formal and non-formal education. Some of these themes include the following:   

• Why boys and girls from similar circumstances have different outcomes with respect to 
survival in the education system  
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• impact of gendered expectations of girls and boys – pathways into which girls and boys are 
channelled 

• How some learners manage to remain in school where poverty and inability to pay school fees 
and school-going costs is an issue 

• Impact of Covid-19 on future survival and drop-out 

• How parental/guardian and learner perception of income prospects outside education 
impacts on survival and/or drop-out  

• Why some children dropout of school even when the family has substantial financial assets 
that could be liquidated to pay for school costs  

• The potential enablers and barriers to non-formal and distance/online education, especially 
for children who are out of school 

• Issues around child protection, safe learning and levels of pastoral care and support for 
individual students: prevalence and impact of bullying (including unfair or inappropriate 
punishment and school and government policies and strategies to address it), harassment and 
gender-based violence  

• Mental health of learners for example anxiety as they negotiate their future. 

• Extent to which dropouts regret dropping out and what it would take for them to return to 
education 

• Experiences of those that dropout of school and the pathways they pursue. In particular, we 
will explore the motivations and barriers to pursuing non-formal education pathways.  

 
The primary target audience for this report is the Ministry of Primary and Secondary Education of 
Zimbabwe (MOPSE), while UNICEF is providing technical and financial support. However, the report is 
also intended to facilitate discussion on, and mutual understanding of the causes of dropout and/or 
survival in school, among a broad range of education stakeholders.  

 

1.3 OVERVIEW OF STUDY PROCESS 

 
The study involved three major surveys (1) Baseline Survey in November 2017 (cohort in Grade 6); (2) 
Midline Survey in midyear in 2019 (cohort in Form 1) and (3) end line survey in 2020 (cohort in Form 
2).  The three main studies were interspersed with monitoring missions which provide an opportunity 
to conduct in-depth interviews and focus group discussions with a restricted number of the research 
participants, especially learners, to generate insights and deepen understanding of the experiences of 
the cohort. Learners from 30 primary schools out of the 270 primary schools covered by the 
longitudinal study were selected for closer monitoring through six-monthly visits by the research 
team. The monitoring visits provided the research an opportunity to explore further specific issues 
emerging from the major (baseline, midline and end-line) surveys.  
 
The Baseline Survey took place in October/November 2017 and the first field monitoring mission 
(FMM) in July 2018. It was based on a qualitative survey of 18 of the 30 schools in the qualitative 
survey. The second monitoring mission took place in November 2018 and covered 12 of the 30 schools 
in the qualitative cohort. The mission focused specifically on the transition period between primary 
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and secondary school and the factors that influence or encourage learners to take a place in secondary 
school or to drop-out. The third monitoring visit took place in April 2019 when the learners were in 
their first term of secondary school.  The focus of this monitoring visit was to capture the varied 
experiences of those learners in the qualitative sub-sample that transitioned from primary to 
secondary school or dropped out. 
 
The Midline Survey took place initially June/July. However, the challenge of tracking learners across 
the divide between primary and secondary school was so great, it necessitated a second round of field 
research in October/November. 
 
The Endline Survey was due to take place in May – July 2020. The COVID-19 situation and the 
imperative to complete the study by the end of October 2020 in order to contribute to policy decisions, 
required adaptive programming and a flexible approach to the Endline. Once it became clear that 
schools would not open in Term Two combined with COVID restrictions, the research tools were 
adapted and a programme of distance consultations were held. See Section 3.10: Challenges and 
Adaptations to Design section. 
  



 

 

28 

2 CONTEXT  

2.1 THE COUNTRY ECONOMIC AND POLICY CONTEXT 

 
At Baseline 

Since 2000 Zimbabwe has faced significant economic and social challenges culminating in a reversal 
in the human development gains achieved over the first two decades of independence. Public sector 
service delivery, particularly in the health and education sectors, has been on the decline over the 
same time period, and evidence suggests that investments and industrial activity has been constricted 
in the private sector due to negative perceptions of the country by global financial markets5.  From 
2009 onwards the country experienced some political and economic stability, coupled with ambitious 
short and medium term economic recovery strategies, such as the Short Term Economic Recovery 
Programme (STERP) in 2009-10 and the 2011-2015 Medium Term Plan (MTP). Commencing in 2016, 
Zimbabwe’s Agenda for Sustainable Socio-Economic Development (ZimAsset) was adopted as the 
national blueprint for socio-economic development and transformation6. 

Prior to the longitudinal study baseline in 2017, Zimbabwe’s GDP growth rate had fallen from 1.4 
percent in 2015 to 0.7 percent in 2016. Per capita consumption fell by 5 percent and the investment-
to-GDP ratio shrunk from a level that was already well below the average for Sub-Saharan Africa. The 
El Nino drought caused a drop in agricultural production and increased food prices. The drought 
reduced agricultural output and increased food prices towards the end of the year, despite the 
government’s efforts to boost production and stabilize prices. The public provision of agricultural 
inputs, the creation of food-for-work programs, and the establishment of price supports for staple 
foods helped offset the impact7.  
 
At Endline 

While the above describes the situation at baseline, by endline GDP had contracted by 12.8% in 2019 
due to poor performance in mining, tourism, and agriculture. Foreign currency and electricity 
shortages affected mining and tourism. Agriculture shrank by 15.8% due to cyclone Idai in March 2019, 
prolonged drought, livestock diseases, and currency shortages reducing the availability of inputs. 
Mineral production dropped below 2018 levels and austerity measures through the Transitional 
Stabilization Program 2018–20 constricted economic activity8. 
 
Following the February 2019 unpegging of the exchange rate from the US dollar and the June 2019 
introduction of the new currency, the exchange rate deteriorated from 2.5 Zimbabwe dollars per US 
dollar in February 2019 to 20 Zimbabwe dollars per US dollar in November 2019. The inflation rate 
soared from single digits in 2018 to more than 200% in November 20199. Moreover, in 2019, GDP 

 
5 UNICEF, 2015; ZIMSTAT/UNICEF, 2015; IMF, 2015 
6 ibid 
7 World Bank (2017). Zimbabwe Economic Update, June 2017 : The State in the Economy. World Bank, Washington, DC. © 
World Bank. https://openknowledge.worldbank.org/handle/10986/27474  License: CC BY 3.0 IGO 
8  Africa Development Bank (2020)  https://www.afdb.org/en/countries/southern-africa/zimbabwe/zimbabwe-economic-
outlook  
9 World Bank (2019) Zimbabwe Update 
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contracted by 12.8%; foreign currency and electricity shortages affected mining and tourism; and 
agricultural production shrank about 15.8%. 
 
During 2019 into early 2020, the country experienced massive power cuts with electricity available for 
just a few hours a day. Fuel stations either had no fuel or long queues. In addition, three years of 
severe drought and famine of humanitarian proportions in many parts of the country; serious flooding 
caused by two powerful cyclones earlier in 2019 in others.  This combination of factors decimated 
crops most particularly the grain harvest, and food prices rose sharply10. The effects of the Covid-19 
pandemic across the country, especially affecting urban areas, has worsened the situation and by 2020 
seven million people in urban and rural areas across were in urgent need of humanitarian assistance, 
compared to 5.5 million in August 201911. Moreover, there are now more than 4.3 million people 
severely food insecure in rural areas in Zimbabwe, and 2.2 million people in urban areas, are “cereal 
food insecure”12.  
  
Hunger poses great challenges for children in terms of concentration and memory. Under 18s, who 
make up close to half of Zimbabwe’s population, have felt the brunt of the impact of this difficult 
period in Zimbabwe’s history and those living in rural areas, most acutely of all, particularly as 
traditional and government safety nets have also been severely weakened13.   
 
Unemployment pressures have been mounting as employment opportunities continue to dwindle. 
The country has one of the most youthful populations, with the population ages 15–34 accounting for 
more than 36% of the total population.  8.07% youth are documented as being unemployed in 202014.  
 
The August 2020 World Bank Zimbabwe update describes how Zimbabwe is facing an economic crisis:  
 

High inflation eroded disposable incomes of population and depressed domestic demand. Gross 

domestic product (GDP) is estimated to have contracted by 8.1% in 2019 and the recession is 

projected to continue in 2020 due to persistent climate shocks and domestic vulnerabilities 

worsened by COVID-19. The pandemic has negatively affected exports, tourism, and 

manufacturing, deepening the economic crisis and poverty. As uncertainty about the duration 

and severity of the virus spread remains high, GDP is expected to contract in 2020 between 5% 

under the baseline scenario and 10% in the low case scenario. 

 
Inflation reached triple digit levels in 2019 and is projected to remain high in 2020 as COVID-19 

disrupts production and trade. Inflation surged to 521% year-on-year in December 2019, fuelled 

by a rapid exchange rate depreciation, poor harvests, and reduction of subsidies on fuel and 

 
10 UN Office of the High Commission on Human Rights (2019) Preliminary observations of the United Nations Special 
Rapporteur on the right to food 
11 Relief Web (2020) Humanitarian Response Plan, Zimbabwe 
https://reliefweb.int/sites/reliefweb.int/files/resources/Zimbabwe_Revised_2020_HRP_with_COVID19_Addendum.pdf  
12 ZimVAC (2019). 2019 Rural Livelihoods Assessment. May 2019. 
https://reliefweb.int/sites/reliefweb.int/files/resources/ZimVAC-2019-Rural-Livelihoods-Assessment-Report.PDF   
13  UN Office of the High Commission on Human Rights (2019) Preliminary observations of the United Nations Special 
Rapporteur on the right to food 
14 Statista (2020) Zimbabwe: Youth Unemployment Rate from 1999 to 2020 
https://www.statista.com/statistics/813214/youth-unemployment-rate-in-zimbabwe/  
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electricity. Food prices increased by 725%, resulting in a severe loss of purchasing power for the 

poor. Continued local currency depreciation, disruption of production and trade as a result of 

COVID-19 are likely to fuel inflationary pressures in 2020.  
 
The Covid-19 Context 

The effect of COVID-19 has further exacerbated a deteriorating situation. Preliminary analyses by 
donors and NGOs highlight that COVID 19 is having significant detrimental impacts on the lives of 
women and men, girls and boys, deepening pre-existing inequalities, exposing vulnerabilities in the 
social protection mechanisms. Those who are generally earning less, saving less, and holding insecure 
jobs or living close to poverty may be being impacted more severely. Additionally, the health of 
women generally is adversely impacted through the reallocation of resources and priorities, including 
sexual and reproductive health services.  As the COVID-19 pandemic deepens economic and social 
stress coupled with restricted movement and social isolation measures, Gender-Based Violence (GBV) 
is increasing15.  Since schools closed in late March, the number of reported cases of GBV against girls 
has more than doubled.  Only a third of survivors are receiving appropriate health and psychosocial 
services. Far fewer ever see justice.  For most, it is the end of their education. 

Amid the public health emergency, schools in the nation had to shut down abruptly, in an attempt to 
contain the spread on the COVID-19 virus. The situation in the country is worsened by the reality that 
most learners have no/limited access to internet connectivity and therefore cannot continue learning 
at home following the school shutdowns. Without access to education, children run the risk of failing 
to reach their full potential. 

The Policy and Legal Normative Framework 

The Government of Zimbabwe has ratified the United Nations Convention of Rights of the Child 

(UNHRC); the Optional Protocol to the Convention on the Rights of the Child on the Care of Children, 

Child Prostitution and Child Pornography (OPSC); the Optional Protocol to the Convention on the Rights 

of the Child on the Involvement of Children in Armed Conflict (OPAC); the African Charter on the Rights 
and Welfare of the Child (ACRWC) and many other related child rights instruments.  It is also a 
signatory and state party to the Convention on the Elimination of All Forms of Discrimination Against 
Women (CEDAW), the Beijing Platform for Action and the African Union Protocol to the African Charter 

on Human and People’s Rights on the Rights of Women in Africa16 which focus on, among many other 
things the rights of girls to protection, equality of opportunity and education .  In 2019 the Marriages 
Bill was introduced which reasserted and prohibited the marriage or betrothal of girls and boys under 
the age of 18, whether in formal, general law, customary law or civil partnership17. The challenge for 
the Government is to communicate, monitor and ensure that these international agreements and 
national laws are implemented/upheld.  
 
 
 

 
15 United Nations, Policy Brief: The Impact of COVID-19 on Women (April 2020) 
16African Union (2005) Protocol to the African Charter on Human and People’s Rights on the Rights of Women in Africa 
17 Government of Zimbabwe (2019). Marriages Bill 2019   
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Social Protection Framework 

Zimbabwe has a rich social protection tradition and a range of social protection instruments to support 
the poor and vulnerable.18 These include cash and in-kind transfers, public works programs, social 
safety nets (SSNs), such as the Harmonised Social Cash Transfer (HSCT) system, health and education 
assistance, including BEAM, child protection services, social insurance programs, and resilience and 
livelihoods rebuilding programmes.  
 
In 2016, the National Social Protection Policy Framework was launched in order to bring together this 
wide range of social protection mechanisms and enhance predictability, coherence, transparency and 
accountability19. The Framework aims at reducing extreme poverty through providing a coherent 
approach to empowering and building resilience in poor, vulnerable and disadvantaged households 
and promoting equity, resilience, inclusive growth and development of human capital20.  However, as 
in many other countries, the  social protection system is underfinanced and has been affected by the 
poor performance of the economy21. This has affected the delivery of many of the mechanisms, 
including those that may have supported children’s education, such as BEAM. 
 

2.2 EDUCATIONAL CONTEXT 

 
The Education, Policy, Strategy and Legal Context 

The Government of Zimbabwe (GoZ) has demonstrated commitment to achieving basic universal 
access to education. In pursuit of this goal, specific measures implemented since independence have 
included declaration of free education for all, abolishment of all forms of racial discrimination in 
education, and enhanced access to education for all citizens despite social and demographic 
identifiers such as age, race, creed and gender. As a reaffirmation of its commitment to protecting the 
right to education for all its citizens, the Government enacted the Education Act in 1987 (Chapter 
25:04) (as amended in 2006) and the Constitution of Zimbabwe Amendment (No. 20) Act of 2013.  
 
The 2019 Education Amendment Act22 provides a significant step-forwards in increasing access and 
equality and guaranteeing the right to education of all children.  Among other things, it prohibits 
corporal punishment and the exclusion of pregnant girls from school. It reasserts that no learner will 
be excluded from school because of non-payment of fees, thereby realising each child’s right to 
education and complying with its international agreements.  It also stipulates that all schools will make 
sufficient infrastructural changes to improve access for learners with disabilities. 
 
The Ministry has a wide range of policies, guidance notes, guidelines and circulars that are intended 
to shape the way in which education is delivered and learners are cared for. These include the School 

 
18 de Arruda, Pedro Lara (2018) : Zimbabwe's social protection system and its harmonized social cash transfer programme, 

Working Paper, No. 175, International Policy Centre for Inclusive Growth (IPC-IG), Brasilia  
19 Ministry of Public Service Labour and Social Welfare (2016) National Social Protection Policy Framework 
20 ibid 
21 World Bank/Government of Zimbabwe (2016) Zimbabwe Public Expenditure Review: Social Protection 
22 http://mopse.co.zw/sites/default/files/public/downloads/EDUCATION%20AMENDMENT%20ACT%2C%202019%20%5B%
20Act%2015-2019%5D.pdf 
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Health policy, circulars on anti-bullying, Guidance and Counselling, non-exclusion for fee payment, 
provision of sanitary-ware. Furthermore, in June 2019, the Care and The Zimbabwe Care and Support 
in Teaching and Learning (CSTL) National Model was introduced, which provides a guiding framework 
for the implementation of care and support for teaching and learning within the education system, 
including an essential package to address the specific and prioritised needs of vulnerable children and 
youth. The main challenge for MOPSE is to sufficiently  fund, support and monitor all schools, to 
ensure that all these policies and guidelines are implemented effectively.  
 
Reducing dropout rates has for a long time been at the centre of Government’s strategy for improving 
access to basic education and facilitating social and economic transformation. There is recognition by 
Government that reducing school dropout rates will generate positive externalities. For example, the 
Global Education Monitoring (GEM) 2011 report asserted that each additional school year increases 
an individual’s earnings by up to 10 per cent, while each additional year of schooling raises average 
annual gross domestic product (GDP) growth by 0.37 per cent. The Government realised that the 
highest returns for investment in education are when learners complete their education and achieve 
the intending learning outcomes. Additionally, addressing school dropout, which tends to 
disproportionately affect girls in general, boys and girls from the lowest wealth quartile, those living 
in rural areas, boys and girls living with disabilities, orphans and other vulnerable children, should help 
to address social inequalities and reduce poverty levels. 
 

School Data at Baseline 
 
Prior to the start of the longitudinal study, the 2015 Demographic Health Survey found that 94 per 
cent of males and 91 per cent of females aged six and older have ever attended school. In fact, 
educational attainment at the household level in Zimbabwe increased within the 10 year period 
between 2005-6 and 2015. Further, the proportion of males and females with more than a secondary 
school level of education in surveyed households increased from 2 per cent for women and 4 per cent 
for men to 5 per cent for women and 6 per cent of men, respectively, over the same period (ZDHS, 
2015). 
 
At 92 per cent in 2010, Zimbabwe had one of the highest adult literacy rates in Africa. In 2019 it had 
dropped a little but remained high at 90.8 per cent. However, there is a notable rural/urban divide, 
with the urban rate at 97.9 per cent and rural at 85.6 per cent.  The gender balance has changed over 
the past few years with women’s (92.1 per cent) literacy levels higher than men’s (89.4 per cent). 
Interestingly, in urban areas, men have the higher literacy rate at 98.1 per cent to women’s 97.7 per 
cent but in rural areas they have the lower rate at 84.5 per cent to women’s 86.6 per cent. 
 

According to the Zimbabwe Multiple Indicator Cluster Survey (MICS) 201923 90.5% of girls and 89.1 % 
of boys of primary school age are currently attending school and 88.8% (86.64% boys and 91.6 girls) 
complete the primary school cycle.  However, only 70.4 per cent of primary school children complete 
the transition to secondary school, signifying an 18.4 percentage point dropout rate. This transition 

 
23 Zimbabwe National Statistics Agency (ZIMSTAT) and UNICEF (2019). Zimbabwe Multiple Indicator. Harare, Zimbabwe: 
ZIMSTAT and UNICEF 
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from primary to secondary school is the point at which the greatest number of girls and boys drop 
out. As with primary school, more girls (59%) than boys (53%) are enrolled in lower secondary school24.  
However, more girls (23%) than boys (18%) dropout before reaching Form 4.  The probability of 
dropping out is twice as high in rural as in urban schools, and the girls are twice as likely to dropout as 
boys in Forms 3 and 5. The poorer the household the more likely the learner is to be out of school. 
Dropouts are higher in satellite schools than registered schools and multi-grade than single grade 
schools25.  

The lack of capacity to pay school fees especially among orphans and vulnerable children has been 
cited as accounting for 700,000 learners being at risk of dropping out of school and about 300,000 
boys and girls dropping out of primary school annually. Disability is also an important factor: 19 per 
cent of children living with disabilities were found to be likely to fail to proceed beyond Grade 7 
compared to 14.6 per cent among the control group. As a consequence, literacy rates were reported 
as higher among control group (93 per cent) compared to 77 per cent for people with disabilities.26 
 

2.3 SUPPLY OF EDUCATION 

 

Education Financing 

Despite the significant progress made in providing access to education for almost all children in 
Zimbabwe in the late 1980s27, structural adjustment in the 1990s and economic crises over the past 
20 years have reversed much of this progress. The challenges faced in the education sector are linked 
to the macroeconomic conditions prevailing in the country. The economic decline has negatively 
impacted investments and availability of resources for schools; government  education spending 
shrank from as average of US$832 million over the period 2013 – 2016 to US$397 million in 2020. As 
a total share of the national budget, education sector spending has declined from 22% in 2014 to 13% 
in 2020. This is some 7 percentage points lower than the Dakar target for education financing. Such a 
reduction in financing constrains the Government’s ability to support and monitor the implementation 
of its policies and to put in place effective programmes to support survival in school of the most 
marginalised28.  
 
In 2018, at least 93 per cent of the $905 million allocated to the Primary and Secondary Education 
Ministry in the 2018 national budget went towards employment costs29. The remaining seven per cent 
is used for capital expenditure, leaving very limited funds for the provision teaching and learning 
materials and supporting the more disadvantaged schools. The system is therefore extremely 
dependent on parental contributions, through levies and/or fees, which now fund 96% of the non-
salary costs to education.  This results in significant inequity of access and quality of education across 
the country, with the poorer populations and rural areas being the greatest affected.  

 
24 ibid 
25 Kaegler, S. (2015) Education Sector Analysis Report. A report prepared for UNICEF and MOPSE 
26 ibid 
27 GoZ: Ministry of Primary and Secondary Education (2018) Application for the Variable Tranche Portion of the Zimbabwe 
GPE Program Implementation Grant and for the Approved Grant from the Multiplier Fund 
https://www.globalpartnership.org/sites/default/files/program_document_final_rev_sept18.pdf 
28 UNICEF (2020) Zimbabwe Primary and Secondary Education Budget Brief 
29 UNICEF (2018) Zimbabwe Primary and Secondary Education Budget Brief 
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Infrastructure and Supply of Schools 

In rural areas, especially resettlement/farming areas both primary and secondary schools may be at a 
great distance from the home of learners and the long and sometimes unsafe distance between school 
and home, are some of the supply constraints that appear to be associated with dropping out of 
school30. At primary level, satellite schools established to meet the growing demand for schools in 
rural areas have suffered from several challenges, including poor infrastructure, poor teaching and 
learning resources and lack of qualified teachers.31  

Over the past decade, school Infrastructure has deteriorated as investments have stagnated or 
declined, with the problem being more prominent in rural schools where natural disasters have 
damaged classroom blocks and communities have had limited capacity to respond. The recommended 
Learner to Classroom Ratios (LCR) are: 40:1 for primary 40:1 and 30:1 secondary. At all levels of 
education, LCRs are above the recommended levels, reflecting the need to improve on classroom 
infrastructure. The primary school LCR increased to 46 in 2019 from 45 since 2015. Secondary school 
LCR is 40, having generally decreased from 2015 level of 44. The number of classrooms has been 
increasing at all levels between 2015 and 2019, by 2,414 for primary schools and 5 863 for secondary 
schools32.  

Public schools in general often lack key infrastructure such as water, sanitation, electricity and access 
to the Internet33.  A total of 2,673 primary schools (40.07%) and 787 secondary schools (26.6%) do not 
have electricity. At national level, 26.25% primary schools and 42.76% secondary schools have internet. 
Urban provinces have greater coverage than rural, with Harare having the highest percentage of 
coverage in both primary schools (77.57%) and secondary schools (74.46%). At 16.24% the rural 
province of Matabeleland North has the lowest coverage in primary schools and  Mashonaland Central, 
the lowest coverage in secondary schools at 26.25%. 
 
Although MoPSE has recently placed significant efforts on special needs education. The situation 
described above is even worse for learners with disabilities with very few mainstream schools 
currently offering facilities for learners with special needs and even fewer have facilities for learners 
with physical disabilities.  The 2019 Education Amendment Bill34 seeks to address this by including a 
statement that every school shall provide infrastructure, subject to availability of resources, suitable 
for use by pupils with disabilities. Unfortunately, currently very few public schools have the resources 
to achieve this.  
 
Quality of Education 

One of the most recognised measures of the quality of education is the exam results. The Grade 7 pass 
rate provides an indicator of the quality of learning at primary level. The following table shows that 

 
30  Ministry of Primary and Secondary Education / Global Partnership (2018) Education Sector Performance Report. 
https://www.globalpartnership.org/sites/default/files/document/file/2020-16-Zimbabwe-%20ESP-IR.pdf 
31 UNICEF, 2015, Mutema, 2015. 
32 Ministry of Primary and Secondary Education (2020) Primary and Secondary Education Statistics Report 2019  
33 Kaegler, S. (2015) Education Sector Analysis Report. A report prepared for UNICEF and MOPSE 
34 Government of Zimbabwe (2019) Education Amendment Bill 
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over the last six years there was steady improvement in the pass rates for both male and female 
candidates, rising from 31.5 per cent in 2012 to 52.87 per cent in 2018, giving an increase of 21.37 
percentage points over seven years.  The data shows steady improvement in the pass rates for both 
male and female candidates. It also shows that female candidates have consistently outperformed 
their male counterparts in the last seven years.  

Table 1: Grade 7 pass rates from 2012-201835   
Year  2012  2013  2014  2015  2016  2017  2018  
Candidature  292,375  299,673  306,490  327,191  329,549  326,109  319,395  

Pass Rate  31.50%  32.20%  38.13%  41.87%  42.90%  44.73%  52.87%  

Male  29.70%  30.72%  35.67%  38.88%  40.43%  42.59%  49.79%  

Female  33.30%  33.66%  40.30%  44.29%  45.29%  46.78%  55.78%  

Source: MoPSE/ Global Partnership (2018) Education Sector Performance Report. 

 
At Ordinary Level (Grade 4 exam) the data in Table 2 show that the overall pass rate for 2018 was 
32.80 per cent which was higher by 4.09 percentage points than the 2017 pass rates. Both male and 
female pass rates were higher than the 2017 pass rate. This is the only public examination level where 
boys consistently perform better than girls36.  
 

Table 2: O’ Level Pass Rate from 2015- 2018 
Indicator  2015  2016  2017  2018  
Total  27.86  29.98  28.71  32.80  

Males  30.48  32.22  30.66  33.79  

Females  25.32  27.63  26.85  31.88  
Source: MoPSE/ Global Partnership (2018) Education Sector Performance Report. 
 
The Curriculum 

Relevance of the curriculum is an essential element of quality education. In order to ensure that the 
Zimbabwe school curriculum is relevant to learners in the twenty-first century, the Government 
conducted a nationwide curriculum consultation during 2014.  This was followed by the development 
of a revised curriculum framework for Primary and Secondary Education (2015-2022) which was 
launched in 2016 and moved to implementation in 2017. The framework provides for a new 
competence-based curriculum, which focuses on skills includes the development of critical thinking, 
problem-solving abilities, leadership skills, good communication skills, team building and technological 
skills. This is captured by the Secretary for Primary and Secondary Education in the following 
statement: 
 

The goal and purpose of the (new) curriculum is to equip learners with requisite knowledge, skills 

and attitudes that will allow them to succeed in life taking into account the opportunities and 

challenges that they may face. In order to compete with the best in the world, the national 

curriculum framework must develop young Zimbabweans who are knowledgeable, can think 

critically, creatively and have leadership skills and are able to communicate effectively. The 

learner must be imbued with values, ethics, and a sense of national identity enabling them to 

 
35 MoPSE/ Global Partnership (2018) Education Sector Performance Report. 
https://www.globalpartnership.org/sites/default/files/document/file/2020-16-Zimbabwe-%20ESP-IR.pdf  
36  ibid 
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make the right choices for themselves, their families and the nation with a view to enduring and 

overcoming life’s inevitable challenges (Dr S. J. Utete–Masango, Secretary for Primary and 
Secondary Education) 37.  
. 

The curriculum has a strong focus on the Science, Technology, Engineering (Arts) and Maths 
(STEM/STEAM) subjects. The new curriculum was in its infancy at the time of the longitudinal baseline 
survey but was relatively well-embedded by endline.  However, there are a number of challenges to 
its implementation mostly related to the resource requirements for the subjects.  This is particularly 
acute in resource-poor rural areas where schools do not have access to the required materials and 
equipment and parents are unable to contribute. Nevertheless, a 2020 study into the challenges faced 
by teachers in Bulawayo38 in the implementation of the new curriculum, found that teachers have 
embraced it despite the hardships they are encountering and they applaud its competence-based 
approach and the way that it empowers and skills learners.   
 
Quality of Teaching 

Adequately trained and motivated teachers have a positive impact on the quality of teaching and 
student learning outcomes 39 . The revised competence-based curriculum states that delivery in 
secondary education shall be by practical, exploratory and experimental teaching methods should be 

adopted in all schools in order to ensure that learners develop complex skill sets that prepare them for 

further schooling, responsible citizenship, and the demands of the workplace and life-long learning40. 
To match the requirements of the curriculum, MoPSE is making significant efforts to improve the 
teaching skills and style of teachers. For example, district-level workshops have been in order to 
strengthen teachers’ ability to implement the new curriculum and to employ interactive pedagogies. 
However, insufficient textbooks, learning aids and technologies, often results in teachers resorting to 
more didactic approaches.  
 
Teachers’ motivation plays an important role in promoting a healthy teaching environment, 
facilitating effective learning and motivating learners41. The declining pay of Zimbabwean teachers 
has led to the demotivation of many, resulting in strikes in some instances and with reports of some 
teachers just not turning up to school and others who are in school not turning up to class42.  While 
teachers have been offered a pay rise they are negotiating for an amount that lifts them above the 
poverty line and resonates with the salaries they were earning in 2018.  
 
Learner to Teacher Ratio 
The 2019 secondary school Learner Teacher Ratio (LTR) for rural and urban areas is 24 and 22 
respectively with the Learner to Trained Teacher Ratio (LTTR) at 27 for rural areas and 26 for urban.    

 
37 Ministry of Primary and Secondary Education: Curriculum Framework (2015 – 2022) 
38  Ngwenya, V, (2020) Curriculum Implementation Challenges Encountered by Primary School Teachers in Bulawayo 
Metropolitan Province, Zimbabwe in  Africa Education Review, 17:2, 158-176, DOI: 10.1080/18146627.2018.1549953 
39 UNESCO (2016) Global Monitoring Report and UNESCO IICBA (2017) Teacher Support and Motivation Framework for Africa 
40  Ministry of Primary and Secondary Education Website, accessed 2020 http://mopse.co.zw/curriculum-
framework/secondary  
41 Pelletier, L. and Rocchi, M. Teachers’ Motivation in the Classroom pp107-127 in Woon, C., Wang, J and Ryan, R. (eds) 
Building Autonomous Learners. Springer Publications 
42 CIDT (2020). CAMFED GECT Project 5101: The Virtuous Cycle of Girls’ Education. Midline Evaluation Report (Zimbabwe) 
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This equals the mean for Sub-Saharan Africa and compares well to neighbouring countries (Zambia 
25, Mozambique 37 and South Africa 2843) 
 
 

Table 3: Secondary School (Forms 1-6) Learner to Teacher Ratios 
Location Teacher Numbers  

Learner Numbers 
 
LTR 

 
LTTR Trained teachers Total Teachers 

Rural 28,676 32,647 781,575 24 27 

Urban 12,984 15,317 348,306 22 26 

Total 41,660 47,964 1,124,881 23 27 
Source: MoPSE (2020) 2019 Primary and Secondary Education Statistics Report 

 
Teaching and learning materials 

The role of textbooks and other teaching and learning materials in enhancing the quality of learning 
and improving student performance is widely recognized. Quality teaching and learning materials can 
compensate for disabling factors such as large class sizes, poorly trained or unqualified teachers, a 
shortage of teacher-learner contact time, low literacy among parents, and a lack of reading materials 
in homes44. 
 
For many schools in Zimbabwe a lack of teaching and learning resources constitutes a major hindrance 
to achieving good quality of education. While Government, with support from development partners 
and working through the Education Development Fund has provided textbooks, these have mostly 
been for the core subjects, that is, Mathematics, English, and ChiShona/IsiNdebele. Parents are 
expected to buy books for the other subjects, which, many parents cannot afford45.  
 
In 2019 a midline evaluation of the Zimbabwe, Girls’ Education Challenge-Transition programme 
found that insufficient copies of key textbooks in schools resulted in a less effective learning 
experience and attainment of results. This is due to students being unfamiliar with the materials in 
the textbooks and the challenges created for independent study such as homework. In addition 
without sufficient textbooks active teaching methods are restricted46.  
 
Moreover, the revised curriculum, being more practical in nature requires a significant amount of 
resource material, including technology. It also requires a greater number of textbooks than the 
previous curriculum. It is intended that parents provide the funding to fill and resource gaps but 
parents in resource-restricted locations have little if anything to give47.  

 
43 No recent data was found for Botswana 
44  UNESCO (2020) Learning Portal Brief 3:  https://learningportal.iiep.unesco.org/en/issue-briefs/improve-
learning/curriculum-and-materials/learning-and-teaching-materials  
Also see Smart, A. and Jagannathan, S. (2018) Textbook Policies in Asia: Development, Publishing, Printing, Distribution and 
Future. Asia Development Bank  
45 Garira, E, Howie, S. and Plomp, T. (2019)  An analysis of quality of education and its evaluation: A case of Zimbabwean 
primary schools in South African Journal of Education, Volume 39, Number 2, May 2019 
46 CIDT (2020) CAMFED GECT Project 5101; The Virtuous Cycle of Girls’ Education. Midline Evaluation Report (Zimbabwe) 
47 Garira, E, Howie, S. and Plomp, T. (2019)  An analysis of quality of education and its evaluation: A case of Zimbabwean 
primary schools in South African Journal of Education, Volume 39, Number 2, May 2019 
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The availability of computers to facilitate the revised curriculum is unevenly spread across the country. 
At national level, the average number of computers per primary school is 6, however, Bulawayo 
province has an average of 27 per primary school with Matebeleland having only three. Likewise, at 
secondary level, 61.58 % of all schools have computers for their leaners; but 81.65% of schools in 
Harare with computers compared to only 52.51% in Mashonaland Central. This means that almost 
half of the learners in Mashonaland Central are not able to use computers to support their learning in 
the new curriculum. 
 
Supply of Education and Gender 

Negative classroom environments in which girls may face corporal punishment, violence, sexual 
harassment and exploitation impact on their attendance, retention and performance at school. 
Various elements, such as corporal punishment and bullying, also impact negatively on boys. 
Playgrounds tend to be spaces in which boys dominate and spaces for girls are limited. Toilet facilities 
are often very basic and access to water limited48, making it difficult for girls to manage menstruation, 
which leads to their absence from schools.  Although gradually changing, there is a residual 
institutionalised attitude and expectation that, for example, girls are no good at science and maths, 
but boys are less good at language, which can impact on the achievement of girls and boys in those 
particular subjects49. 
 

2.4 DEMAND FOR EDUCATION 

 
Demography, Poverty and Social Inclusion 

Zimbabwe is a youthful nation. 48 per cent of its 13 million people are children50 and of this, the 
majority (72 per cent or 4.5 million children) live in the rural areas. Inequality at national level appears 
to follow a geographical divide: rural areas are generally more disadvantaged with respect to access 
to basic services such as health, education, water and sanitation, access to information, and poverty 
is more concentrated in rural than urban locations, except for growing pockets of urban vulnerability 
particularly in deprived neighbourhoods in major urban centres (Zimstat and UNICEF, 2019). Children 
are the most affected by poverty in Zimbabwe with 4.8 million of 6.3 million boys and girls 
countrywide living in poverty. Poverty is associated with negative outcomes in education, children’s 
health, child survival and susceptibility to violence and abuse (UNICEF, 2015).  
 
The 2019 Zimbabwe Child Poverty Report51  explains that the poverty gap and poverty severity indices 
suggest that rural poverty is deeper and much more severe than urban poverty and how in virtually 
all provinces rural child poverty exceeds 70 per cent, while urban child poverty is below 30 per cent.  
The Report 52  explores the impact of poverty on education and highlights the effect of parental 
education on child poverty and how rural households headed by someone with secondary education 

 
48 CIDT (2016): CAMFED Endline Qualitative Study of Camfed’s Girls’ Education Step-Change Window 
49 ibid 
50 18 years and under 
51 Zimbabwe National Statistics Agency (ZIMSTAT) and UNICEF (2019). Zimbabwe Child Poverty Report 2019. Harare, 
Zimbabwe: ZIMSTAT and UNICEF 
52 ibid 
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are only a third as likely to have poor children as those headed by someone with only primary 
education.  
 
Traditionally, within the Zimbabwean context orphans and vulnerable children (OVC) were taken care 
of by the extended families that would have the responsibility to care and support them and would 
also be supported by the community. However, the difficult socio political and economic context and 
rapid changes have resulted in both the overstraining of government support and the ubuntu system53.  
 
Formal employment is becoming rarer for the parents in rural areas, and with drought-induced crop 
failures, the majority of parents are unable to pay secondary school fees. In the current economic 
context there is little cash circulating in the economy and the population manages on mobile money, 
barter or payment in kind54. Casual work is unlikely to be paid in cash, which makes selling labour to 
pay school fees difficult. Food shortages are common and family, community and government support 
available for needy children has been severely reduced. While primary school is fee-free, schools do 
charge levies, which leads to a significant level of drop-out before students reach secondary school. 
The Zimbabwe Youth Council, 2014 55  highlight how girls and boys are often engaged in adult 
responsibilities and child labour in ways that drive their increased risk of dropping out of school. While 
children support family income through petty trading or working as housemaids in urban centres, in 
rural areas they provide unpaid household and farm labour involving backbreaking work, often 
affecting their ability to concentrate in their schoolwork due to exhaustion or failure to attend school 
at all.  
 
For some children who eventually dropout, lack of birth certificates may be a constraint in registering 
for public examinations or providing the proof of identity required in order to benefit from 
development or humanitarian projects, some of which could support continued school attendance.  
 
Learners with Special Needs 

In recent years MoPSE, through the Learner Welfare, Psychological Services and Special Needs 
Education Department, has placed significant emphasis on improving access and learning 
environments for learners with special needs, including those with physical disabilities, especially in 
special schools.  MoPSE has also produced a practical guide on how best to embrace learner diversity 
in mainstream schools and non-formal learning institutions, in line with the inclusivity principle in the 
Curriculum Framework (2015-2022).  Nevertheless, the 2019 DFID (2019) Education Development 

Fund Annual Review found that teachers in mainstream schools need to be better trained and 
equipped to identify and support children with disabilities56.  Moreover, as mentioned in Section 2.3 
Supply of Education, infrastructure for learners with disabilities is very limited in all but special schools. 
 
The annual review also called for UNICEF and MOPSE to work with Zimbabwe Examinations Council 
(ZIMSEC) to ensure Grade 7 and Form 4 exams are accessible to all learners. This was to include the 

 
53 World Vision and Child Rights Network for Southern Africa (2018): Zimbabwe 2018 Child Rights Barometer: Measuring 
Government’s Efforts to Protect Girls and Boys 
54 CIDT (2020) CAMFED GECT Project 5101; The Virtuous Cycle of Girls’ Education. Midline Evaluation Report (Zimbabwe) 
55 Zambia Youth Council (2014). Harmful Cultural and Social Practices Affecting Children: Our Collective Responsibility 
56 DFID (2019) Education Development Fund Annual Review 
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use of Braille and additional time for learners with disabilities. It is unclear whether this happened in 
2018/19 but such efforts do indicate the emphasis that MoPSE is now placing on improving learning 
spaces and support for learners with disabilities. 
 

Gender 

In the early 2000s levels of gender equality indices had been gradually improving in many parts of the 
Zimbabwe. However, the 2019 Situation of Children’s and Women’s Rights in Zimbabwe: Update 2015-

201857 highlights some decline in equalities between women and men since 2015 in some areas. For 
example, the proportion of seats in Parliament held by women declined from 67 (32%) in the 8th 
Parliament (2013-2018) to 26 (12%) out of 210 parliamentary seats in the 9th Parliament (2018-2023). 
Health outcomes have also been declining for women; for every 100,000 live births, 443 women die 
from pregnancy related causes and the adolescent birth rate is 104.1 births per 1,000 women of ages 
15-19. Female participation in the labour market is 78.5 percent compared to 89.1 for men58. 

In terms of education, at baseline government statistics (MoPSE, 2016)59 showed relative gender 
parity both in enrolment in primary and secondary education, with girls beginning to outnumber boys, 
but this masked wide variations across the country and within districts.  While great strides have been 
made in closing the gender gap in more socio-economic advantaged parts of the country, in many 
rural areas there have been limited changes in attitudes towards girls and girls’ education, resulting 
in a higher number of girls dropping out of secondary school. Where parents are less affected by the 
economic downturn and other shocks, and live in more urban settings, they have greater expectations 
of their daughters as well as their sons, but in resource-poor rural settings even when girls are in 
school, parents’ expectation for their daughter’s future can be low60. 

Despite improvements in gender equality indices across the country, in rural areas, gendered social 
norms that subordinate women and girls persist in many areas, often resulting in harmful practices to 
women and girls61 62. The current challenging socio-economic and climate-based conditions have 
worsened the circumstances of girls and women in many areas.  In many rural communities, long-
standing unequal beliefs about gender roles result in girls being responsible for labour in the home, 
such as fetching water, cooking, washing, attending to the fields and taking care of siblings. This can 
be excessive in the context of food shortages, drought and situations such as COVID-19. Such demands 
on girls are magnified still further in child-headed households. Even when girls attend school, they 
may be expected to perform many household tasks when they return home in the evenings, even if 
they have walked for more than one or two hours to get home.  Time for homework and studying may 
be extremely limited, if not impossible. Boys may also have some tasks to attend to, especially in 
relation to livestock. Many rural homes still do not have electricity, so by the time that girls and boys 
finish chores, it is likely to be dark with limited if any light sources by which to read or do homework, 

 
57 2019 Situation of Children’s and Women’s Rights in Zimbabwe: Update 2015-2018 
58 UNDP (2018): Human Development Indices and Indicators: 2018 Statistical Update: Briefing note for countries on the 2018 
Statistical Update  
59 MoPSE (2016) Education Sector Strategic Plan 2016 - 2020 
60 2019 Situation of Children’s and Women’s Rights in Zimbabwe: Update 2015-2018 
 
62UNICEF Statistics: Zimbabwe (2016): http://www.unicef.org/infobycountry/zimbabwe_statistics.html#89 
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63. 

The MoPSE Sector Strategic Plan identified wealth, gender and location as the most significant barrier 
to girls attending school (MoPSE, 2016).64  Consequently girls living in poverty stricken rural areas in 
families which adhere to traditional gendered social norms suffer multiple and complex layers of 
disadvantage.   

In addition to lack of fees, child marriage and adolescent pregnancy are cited by the World Bank as a 
major reason why girls dropout of school. The Zimbabwe Multiple Indicator Cluster Survey (MICS) 
2019 indicates that 34 per cent of girls in Zimbabwe are married before they are 18 years old and 5 
per cent are married before 1565. The urban–rural gender divide is quite significant, with 2% urban 
and 8% rural girls being married before 15 and 21% urban and 44% rural girls being married before 
18. Moreover, the Girls not Brides Zimbabwe profile (2016)66 finds that child marriage predominantly 
affects girls who live in poverty and in rural areas; girls from the poorest 20% of households are more 
likely to be married/in union before age 18 than girls from the richest 20% of households. The less 
education a girl has, the less likely she is to have any choice over her future and the more likely she is 
to marry during her childhood. For the most poverty-stricken families, marriage is the only option that 
parents see for their daughters.  Hardship, coupled with traditional gendered values leads them to 
marry off their daughters to make additional income from the Bride Price and reduce the number of 
mouths to feed.  While marrying off a daughter is a coping strategy for a family in extreme food-
poverty, it is fuelled by underlying gender inequality67. 
 
To address the above issues, the Government introduced the Marriage Bill68 in 2019. Clause 3 of the 
Bill extends the 18 years minimum age of marriage to include unregistered customary law marriages 
and civil partnerships. It also outlaws polygamous marriages and the marrying or betrothal of children 
by any person, requiring that the free and full consent by all parties to a proposed marriage be given 
before any form of marriage is solemnised.   
 
Girls from resource-poor homes, who are determined to stay in school and are resourceful, may take 
on additional ‘piece-work’, washing clothes, fetching water etc. for other families, in order to earn 
enough income to pay for school fees and other expenses.  Balancing work and school can lead them 
to taking short, and even long periods, out of school in order to earn sufficient funds69. 
 
The lack of opportunities and future prospects for girls in rural Zimbabwe result in many of them 
having limited expectations beyond pregnancy and marriage. Boys may also have few prospects on 
leaving school, but their coping strategies often revolve around moving away to environments where 

 
63 CIDT (2016): CAMFED Endline Qualitative Study of Camfed’s Girls’ Education Step-Change Window 
64 MoPSE (2016) Education Sector Strategic Plan 2016 - 2020 
65 See also 2015 Global Economy and Development Working Paper 90: Todays Challenges for Girls Education. Rebecca 
Winthrop and Elizabeth King. Washington: Brookings Institute 
66  Girls not Brides (2016) www.girlsnotbrides.org/early marriage/Zimbabwe adapted from UNICEF (2016) State of the 
World’s Children 
67 2019 Situation of Children’s and Women’s Rights in Zimbabwe: Update 2015-2018 
68 Government of Zimbabwe (2019). Marriages Bill 2019   
69  Stromquist, N. and Monkman, K. (2014) Globalisation and Education: Integration and Contestation across Cultures. 
Plymouth, UK: Roman and Littlefield. And CIDT (2020) CAMFED GECT Project 5101: The Virtuous Cycle of Girls’ Education. 
Midline Evaluation Report (Zimbabwe) 
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it might be possible to earn money, for example to towns or to work in mines, undertake gold panning 
or to migrate other countries such as South Africa.  Girls’ mobility is more restricted, although some 
do try to get jobs in the mines. Others may travel to towns or other countries to take work as maids 
or may become sex workers in the mining areas.  
 
It is clear that gender intersects with the majority of other variables that contribute to different groups 
of girls and boys either dropping out or surviving in school, as well as the pathways available to them 
and those that they most typically follow once they are out of school.  However, there is a need to 
understand more fully the complexity of the interaction of the various and multiple forces of exclusion 
with underlying gender and social inequalities and to understand more fully how this impacts on the 
life chances and choices of girls and boys. 

 

3 STUDY APPROACH AND METHODOLOGY 

 

3.1 OVERARCHING THEORETICAL FRAMEWORK  

An extensive review of education literature, guided by the research questions, and focusing on 
progression in primary school, transition from primary to secondary school, and survival or dropping 
out of school, was conducted. For each research question the review mapped the factors, predictors 
and issues based on previous studies and these were subsequently factored into the design of a 
research conceptual framework which, in turn, informed the development of research tools for 
primary data collection and analysis. However, space was provided to ensure that new, important 
information was able to emerge, especially from the qualitative interviews. Figure 1 describes the key 
elements of the research approach.  

 

  

Figure 1: Research Approach 
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Based on the literature review focusing on different approaches and conceptualisations to study and 
understand progression, transition and dropout in education systems, combined with the research 
team’s experience of education in Zimbabwe, a research theoretical framework (Figure 2) was 
developed. The framework adopted, therefore, borrows from multiple frameworks used in 
educational and social research, particularly the social ecological model of Urie Bronfenbrenner 
(1989)70 which has been widely used and adapted for social science in many forms. These models were 
developed to further the understanding of the dynamic interrelations among various personal and 
environmental factors and with adaptation was appropriate for use in the longitudinal study. 

The study’s theoretical framework is learner centred and posits that outcomes for the learner 
(progression, transition and survival) are influenced by factors operating at the level of the individual 
(i.e. the learner), their family, school and community and the interaction/intersection of different 
levels. Organisations and institutions operating locally and nationally, as well as regionally and 
internationally through globalisation (particularly migration, trade and cultural change) are also 
identified in this framework as key influences. Factors causing and driving dropping out of school are 
conceptualised as having both direct causal and indirect effect on outcomes for learners. Dropping 
out of school is a process rather than a singular event and, therefore, cannot be generalised for all 
children. Children under similar circumstances respond differently when exposed to similar shocks 
and stresses. 

 

Figure 2: Research Theoretical Framework 

 
70 Bronfenbrenner, Urie (1989). "Ecological systems theory". In Vasta, Ross (ed.). Annals of Child Development: Vol. 6. 

London, UK: Jessica Kingsley Publishers. pp. 187–249. 
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The research theoretical framework places the learner at the centre of external influences and 
acknowledges that the learner is also an active participant in determining outcomes associated with 
progression, transition and survival in the education system. The relationship between the different 
influences can be visualised as a series of concentric zones, with the distance between the learner and 
each successive zone depicting the strength of the influence on outcomes for the learner. Further, the 
theoretical framework also posits that the different sources of influence interact with each other, and 
the product of that interaction has an influence on the learner. For example, the relationship between 
families and schools is crucial for determining the learner’s level of engagement and performance. 
Importantly, the research theoretical framework, as shown in Figure 2 depicts the specific influence 
of each concentric zone.  

 

a) At the outer level, institutions create the enabling environment for participation in education 
through policy, budget and standards for the education sector.  

b) Schools play a supply function with class sizes; training of teachers; effectiveness of child 
protection measures; language of tuition and ability to meet the needs of different learners, 
including disabled, being some of the crucial factors.  

c) Communities shape both the enabling environment and demand for education. The adopted 
theoretical framework suggests that communities shape social norms and values that 
influence school attendance and participation of girl and boys, including those with 
disabilities. Existing local economies, religion, available local role models, levels of safety and 
protection of children, as well as accessibility of social protection, were hypothesised as key 
to shaping the enabling environment and demand for education.  

d) Families shape demand for education. Their socioeconomic situation, stability and mobility, 
decision making regarding children’s participation in education, attitudes and support to 
education were identified in literature as significant influences on learner outcomes in terms 
of survival or dropping out. History of education in the family also has a significant effect. 

e) The learner, through their health and nutritional status, development, confidence, attitude to 
learning, gender, age and performance, among other factors, determines demand in 
education and shapes probabilities of survival or dropout. The full list of issues and factors 
associated with each level of influence is provided in Annex 1 (Research Evaluation 
Framework).  

The study adopted a mixed methods design and collected data from multiple sources across the levels 
of influence identified in the research conceptual framework (Table 4). Drawing on evidence from 
these multiple sources allowed for the study to obtain different perspectives on the range of issues 
under investigation, while also enabling the research to triangulate these findings.  

 

 

 

Table 4: Study respondents and research tools 



 

 

45 

Level  Study Respondents Research Instruments  
Learners  Boys and girls in Grade 6 in selected schools in Zimbabwe  Student questionnaire; Focus group 

discussions; Diaries and case studies  
Families  Parents; Guardians and care givers (PCGs) 

 
Household questionnaire;  
In-depth interviews 

Community  Community leaders  
Community members  

Key informant interviews; Community focus 
group discussions 

Schools School heads; teachers; school development association 
members; Guidance and counselling teacher;  

Headteacher questionnaire; Teacher 
questionnaire; Key informant interview guide  

Institutions  
 

District Schools Inspectors; Directors and research 
officers in the MoPSE; NGOs; International institutions; 
Academic institutions; Policy makers 

Key informant interview guide  

 

In addition to the primary data collected through the surveys, the study used existing databases, 
primarily the EMIS to analyse (1) Progression from Grade 6 to seven in selected schools; (2) Transition 
from Grade 7 to Form 1 and (3) Survival in secondary school.  

3.2 STUDY POPULATION AND CONSTRUCTION OF THE SAMPLING FRAME 

The study began tracking learners from Grade 6 through to Form 2. Covering the learners’ journeys 
from primary to secondary school included an opportunity to better understand the forces at play in 
the lead up to and during the transition period and exploring why and how some girls and boys survive 
and some dropout. At the time of baseline, data from EMIS showed that as many as 21% of learners 
(21.58% girls and 20.42% boys) who complete Grade 7 did not continue into secondary school.  

The study population was drawn from learners in Grade 6 in 2017. As the research progressed, a 
sample of these learners were tracked from Grade 6 (2017) into Grade 7 (2018), Form 1 (2019) and 
Form 2 (2020). The study population - Grade 6 learners registered in primary schools in the country at 
the start of the research - included students enrolled in P1- P3 schools and registered and satellite 
primary schools in all the 10 provinces of the country.  

The sampling frame for the study was constructed using a combination of aggregated school records 
that are fed into the Education Management Information System (EMIS) and attendance registers kept 
at each primary school. The EMIS database has a list of all the primary schools in the country, their 
geographical locations, enrolment statistics for all grades, and information on vulnerability and 
dropouts by grade.  A multistage sampling approach was used to ensure that a truly representative 
sample was drawn. The following section discusses how this sample was drawn; the decisions that 
were taken to arrive at the sample size; together with the implications on the final sample size that 
was used.  

3.3 DISTRIBUTION OF THE STUDY POPULATION 

At baseline the total number of Grade 6 learners enrolled in primary schools in Zimbabwe was 
estimated at 366,591 as given in Table 4 below. These constituted the population from which a cohort 
was sampled. The primary schools were distributed across eight predominantly rural provinces and 
two metropolitan provinces (Harare and Bulawayo).  Table 4 shows the distribution of Grade 6 
learners by province, district, and types of schools.  
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Zimbabwe has three types of grant status (P1, P2, P3) and two registration types (registered, satellite); 
giving a total of six strata in terms of types of school. The bulk of primary schools (74%) are registered 
P3 schools; followed by satellite P3 schools (16%) and registered P2 schools (7%). In all primary 
schools, about 50% of the enrolment is females. The weighting of females to males in the cohort was 
kept at the ratio of 1:1. Manicaland (56,932) had the highest proportion of the study population, while 
Bulawayo (14,710) had the least. Annex 3 shows that within provinces, distribution of the study 
population also varied across districts. Bulawayo Central District in Bulawayo, for example, had 1,913 
Grade 6 learners, compared to Mzilikazi which had 4,488; more than double. Mutare District in 
Manicaland had the highest number of Grade 6 learners (12,528). In selecting the study cohort, 
stratification by province and districts was, therefore, an important consideration.  

Table 5 : Distribution of study population by province and type of school 
Province School type Total 

number of 
schools 

Enrolment  
P1 

 
P2 

 
P3 

 
 

Reg. Sat. Reg. Sat. Reg. Sat. Males Females Total  
Bulawayo 38 0 69 0 16 2 125 7152 7558 14710 
Harare 74 0 137 4 6 1 222 18235 18877 37112 
Manicaland 13 3 21 3 763 62 865 28374 28558 56932 
Mashonaland 
Central 

5 0 12 2 375 99 493 16924 16690 33614 

Mashonaland East 10 3 18 3 585 75 694 19949 19852 39801 
Mashonaland West 24 3 49 3 436 216 731 21832 21483 43315 
Masvingo 8 1 18 0 670 170 867 24604 23888 48492 
Matabeleland North 3 1 16 3 445 107 575 12431 12028 24459 
Matabeleland South 8 0 9 0 428 64 509 10091 9874 19965 
Midlands 22 0 45 0 602 129 798 24008 24183 48191 
Total  205 11 394 18 4326 925 5879 183600 182991 366591  

3% 0% 7% 0% 74% 16% 100% 50% 50% 100% 

 

3.4 OTHER FACTORS INFLUENCING THE SELECTION OF THE STUDY SAMPLE 

The selection of the study cohort was influenced by several other factors, including the need to: 

• Draw samples that are representative of the population of learners at national and 
provincial levels (which made it important to be able to disaggregate results by province); 

• Focus the study on transition and dropouts requiring that students who are likely to dropout 
were included in adequate numbers; 

• Represent different types of schools by grant status, registration, district and province; and 
specifically include special schools and those most affected by issues that lead to dropout.  

• Consider social factors such as survival status, HIV, and disability.  

Table 6 shows the distribution of the study population by dropouts, orphanhood and disability. 
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Table 6: Distribution of study population by dropouts, orphan hood and disability 
Province Average 

enrolmen

t per 

school 

Average 

number 

of 

dropouts 

% who 

dropout 

Average 

number 

of OVCs 

% who 

are OVCs 

Average 

number 

of 

disabled 

learners 

% who 

are 

disabled 

Bulawayo 117.68 0.83 1% 24.56 21% 1.38 1% 
Harare 167.17 0.83 0% 24.64 15% 1.03 1% 
Manicaland 65.82 0.55 1% 19.72 30% 0.64 1% 
Mashonaland Central 68.18 1.26 2% 18.84 28% 0.9 1% 
Mashonaland East 57.35 0.36 1% 16.66 29% 0.63 1% 
Mashonaland West 59.25 0.96 2% 17.68 30% 0.86 1% 
Masvingo 55.93 0.76 1% 16.92 30% 1.05 2% 
Matabeleland North 42.54 0.82 2% 14.61 34% 1.19 3% 
Matabeleland South 39.22 0.45 1% 14.19 36% 0.64 2% 
Midlands 60.39 0.98 2% 18.29 30% 1.09 2% 

 

Orphanhood was particularly high in districts such as Buhera (35%), Nyanga (35%) in Manicaland; 
Muzarabani (33%) and Rushinga (31%) in Mashonaland Central; and Hwedza (34%) and Chikomba 
(73%) in Mashonaland East; Kariba (33%) in Mashonaland Central; Lupane (40%) and Bubi (39%) in 
Matabeleland North. Preliminary analysis of EMIS data influenced the selection of study cohort. The 
data in Table 6 below, for example, shows that dropouts at Grade 6 varied across provinces; while 
within provinces, EMIS data showed that some districts were more affected than others. For example, 
in Bulawayo Province dropouts were highest in Khami District (2%); while almost negligible in Imbizo. 
Districts such as Muzarabani (4%) Mbire (3%) and Mt Darwin (3%) all in Mashonaland Central seemed 
to show a cluster where dropout rates were very high. This information was taken account of in 
selecting the study cohort.  

Analysis of EMIS data showed that there was a significant and positive correlation between the total 
number of orphans and the total number of Grade 6 dropouts in each school (p<0.01). The percentage 
of learners with disabilities was on average 1%; but higher in some districts that have special schools 
for the disabled. Districts such as Rushinga (4%); Sanyati (4%); Bikita (3%); Tsholotsho (4%); Umguza 
(4%); and Mberengwa (3%); showed higher rates of disability. This information was also factored into 
the cohort selection. 

HIV is an important issue in primary education in Zimbabwe. EMIS records showed that a fifth of all 
schools reported having at least one Grade 6 pupil who was HIV positive. A total of 1,050 schools 
reported having between 1 and 5 learners living with HIV; and 59 schools had more than 5 learners 
living with HIV.  

3.5 SAMPLING AND RESPONDENT SELECTION 

 
A multistage sampling approach was used to determine a cohort that was representative of the 
population and addressed some of the requirements to include special interest groups. A purposive 
approach was used to select a limited number of schools that were studied using the qualitative 
methods, and this approach is discussed separately. From the onset, budgetary considerations were 
made alongside the need to get results that could be interpreted at the Provincial and National levels. 
Specifically, it was desirable to sample learners that were representative of school type and grant 
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status in each province.  To achieve the desired cohort sample, the following stages were followed, as 
shown in Figure 3 below: 

 

Figure 3: Stages in cohort selection 
 
Stage 1: Sample size calculation 

The sample size for use in this study was drawn to statistically represent Grade 6 primary school 
learners, that is, the 366,591 identified in the EMIS census. It was pre-determined that results would 
be comparable by province and nationally, which resulted in 10 domains of study71.  To reach the 
required sample size, the sampling procedure was set to allow for 95% level of confidence in 
interpreting the results; a small margin of error (5%); and the sample size adjusted to cater for bias 
resulting in using schools as clusters where several learners were to be sampled. The research results 
were disaggregated by province. For this reason, it was important that the sample size from each 
province was large enough to make meaningful inferences at this level. The sample size calculation 
was also based on requiring that the level used to calculate variance P=50% be maximised; with 
allowance for non-response set low, <1% 72. A design effect of 1.1 was incorporated to counter bias 
from clustering by school.  

The required sample size for the research was calculated using the Cochran’s sample size formula73 
for categorical data to be 3780 learners. The challenges of tracking and consequent changes to this 
sample size at midline and endline can be found in Section 3.10: Challenges and Adaptations to 
Methodology. 

Stage 2: Determination of number of schools per province 

Following the calculations above, a minimum of 378 Grade 6 learners (189 girls and 198 boys) were 
sampled from each province. Resources allowed for the inclusion of a representative sample of 27 
schools in each province. Clustering by school allowed efficient use of resources without missing 
variations that could result from different geographical settings. These 270 schools were treated as 
clusters from where learners were sampled. Within each school, a total of 14 learners were selected 
(378/27=14).  

 

 
71 A study domain is a major segment of the population for which separate statistics are needed. See the publication 
“Statistical Office of the United Nations, Handbook of Household Surveys, Revised Edition." 
72 This response rate is applicable at the time of recruiting the cohort. In follow up surveys, it is anticipated that some 
respondents (10%) could be lost to follow-up.  
73 Cochran, W. G. (1977). Sampling techniques (3rd ed.). New York: John Wiley & Sons. 
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Stage 3: Determination of number of schools per district 

The sample of 378 learners per province was allocated to the districts in each province, and later to 
the sub-strata in each district. This ensured representativeness at provincial level. Each province was 
divided into districts where each district has up to six strata made of type of school and registration 
status (P1 registered, P1 satellite, P2 registered, P2 satellite, P3 registered, P3 satellite). The 
population of Grade 6 learners in each district was already known and it was possible to allocate 
samples to districts using probability proportional to sample size (PPS) so that districts with larger 
populations also had larger samples drawn.  

District sample sizes were determined such that each stratum or district sample is proportional to the 
size of the stratum in the population of learners in that province; and strata samples added up to 378, 
i.e. the sample size of the province. The resultant distribution of samples by district is given in Table 
7. 

Table 7: Distribution of study sample by district 
Province District Estimated grade 

6 enrolment 

weight of 

stratum 

Samples 

required from 

district 

Calculated 

number of 

clusters/schools 

Number of 

schools 

proposed 

Bulawayo Bulawayo Central 1913 0.13 50.3 3.6 4 
Imbizo 1965 0.13 51.7 3.7 4 
Khami 2639 0.18 69.4 5.0 5 
Mzilikazi 4488 0.31 118.1 8.4 8 
Reigate 3705 0.25 97.5 7.0 6 

Bulawayo Total 14710 1.00 387.0 27.6 27 
Harare Chitungwiza 7027 0.19 73.3 5.2 5 

Glenview Mufakose 5603 0.15 58.4 4.2 4 
High Glen 4811 0.13 50.2 3.6 3 
Mabvuku Tafara 5005 0.13 52.2 3.7 3 
Mbare Hatfield 4522 0.12 47.2 3.4 4 
Northern Central 3109 0.08 32.4 2.3 3 
Warren Park 
Mabelreign 

7035 0.19 73.4 5.2 5 

Harare Total 37112 1.00 387.0 27.6 27 
Manicaland Buhera 9217 0.16 62.7 4.5 4 

Chimanimani 4411 0.08 30.0 2.1 2 
Chipinge 12052 0.21 81.9 5.9 6 
Makoni 9127 0.16 62.0 4.4 4 
Mutare 12528 0.22 85.2 6.1 6 
Mutasa 5482 0.10 37.3 2.7 3 
Nyanga 4115 0.07 28.0 2.0 2 

Manicaland Total 56932 1.00 387.0 27.6 27 
Mashonaland 

Central 

Bindura 4703 0.14 54.1 3.9 4 
Guruve 3887 0.12 44.8 3.2 3 
Mazowe 6742 0.20 77.6 5.5 5 
Mbire 2533 0.08 29.2 2.1 2 
Mt. Darwin 6387 0.19 73.5 5.3 5 
Muzarabani 3309 0.10 38.1 2.7 3 
Rushinga 2390 0.07 27.5 2.0 2 
Shamva 3663 0.11 42.2 3.0 3 

Mashonaland Central Total 33614 1.00 387.0 27.6 27 
Mashonaland 

East 

Chikomba 3412 0.09 33.2 2.4 2 
Goromonzi 7053 0.18 68.6 4.9 5 
Hwedza 2315 0.06 22.5 1.6 2 
Marondera 5086 0.13 49.5 3.5 3 
Mudzi 4399 0.11 42.8 3.1 3 
Murehwa 6465 0.16 62.9 4.5 4 
Mutoko 4731 0.12 46.0 3.3 3 
Seke 2759 0.07 26.8 1.9 2 
UMP 3581 0.09 34.8 2.5 3 

Mashonaland East Total 39801 1.00 387.0 27.6 27 
Chegutu 7392 0.17 66.0 4.7 5 
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Mashonaland 

West 

Hurungwe 10960 0.25 97.9 7.0 6 
Kariba 2105 0.05 18.8 1.3 2 
Makonde 6865 0.16 61.3 4.4 4 
Mhondoro Ngezi 3846 0.09 34.4 2.5 3 
Sanyati 4875 0.11 43.6 3.1 3 
Zvimba 7272 0.17 65.0 4.6 4 

Mashonaland West Total 43315 1.00 387.0 27.6 27 
Masvingo Bikita 5822 0.12 46.5 3.3 3 

Chiredzi 9037 0.19 72.1 5.2 5 
Chivi 5559 0.11 44.4 3.2 3 
Gutu 6838 0.14 54.6 3.9 4 
Masvingo 8305 0.17 66.3 4.7 5 
Mwenezi 6211 0.13 49.6 3.5 3 
Zaka 6720 0.14 53.6 3.8 4 

Masvingo Total 48492 1.00 387.0 27.6 27 
Matabeleland 

North 

Binga 6003 0.25 95.0 6.8 6 
 

Bubi 1876 0.08 29.7 2.1 2  
Hwange 3521 0.14 55.7 4.0 4  
Lupane 3676 0.15 58.2 4.2 4  
Nkayi 4093 0.17 64.8 4.6 5  
Tsholotsho 3872 0.16 61.3 4.4 4  
Umguza 1418 0.06 22.4 1.6 2 

Matabeleland North Total 24459 1.00 387.0 27.6 27 
Matabeleland 

South 

BeitBridge 3084 0.15 59.8 4.3 4 
Bulilima 2750 0.14 53.3 3.8 4 
Gwanda 3926 0.20 76.1 5.4 5 
Insiza 3366 0.17 65.2 4.7 4 
Mangwe 2362 0.12 45.8 3.3 3 
Matobo 2771 0.14 53.7 3.8 4 
Umzingwane 1706 0.09 33.1 2.4 3 

Matabeleland South Total 19965 1.00 387.0 27.6 27 
Midlands Chirumanzu 2708 0.06 21.7 1.6 2 

Gokwe North 7861 0.16 63.1 4.5 4 
Gokwe South 10761 0.22 86.4 6.2 6 
Gweru 6128 0.13 49.2 3.5 3 
Kwekwe 8177 0.17 65.7 4.7 4 
Mberengwa 6322 0.13 50.8 3.6 4 
Shurugwi 2971 0.06 23.9 1.7 2 
Zvishavane 3263 0.07 26.2 1.9 2 

Midlands Total 48191 1.00 387.0 27.6 27 
Grand Total 366591 10.0 3870.0 276.4 270 

 
Stage 4: Allocation of clusters/schools within districts 

The allocation of schools to districts was based on probability proportional to sample size; to ensure 
that there was representation of the types and registration status of schools in each district. The 
methodology allocated schools within districts to ensure representation of the six different types of 
(P1 registered, P1 satellite, P2 registered, P2 satellite, P3 registered, P3 satellite). The distribution of 
schools by type was already known for each district (from EMIS). This information was used to allocate 
the samples as given in Table 8.  

Table 8: Distribution of School by Type 
  

Sample distribution   
Registered Satellite 

Province District P1 P2 P3 P1 P2 P3 Total 
Bulawayo Bulawayo Central 3 1 

    
4  

Imbizo 1 
 

2 
 

1 
 

4  
Khami 

 
1 3 

  
1 5  

Mzilikazi 1 7 
    

8  
Reigate 2 2 1 

 
1 

 
6 

Bulawayo Total 7 11 6 
 

2 1 27 
Harare Chitungwiza 

 
3 1 

  
1 5 
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Glenview Mufakose 

 
4 

    
4  

High Glen 
 

1 1 
 

1 
 

3  
Mabvuku Tafara 1 1 1 

   
3  

Mbare Hatfield 2 1 
  

1 
 

4  
Northern Central 2 1 

    
3  

Warren Park Mabelreign 2 2 
  

1 
 

5 
Harare Total 7 13 3 

 
3 1 27 

Manicaland Buhera   3   1 4  
Chimanimani   2    2 

 Chipinge  1 4 1   6  
Makoni 

  
3 

  
1 4  

Mutare 1 
 

3 
 

1 1 6  
Mutasa 

  
2 

  
1 3  

Nyanga 
  

2 
   

2 
Manicaland Total 1 1 19 1 1 4 27 
Mashonaland Central Bindura 

 
1 2 

  
1 4  

Guruve 
  

2 
  

1 3  
Mazowe 1 

 
3 

  
1 5  

Mbire 
  

2 
   

2  
Mt. Darwin 

  
4 

  
1 5  

Muzarabani 
  

2 
  

1 3  
Rushinga 

  
2 

   
2  

Shamva 
  

3 
   

3 
Mashonaland Central Total 1 1 20 

  
5 27 

Mashonaland East Chikomba 
  

1 
  

1 2  
Goromonzi 

  
4 

 
1 

 
5  

Hwedza 
  

1 
  

1 2  
Marondera 1 

 
1 1 

  
3  

Mudzi 
  

2 
  

1 3  
Murehwa 

  
3 

  
1 4  

Mutoko 
  

2 
  

1 3  
Seke 

 
1 1 

   
2  

UMP 
  

3 
   

3 
Mashonaland East Total 1 1 18 1 1 5 27 
Mashonaland West Chegutu 

  
3 1 1 

 
5  

Hurungwe 
 

1 3 1 
 

1 6  
Kariba 

  
1 

  
1 2  

Makonde 
  

2 1 
 

1 4  
Mhondoro Ngezi 

  
2 

  
1 3  

Sanyati 
  

2 
  

1 3  
Zvimba 1 

 
2 

  
1 4 

Mashonaland West Total 1 1 15 3 1 6 27 
Masvingo Bikita 

  
3 

   
3  

Chiredzi 1 
 

3 
  

1 5  
Chivi 

  
2 

  
1 3  

Gutu 
  

3 
  

1 4  
Masvingo 

 
1 3 

  
1 5  

Mwenezi 
  

1 
  

2 3  
Zaka 

  
3 

  
1 4 

Masvingo Total 1 1 18 
  

7 27 
Matabeleland North Binga 

  
2 

 
1 3 6  

Bubi 
  

1 
  

1 2  
Hwange 

 
1 2 

 
1 

 
4  

Lupane 
  

3 
  

1 4  
Nkayi 1 

 
4 

   
5  

Tsholotsho 
  

3 
  

1 4  
Umguza 

  
1 

  
1 2 

Matabeleland North Total 1 1 16 
 

2 7 27 
Matabeleland South BeitBridge 

  
3 

  
1 4  

Bulilima 
  

3 
  

1 4  
Gwanda 

 
1 3 

  
1 5  

Insiza 1 
 

2 
  

1 4  
Mangwe 

  
3 

   
3  

Matobo 
  

3 
  

1 4  
Umzingwane 

  
2 

  
1 3 

Matabeleland South Total 1 1 19 
  

6 27 
Midlands Chirumanzu 

  
1 

  
1 2 
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Gokwe North 

  
3 

  
1 4  

Gokwe South 
 

1 4 
  

1 6  
Gweru 1 

 
1 

  
1 3  

Kwekwe 
  

3 
  

1 4  
Mberengwa 

  
3 

  
1 4  

Shurugwi 
  

2 
   

2  
Zvishavane 

  
1 

  
1 2 

Midlands Total 1 1 18 
  

7 27 
Grand Total 

 
22.0 32.0 152.0 5.0 10.0 49.0 270  

Proportion of schools 8% 12% 56% 2% 4% 18% 100% 

 

Stage 5: Selection of Schools within districts 

The 27 schools required from each province were selected randomly from their respective strata.  

Stage 6: Selection of participating learners and parents within schools 
A school was used as a clustering point, where 14 learners were included. In each school, the research 
included an equal number of randomly selected Grade 6 girls and boys.  The criteria below was 
followed: 

• 14 learners (7 females and 7 males) randomly selected from registers.  
• A check to ensure some of those selected included those showing high likelihood for dropping 

out (OVC, disabled, defaulting on fees or having problems with regular attendance.)  
• Headteachers, teacher mentors (from the guidance and counselling departments); and Grade 

6 class teachers also included to participate through structured survey tools; 
• (Parents, guardians and care givers PCGs) of the 14 selected learners were automatically 

included in the household survey.   
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3.6 THE RESEARCH TOOLS (QUANTITATIVE) 

3.6.1 STUDENT QUESTIONNAIRE 

The student questionnaire was the main tool for collection of primary 
quantitative data in this study, to which both boys and girls 
responded. Questions asked in the questionnaire were transformed 
into variables (string and numeric) of interest in this study thus 
ensuring that every question was relevant and contributed to 
generating an understanding of the factors, and how these factors 
interacted, to produce outcomes related to transition, dropping out 
or survival within the education system.  

The questionnaire was organised to capture the respondents’ key 
identification details for enabling tracking (names; location, school, 
accessible mobile phone); key biodata; household and demographic 

information; school experience; performance and interests in school; among others. The 
questionnaire data formed the basis of the study’s quantitative statistical analysis and informed the 
development of appropriate follow-up and complimentary questions with qualitative tools. 

Questions included in this tool were checked for age and context-appropriateness, relevance to the 
research questions, concision to ensure that the survey created minimum disruption and, that 
questions were answered within a reasonable time-frame (20-30 minutes) by a child respondent 
without exposing them to any form of harm. The questionnaires were administered by trained 
research assistants and responses simultaneously inputted into mobile data collection devices. Once 
captured, this data was synced to the cloud storage system and immediately available for quality 
checks by the Survey Manager. The survey was administered at school and children required parental 
consent to participate. Box 1 indicates the topics covered in the student questionnaire.  

3.6.2 HOUSEHOLD QUESTIONNAIRE 

To investigate the effect of household characteristics on education 
outcomes for learners, a sample of 10% of parents and guardians was 
selected to participate in the household survey. This sub-sample also 
represented the 30 schools from which an in-depth qualitative study 
was conducted. Thus, at baseline a questionnaire was administered to 
each one of the parents/caregivers of 14 boys and girls in the 30 
schools selected to participate in the in-depth study.  

The households selected for the household questionnaires were 
tracked as a cohort over the duration of the longitudinal study. 
Households included in the sampling frame were drawn from different 
socioeconomic backgrounds, locations, education status, and school 
types, among other factors.  Issues under focus in this tool are depicted 

Box 1: Student Questionnaire 
Content 
1. Identification information and 

consent  
2. Identifiers 
3. Socio-demographic 

characteristics  
4. Schooling experience  
5. Attitudes towards schooling 
6. Parental and Community 

Support for Schooling 
7. Violence in schools, at home am 

between school and home  
8. Sexual and reproductive health  

 
 
Box 2: Household Questionnaire 
Content 
1. Identification information 
2. Sociodemographic 

characteristics  
3. Household and family 

schooling history  
4. Attitudes towards schooling  
5. Violence  
6. Parents and community 

support towards education  
7. Sexual and reproductive health 

and rights 
8. Living standards   
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in Box 2. At endline, because of the COVID-19 situation, 611 PCGs were contacted and interviewed by 
telephone. 

The household questionnaire was used at baseline and endline in order to track changes within the 
household and how these influence school attendance, transition and survival in the education 
system. Each household questionnaire was linked to and tracked along with the relevant student 
completed questionnaire.  

3.6.3 SCHOOL TEACHER QUESTIONNAIRE  

The School Teacher questionnaire was self-completed by 401 Grade 
6 teachers (240 males; 165 females) drawn from across the 270 
participating schools. The teacher questionnaire collected data at 
baseline on school attendance; student performance in different 
subject areas; school and community factors enabling transition and 
survival; motivation of boys and girls and their aspirations; support 
provided to facilitate transition as well as the experience of student 
dropout and the factors driving/enabling this. Specific topics in the 
School Teacher Survey 
are detailed in Box 3.  

3.6.4 HEADTEACHER QUESTIONNAIRE  

The Headteacher Questionnaire was self-administered (at 
baseline) by 246 headteachers from the 270 sampled 
schools across the ten provinces. At endline, 588 
secondary headteachers completed the questionnaire 
through a telephone interview. This survey collected data 
on a range of administrative issues at the school level, 
including on staffing of schools and teacher qualifications; 
condition of the school- infrastructure; school attendance 
and dropout; student performance; school-based 
interventions and support to address student needs; child 
protection issues; School disciplinary systems and the 
community role in the school. Box 4 shows the list of 
topics covered in the Headteacher Questionnaire.  

 

 

 

 

 

 

Box 3: School Teacher 
Questionnaire 
Content 
1. Identification information and 

consent  
2. About my school 
3. About myself as a teacher 
4. Progression of my learners 
5. Boys dropping out of school 
6. Girls dropping out of school 
7. Preventing dropout  

 
 
Box 4: Headteacher Questionnaire 
Content 
1. Survey identity  
2. School description  
3. Organizational structure in school 
4. Progression in primary school 
5. Predicting transition and progression  
6. School measures for improving transition  
7. School measures for attendance  
8. Factors that influence dropping out of school 
9. School measures for dropout  
10. Support provided to earners that are at risk of 

dropping out  
11. School structures 
12. Gender and sexual reproductive health and 

health rights in schools  
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3.7 DATA MANAGEMENT 

 

3.7.1 WEIGHTS USED IN THIS SURVEY 

Student level data was weighted at design stage to accommodate the multi-stage sampling approach 
that was used. Design weights74 were used to adjust for oversampling from the smaller stratums such 
as satellite P1 and satellite P2 schools. The design weights were useful where the statistics needed to 
be representative of the population of grade 6 students as well. Otherwise, unweighted analysis was 
used when statistics for the cohort were required. To assign design weights, information was used on 
the sampling fraction for each of our 120 strata (10 provinces by 2 registration status by 3 types of 
school by 2 sexes). The sampling fraction for each case was known because EMIS data provided 
population statistics for each stratum, and frequencies from the collected data provided the sample 
size. The assigned weight for each case was the inverse of the sampling fraction; i.e. the design weight 
= 1/ (sampling fraction). Table 9 below shows sampling weights that were calculated for some selected 
strata.  

Table 9: Sampling Weights 
Province Reg. 

status 
School 
type 

Sex Sample Population Probability 
of selection 

Population 
Weight 

Proportional 
Weight 

Manicaland Registered P3 Female 156 24261 0.00643 155.5192 1.579836 

Midlands Registered P3 Female 154 17626 0.008737 114.4545 1.162682 

Masvingo Registered P3 Female 116 19029 0.006096 164.0431 1.666425 

Matabeleland 
North 

Registered P3 Male 111 9993 0.011108 90.02703 0.914536 

Mashonaland West Registered P3 Male 98 12668 0.007736 129.2653 1.313136 

Mashonaland West Registered P3 Female 94 12180 0.007718 129.5745 1.316277 

Harare Registered P2 Female 92 13870 0.006633 150.7609 1.531498 

Bulawayo Registered P1 Female 69 1844 0.037419 26.72464 0.271481 

Harare Registered P1 Female 58 4307 0.013466 74.25862 0.754353 

Matabeleland 
North 

Satellite P3 Male 57 1654 0.034462 29.01754 0.294774 

Matabeleland 
North 

Satellite P3 Female 52 1542 0.033722 29.65385 0.301237 

Mashonaland West Satellite P3 Male 51 4878 0.010455 95.64706 0.971627 

Mashonaland West Satellite P3 Female 50 4750 0.010526 95 0.965054 

 

In Table 9, the calculated weights (called population weights) were used for analysis that inferred 
about the population. These weights were normalised75 (proportional weights above) so that the total 
weight is equal to the sample size. This meant that weights could be used when analysing the cohort 
data.  Normalisation resulted in less bias. Some regression and generalised linear modelling did not 
use weighted data, but the variables used to create the weights were treated as independent variables 
to eliminate unbiased estimates and standard errors. 

 
74 We did not use post-stratification weights because we used a nearest neighbour to replace any school that could not be 
visited for logistical reasons.  
75 Setting the weights so the N in the weighted data equals the N in the unweighted data. 
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3.7.2 DATA QUALITY 

Data was collected following the designed protocol. The accuracy of the data  was checked by 
examining how well the sample estimated known population level parameters. For example, we 
checked how accurately our sample size, when weighted, estimated the population of Grade 6 
students in the country. Table 10 shows these estimations. 

Table 10: Estimated Populations 
Province 
  

Enrolment Estimated using weighted data Difference 
 

Males Females Total  Males Females Total  Males Females Total  

Bulawayo 7152 7558 14710 7152 7558 14710 0% 0% 0% 

Harare 18235 18877 37112 18228 18870 37098 0% 0% 0% 

Manicaland 28374 28558 56932 26398 26543 52941 7% 7% 7% 

Mashonaland Central 16924 16690 33614 16681 16455 33136 1% 1% 1% 

Mashonaland East 19949 19852 39801 19934 19835 39769 0% 0% 0% 

Mashonaland West 21832 21483 43315 21832 21483 43315 0% 0% 0% 

Masvingo 24604 23888 48492 24571 23864 48435 0% 0% 0% 

Matabeleland North 12431 12028 24459 12349 11927 24276 1% 1% 1% 

Matabeleland South 10091 9874 19965 10091 9874 19965 0% 0% 0% 

Midlands 24008 24183 48191 20938 20950 41888 13% 13% 13% 

Total  183600 182991 366591 176433 175403 351836 4% 4% 4% 

  50% 50% 100% 50% 50% 100% 
  

0% 

 

The level of accuracy is relatively high, within 5% of expected values. Nevertheless, in two provinces 
(Manicaland and Midlands), there were some variation because some sampled registered P2 schools, 
which could not be visited for logistical reasons76. This affected these two provinces as far as registered 
P2 schools are concerned, but the sample of registered P2 schools was adequate for national level 
inferences.   

3.8 RESEARCH TOOLS (QUALITATIVE) 

The qualitative survey was conducted in 27 schools (10% of the total sampled schools) across 27 
districts. The qualitative component was influenced by the preliminary analysis of primary data from 
the quantitative survey. This allowed the qualitative survey to both ask questions as intended, but also 
probe further on issues that were emerging as unexpected findings and trends in the initial preliminary 
review of quantitative data.  

The qualitative survey played an additional function of mobilising various stakeholders for the 
longitudinal survey, in particular those that could not be reached through the quantitative survey. By 
engaging a broad range of stakeholders and capturing multiple perspectives, this component of the 
research design facilitated the building of relationships between the researcher and the participant to 
support the maintenance of the cohort. The qualitative survey sought to develop an in-depth 
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understanding of the complexity of the process of dropping out. Case studies, based on field 
observations, in-depth interviews and analyses of life histories, were generated to provide more 
nuanced perspective to issues under focus in this longitudinal study.  

FGDs with learners used child-appropriate participatory tools that enabled the learners to explore for 
themselves their perceptions and emotions and to tell their own story. Moreover, they provided 
valuable vehicles for exploring some of the more complex causal linkages and enriched and 
illuminated the more quantitative elements of the surveys.   Tools included individuals drawing their 
pathway through life; ranking the key factors that result in survival in school or drop-out and drawing 
barriers to education for girls and boys. These activities helped to ‘break the ice’ and provided a focus 
for discussion. Table 11 shows the list of schools covered by the qualitative survey:
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Table 11: List of schools covered by the qualitative survey 
Province District Registration OVC  Total Total Dropouts Responsible Authority Grant School Name Total Enrolment  OVCM OVCF 

Midlands Kwekwe Registered 78 13 District Council P3 Ntabeni 86 34 44 

Midlands Gokwe South Registered 54 1 District Council P3 Nyaje 130 30 24 

Midlands Gokwe North Registered 27 4 District Council P3 Sawirangwanda 70 14 13 

Matabeleland South Umzingwane Registered 60 0 District Council P3 Sigola 69 32 28 

Matabeleland South Matobo Registered 26 2 Church/Mission P3 St Josephs 83 11 15 

Matabeleland South Mangwe Registered 36 6 District Council P3 Sanzukwi 94 17 19 

Matabeleland North Umguza Registered 8 18 Farm P3 Pampoenpoort 56 3 5 

Matabeleland North Tsholotsho Satellite 19 1 District Council P3 Sydney Malunga 21 11 8 

Matabeleland North Bubi Registered 33 3 District Council P3 Lonely Mine 29 16 17 

Masvingo Mwenezi Satellite 11 6 District Council P3 Chiumburu 19 7 4 

Masvingo Chivi Registered 9 5 District Council P3 Gororo 142 4 5 

Masvingo Chiredzi Registered 30 4 District Council P3 Vhelemu 89 11 19 

Mashonaland West Zvimba Satellite 25 7 District Council P3 Porta 51 11 14 

Mashonaland West Makonde Registered 79 10 District Council P3 Kanyaga 190 36 43 

Mashonaland West Hurungwe Registered 23 5 Private Company P3 Oldonyo 105 14 9 

Mashonaland East Mutoko Registered 37 0 District Council P3 Mudzonga 57 17 20 

Mashonaland East Mudzi Registered 13 2 District Council P3 Nyahuku River 46 9 4 

Mashonaland East Goromonzi Registered 61 0 District Council P3 Munyawiri 105 33 28 

Mashonaland Central Mt. Darwin Registered 21 5 District Council P3 Dotito 140 12 9 

Mashonaland Central Mazowe Registered 24 3 District Council P3 Bellrock 100 17 7 

Mashonaland Central Bindura Satellite 13 3 District Council P3 Dondore 47 7 6 

Manicaland Mutare Registered 23 3 District Council P3 Manzununu 115 15 8 

Manicaland Makoni Registered 21 0 Church/Mission P3 Rugoyi St Lucy 40 9 12 

Manicaland Buhera Registered 23 3 District Council P3 Murove 91 11 12 

Harare Northern Central Registered 13 0 Government P1 St Giles 27 7 6 

Harare Mabvuku Tafara Registered 75 9 City Council P2 Tafara 5 175 36 39 
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Harare High Glen Registered 17 28 Government P2 Mutasa 161 13 4 

Bulawayo Reigate Registered 39 3 Government P2 Lobengula 116 18 21 

Bulawayo Mzilikazi Registered 16 1 Government P2 Masuku 142 4 12 

Bulawayo Bulawayo Central Registered 29 0 Government P1 Robert Tredgold 214 7 22 
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The following instruments were used for collection of qualitative data: 

3.8.1 FOCUS GROUP DISCUSSIONS  

 
Focus group discussions with groups of between six and fifteen participants were conducted with (a) 
parents, caregivers and guardians (b) teachers (c) boys and (d) girls in the targeted schools. These 
discussions were structured to engage respondents through conversation on a range of questions, 
supported by probes for further clarification, and captured the diverse experiences of the participants 
in the group. FGDs included respondents drawn from across gender, socioeconomic and ability status 
and used age and setting-appropriate techniques (e.g. use of drawings for learners; ranking exercises 
with adult respondents) for collection of data.  The FGD questions were organised and tailored by 
respondent category. The FGD achieved the following:    
 
• Identified the perceptions that different respondent categories have of the school as well as the 

challenges faced by schools in meeting the needs of different learners; 
• Investigated the causes, triggers and enablers (or barriers) of dropping out for boys and girls; 

determined the trends in school dropout over time and probed the influences of learners, families, 
schools and community on dropout; 

• Assessed the predictors of dropping out of school and researched the behavioural patterns 
associated with learners; 

• Mapped the process of dropping out through collating experiences of the changes and chain of 
events, the processes and triggers associated with decision making for dropping out and the 
power relations shaping these decisions; 

• Explored the different pathways pursued by those who drop out of school as well as analysed the 
different forms of support provided to those that dropout;  

• Scrutinised the range of measures and interventions aimed at ensuring full participation and 
examined the role of community voice in school governance with respect to progression, 
transition and survival in the education system. 
 

3.8.2 KEY INFORMANT INTERVIEWS (KIIS) 

Semi-structured interviews were conducted with carefully selected respondents/key informants 
drawn to represent a range of opinions from the perspective of the (a) School e.g. school heads; 
teachers; school development associations; (2) Community e.g. local leaders; ministers of religion; 
health workers; local traders and business owners; (3) Organisational and institutional e.g. local 
community based and non-governmental organisations; government departments such as Ministry of 
Primary and Secondary Education (MoPSE) and Ministry of Health and Child Welfare; community, 
organisations and institutions operating at the local up to national policy levels, including multi-lateral 
and development partners. KIIs explored progression, transition and survival in the education system 
from the perspective of these different stakeholders across the themes of the longitudinal survey.  
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3.8.3 CASE STUDIES 

 
Case studies based on in-depth interviews and observations of research participants were used to 
illuminate and demonstrate the manifestation of various phenomena investigated under different 
settings covered by this longitudinal study.  The case studies documented the stories of learners that 
dropped out of or survived in school and provide insight into the process of dropping out of school or 
survival for different types of learners (e.g. based on gender, contrasting socioeconomic groups, or 
geographical settings (e.g. rural versus urban, satellite non-satellite schools etc.). Case studies were 
determined organically through selection from the survey based on responses provided, referrals 
from key informants, and randomly selected from within the different strata of respondents to the 
survey. 
 

3.8.4 DIARIES 

The initial use of diaries in the longitudinal study 
was aimed at enabling the research to capture the 
lived experiences of learners in their journey 
through school. This learner-centred tool captured 
the learner’s everyday experiences, which had an 
impact in their schooling life (e.g. affecting the 
learner’s ability to attend and participate in 
school). It was intended that the diary would be 
used throughout the longitudinal study to capture 
the learner’s experience at school, home and 
within the community. These diaries were issued 
out to selected learners in November to December 
2017. The diaries were intended to assist the 
learners to remember some of the critical incidents 
that they may have experienced between the 
survey and the successive monitoring visits.   

The research design was for the diary to be maintained by a group of 14 learners (7 boys and 7 girls) 
in each one of the thirty schools considered for the in-depth qualitative study.  The selected 420 
learners were each given a diary and given instructions on how to write in the diaries. The guidance 
for making recordings on diaries is shown in Box 5. 

The diaries were to be periodically scanned by the researchers, analysed and used to track the changes 
in the lives of the learners that could potentially influence their progression in primary school, 
transition from primary to secondary school, or survival in secondary school. For example, analysing 
the diary of a boy or girl that has dropped out of school could help the study understand the key 
decision points and the combination of factors that produced that specific outcome.  

It was intended that the diaries and extracts would be treated confidentially in both the school setting, 
to avoid teachers and peers exerting pressure to the child to share their entries, and at home, to avoid 

Box 5: Guidance notes for learner diaries 

a) The survey team will return on a later date (next 
term) to ask you questions regarding your school 
experiences up to that date. They will ask about 
what has happened which may impact on your 
schooling. They will be interested in 
understanding how you personally feel about 
school and your life in general; experiences at 
home, school or within the community which you 
feel may have (or will) impact on your education 
and how you responded to them. The diary will be 
used to jog your memory when we ask you 
questions during the termly visits; 

b) During termly visits we will check how you are 
doing on making records on your diary; 

c) Feel free to enter records in a language of your 
choice. You may also use drawings or pictures to 
record and tell your story if you if you so wish; 

d) The diary should be an honest account of what 
happened. Remember to note the date, time and 
location details where possible.  

e) Keep your diary safely and securely. Ensure that 
the diary is protected from the elements. 
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parents checking the child’s diary or even making entries (Barker and Weller, 200377). Guidance for 
the study was that any safeguarding issues emerging from the data collected through this instrument 
would be referred through the appropriate school channels, comprising of the school’s Child 
Protection officer/Guidance and Counselling teacher, and relevant Ministry structures for referral, 
while ensuring that the child is protected. There were, however, a number of challenges to the use of 
the diaries, which are documented in Section 3.10: Challenges and Adaptations to the Design . 

3.8.5 THE CHILD STUDY  

The Government’s Child Study, a tool used by teachers to collect data on each learner’s development, 
was not initially in the survey design, but was identified during the baseline survey. Teachers were 
maintaining records regarding learners’ demographic data; survival status; distance to school from 
home; supervision of learner at home (e.g. living with parents or not); illness and any absenteeism; 
communication made with parent regarding learner’s performance; development of social and 
psychomotor skills; behavioural issues, among other key information. While not systematically 
reviewed, the study found that the use of the child study was inconsistent within and across schools 
and often underused or not used at all. Even for teachers using this tool, it was found that in cases 
where teachers were faced with high learner numbers there was a tendency to only sample a 
proportion of the learners and track these through their school journey.  

The study team had believed that it would be sensible to use the Child Study to complement other 
tools for long term data collection from the qualitative study cohort and that it would provide a 
teacher’s perspective where the diary gave a learner’s viewpoint. However, after baseline, it was 
found that produced very little consistent information. (See Section 3.10: Adaptation of the Design) 

 

3.9 TRACKING THE COHORT  

 

Tracking the cohort over the period of the longitudinal study was a key dimension in the effective 
delivery of this research study. The longitudinal study implemented the following measures to track 
and manage the surveys: 
 
1. Learner Tracking Number: - Each learner in the longitudinal study was assigned a unique tracking 

number that captures their school identity at baseline. This number will be retained throughout 
the study period and the respondents were each asked to keep this number.  
 

2. Mobile Phone: - Learners provided a contact phone number, often their parents’ or guardians, 
which they were contactable on. This phone number was used to maintain contact with the 
learner over the subsequent surveys, including the mid and endline surveys.  The mobile phone 
offers higher opportunity for facilitating tracking since most households are retaining their mobile 
numbers over time, particularly given the use of the same phone number for mobile money 
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transfers. It is estimated that 84.4% of households in Zimbabwe have access to a mobile phone. 
Households that do not own mobile phones were requested to provide any contact number that 
they normally gave as contact. 

 
3. Schools Monitoring: - The study team maintained contact with the schools involved in the study 

to obtain any relevant data relating to the boys and girls involved in the study. Data on school 
attendance or performance in tests was collated from schools over the period of the study. The 
schools were also requested to record the secondary school that a learner in the cohort study 
would have moved to. If a learner in the cohort were to transfer, the school would get their new 
school and contact details to enable tracking.  

 
4. WhatsApp Groups: - This platform was set up and used to maintain communication between the 

research team and the field. WhatsApp is a preferred communication channel that enables fast 
and secure sharing of information at low cost to the sender and recipient. Information on 
schedules as well as changes to contact details and circumstances of the cohort members was be 
shared through this platform.  

 

3.10 CHALLENGES AND ADAPTATIONS TO THE DESIGN 

 

3.10.1 CHALLENGES AND ADAPTATIONS TO THE DESIGN AT AND AFTER BASELINE 

 

a) Despite prior notification, the baseline study faced challenges in accessing some schools, 
particularly P1 schools where the School Heads argued that they “Have no dropouts and therefore 
there is no point in their inclusion in the study sample”. Other School Heads refused participation 
of their learners claiming it was “Inappropriate to ask learners in Grade 6 questions on sexual and 
reproductive health, or experiences of violence and abuse”. Thus, some of the schools in the 
original sample had to be replaced with alternative schools nearby. This led to under-
representation of P1 schools in the overall study, although this has not affected the validity and 
generalisability of the findings considering the very low dropout in P1 schools. It was decided to 
examine dropout in P1 schools through qualitative approaches.  

b) The survey targeted 14 learners in each selected school. However, some of the sampled schools, 
particularly satellite schools, had smaller than targeted numbers due to a combination of 
absenteeism and dropout of learners. Nearest neighbouring schools were identified and 
incorporated into the study to make up target sample. This enhanced the diversity captured 
within the baseline, but significantly stretched project resources and time. 

c) The baseline study was conducted at a time of significant political and institutional change in 
Zimbabwe. This made it difficult for the research team to schedule appointments and access 
various government staff at national and district level as most were engaged in planning 
meetings. Consequently, the baseline had a limited perspective of the policy dimension. The 
views of national level stakeholders were sought and incorporated into following surveys (i.e. 
monitoring missions, midline and endline surveys).  
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d) The duration and the diversity of in-depth interviews with learners, teachers, households and key 
informants at school level was shorter than anticipated in some locations. The survey 
encountered situations where learners had far to travel after school and could not be kept 
beyond a certain time to participate in the planned discussions. This was further magnified by the 
sheer distances between schools and the remoteness of some locations.  

e) In a number of schools, especially the satellite and remote registered schools, class sizes were 
much lower than expected, and in some cases, additional schools had to be added to ensure that 
robust sample sizes were reached. In all schools, consent was sought from parents. In many urban 
schools, this was not readily given, thereby reducing the number of learners eligible for the 
survey. It is positive, however, that the majority of rural schools, including those where dropouts 
are highest, were not among those refusing to provide consent. Inflation had a negative effect 
on scheduling and data collection that was possible.   

As a result of the above, the reach of the survey was 3,724 students, instead of the planned 3780, or 
98.5%. This was quite high, for a survey of this nature. This level of reach has little effect on the 
statistical power of tests conducted using survey data. Table 12 gives the provincial figures for survey 
reach. 

Table 12: Comparison of actual survey reach compared to planned reach 

Province Survey reach Planned Variation Variation (%) 
Bulawayo 368 380 12 3% 

Harare 371 380 9 2% 

Manicaland 377 380 3 1% 

Mashonaland Central 376 380 4 1% 

Mashonaland East 380 380 0 0% 

Mashonaland West 367 380 13 3% 

Masvingo 369 380 11 3% 

Matabeleland North 376 380 4 1% 

Matabeleland South 361 380 19 5% 

Midlands 379 380 1 0% 

Total 3724 3780 56 1% 

 

Diaries: The first field monitoring mission after baseline found limited evidence of use of diaries by 
learners in the cohort. In addition, among those learners that had used those diaries the nature of 
recorded content was very variable. For example, some learners preferred to write Bible verses that 
reflected their feelings, experiences and their situation (coded messages), while other wrote brief 
notes reporting events at school and home. In addition, evidence of interference was found: 

1. Teachers telling learners what to write on the diaries; 
2. Learners ‘updating’ their diaries a day before they were due for ‘inspection’ by the research 

team, leading to falsification of experiences; 
3. Diaries kept by the teacher and only given to learners to write and then submit back to the 

teacher for ‘safe-keeping’ and; 
4. Teachers and parents/guardians in some instances asked to see what the learners were 

recording in the diaries. 
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There were reports of diaries being taken from learners and given to their older siblings to use as 
exercise books at school, sold, or pages plucked out to write letters. Learners reflecting on the diaries 
mentioned that they had learned to record their life experiences, but would have preferred a much 
smaller notebook that could be more discretely kept. This suggestion, however, would not address 
the privacy issues sufficiently and would potentially leave the learners vulnerable to victimisation 
should the content of their diaries be exposed to their teachers and parents. Furthermore, recording 
in their diaries on a daily basis was time consuming for learners. The proportion of learners who had 
lost their diaries was higher in urban (68%) than rural areas (32%). A key conclusion by the research 
team was that, despite diaries- where they are correctly used- being a useful data collection tool, the 
absence of a culture of diary keeping and the influences from teachers and parents undermined both 
the quality of the data and the protection of vulnerable groups.  

The child study is a social record with information regarding each child. The research team found that 
not all children were being captured in the child study, and not all teachers and schools were recording 
this information about learners. While some of the information captured in the Child Study aided the 
research team in building up profiles and case studies of some of the learners seen as most at risk of 
dropping out, challenges were also identified with this tool: 

1. The child study appears to be an annual record, the information is not always passed on to 
the next grade teacher often creating room for errors in the data; 

2. Some addresses recorded, especially in urban areas, were fake. This is due to the requirement 
that learners be in the catchment of the school before they can be admitted. The field 
monitoring mission (FMM) flagged this up as a risk to the project with likelihood of affecting 
tracking of learners in the subsequent years after they have finished primary education; 

3. Social records captured to meet School Head’s expectations from teachers, and therefore, 
inaccuracies in records written as teachers claimed they did not have sufficient time and 
energy, given the demands of the new curriculum and the sheer sizes of classes that they have 
to manage. 

3.10.2 BASELINE ADAPTATIONS  

 
Due to the multiple challenges of locating individual learners for the qualitative research and the need 
to spend sufficient time with each to gain sufficient depth of understanding of the position of each, it 
was decided to reduce the quantity of learners in the qualitative research by carefully identifying a) 
those that might represent the views of many and b) those of special interest in terms of their situation 
and location. More time would also be spent with such learners during the termly monitoring visits. 

After much consideration and discussion with teachers and education officials, it was decided to drop 
the learner diaries as an official research tool.  More attention would then be given to the use of 
learner-centre tools and discussions to give and capture learners’ voices.  

Given the varied and limitation of the use of the child study, it was decided not to use the child study 
as an accurate means of building the background of each case learner and to spend more time 
interviewing teachers in the monitoring missions. 



 

 

66 

3.10.3 CHALLENGES, LIMITATIONS AND ADAPTATION TO THE DESIGN: AT MIDLINE 

At baseline, the learner questionnaire collected a significant amount of biodata such as given and 
family names, gender, date of birth, address, name and telephone number of the guardian; name and 
telephone number of second adult family member or neighbour; school, village, ward and district 
identifier; learner id and household id. In spite of receiving this information, tracking the cohort 
members in their movement from primary school to secondary and in the fast-changing context 
proved to be extremely difficult.  

The tracking was undertaken with support from MoPSE; the list of learners and their details were sent 
to their original primary schools requesting that the school returned the list having completed the 
destination/whereabouts of the learners. In spite of all these efforts, when the enumerators arrived 
in the field, they were unable to locate many of the learners for the following reasons: 

Non-cohort Returns 

The initial sample size achieved during the first round of field work in June/July was 1,528. After the 
data cleaning it was found that 624 of these were not in fact from the original cohort.  To address this, 
further tracking was undertaken and a second round of fieldwork undertaken in November/early 
December 2019.  In spite of significant effort and resources employed, this yielded only a further 851 
respondents – a total of 1755 and 2374 including the supplemental sample. 

Incorrect Returns 

Data provided by primary schools on status of students was inconsistent and some of it was not 
verified until the enumerators were actually in the field. For example, some schools sent returns in 
which some of the names were slightly different to the cohort name – although these were learners 
from the correct Grade 7 class. This took field team’s additional time to get correct information and 
visit the relevant schools. Often the information could not be verified, as majority of phone numbers 
for learners, collected at baseline, were not working; had changed or were incorrect which meant the 
teams had to heavily depend on the information from the schools, which was in many cases 
inaccurate. For other learners, the name difference was so slight that it was not picked up until the 
data was cleaned and it was clear that other identifying information did not match. 

Children transferring to non-formal schools not on the MoPSE list of schools 

Due to the prevailing economic hardships, which have led many learners to have school fees arrears, 
non-formal colleges, which are not registered by MoPSE, have become an option of choice as they do 
not require the student to have cleared school fees arrears from the previous school as part of their 
admission process. The enumerator teams on the ground were escorted by MoPSE officials to schools 
and since the non-formal colleges are not registered with the Ministry they could not visit the schools 
with Ministry officials. The fieldwork budget and time allocation were set based on the tracking 
information with some leeway for seeking out learners not in school and visiting the different 
secondary schools as indicated in the tracking list.  However, given the number of learners not 
identified before the fieldwork, the enumerators could not travel to find them all and, because of their 
schedule, they could not revisit the district at that time. 
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Frequent transfers in urban areas 

The prevailing hyper-inflation conditions being experienced by the country have had a negative impact 
on the running of some private schools resulting in a number shutting down due to the high day to 
day operational costs, and reduced enrolment figures. The cost of schooling has led to high movement 
of students between schools. For example, some learners visited during an FMM in April 2019 had 
transferred to other schools in a space of one month before the midline survey began.  

Schools visited but could not conduct interviews 

During the baseline, ‘Trust’, Police and Military schools posed a great challenge in accessing learners 
since they required board of trustees’ approval for learners to be part of the study. At baseline 
significant delays were experienced while special arrangements were made to access these schools.  
In the midline, the secondary schools disregarded the consent forms completed by parents during the 
baseline and required new consent forms as well as approval by board of trustees for the study to be 
conducted within their school premises.  All these developments were only highlighted once the 
teams where on the ground but due to budgetary constraints teams could not re visit the schools.  
Military and Police schools also required clearance from their parent ministries to allow the study to 
be carried out at the schools; resultantly enumerators were denied access into the schools.  

Widespread destination schools 

Since one secondary school generally serves a number of primary schools, it was assumed that the 
number of secondary schools to which cohort members enrolled would most likely be no more, and 
possibly fewer than the 270 primary schools. However, because of increased mobility, largely due the 
current challenging circumstances, the cohort learners had scattered to 628 different secondary 
schools.  

Schools that could not be visited 

Because learners from 270 primary schools had scattered to 628 secondary schools, some were the 
sole research cohort member in their school.  It was not possible to visit all the schools with these 
single-cohort learners, as most of these schools were not in the same districts as the larger proportion 
of the transitioned cohort. Where possible such learners were interviewed through telephone 
interviews. Two hundred and one (201) learners out of the 277 in single cohort schools were reached 
using this method during the first fieldwork phase.  Despite adopting this method, it also had its 
limitations as most schools in rural areas are only reachable through mobile phones of the 
headmasters and teachers. Moreover, due to current severe load-shedding being experienced 
nationwide, mobile network coverage has become a challenge during the day and even worse in most 
remote areas where network reception had already been affected.  Thus, a number of schools with a 
single cohort learner wee still to be reached but this s became increasingly difficult, as the mobile 
network is usually unavailable during the day when there is no electricity. 

Other Data collection issues  

While in rural areas, primary schools could locate some of the cohort, albeit while the teams were in 
the field, in urban areas the primary schools had no capacity to locate the students. In urban areas 
especially, phone numbers and addresses provided by PCGs were often changed especially when they 
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owed school fees. High mobility in urban areas also meant learners could not be reached as schools 
did not have records of learners once they exited the school. This contributed to only 59% of urban 
learners being interviewed.  

Some dropouts, especially girls, were in challenging circumstances, e.g. child marriage, used as 
domestic labour or impregnated. To interview any of these learners required significant effort, which 
included gaining accompaniment from community leaders, to reach them. This process was time 
consuming and therefore it was not possible to follow through for every case with current budget 
limitations.  

In Manicaland traceability of learners in the cohort was hampered by the impacts of the tropical 
Cyclone Idai which damaged schools and forced people to migrate to other locations.   

Some learners had moved to different districts and provinces. Their whereabouts were only traced 
while teams were on the ground. This meant additional time was required by field teams in tracing, 
locating and allocating resources for the interview.  

The challenges outlined above brought into sharp focus that the Ministry does not have a definitive 

mechanism for tracking learners through the education process from primary to lower secondary, 

resulting in a cohort of ‘lost’ girls and boys who may not be in education, training or employment. As 
well as devaluing the learner/young person this represents a loss of statistical evidence on which to 
base planning and a lost contribution to the country.  Table 13 captures the destination of learners at 
midline. 

Table 13: Destination of Learners at Midline 

Province Deceased Dropped 
Out 

In 
School 

Repeating Relocated Unknown Un-
tracked 

Total 

Bulawayo 1 19 268 9 1 62 8 368 

Harare 1 7 223 0 0 132 8 371 

Manicaland 0 28 251 0 0 16 82 377 

Mashonaland Central 0 54 262 0 0 18 42 376 

Mashonaland East 0 14 232 0 0 42 92 380 

Mashonaland West 1 62 211 0 0 41 52 367 

Masvingo 0 47 198 1 0 12 111 369 

Matabeleland North 0 75 188 6 0 5 102 376 

Matabeleland South 0 58 200 0 7 20 76 361 

Midlands 1 36 219 3 0 1 119 379 

Total 4 400 2252 19 8 349 692 3724 
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3.10.4 MIDLINE ADAPTATIONS 

Because of the challenges of tracking so many of the learners, a second round of fieldwork was 
undertaken to increase the number of cohort respondents. This necessitated converting the budget 
for the final FMM to facilitate this process.  

The tracking process for endline began immediately after the completion of midline so that the 
maximum number of learners could be identified and surveyed at endline. It was planned to engage 
additional provincial level fieldworkers and local trackers in the period leading up to endline to locate 
and verify lists of cohort members building on lessons learned so far.  It was also agreed to provide 
small incentives to encourage participation, especially of dropouts. However, both of these strategies 
had to change as COVID-19 restrictions came into force. 

The challenge of attrition in longitudinal studies is well documented78.  Mazen et al. also highlight how 
“attrition may be especially problematic in longitudinal studies with at-risk populations” and how the 
attrition rate in such studies may be as high as 85%.  They define a ‘Supplemental Sample” as a set of 
new participants (a refreshment sample) added to the original sample in the second or later 
measurement occasion using the same criteria. The learners surveyed in the midline fieldwork who, 
during data cleaning, were found not to be members of the original cohort but came from the same 
class and school as the cohort members, were considered to have similar backgrounds and profiles to 
the cohort members at that school. They were also spread across all provinces. The research team 

therefore decided to include the supplemental sample in the analysis and would do so for endline. 
The only potential bias that this might bring is that the schools that completed the returns knew the 
destination of these learners, whereas they may not have known the destination of the original cohort 
members. However, when compared, the supplemental sample responses to questions were very 
similar to those of the original cohort. 

3.10.5 CHALLENGES, LIMITATIONS AND ADAPTATION TO THE DESIGN: AT ENDLINE 

The Challenge of Tracking 

Because of the challenges at midline, tracking by telephone began early but COVID-19 lockdown was 
introduced just as the time came to engage local persons to verify contacts.  However, telephone 
tracing continued up to the point of conducting telephone interviews.  Even at this point, respondents, 
especially learners were able to provide contact details of other cohort members who had not yet 
been located.  Some even offered to lend their phones to others who did not have access.  

The COVID-19 Context 

The original plan for the design of the endline was to conduct a survey similar to baseline and midline 
following the methodology set out in the original design. However, this was not possible given the 
uncertainty of when schools would re-open. At the same time there was an imperative to complete 
the study by the end of October 2020 as per the contract and in time to feed into the Government’s 
National Plan and MoPSE’s next Education Sector plan.  

 

78 For example see Laura K. Taylor, Xin Tong & Scott E. Maxwell (2019) Evaluating Supplemental Samples in Longitudinal 
Research: Replacement and Refreshment Approaches, Multivariate Behavioural Research;  Mazen, J., Tong, X.,and  Taylor, 
K. (2017) Evaluation of Supplemental Samples in Longitudinal Research with Nonnormal Missing Data  
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3.10.6 ENDLINE ADAPTATIONS 

In April 2020 when it was clear that schools would not open for Term Two at the usual time, the 
decision was made to begin the research by undertaking telephone surveys with the PCGs and 
headteachers. An online survey was considered but it was decided that a greater number of responses 
would be gained by conducting telephone interviews.  Because of the importance of interviewing 
learners in a secure and private environment, at this stage the intention was to conduct the learner 
survey through fieldwork once the schools re-opened.  

The telephone interviews proved to be successful although the headteacher interviews had been 
challenging and time intensive, as the headteachers often did not always have the information 
required.  Many headteachers live away from school and have to phone a teacher to access the 
information or travel to school.  Enumerators often had to begin the interview and then make a second 
appointment to call back at a later date when the headteacher had retrieved the required information.  

When it became clear that schools would not open at all in Term 2, it was decided to also pilot learner 
interviews by phone and encouraging PCGs to provide them with space to do that in private. The pilot 
was successful and all learners that could be tracked were interviewed by telephone. KIIs were also 
conducted by phone with ‘in-school’ learners, dropouts, headteachers and District School Inspectors. 
Given the impossibility of conducting any fieldwork in time to produce the expected deliverable by 
the end of October, it was decided to use the data collected over the past three years plus the 

maximum data that could be collected by distance at endline to draft the final report. This data is 
shown in Table 14. 

Table 14. The total number of telephone interviews conducted at endline 

Province  

Questionnaires Completed 

Headteacher PCGs 

Learners Dropouts 

Total 

Sample 

Cohort Supple-

mental 

Total Rural Urban Total 

Bulawayo 45 151 171 35 206 4 5 9 215 

Harare 45 54 170 30 200 0 7 7 207 

Manicaland 71 44 236 25 261 31 5 36 297 

Mashonaland Central 66 52 149 3 152 33 0 33 185 

Mashonaland East 58 32 115 45 160 9 1 10 170 

Mashonaland West 48 84 154 30 184 48 2 50 234 

Masvingo 61 38 166 19 185 35 1 36 221 

Matabeleland North 53 85 144 33 177 65 0 65 242 

Matabeleland South 66 53 171 33 204 34 0 34 238 

Midlands 75 18 166 11 177 35 6 41 218 
Total 588 611 1642 264 1906 294 27 321 2227 

 

3.10.7 SAMPLE SIZE POWER AND EFFECT SIZES 

Given the reduced sample size, time was spent investigating whether comparisons could be made and 
conclusions drawn based on the sample size or whether weights would need to be added and whether 
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the distribution by gender, setting (rural/urban) and province sufficiently reflected the baseline 
distribution. Checks were conducted to assess sample size power, detectable effect sizes, and whether 
weights were required. The main focus was to make these comparisons between baseline data (which 
was sufficiently powered with weights not needed) and data collected at endline. Midline data is also 
presented in the analysis in following sections where it adds value.  

These checks for power, detectable effect sizes, and weighting were done for cohort students’ data 
only. Data collected at midline and endline for non-cohort members was not used because these 
records do not have corresponding baseline values. The identification system developed at baseline 
tracked cohort members at the three evaluation points. Responses from the same students are, 
therefore compared progressively. Data was prepared by first cleaning each dataset separately, and 
then merging the three sets of baseline (which contains most background information) with that of 
midline and endline.  

3.10.8 MARGIN OF ERROR, DETECTABLE EFFECT SIZES AND POWER 

For power analysis, small (Cohen’s d= 0.2) medium (Cohen’s d=0.5) and large (Cohen’s d=0.8) were 
used to check the power of the collected data at midline and endline stages79. Power analysis was 
done in addition to regular statistical significance testing. The sample sizes collected at midline and 
endline were checked for margin of error, detectable effect sizes and power (assuming the design 
parameters at baseline). The sample size per domain (province n=378) corresponded to a margin of 
error of 0.052 which was a compromise to fit the available budget. The other parameters were 95% 
level of confidence in interpreting the results; variance maximised at p=(1-p)=0.5. Allowance for non-
response was set low, <1%80. A design effect of 1.1 was incorporated to counter bias from clustering 
by school. The required sample size for the research was calculated using the Cochran’s sample size 
formula for categorical data81; 

 

The sample size determined by the formula82 was 3780 pupils. The actual cohort size was 3724 as 
given in the table below, with margin of error generally acceptable (0.5 or lower in each strata and 
domain).  

 

 

 

79 Cohen suggested that d=0.2 be considered a 'small' effect size, 0.5 represents a 'medium' effect size and 0.8 a 'large' effect 
size. This means that if two groups' means don't differ by 0.2 standard deviations or more, the difference is trivial, even if it 
is statistically significant. 
80 This response rate was applicable at the time of recruiting the cohort. In follow up surveys, it was anticipated that some 
respondents (10%) could be lost to follow-up, but sufficient power maintained to detect medium to large effects.  
81 Cochran, W. G. (1977). Sampling techniques (3rd ed.). New York: John Wiley & Sons. 
82 Where Z = value for selected alpha level of 0.025 in each tail = 1.96. (alpha level of .05); (P)= (1-P) = 0.5 (maximum possible); 
and P (1-P) estimate of variance = 0.25; e = acceptable margin of error for proportion being estimated = 0.0519 (error we are 
willing to accept). 
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Table 15: Sample Size, margin of error and power. 
  Total 

Baseline           
n Margin of 

Error 
Detectable 
effect size 

Statistical 
power (effect 
size = 0.2) 

n Margin 
of 
Error 

Detectable 
effect size 

Statistical 
power 
(effect size 
= 0.2) 

n Margin of 
Error 

Detectable 
effect size 

Statistical 
power 
(effect size = 
0.2) 

Statistical 
power 
(effect size = 
0.5) 

Statistical 
power 
(effect size = 
0.8) 

Location Urban 861 0.03 0.06 100% 360 0.05 0.09 98% 571 0.04 0.07 100% 100% 100% 
Rural 2863 0.02 0.03 100% 1348 0.03 0.05 100% 1530 0.03 0.04 100% 100% 100% 
Total 3724 0.02 0.03 100% 1708 0.02 0.04 100% 2101 0.02 0.04 100% 100% 100% 

Gender Male 2858 0.02 0.03 100% 808 0.04 0.06 100% 1022 0.03 0.05 100% 100% 100% 
Female 866 0.03 0.06 100% 900 0.03 0.06 100% 1078 0.03 0.05 100% 100% 100% 
Total 2724 0.02 0.03 100% 1708 0.02 0.04 100% 2100 0.02 0.04 100% 100% 100% 

Province Bulawayo 368 0.05 0.09 99% 190 0.07 0.12 87% 191 0.07 0.12 87% 100% 100% 
Harare 371 0.05 0.09 99% 93 0.10 0.17 61% 177 0.08 0.13 85% 100% 100% 
Manicaland 377 0.05 0.09 99% 183 0.07 0.12 86% 279 0.06 0.10 96% 100% 100% 
Mashonaland 
Central 

376 0.05 0.09 99% 197 0.07 0.12 88% 201 0.07 0.12 88% 100% 100% 

Mashonaland East 380 0.05 0.09 99% 200 0.07 0.12 88% 131 0.09 0.15 74% 100% 100% 
Mashonaland West 367 0.05 0.09 99% 134 0.09 0.14 75% 225 0.07 0.11 91% 100% 100% 
Masvingo 369 0.05 0.09 99% 195 0.07 0.12 87% 219 0.07 0.11 91% 100% 100% 
Matabeleland 
North 

376 0.05 0.09 99% 155 0.08 0.13 80% 228 0.07 0.11 92% 100% 100% 

Matabeleland 
South 

361 0.05 0.09 99% 157 0.08 0.13 81% 230 0.07 0.11 92% 100% 100% 

Midlands 379 0.05 0.09 99% 204 0.07 0.12 89% 220 0.07 0.11 91% 100% 100% 
Total 3724 0.02 0.03 100% 1708 0.02 0.04 100% 2101 0.02 0.04 100% 100% 100% 

 

The design at baseline was set to be able to detect effect sizes of less than 10% of a standard deviation, 
and power calculated for an effect size of 0.2 was greater than 99%. At midline, 1708 of the sample 
was reached, resulting in increased margin of error (due to the high attrition levels). At endline, a total 
of 2101 of the original baseline samples were reached. This presents margins of error of 0.07-0.10 for 
domains (provinces) as given in the table above; and less than 0.05 for the pooled samples for rural 
areas, sex and for national level statistics. The detectable effect sizes by province at endline were 
much bigger, greater than 10%, but less than 13% of a standard deviation. These sample sizes can 
detect small, medium and large effect sizes adequately. Apart from Mashonaland East (N=131), all 
provinces’ sample sizes have sufficient power (>80%) to detect small effect sizes of 0.2 standard 
deviations.  Correspondingly, however, the confidence intervals were larger than at baseline.   

The conclusion on power analysis is that statistics disaggregated at provincial level are still useable, 

and those pooled by gender, setting and location are adequately powered to be comparable with 

those from baseline. 

3.10.9 SUPPLEMENTARY SAMPLE  

When collecting data at midline and endline, a supplementary sample was collected. This sample was 
collected for students in school only, and those with characteristics similar to those who were part of 
the original cohort (See table 16). This supplementary sample was made up of 265 students (86 urban 
and 179 rural; 110male and 155 female). This sample was not included in power analysis, but used for 

comparison purposes where necessary.  
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Table 16: Sample size distribution (original cohort and supplementary sample) 
 Cohort Status 

Cohort sample Supplemental sample Total 

Survey Survey Survey 

Baseline Endline Baseline Endline Baseline Endline 

Count Count Count Count Count Count 

Setting Urban 861 571 0 86 861 657 
Rural 2863 1530 0 179 2863 1709 
Total 3724 2101 0 265 3724 2366 

Gender Male 1832 1022 0 110 1832 1132 
Female 1892 1078 0 155 1892 1233 
Total 3724 2100 0 265 3724 2365 

Province Bulawayo 368 191 0 35 368 226 
Harare 371 177 0 30 371 207 
Manicaland 377 279 0 25 377 304 
Mashonaland Central 376 201 0 3 376 204 
Mashonaland East 380 131 0 45 380 176 
Mashonaland West 367 225 0 30 367 255 
Masvingo 369 219 0 19 369 238 
Matabeleland North 376 228 0 34 376 262 
Matabeleland South 361 230 0 33 361 263 
Midlands 379 220 0 11 379 231 
Total 3724 2101 0 265 3724 2366 

 

3.10.10 WEIGHTING TO COUNTER SELECTION BIAS 
The baseline survey datasets were not weighted to take account of any design effects or 
disproportionate sampling as this was not appropriate. At this point, the sample was designed to cater 
for geography, type of school, sex, and disability. All learners were in the same grade and carried the 
same weight. As the students progressed, some repeated, others dropped out, while most 
transitioned from primary to secondary schools, and remained in school. For this reason, checks were 
conducted to see if weighting was required to mitigate sampling bias. Weights account of survey 
attrition, where some students who participated in the baseline survey did not take part in the midline 
or endline survey.   

Checks were conducted for the cohort samples to see if the distribution by gender, setting 
(rural/urban) and province had changed between baseline and endline. Inverse weights were used to 
calculate a combined weight for each subcategory83. The base weights for the cohort students reached 
at endline were as given in the table below. 

 

Table 17: Base weights used. 

 Baseline Endline 

Weight Weight (mean) 

Setting Urban 1.00 .66 

Rural 1.00 1.18 

Total 1.00 1.00 

 

83 The sampling weight was given as the reciprocal of the selection probability; and the final weight was a product of  
probabilities at associated with province, gender and setting.  
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Gender Male 1.00 1.06 

Female 1.00 .96 

Total 1.00 1.00 

Province Bulawayo 1.00 .66 

Harare 1.00 .65 

Manicaland 1.00 .80 

Mashonaland Central 1.00 1.41 

Mashonaland East 1.00 1.18 

Mashonaland West 1.00 1.02 

Masvingo 1.00 1.11 

Matabeleland North 1.00 1.21 

Matabeleland South 1.00 1.03 

Midlands 1.00 1.18 

Total 1.00 1.00 

 
The table above shows that urban provinces were oversampled at endline, largely due to the better 
coverage of cell and land phones.  The reach by gender was similar for both boys and girls. To check 
the effect of the weighting, results from selected analysis are presented below, with and without 
weighting.  The effect of weighting on continuous variables was small.  
 

Table 18: Weighted and unweighted Ages  
Baseline Endline Endline 

(weighted) 
Difference 

 
Mean Mean Mean 

 

Age at the time of survey 12.26 14.65 14.69 0.3% 

 

Table 19 shows the effect of weighting on various categorical variables. The effect is minimal, because 
the difference between weighted and unweighted responses is generally lower than the acceptable 
margin of error. Therefore, the conclusions reached using weighted or unweighted data analysis will 
be the same.  For this reason, weighting was not necessary for the baseline data.  
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Table 19: Effect of weighting to counter selection bias 
  

Baseline Endline Endline 

(weighted) 

Difference 

(pp) 

 N 3724 1907 1917  
Do you expect to continue with your 

schooling next year? 

Yes 98% 34% 37% 3% 
No 1% 67% 63% -3% 
I don’t know 1% 0% 0% 0% 

Students who agree that they enjoy 

being with their friends 

Disagrees 2% 2% 1% 0% 
Agrees 98% 99% 99% 0% 
Total 100% 100% 100% 0% 

Students who agree that they enjoy 

attending cultural events (such as 

weddings etc) 

Disagrees 9% 19% 18% -1% 
Agrees 91% 81% 82% 1% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

Students who agree that they enjoy 

listening to music 

Disagrees 11% 10% 10% 0% 
Agrees 89% 90% 90% 0% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

Students who agree that they enjoy 

dancing 

Disagrees 24% 36% 35% -1% 
Agrees 76% 64% 65% 1% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

Students who agree that they are 

interested in earning money through 

such activities as vending 

Disagrees 65% 50% 48% -2% 
Agrees 35% 50% 52% 2% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

Students who agree that they dislike 

doing chores at home 

Disagrees 81% 79% 79% 0% 
Agrees 19% 21% 21% 0% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

Students who agree that they enjoy 

being home with their family 

Disagrees 5% 4% 4% 0% 
Agrees 95% 96% 96% 0% 
Missing Data 0% 0% 0% 0% 
Total 100% 100% 100% 0% 

 

As a result of the above analysis no weights were added to the calculations.  Where differences in 
responses were noticeable, the original cohort members and supplemental sample results are 
presented separately. The destination of endline learners are provided in Table 20. 
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Table 20: Endline Outcomes of Original Cohort Members 
  Status of the cohort learners at endline 

  In-
school 

In-school 
repeating 

Dropped 
out 

Deceased Relocated Unknown Untracked Total 

N 2524 42 433 4 7 250 464 3724 

Province 

Bulawayo 11.1% 31.0% 4.2% 25.0% 14.3% 19.2% 1.3% 9.9% 

Harare 10.2% 7.1% 1.6% 25.0% 0.0% 38.4% 1.5% 10.0
% 

Manicaland 11.7% 9.5% 8.1% 0.0% 0.0% 3.6% 7.3% 10.1
% 

Mashonaland 
central 

10.9% 11.9% 11.8% 0.0% 0.0% 6.4% 6.5% 10.1
% 

Mashonaland east 9.7% 4.8% 3.7% 0.0% 0.0% 14.4% 17.7% 10.2
% 

Mashonaland west 9.7% 4.8% 15.9% 25.0% 0.0% 8.4% 6.3% 9.9% 

Masvingo 9.7% 9.5% 12.0% 0.0% 0.0% 2.0% 13.6% 9.9% 

Matabeleland north 7.4% 9.5% 18.5% 0.0% 0.0% 2.0% 21.6% 10.1
% 

Matabeleland south 9.7% 2.4% 13.2% 0.0% 85.7% 5.6% 8.4% 9.7% 

Midlands 10.0% 9.5% 11.1% 25.0% 0.0% 0.0% 15.9% 10.2
% 

Total 100% 100% 100% 100% 100% 100% 100% 100% 

Gender 

Male 47.4% 54.8% 52.2% 75.0% 14.3% 48.8% 56.0% 49.2
% 

Female 52.6% 45.2% 47.8% 25.0% 85.7% 51.2% 44.0% 50.8
% 

Total 100% 100% 100% 100% 100% 100% 100% 100% 

Setting 

Urban 26.3% 21.4% 2.3% 50.0% 14.3% 51.6% 9.9% 23.1
% 

Rural 73.7% 78.6% 97.7% 50.0% 85.7% 48.4% 90.1% 76.9
% 

Total 100% 100% 100% 100% 100% 100% 100% 100% 
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4 IN SCHOOL SURVIVAL 

 

Of the 3724 learners (1832 girls and 1892 boys) who began the study, by endline 2524 (1328 girls and 
1196 boys) are still in school, with an additional 42 (19 girls and 23 boys) repeating a grade.  433 (266 
boys and 167 girls) are known to have dropped out.  A further 714 learners (332 girls and 382 boys) 
are unaccounted for, so it is possible that many of them may be in school, having relocated without 
informing officials.  Without a school-based and national registration and tracking system there is no 
way of knowing for sure.  The fact that between 70% and 80% of learners in the study are definitely 
in school concurs with the MoPSE Education Sector Performance Report 2018 which suggests that 
21.8% of students from primary school did not transition to lower secondary with more boys (22%) 
than girls (18%) not transitioning84.  It does indicate that little has changed in the last two years. 

 

4.1 ACCESS/DEMAND FOR EDUCATION 

 

4.1.1 ACCESS INDEX 

At all the stages of the study, both qualitative and quantitative data indicate that three key 
factors/indices have the greatest impact on a learner’s ability to remain in school: parental/caregiver 
support for education; learners’ self-confidence and appreciation of the importance of education; and 
sufficient funds/assets to enable the payment of school fees. To illustrate this, an Access Index was 
constructed using learners’ responses to three sets of questions resulting in three separate indexes 
and a composite index as shown in Table 20.   
 
The asset/wealth index was constructed using Principal Component Analysis (PCA) as a dimension 
reduction technique for count data collected for 10 household assets, cattle, goats, chickens, pigs, 
TVs, Radios, Cell phones, cars, bicycles, fridges, computers, Tractors, ploughs, stoves, and other. PCA 
is widely used in wealth ranking and asset index construction.85 Resultant principal components were 
used to construct percentage ranking of each student, which was the respective individual’s asset 
index.  
 
A confidence and self-worth index was constructed as a percentage of positive responses from the 
following eight questions: 
 

To what extent do you feel:  
• Good about yourself? 
• That you cannot control the direction of your life? 
• That in your life, good luck is more important than hard work 
• As important as anyone else? 
• That on the whole, you can achieve what you want to  

 

84 MOPSE (2019) Education Sector Performance Report 2018 
85

 See for example http://www.chronicpoverty.org/uploads/publication_files/CP_2006_Moser_Felton.pdf 
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• That on the whole, you are satisfied with yourself? 
• Useless at times? 
• That you do not have much to be proud of? 
 

Lastly, a Parents’ Interest index was also constructed as a percentage of positive responses to nine 
questions: 
Whether the student had discussed the following with parents/PCGs: 

• Things learnt in school  
• School activities student is involved in (e.g. sports, music). 
• School fees or other payments required by the school. 

Also whether the Primary Care Giver: 
• Attended a school meeting. 
• Talked to your teacher or headteacher 
• Attended a school event (e.g. speech day, sports day) 
• Check on whether you have done your homework 
• Talked to you about your friends. 
• Talked to you about your plans in life (including future career). 
 

For the construction of the Access index, Principal Component Analysis was used to reduce the 
dimension of all the 27 variables used in the assets, confidence, and parents’ interest sub-indices. Each 
index was scored out of 100. The results from these indices are given in Table 20. The key findings are 
the following:  
 

• There was no statistically significant differences between the original cohort and the 
supplemental sample, therefore the following analysis is based on the combined sample. 

• Overall boys have a slightly better chance of remaining in school than girls. There was very 
little difference by gender for any of the indices with boys scoring slightly higher on confidence 
(78.32 to 77.70) and girls scoring slightly higher on wealth (50.76 to 49.16) and parental 
interest (55.61 to 47.61) resulting in minimal difference in the overall score, with boys slightly 
higher (50.10 to 50.01).  

• Urban learners scored significantly higher in all three sub-indices and therefore much higher 
in the overall Access Index, with a score of 77.97 for urban learners and 40.37 for rural 
learners, indicating that rural learners have to overcome much greater barriers to remain in 
school. 

• The urban provinces of Harare and Bulawayo scored highest on wealth/asset index with scores 
of 77.85 and 74.94, while Matabeleland North (30.47) and Matabeleland South (32.00) score 
lowest (a range of 47.38), suggesting that parents in Matabeleland North and South have 
many fewer assets on which to draw in order to pay school fees. However, it is important to 

note that all the learners whose responses were used to calculate this index are currently 

surviving in school but a low wealth score suggests that their survival could be fragile. 
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• While there is a notable difference in the wealth index scores (a range of 47.38) across all 
provinces, the scores for parental interest (a range of 8.00) and learner confidence (a range 
of 26.60) are much closer across all provinces.  

• The table highlights the significant role played by learners’ self-confidence and determination 
to survive, with much greater scores than the other two sub-indices. This is often under-
estimated when understanding how and why learners sometimes survive in school against 
what seems like insurmountable barriers. In terms of learner confidence, all scores were high, 
with the lowest being 68.14 for the Midlands and the highest Mashonaland Central at 94.74. 
Interestingly, Harare, which scored the highest in the Wealth Index (77.85), scored second 
lowest in terms of learner confidence (71.65). It is not clear why this might be the case, 
although it could relate to family expectations and pressures from home.  This is a possible 
area for further investigation. 

• The scores for Parental Interest were all quite similar, Mashonaland Central once again scored 
highest at 55.61 with Mashonaland East being the lowest at 47.61.  

• For the combined Access Index, Bulawayo scored highest, followed by Mashonaland Central 
which scored highly on confidence and parental support, although much lower on wealth. This 
indicates that parental interest and learner confidence can go a significant way towards 
overcoming lack of fees.   

• Data on disability was limited (available for 37 students with disability. Regardless, student 
with disability scored significantly lower on confidence (p<0.05).  

Each of the three sub-indices are explored individually in greater detail in the following sections.  
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Table 21: Cohort status 
    Cohort sample (N=1642) Supplemental sample (N=265) Combined (N=1907) 

    Wealth 
ranking 
score 0-
100 

Score on 
Confidenc
e and self-
worth 0-
100 

Score on 
Parental 
interest 0-
100 

Life Skills 
Index 
Score 0-
100 

Wealth 
ranking 
score 0-
100 

Score on 
Confidence 
and self-
worth 0-100 

Score on 
Parental 
interest 0-
100 

Life Skills 
Index 
Score 0-
100 

Wealth 
ranking 
score 0-
100 

Score on 
Confidenc
e and self-
worth 0-
100 

Score on 
Parental 
interest 0-
100 

Life Skills 
Index 
Score 0-
100 

  
 

Mean Mean Mean Mean Mean Mean Mean Mean Mean Mean Mean Mean 

Gender Male 49.15 79.05 52.19 51.06 49.21 73.09 48.25 43.44 49.16 78.32 51.78 50.10 

Female 50.92 77.72 52.23 50.51 49.9 77.61 50.47 47.2 50.76 77.7 52.02 50.01 

All in-school Learners 50.08 78.35 52.21 50.77 49.61 75.74 49.46 45.61 50.01 77.99 51.91 50.05 

Setting Urban 78.18 81.05 55.61 77.89 75.43 75.12 48.51 78.81 77.82 80.26 54.62 77.97 

Rural 35.55 76.94 51.08 40.65 37.21 76.03 49.92 38.85 35.79 76.81 50.96 40.37 

Province Bulawayo 77.7 86.1 53.41 81.38 78.6 72.86 50.61 77.36 77.85 83.86 53.07 80.9 

Harare 76.01 71.76 52.58 64.77 68.88 71.00 46.39 68.27 74.94 71.65 51.59 65.11 

Manicaland 41.28 75.08 54.34 43.47 35.2 73.60 51.85 38.71 40.7 74.94 54.16 42.8 

Mashonaland Central 43.93 94.7 56.08 66.65 38.45 96.67 48.75 65.62 43.82 94.74 55.61 66.62 

Mashonaland East 61.21 84.26 47.63 65.95 50.99 75.78 47.54 43.02 58.34 81.88 47.61 55.86 

Mashonaland West 57.46 82.79 54.78 57.74 45.2 70.67 52.29 47.74 55.46 80.82 54.47 56.52 

Masvingo 42.95 73.31 51.52 39.16 55.23 88.95 50.86 59.18 44.22 74.92 51.44 40.07 

Matabeleland north 31.43 71.96 52.54 38.3 26.44 74.41 57.66 32.08 30.47 72.43 53.05 36.92 

Matabeleland south 30.64 79.42 48.72 30.76 39.03 83.94 44.65 34.95 32 80.15 48.16 31.4 

Midlands 41.72 68.19 50.41 38.54 40.67 67.27 47.98 44.39 41.66 68.14 50.27 39.14 
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4.1.2 PARENTAL/GUARDIAN ANDCAREGIVER INTEREST AND DETERMINATION 
 
Although ability to pay school fees is by far the greatest enabler of survival in the education system,  
throughout this study evidence has shown that the commitment and encouragement of at least one 
adult in the family goes a long way to shaping the learner’s attitude to school, their motivation and 
their survival in the system86.  Even if they have little money, this person’s determination that the 
learner will remain in school and achieve their potential will help to overcome some of the greatest 
challenges, even to some extent financial ones, as illustrated in the following statements from learners 
and their parents.  
 

I am confident that my daughter will be able to complete her ordinary studies. If I continue to get 

part time jobs which enable me to raise money towards her school fee payments I hope she will 

complete secondary school and get a job and have a better life. (Mother of in-school learner GT, 

girl aged 15 from Chivi District) 

 

When AN moved from primary school to secondary school it was a bit challenging for me as I am 

the only parent trying to make ends meet since the death of his father. I struggle with things 

needed at school such as books and uniforms. I do piece jobs here in the community and the 

money I earn is not that much to afford all the things my child may need for school. (Mother of 

In-school learner AN, boy aged 16 from Umguza District)87 

 

My family and friends have always supported me by giving moral advice on the benefits of a 

good education. If my teachers continue to teach me so that l can achieve my future aspirations. 

(MZ, in-school learner, boy aged 16 from Mudzi District). 

 

Teachers and education officials often state that they struggle to get parents to come to school and 
sometimes blame parents for lack of interest, 77% of headteachers surveyed stated that “Negative 

Family and Community attitudes to school” contribute to learners dropping out.  The following 
statements were made by headteachers and DSIs during KIIs: 
 

The biggest challenge we have faced in this area seems to be inclined towards the mind-set of 

the parents. (Headteacher, Chivi District) 

It is usually those who do not take education very seriously who fail to pay fees…. It is all about 

the priorities of the parents (Headteacher Subiwa High School, Gwanda District) 

The main challenge is that people do not see the value of education since the economy is not 

generating jobs. (District Schools’ Inspector 1, Matebeleland North Province) 

Those who migrate from this area do not tend to support education. They do not prioritise 

education because they themselves did not benefit from attending school (District Schools’ 

Inspector 2, Matebeleland North).  

 
86 This  was keenly shown in each of the monitoring visits. See especially Longitudinal Study Field Monitoring Report 3 April 
2018  
87 Although, if a school is totally inflexible in regards to fee payment, this may not be sufficient  
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However, the research showed that, certainly for the learners in school and many of their parents, 
there appears to be an awareness of the importance of education, as is illustrated in the Access Index 
in which parental interest is calculated as being of at least equal importance to availability of assets.  
 
Table 22 breaks down responses to some of the questions that contribute to the parental interest in 
the index and which shows that the in-school learners’ perceptions of PCG support show that more 
than an 80% of respondents stating that their parents or guardians attend school meetings and show 
interest in them at home.  The table indicates very little change since midline, even though some of 
the challenges have deepened since December 2019. The only significant different is in the attending 
of events, but this is most likely due to the fact that schools were closed from March onwards due to 
COVID-19. 
 

Table 22: Parental/Family Support  
  Midline Endline 
During this school year has your parent/guardian:    

• Attended a school meeting? Yes 1960 82.50% 1548 81.20% 

• Talked to your teacher or headteacher? Yes 1889 79.50% 1404 73.70% 

• Attended a school event (e.g. speech day, sports 
day)? 

Yes 1193 50.20% 668 35.00% 

How often do your parents/guardians:      

• Check on whether you have done your 
homework? 

Often 1088 91.60% 950 87.70% 

• Talk to you about your friends? Often 864 87.10% 906 91.35% 

• Talk to you about your plans in life (including 
future career)? 

Often 985 90.90% 888 88.80% 

Total respondents 2375 

 
Parents from the most resource poor homes, living at a distance from the school, may find it more 
difficult to visit the school yet this does not necessarily indicate that they do not value education. 
Others, because of a lack of inter-generational success in education may not understand the 
importance of their involvement at school level and may not feel sufficiently educated themselves 

to engage with the school, but this also should not necessarily be interpreted as lack of interest in or 
concern for education.  Table 22 shows a higher percentage of parents show interest in education at 
home than visit the school.  There is a need to re-orient teachers and headteachers to understand 

that schools should welcome all children and their parents and to develop strategies, including 
outreach/working with communities, to help parents understand how their greater involvement 
would be welcomed, without making them feel uncomfortable if they are not able to participate. 
Taking additional steps to reach out to parents, would also ensure that teachers listen more to a wider 
range of parents.  
 
The School Development/Improvement Committees could also play an active role in this regard. 
Schools would need to ensure that the composition of the SDC represents the widest possible range 
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of community members and provide training to ensure that SDC members reach out to some of the 
harder to reach community women and men. 
 
On the whole learners living with both parents have a greater chance of at least one of their parents 
appreciating the importance of education and encouraging the learner to stay in school. However, this 
is not always the case and sometimes it is the grandparents who value education the most: 

 

I get much of the support and encouragement to stay in school from my grandparents. They 

emphasise the importance of education in shaping one’s future saying that if I am to have a 

better life in future, I would need to have finished my studies. (In-school learner LM, boy aged 15 

from Bulawayo District) 

 

I get great support at home from my grandparents as they provide me with all my needs. My 

attendance at school is incredibly good as I only miss school when I am sick. My grandmother 

would never allow me to ever miss a day at school if I am not sick. (In-school learner, NN, boy 

aged Bulawayo District) 

 
Questions to PCGs elicited similar responses to those provided by learners, as shown in Table 23.  Apart 
from extra-curricular activities, at least 90% of caregivers responded with Always and Sometimes to 
questions relating to education of their children. Although a small number responded with Rarely or 
Never these learners are currently still in school but this could be an indicator of future dropping out. 
 

Table 23: Parental interest and support 

 Male (N=229) Female (N=395) Total (N=624) 
How often do you check on your child’s homework? 

• Always 119 52.0% 229 58.0% 348 55.8% 
• Sometimes  95 41.5% 138 34.9% 233 37.3% 
• Rarely 13 5.7% 17 4.3% 30 4.8% 
• Never 2 0.9% 11 2.8% 13 2.1% 

Total 229 100.0% 395 100.0% 624 100.0% 
How often do you attend school meetings or activities? 

• Always 96 41.9% 178 45.1% 274 43.9% 
• Sometimes  116 50.7% 188 47.6% 304 48.7% 
• Rarely 15 6.6% 22 5.6% 37 5.9% 
• Never 2 0.9% 7 1.8% 9 1.4% 

Total 229 100.0% 395 100.0% 624 100.0% 
How often do you attend extra-curricular activities for your child? 

• Always 48 21.0% 73 18.5% 121 19.4% 
• Sometimes  122 53.3% 222 56.2% 344 55.1% 
• Rarely 37 16.2% 53 13.4% 90 14.4% 
• Never 22 9.6% 47 11.9% 69 11.1% 

Total 229 100.0% 395 100.0% 624 100.0% 
How often do you meet the teacher to understand your child/children's progress? 

• Always 67 29.3% 129 32.7% 196 31.4% 
• Sometimes  133 58.1% 230 58.2% 363 58.2% 
• Rarely 25 10.9% 26 6.6% 51 8.2% 
• Never 4 1.7% 10 2.5% 14 2.2% 
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Total 229 100.0% 395 100.0% 624 100.0% 
How often do you discuss your child’s future? 

• Always 97 42.4% 208 52.7% 305 48.9% 
• Sometimes  113 49.3% 165 41.8% 278 44.6% 
• Rarely 12 5.2% 19 4.8% 31 5.0% 
• Never 7 3.1% 3 0.8% 10 1.6% 

Total 229 100.0% 395 100.0% 624 100.0% 
 

4.1.3 LEARNER MOTIVATION AND ATTITUDE TO SCHOOL 
 
Many learners remaining in school, demonstrated that they value education, overcoming significant 
hurdles to continue their education journey. For example, MM describes his challenges on the journey 
to school: 
 

I am currently doing Form 2 at M Secondary School. It is 17km away from home. I walk there 

every day leaving home early in the morning to ensure I get to school on time. School starts at 

7:30am and for me to arrive by this time I must leave home around 3am. School finishes at 4pm 

then I walk back and usually get home around 8pm. I sleep for 4 to 5hours. The journey to and 

from school is indeed a bit scary as there are elephants in the area. I walk along with other 

children from my area who also attend the same school. We do meet elephants on our way to 

school and all we can do when we see them is run for safety. The elephants do chase us 

sometimes, but we are now used to that and when that happens we run as fast as we can so we 

do not become victims of the animals and still make it to school. (In-school learner, MM, boy 

aged 15, Binga District). 

 

‘Survivors’ appear to understand the value of education even if it remains difficult to secure a job at 
the end: 
 

I do not think it is a good thing to have no qualifications as that would mean that even when 

situations change and there are jobs available I may not be able to either apply or worse still 

reconsider getting back to school by then. In my opinion, I do not think learners who leave school 

can easily find anything to sustain themselves seeing as it is still hard for people with 

qualifications but I still believe I would stand a better chance at life with a qualification. (In-school 

learner AM, boy aged 15, Beitbridge District) 

 

I believe if I am to drop out of school I will not be able to achieve the goals I have in life since 

going to school will guarantee me a bright future. (In-school learner, GT, girl aged Chivi District) 

 

In terms of any changes since the start of the study, Table 24 shows that the learners remaining in 
school state that they a) like school and b) get on well with their teachers. The percentages are 
extremely high and relatively even across all the three main surveys. From 99.3% (baseline) to 99.8% 
at endline for ‘I like my teachers’. The results for “I get along well with my teachers’ although remaining 
high, have dropped a little over the period of the study; from 98.4% (baseline) to 97.8% (midline) to 
90.3 (endline). The high percentages across the board may be due to a concern that the results might 
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be seen by their teachers, but the overall impression is that learners have a positive attitude towards 
their teachers and their school. 
 

Table 24: Attitude to School 
 Baseline (N=3724) Midline (N=2333) Endline (N=1907) 
  Agrees that 

they like 
school 

Agrees that 
they get along 
with their 
teachers 

Agrees that 
they like 
school 

Agrees that 
they get along 
with their 
teachers 

Agrees that 
they like 
school 

Agrees that 
they get along 
with their 
teachers 

Boys (% of all boys) 99.2% 98.9% 99.4% 98.1% 99.7% 89.5% 

Girls (% of all girls) 99.3% 97.9% 98.9% 97.6% 99.8% 91.0% 

Total 99.3% 98.4% 99.1% 97.8% 99.7% 90.3% 
Bulawayo 97.8% 94.7% 99.6% 97.7% 99.5% 92.8% 

Harare 99.6% 96.7% 98.4% 94.5% 100.0% 95.5% 

Manicaland 100.0% 99.6% 100.0% 99.5% 99.6% 90.4% 

Mashonaland central 98.8% 99.2% 99.6% 99.2% 99.3% 88.2% 

Mashonaland east 98.1% 95.1% 98.6% 97.6% 99.4% 88.8% 

Mashonaland west 99.9% 99.3% 99.5% 98.0% 100.0% 97.3% 

Masvingo 100.0% 99.8% 98.5% 97.4% 100.0% 83.2% 

Matabeleland north 98.5% 98.1% 99.0% 98.5% 100.0% 91.0% 

Matabeleland south 99.0% 98.5% 99.1% 97.4% 100.0% 81.4% 

Midlands 99.1% 96.5% 98.7% 97.9% 99.4% 94.4% 

Total 99.08% 97.75% 99.1% 97.8% 99.7% 90.3% 

 

4.1.4 LEARNER CONFIDENCE AND SELF ESTEEM 

 
Learner confidence and self-esteem go hand in hand with a positive attitude towards education.  
Confidence and positive mental health are extremely important to survival yet are often under-
estimated and given insufficient attention in-school. As revealed in the Access Index, learners 
responded very positively to questions regarding how they feel about themselves, particularly in 
relation to the two questions on the extent to which they felt they could achieve what they want to; 
and the extent they were satisfied with themselves. Learners who responded positively to these 
questions ranked highest on the confidence index.  Learners, such as AN demonstrate this confidence 
in their determination to build a better life for themselves: 
 

I feel I need to fully dedicate myself towards my schoolwork if I am to have a bright future. I 

desire a better life in future and my only hope in achieving that is through education. When I 

got to secondary school, I began to feel close to achieving my dreams. This made me even 

more motivated to work as hard as I can to turn it all into a reality. I wish to improve my life 

and that of my family, so I am going to stay in school till I complete my studies and follow the 

career of my dreams. I am confident that I will finish my studies. (In-school learner AN, boy 

aged 16 from Umguza District) 
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However, AN’s mother, although trying her best, is not so sure it will be possible but is determined 
to do what she can: 
 

All this deeply worries me seeing as AN is so passionate about school. I feel I should not 

disappoint him although I know I struggle to get his fees ready. (Mother of in-school learner, 

AN, boy aged 16, Umguza district). 

In this case, it is AN’s confidence and determination that encourages his mother to go the extra mile 
to help him achieve his goals. The combination of learner confidence and determination and PCG’s 
determination creates a powerful force for overcoming barriers to participation, including the 
challenge of finding fees. See the more in-depth analysis in Table 24. 

Table 25 shows some of the learners’ detailed responses to the confidence and self-worth questions 
in the Life Skills index and illustrates the level of confidence voiced by the in-school learners. 
 

Table 25: Learner responses to Confidence and Self Worth Questions 

 Male Female Total 

 N % N % N % 

To what extent do you feel good about yourself? 
• Strongly agree 523 58.6% 601 59.3% 1124 59.0% 
• Agree 340 38.1% 373 36.8% 713 37.4% 
• Disagree 23 2.6% 30 3.0% 53 2.8% 
• Strongly disagree 7 0.8% 9 0.9% 16 0.8% 

Total 893 100.0% 1013 100.0% 1906 100.0% 
To what extent do you feel as important as anyone else? 

• Strongly agree 399 44.7% 422 41.7% 821 43.1% 
• Agree 401 44.9% 494 48.8% 895 47.0% 
• Disagree 79 8.8% 84 8.3% 163 8.6% 
• Strongly disagree 14 1.6% 13 1.3% 27 1.4% 

Total 893 100.0% 1013 100.0% 1906 100.0% 
To what extent do you feel that on the whole, you can achieve what you want to achieve? 

• Strongly agree 252 28.2% 289 28.5% 541 28.4% 
• Agree 522 58.5% 595 58.7% 1117 58.6% 
• Disagree 102 11.4% 107 10.6% 209 11.0% 
• Strongly disagree 17 1.9% 22 2.2% 39 2.0% 

Total 893 100.0% 1013 100.0% 1906 100.0% 
To what extent do you feel that on the whole, you are satisfied with yourself? 

• Strongly agree 67 29.3% 129 32.7% 196 31.4% 
• Agree 133 58.1% 230 58.2% 363 58.2% 
• Disagree 25 10.9% 26 6.6% 51 8.2% 
• Strongly disagree 4 1.7% 10 2.5% 14 2.2% 

Total 229 100.0% 395 100.0% 624 100.0% 
How often do you discuss your child’s future 

• Strongly agree 97 42.4% 208 52.7% 305 48.9% 
• Agree 113 49.3% 165 41.8% 278 44.6% 
• Disagree 12 5.2% 19 4.8% 31 5.0% 
• Strongly disagree 7 3.1% 3 0.8% 10 1.6% 

Total 229 100.0% 395 100.0% 624 100.0% 
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4.1.5 COST AND AFFORDABILITY 

Throughout the study, it has been clear that the ability to pay school fees and purchase the required 
materials is a pre-requisite for remaining in school and the greatest barrier for many. At endline 82.3% 
of the 588 headteachers surveyed stated that poverty can lead to learners dropping out between 
primary and secondary school. Furthermore between 70% and 80% of cohort members who dropped 
out indicated that they did so because of their parents’/guardians’ inability to meet the costs of 
secondary education.  

Parents who are determined to keep their children in school, draw on all their livelihood coping 
strategies to do so: for example, their social capital, such as support from relatives and friends and 
remittances from relatives working in other countries; undertaking additional work (exchanging their 
human capital for wages); or selling assets they might have, such as chickens or goats to pay for fees88. 
However, currently in Zimbabwe, the wider economic situation (national and global economy) and 
climate volatility (shocks such as drought and floods) impact significantly on the level of assets any 
one family has; resulting in families living in resource-restricted environments experiencing the value 
of all their assets reduce or disappear, rendering them incapable of finding school fees, no matter how 
hard they try and leaving the survival in school of their children in the hands of the  headteacher. 

For many girls and boys who survive, especially for those in resource-poor rural areas, there remains 
uncertainty about whether their family would be able to continue paying school fees. Of the 1906 
learners surveyed, at endline, 1249 (75%) felt confident that they would complete Form 4 (O’ Level), 
whereas 476 (25%) indicated that they were worried about completing.  

Table 26: Endline Views of Learners Worried about Completing Form 4 

Worried Original Cohort Supplemental Sample Combined 

 N % N % N % 

Bulawayo 14 8.14% 5 14.29% 19 9.22% 

Harare 37 22.56% 6 37.50% 43 21.50% 

Manicaland 97 41.10% 11 44.00% 108 41.38% 

Mashonaland Central 68 45.64% 0 - 68 44.74% 

Mashonaland East 22 19.13% 14 40.0%0 36 22.50% 

Mashonaland West 28 18.18% 10 33.33% 38 20.65% 

Masvingo 42 26.09% 5 45.45% 47 25.41% 

Matabeleland North 25 18.12% 15 65.22% 40 22.60% 

Matabeleland South 71 44.10% 10 47.62% 81 39.71% 

Midlands 20 13.61% 8 44.44% 28 15.82% 

Total 415 25.99% 61 31.12% 476 24.97% 

 
There was very little differences in terms of gender as shown in Table 26, with girls at 14.2% slightly 
more concerned about completing O’ Level than boys (10.4%). However, in terms of being ‘somewhat 
concerned’ boys scored higher than girls. 

 
88 The study did, however, find that if a family owns cattle may be reluctant to sell them to pay for school fees because one 
ox/cow is worth many, many times more that school fees (see Section 6.2) 
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Table 27: Extent to which learners are worried about completing Form 4 
 Boys Girls Total 
 N % N % N % 

Yes  88 10.4% 134 14.2% 222 12.4% 

Somewhat 107 12.6% 103 10.9% 210 11.7% 

No 652 77.0% 708 74.9% 1360 75.9% 

Total 847 100.0% 945 100.0% 1792 100.0% 
 

At endline, of those who said they were worried about making it to Form 4, 95.5% indicated that it 
would be lack of money for school fees that would prevent them from continuing, as illustrated by 
learners interviewed during endline: 

School fees is the biggest challenge I see that may hinder me from completing my studies 

otherwise I do not currently foresee any other situation that can make leave school. My mother 

works hard to avoid that happening but still struggles to raise the monthly fees as well as the 

rental for the house we stay in. (In-school learner, TM, girl aged 14 from Bulawayo District) 

This fragility of survival was highlighted at midline when the cohort members had just completed their 
transition from primary to secondary school.  At that stage, some learners described how different 
family members had contributed to school-going costs for the first year; often, they have ‘pulled out 
the stops’ to provide the much-needed support for this the first year in secondary school, but there 
was no guarantee that they would be able to do the same for following years. This pattern continues 
now that the learners are in Form 2, as described by learners at endline in Box 6. 

 

 
In spite of the above statements many learners survive through school and make it to O’ level. All 
those that made the statements are currently in school. The challenge of finding fees might make their 
journey through school a little uncertain but their confidence and determination and their caregivers’ 
tenacity, resourcefulness and belief in the value of education helps to overcome many of the 

Box 6: Fragility of Survival, Endline Learner Interviews 

My neighbours help me out with school fees money and they also lend me exercise books. They are kind. 

The teachers also help me out, for example by lend[ing] me a pen. All this teaches me to also be kind to 

others. I do not have enough school material. We are supposed to have 32 exercise books and a double file.  

I end up borrowing exercise books from others or tell my teacher that I do not [have] an exercise book for a 

particular subject. I also do not have the full school gear. (In-school learner AN, boy aged 16, Tsholotsho 

District) 

 

I also  faced a challenge with the payment of my school fees for my secondary school and was lucky to 

have a teacher who offered to pay for me.  This was just a onetime offer and I was happy. He also assists 

me with buying books and stationery and I find him incredibly supportive. My mother and my father used 

to pay my school fees but currently they are unable as they are both not working. The person who helps 

me with some of the things including school fees is my older brother who works in the parks. Personally, I 

do not foresee any other challenge besides lack of school fees that can affect my education. If my brother 

can still help to pay for me then I am confident that I will continue and complete my studies. (In-school 

learner MM,  boy aged 16, Binga District) 
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obstacles. If this is combined with a willingness from schools to negotiate various flexible mechanisms 
for fee payment it could smooth the journey and prevent learners from having to drop out of school. 
 
The Non exclusion of Pupils from School: Section 68D of Cap 25:04, of the revised Education 
Amendment Bill states that No pupil shall be excluded from school for non-payment of school fees. 

However, being ‘chased from school’ was the experience recounted by nine (6 girls, 3 boys) out of the 
21 (11 girls, 10 boys) in-school learners who participated in the qualitative interviews at endline: 
 

My mother pays my fees on time but she does struggle to do so in some months where I then get 

sent back home to collect the fees. My mother then has to try to sell as much as she can to raise 

my school fees. I do miss school on days when they send me away for non-payment of fees (In-

school learner, TM, girl aged 14 from Bulawayo District) 

 

There were so many challenges there. I did not have enough food and also fees challenges. My 

fees was not paid on time. There was no money. We would be chased from school for non-

payment of fees.  We would then pay whatever amount we had at home. (In-school Learner, AN, 

boy aged 15 from Tsholotsho District) 

 

When teachers and Headteachers send learners home because they have not paid their fees, it has a 
negative impact on their mental health89; it can endanger the safety of lone learners, especially girls, 
on the journey from school; time away from school leaves learners struggling to catch up on their 
studies and when the sending home is repeated, it will often lead to the learner dropping out of school 
(See Section 6 Dropping Out). 
 
However, qualitative interviews throughout the study revealed the extraordinary resilience of some 
learners, as epitomised by GT when she says:   
 

My attendance in school is often affected by being chased away to for non-payment of school 

fees. This is a common case and I will have to stay at home for some days and then go back when 

school authorities have relaxed and are not putting pressure on us. Usually when l return back 

to school l would be lagging behind and try to cover up by getting notes from my friends and 

through asking my teachers to help on new concepts taught. (In-school learner, GT girl aged 15 
from Chivi district). 

 
This resilience of GT is also highlighted in the comparison case studies that follow. What is concerning 
is the extent of the normalisation of the practice of sending learners home that is indicated by the 
resilience of learners, such as GT.  However, as outlined in and in the following quote, not all schools 
employ this practice: 

 

89 The importance of paying attention to the mental health of learners is discussed further in the Transition and Drop Out 
sections of the report. Also see National Scientific Council on the Developing Child (2010). Persistent Fear and Anxiety Can 
Affect Young Children’s Learning and Development: Working Paper No. 9. Accessed from: 
https://developingchild.harvard.edu/wp-content/uploads/2010/05/Persistent-Fear-and-Anxiety-Can-Affect-Young-
Childrens-Learning-and-Development.pdf on 9/11/2020 
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We are owing first term school fees. We will pay it. They rarely chase learners from school due 

to non-payment of fees. (Mother of In-school learner, TM, boy aged 15 from Bubi District). 
 
Given that schools have very limited funds for the non-salary operation costs, it is understandable that 
they try to ensure they receive all the fees/levies that they can. However, this should not result in 
illegal actions and schools placing undue pressure on learners and their families.  
 

4.1.6 Comparison Between In-school Learners and Dropouts  
 
Comparison between two girls from similar background  

GT and TN are 15-year-old girls who attended the same primary school in a rural area of Umguza 
District. They each live with a grandparent and their mother and both have often been ‘chased from 
school’ for non-payment of fees. In the baseline survey they both indicated that they liked school and 
expected to remain in school to complete their studies. They also agreed that their parents/guardians 
encouraged them to take school seriously and attended school meetings.  
 
There appears to be very little difference between them, except in the determination of the caregiver 
and resilience of the learner. While TN’s aunt approached school once to try (but failed) to gain BEAM 
funding support, GT’s mother has continued to plead with both primary and secondary school to allow 
GT to continue with her education. GT herself is determined and resilient as she is prepared to manage 
without the full uniform and books and is prepared to stay away from school for a few days when sent 
home for non-fee payment until the ‘authorities have relaxed’ and then return to class and catch-up 
with her studies from friends notes. 
 
Both girls appear to realise that completing their studies would provide them with the best possible 
outcome; GT aspires to be a nurse and TN would love to return to school if she could afford the fees. 
Table 28 gives their views in this more detailed case study. 
 
Table 28: Comparison between two girls from a similar background 

 GT (In-school) Female, aged 15 TN (Dropout) Female, aged 15 

Family living 
arrangements 

My father is late and I currently stay in the village in 
Gundu district with my mother, grandmother, aunt 
(mother’s sister) her two children and my younger 
brother aged 10 who is not going to school yet. My 
mother and aunt take care of us at home, they are 
both unemployed but do rely on part time jobs as 
casual labourer as a source of income 

I live with my grandfather and mother. I am 
always at home doing nothing. I did not 
manage to go to Secondary school due to lack 
of money to pay fees. I will just become a 
house maid as there is nothing else I can do 
without proper education. I spend my time 
fetching water, firewood and preparing food. 
My father who is a gold panner kept 
promising that he would send me back to 
school but it never happened. My parents 
separated and father remarried. My mother is 
unemployed and cannot manage to send me 
to school 

Fee Payment I had school fees arrears at my primary school as l had 
last paid school fees in Grade 6 and my mother had to 

At Primary school I was constantly chased 
away from school due to non-payment of fees. 
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plead with the headteacher for me to get my results 
so that l could be able to secure a place at SM 
secondary. My mother was unable to secure my fees 
in full for Form 1 and she had to plead again with the 
school head in order for me to be enrolled. I also do 
not have the complete school uniforms and books that 
are needed for school. 

 

I have not received any form of assistance from the 
community however while I was in primary school I 
was part of the BEAM program but they stopped 
paying funds to the school. They re-enrolled me on the 
program in high school but removed me after a single 
term. It has been my mother’s sole responsibility to 
provide me with the essentials needed for school and 
also encouraging me to carry on with my schooling 

 

At times during the weekends I do part time jobs to 
earn some money. I either till the fields or do laundry 
for people in my community who are at times teachers 
at my school and they pay me in kind with food stuff 
or with money, the most money l have ever earned is 
R50. 

However, I never imagined I would end up 
dropping out of school. There was no decision 
made for me to drop out, it just happened. My 
father had hoped he would find money and 
send me to school.  My grandfather usually 
had to find the money somehow. 

 

Aunt: TN would sometimes go for two terms 
without paying fees. Her grandfather would 
end up paying after getting the money.  

 

At Primary I would also help out sometimes 
with money and exercise books. However, I 
also have kids of my own to look after and 
they are still in school. It becomes a challenge. 
One is in Grade 2 while the other is in ECD. 

 

It is only TN and her cousin who dropped out 
of school in our family. It was hard as they 
were both supposed to go to Secondary 
school. 

The challenge 
of Primary to 
Secondary 
transition 

After completing my Grade 7 studies at x Primary 
school. I obtained 18 units and currently I’m attending 
high school close to my old primary school. 

I encountered a couple of challenges in my transition 
to high school since my mother was not adequately 
financially prepared due to her being unemployed. I 
had school fees arrears at my primary school as l had 
last paid school fees in Grade 6 and my mother had to 
plead with the head teacher for me to get my results 
so that l could be able to secure a place at the 
secondary.  

 

Other learners fail to get their results if they have fees 
arrears and they end up not enrolling for secondary 
school, so l consider myself lucky. My mother was also 
unable to secure my fees in Full for form 1 and she 
had to plead again with the school head in order for 
me to be enrolled.  

Aunt: I once went to TN’s school when she was 
in grade 7 to try and apply for her to be under 
the BEAM programme but it all failed because 
they were other learners who had far worse 
cases than her. We were hoping she would be 
able to go to Form 1 when she was under 
BEAM. 

 

The grandfather could not manage to send her 
to Secondary school as he is also looking after 
other grandkids who are orphans and has to 
pay for their fees. 

Motivation I believe if I am to drop out of school I will not be able 
to achieve the goals I have in life since going to school 
will guarantee me a bright future. My attendance in 
school is often affected by being chased away to for 
non-payment of school fees. This is a common case 
and will have to stay at home for some days and then 
go back when school authorities have relaxed and are 
not putting pressure on us. Usually when l return back 
to school l would be lagging behind and try to cover 
up by getting notes from my friends and through 
asking my teachers to help on new concepts taught. 

 

View of 
friends 

Other learners fail to get their results if they have fees 
arrears and they end up not enrolling for secondary 
school, so l consider myself lucky. 

 

There are so many school dropouts in our 
community and most of them end up 
becoming housemaids and gold panners. 
Some of the girls end up having kids at a 
young age. I am not the only in my family who 
dropped out of school as my cousin also 
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I do not have any friends at home who dropped out of 
school. 

dropped out. We are both supposed to be in 
Form 2. 

Journey to 
school 

The distance I travel to school is approximately 7 km 
and it takes us about one and half hours to get to 
school. The route that we use when going to school 
passes through a snake infested thick forest so I walk 
to school with my friends. We are often scared when 
traveling through the forest of either snakes or any 
other harm that we might encounter as girls. 
Whenever one of us has been delayed at school we 
make sure we wait for each other so that no one 
walks alone home. 

 

The future If l successfully complete secondary school I would like 
to be a nurse however If I do not complete my studies 
I would like to try sewing as a career. I aspire to have 
a good life after completing school and becoming a 
nurse. 

If I were to get money I would return to school 

All along I still had hope that I would go back 
to school but I have since accepted that it is 
not going to happen. 

 
 

Comparison Between two boys from a similar background 

AN and BN are 16-year-old boys who have been friends since they were in the same class at primary 
school together.  They both live with their mother, a  single parents; ANs father passed away in 2012, 
BN has never known his father. They both have sisters working in South Africa; however, AN’s sister 
sends back money for his fees, whereas, when BN’s sister sends any money (which she hasn’t for a 
while) it has to be spent on food as his mother’s piece work pays very little, even when she manages 
to get any work.   

At baseline in response to survey questions both stated that there were times when their fees were 
not paid. Both expected to continue with their schooling and both indicated that they liked school and 
that their families encouraged them to take school seriously. 

Now at endline AN appears to be more confident than BN about his future; he wants to be an 
accountant. He sees his friends who dropped out, like BN, doing very little and says ‘I have not seen 

any dropout whose life I desire to emulate’. He is confident about finishing school although his mother 
is worried that she and his sister may not always be able to get enough money together. She is, 
however, very determined to try. BN really wanted to remain in school, it wasn’t his choice to leave, 
but he could see that his mother would not be able to pay. He would now welcome and opportunity 
to follow a vocational course, especially in mechanics. Table 29 shows the case study of the two boys. 

Table 29: Comparison between two boys from a similar background 

 AN (In-school) Male, aged 16 BN (Dropout), Male, aged 16 

Lives with Mother only Mother only 

Family living 
arrangements 

I stay with my mother and young brother who is 9 
years old. I am currently doing Form 2 at Mahlothova 
Secondary School as a boarder and my young brother is 
at my old Primary school. At home I stay with my 
mother, my young brother and my nephew. My 
nephew’s mother, my sister, is in South Africa. My 
school fees are paid by my other sister who also works 

I am currently staying at home. I am not doing 
anything. I live with my mother. My younger 
siblings stay in Gweru with their father, my 
stepfather. My mother took them there seeing as 
she was struggling to take care of all of us. I have 
never known my own father. I have a sister who 
is 18 years old who works in South Africa. She has 
only sent us groceries once and that was it. She 



 

 

93 

in South Africa. I have 4 older sisters. There are my 2 
sisters in South Africa and then 2 in Bulawayo. 

stays there with her husband and 2 children. She 
is our hope for getting groceries but he has not 
been able to send us anything lately due to the 
covid-19 pandemic and so it has been quite a 
struggle the past months resulting in my mother 
and I going hungry on some days. 

Fee Payment I am confident that I will finish my studies. The only 
challenge I may be having is that of school fees. If my 
sister who is currently paying the school fees for me 
faces challenges financially, I may end up being forced 
out of school, but I really hope that does not happen. I 
pray nothing happens to my sister so that she will 
continue to see me through school till I can be able to 
also work and show her and the rest of my family my 
appreciation. When I start working, I will take care of 
my mother. My father passed away in 2012. My father 
used to work in a farm near our home. He used to 
afford to get us the things we needed so when he 
passed on, we really felt a huge gap and our lives 
instantly changed for the worst. 

AN’s mother: His sister in South Africa helps a little but 
she cannot pay for everything. All this deeply worries 
me seeing as Abel is so passionate about school. I feel I 
should not disappoint him although I know I struggle to 
get his fees ready. I struggle with things needed at 
school such as books and uniforms. I do piece jobs here 
in the community and the money I earn is not that 
much to afford all the things my child may need for 
school. It is a total struggle 

I never got to know my Grade 7 results as I never 
collected them due to the money owed to the 
school for fees. I was owing school fees for the 
last term of Grade 7 and so I was never allowed 
to collect my Grade 7 results. 

 

I dropped out of school due to financial reasons. 
My mother could not afford to pay for my school 
fees so I did not have a choice but to leave 
school. I made it to Grade 6 with the help of 
BEAM whose assistance only lasted till end of 
Grade 6. I do not know why they stopped paying 
for my school fees then but they just did. My 
mother then tried to pay for me through the 
income she made doing her piece jobs but she 
still failed to pay the Third Term school fees.  

 

The payments she gets are not much but I still 
appreciate that she is trying all she can even 
though it does not always pay. Assistance like the 
kind BEAM was offering would have helped me 
stay in school but without such it was inevitable 
that I would drop out.  

My problem is lack of money and although I may 
feel my mother has always been there for me, 
she cannot provide financially to ensure that I 
stay in school. 

Primary to 
Secondary 
transition 

When I got to secondary school, I began to feel close to 
achieving my dreams. 

I never got to know my Grade 7 results as I never 
collected them due to the money owed to the 
school for fees. I was owing school fees for the 
last term of Grade 7 and so I was never allowed 
to collect my Grade 7 results. 

Motivation I feel I need to fully dedicate myself towards my 
schoolwork if I am to have a bright future. I desire a 
better life in future and my only hope in achieving that 
is through education. When I got to secondary school, I 
began to feel close to achieving my dreams. This made 
me even more motivated to work as hard as I can to 
turn it all into a reality. I wish to improve my life and 
that of my family, so I am going to stay in school till I 
complete my studies and follow the career of my 
dreams. I am confident that I will finish my studies 

I last went to school in March when schools closed. 
During this break I do my own revision. I make sure I 
study everyday so that I do not forget what I had 
already learnt. I spend most of my days reading my 
books. Being in secondary school has changed me. I 
have begun to feel myself getting closer and closer to 
my dream. I am more focused on my future. 

I really wish I could go back to school. I had 
always wished I could afford to carry on with my 
education till I complete my studies but 
unfortunately the financial situation at home did 
not allow me to achieve this dream. 

I cannot really say that the decision to drop out 
was mine but I could clearly see the situation 
that my mother was in and so she did not have to 
say that I will not be continuing with school, I just 
stayed after Grade 7 and that was it. I do wish I 
could go back to school though because currently 
I just stay at home doing nothing hence I have no 
hope of changing my life in future which hurts 
me. Since leaving school, the only support I get is 
from my mother. She is the person I live with but 
unfortunately she cannot do much to help me 
realize my dream. 

View of 
friends 

I have friends who have dropped out of school, BN and 
LN. They are there at their homes. Some of these 
dropouts have now turned to alcohol and they are not 

I have friends who managed to proceed to 
secondary school and when I see them I do wish I 
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looking good at all. The more I see them, the grateful I 
am that I am still at school and on a pathway to 
success. Some have since become miners already, yet 
they are still very young. So far, I have not seen any 
dropout whose life I desire to emulate so my choice is 
to stay in school and work very hard. 

were also that lucky to proceed to secondary 
school as well. 

The future Being in secondary school has changed me. I have 
begun to feel myself getting closer and closer to my 
dream. I am more focused on my future. I wish to 
become an Accountant. I am currently studying 
Accounting and I am doing well in the subject. 

AN’s Mother: AN always asks me to pray for him to get 
to the level he desires and he believes that there is no 
other path to success besides that of education which 
is why he is determined to hang in there till the end. 

I would really love an opportunity to enrol into 
vocational training. I believe that would help me 
gain a skill that can possibly change my life the 
same way I would have wished that getting an 
education would. A course I would love to do is 
mechanics. I love fixing things like bicycles and 
carts. Each time I fix these things they really do 
work and I get some sort of satisfaction so I feel 
if I were to do a course to do with that I would 
definitely love it. 

 
The above examples highlight the slim difference between a learner who survives and one who drops 
out.  They show the importance of family members’ determination and support for learners and belief 
in the importance of education and the power of learners’ self-confidence, determination and 
resilience. It illustrates the fragility of survival for some learners and how it is only their determination 
and their parents’/guardians’ willingness to humble themselves to persuade schools to allow their 
children to remain. However, there is a point at which nothing more can be done to find the fees and 
equipment and if schools are not flexible, the learner has no option but to drop out. This is further 
explored in Section 6 (Dropping Out). 
 
Education is a right, enshrined in the Zimbabwe constitution and augmented in the Education 
Amendment Act (2019).   While parental support and learner determination is extremely important, 

a learner’s survival should not have to depend on parents having to plead with school authorities.  
It is recommended that MoPSE provides guidance to school and promotes more widely the need 
uphold the law relating to a learner’s right to school, the various mechanisms that may be used to 

enable caregivers to manage payment of fees and levies.  
 

4.1.7 SCHOOL INITIATIVES 

Approximately 60% of headteachers and teachers interviewed appeared to understand the challenges 
of the learners in their care and develop mechanisms for helping families with food.  Some are 
prepared to wait for fees; others provide opportunities for phased payment; and some teachers 
provide funds from their own quite meagre resources to support poor but determined learners to stay 
in school.  Some innovative headteachers, with support from community leaders make arrangements 
for in-kind payments. For example, one rural school in a very poor area of Mwenezi, operates a truck 
that takes the local cash crop to the markets.  Parents bring their harvested crops; the amount is 
recorded.  When the crops are sold, the school fees are taken from the proceeds and the remainder 
returned to the producers. The Headteacher and community leaders oversee the process and 
guarantee transparency.  

Other heads are aware of the challenges for parents in their catchment area but, without additional 
support from government, feel relatively powerless to do anything about it, as illustrated in the 
following quotation: 
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Our biggest challenge here is poverty. This school was established in 2004 and we don’t have 

prominent products (alumnae) nearby that we can point to inspire our students for the future. 

Their mothers are working on farms, selling tomatoes so their picture of success begins and ends 

at the mundane jobs their parents are doing. 

As identified in 4.1.6, it is important that the Ministry encourages headteachers to reach out to parents 
and guardians to try to find ways in which children can attend school and for the Ministry to conduct 
national awareness-raising campaigns that inform parents about the value of education. Furthermore, 
there is a need to support schools to ensure that it is able to fulfil the legal requirement that no learner 
will be barred from school for non-fee payment. 

4.1.8 COST AFFECTS CHOICE OF SCHOOL 
 
While learners may have ambitions to attend a secondary school of their choice, affordability often 
determines the outcome (see Box 7). This is also discussed further in the Transition section. It is 
important to note that attending a school where fees are lower may enable parents to better afford 
to send the learner and so ensure their survival in the system. The downside is that the quality of 
teaching and learning and availability of resources for learning may be more limited in such schools90. 
This is where teacher incentives and operational grants to schools, such as those provided by the 
School Improvement Grant (SIG) and the MoPSE per Capita allocation to the most poverty-affected 
areas may make a big difference to survival in school.   
 

 

4.1.9 HUNGER AND THE IMPORTANCE OF FOOD  

The results from all phases of the study, including the monitoring reports highlighted the importance 
of food in relation to attendance and attention in school. When learners are hungry they find difficulty 

 
90 As identified by education officials and head teachers in key-informant interviews 

Box 7: Costs and decisions on schooling 

The move from primary to secondary was a bit disappointing for me as I ended up going to a school I never 

wanted to go to. I wanted to go to a boarding school in Mzinyathini but could not go due to financial 

reasons. I really wanted to go to a boarding school as I felt that is where I can be able to concentrate on my 

studies. I do have friends who went to boarding school and I do talk to them and they say it is ok to be in 

boarding school. They seem to really love it there and I sometimes feel sad that I could not afford to go 

there as well. I do understand, however, that my father cannot afford the boarding fees. (In-school learner, 

AM, boy aged 14 from Beitbridge District) 

I wanted to learn at a City school but my parents sent me to the rural areas citing that I had not done well in 

my Grade 7 examinations. I came out with 27units. I never miss school and I have all the needed school 

necessities. I just do not have a school tracksuit. (In-school learner AC, girl aged 14 from Shurugwi District) 

Mahlothova High School was a cheaper option compared to Founders where my cousin was. My tuition 

($60.00) and boarding fees ($90.00) are manageable at $150.00 per term at Mahlothova, I also bring along 

foodstuffs as rice, chunks and samp, the school has two cooks who prepare food for us. (In-school learner, 

AN, boy aged 16 from Umguza District) 
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concentrating in class and when they have no food at home at night may not have sufficient energy 
to travel to school the next days.91 

The midline survey summarised importance of food in terms of school attendance and attention in 
school. Distance is a big challenge and very few families in resource-poor areas can afford to provide 
learners with packed food to keep them going through the day. Learners from poor and food insecure 
families may have had little or no food at home in the evening and can find the walk to school 
challenging. A number of learners stated how, in such circumstances, they make it to school for 
perhaps three days a week, but then need to rest and recover.  

During the transition, the lack of school feeding at secondary school was one of the main differences 
from primary schools, identified by head teachers and teachers. They felt that this was serious for 
many students, as at primary school they may have relied on school feeding for their only main meal 
of the day. It affects vulnerable learners the most; leads to lack of energy for learning; and is a 
significant risk to continued school attendance. 

At primary school there was a feeding program where learners were given food, a hot meal for 

that matter and here at Secondary school we have no resources for such. Being used to getting 

food at specific times I think they are having a hard time adjusting to no food and this may be 

affecting their concentration and performance in class as very few carry packed food. 

(Headteacher, Matobo district) 

In most primary schools around here there were feeding programs to cater for meals at school 

and here there is nothing that is a big challenge especially to the day scholars. Very few of them 

carry packed food to carry them through the day and that is a big challenge considering the 

distances they also travel. You then see a number of them going to drink water now and again 

to try to boost their energy levels for participation is very low. (Headteacher, Mwenezi district) 

Table 30 shows that the number of days missed because of hunger was greater at midline than at 
baseline in most provinces. This was possibly because of the deepening drought at the time. However, 
the food and nutrition security situation is continually evolving and the consecutive droughts, now 
coupled with the COVID -19 pandemic have affected the livelihoods of the rural and urban population 
differently92. At midline notable exceptions to the reduction in absence due to hunger were the 
provinces of Matabeleland North (a drop from 13.6% to 6.8%) and Matebeleland North South (a drop 
from 13.6% to 4.5%) which at the time was assumed to be related to long term strategies developed 
by families in these provinces for whom drought has become a way of life. However, the endline 
figures reveal a very different pattern with a significant increased to 14.1% (Mat. North) and 23.5% 
(Mat. South). The possible reasons for this could range from further deepening drought and/or the 
reduced availability of work in South Africa. Given the close proximity of South Africa, many adults will 

 
91 See Tamiru, D and Belachew, T (2017) The Association of Food Insecurity and School Absenteeism: a systematic review. 
BioMed Central https://agricultureandfoodsecurity.biomedcentral.com/articles/10.1186/s40066-016-0083-3  
Also, World Food Programme (2020)   A chance for every schoolchild: partnering to scale up School Health and Nutrition for 
Human Capital: World Food Programme School Feeding Strategy 2020 - 2030   
92 ZimVAC (2019). 2019 Rural Livelihoods Assessment. May 2019. 
https://reliefweb.int/sites/reliefweb.int/files/resources/ZimVAC-2019-Rural-Livelihoods-Assessment-
Report.PDF   
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have migrated for work in the past and this would have contributed to survival and livelihood 
strategies and the ability of some families to pay school fees. 

In terms of gender differences, while there was little difference overall at baseline and midline, at 
endline the data show substantial differences between girls and boys, with the overall responses 
indicating that 5.8% boys and 9.0% girls have missed school due to lack of food. The greatest gender 
differences were in Harare (boys: 1.2% to girls: 8.5%) and Mashonaland West (boys: 0% to girls: 6.4%).  
The reason for this gender difference is unclear and could be the subject of further research.  

The provision of school feeding can make a big difference to both attendance and participation of 
learners as well as achievement 93  at secondary as well as primary school.  It contributes to the 
countries social protection framework and at least guarantees that children are the direct beneficiaries 
in a way that other forms of social protection might not. During the 2016 26th AU summit the 
governments, including the Government of Zimbabwe agreed to adopt a continental strategy, entitled 
the Home School Feeding Programme, in which the government provides grains and pulses and 
community members contribute relish and do the cooking.  The programme has been introduced at 
primary and ECD levels, but the government has now decided to begin its introduction in secondary 
school. Some NGO’s also provide some forms of school feeding but these are also mostly at primary 
level.  The challenges are many especially in resource-poor drought or flood affected areas, where 
community assets are very limited. However, given the educational and health and nutrition benefits, 
it is recommended that MoPSE works closely with MoHCC and other ministries and NGOs to make 
school-feeding as widely available as possible.  

. 

 
93 World Food Programme (2020)   A chance for every schoolchild: partnering to scale up School Health and Nutrition for 
Human Capital: World Food Programme School Feeding Strategy 2020 - 2030    
See also Ministry of Primary and Secondary Education and Ministry of Health and Child Care (2018) Zimbabwe School 
Health Policy 
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Table 30: Learners who ever missed school due to food shortage at home 
  Baseline Midline Endline 
  Male Female Mean Male Female Mean Male Female Mean 
Province N % N % N % N % N % N % N % N % N % 

Bulawayo 168 6.0% 200 7.0% 368 6.5% 121 3.3% 109 2.8% 230 3.0% 104 1.9% 102 2.0% 206 1.9% 

Harare 178 5.1% 192 3.1% 370 4.1% 85 4.7% 98 4.1% 183 4.4% 82 1.2% 118 8.5% 200 5.5% 

Manicaland 184 6.0% 193 9.3% 377 7.7% 90 8.9% 116 7.8% 206 8.3% 129 8.5% 132 7.6% 261 8.0% 

Mashonaland 
central 

190 7.9% 185 5.4% 375 6.7% 136 8.1% 104 2.9% 240 5.8% 77 3.9% 75 6.7% 152 5.3% 

Mashonaland 
east 

190 4.7% 190 6.3% 380 5.5% 126 6.3% 148 5.4% 274 5.8% 74 6.8% 86 8.1% 160 7.5% 

Mashonaland 
west 

186 3.8% 180 4.4% 366 4.1% 80 2.5% 92 8.7% 172 5.8% 90 0.0% 94 6.4% 184 3.3% 

Masvingo 183 3.8% 183 6.0% 366 4.9% 125 8.8% 138 10.9% 263 9.9% 79 1.3% 106 2.8% 185 2.2% 

Matabeleland 
north 

190 11.1% 186 16.7% 376 13.8% 74 5.4% 102 7.8% 176 6.8% 87 10.3% 90 17.8% 177 14.1% 

Matabeleland 
south 

173 16.8% 188 10.6% 361 13.6% 89 1.1% 112 7.1% 201 4.5% 90 22.2% 114 24.6% 204 23.5% 

Midlands 187 4.3% 192 7.3% 379 5.8% 88 6.8% 125 2.4% 213 4.2% 81 0.0% 96 4.2% 177 2.3% 

Mean 1829 6.9% 1889 7.6% 3718 7.3% 1014 5.8% 1144 6.0% 2158 5.9% 893 5.8% 1013 9.0% 1906 7.5% 
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4.1.10 MENSTRUATION 

Girls were asked a series of questions about menstruation and its impact on their attendance.  Results 
show quite a low percentage (4.9%, 62 girls) who have missed school in the 2019 school year94 because 
of menstrual health issues.  All missed school between 1 and 7 days and the majority because of pain.  
Contrary to expectations none missed school because of the poor WASH facilities, although the 22 
who stayed away because of lack of sanitary ware is concerning. Learners reported that their school 
provides sanitary ware and other forms of support, others explained how that support is provided by 
organisations such as Plan International, World Vision and CAMFED. 

Now, at endline, very few girls state that menstruation is a deterrent to their attendance and many 
interviewed, described how the schools have changed and are increasingly providing facilities for girls, 
as confirmed by the following two learners:  

I have not yet experienced any complications related to my menstrual cycle and neither have my 
friends at school. Our school provides us with sanitary pads to use and my mother has taught me 
how to use cloths and also how to properly dispose of the pads in a pit toilet after use. She also 
taught me that I can reuse the cloths but l need to properly wash them after use but l haven’t 
done this before. I am afraid of spoiling my uniform whenever l have my periods at school, l know 
of some girls who have spoiled their uniforms. The school also has facilities where we can dispose 
and take care of ourselves during our menstrual cycles. (GT, Chivi District) 

Career Guidance lessons during which we were enlightened on issues such as menstrual health. 
I started using sanitary pads towards the end of my Grade 7. From the guidance we got from the 
teachers, I had so much confidence that even in one instance where I accidentally stained my 
uniform and had a boy laughing at me it did not pull my confidence down at all and I never cried 
about that. As for our menstrual hygiene, there is a tiny building structure we have for the 
disposal of the sanitary wear which gets burnt each day. (AM, Beitbridge District). 

This study results shown in Table 31 confirm the findings of a recent National Formative Research on 
Menstrual Hygiene management (MHM) in Zimbabwe which found that pain and lack of sanitaryware 
were the main causes of girls’ missing school. The situation is gradually changing, some schools now 
provide sanitaryware. Sanitation materials were a key challenge, mainly in  rural areas, but not a 
significant contributor to missing school days for girls. The following table is based on midline data 
because, due to COVID 19, just under three months were completed of this school year. 

Table 31: Menstruation and attendance 
    N % 
Since the beginning of this year did 
you ever miss school because of 
your period 

Yes 62 4.9% 

No 1192 95.1% 

Total 1254 100.0% 
Days missed because of the period 1 - 7 days 62 100.0% 

 
94 The midline data is referred to here as because of school lockdown due to COVID-19, under three months of the 2020 
school year was completed before the endline data collection. 
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8 - 14 days 0 0.0% 

15 - 30 days 0 0.0% 

Above 30 days 0 0.0% 

Total 62 100.0% 
What was the main reason that 
made you miss school during your 
period? 

Pain (Abdominal/headache) 37 59.7% 

Lack of sanitary towels 22 35.5% 

Unexpected periods 1 1.6% 

Fear/shame 0 0.0% 

Lack of toilets at school 0 0.0% 

Lack of water at school 0 0.0% 

Parents/other stopped me from going 2 3.2% 

Other 0 0.0% 

Total 62 100.0% 

 

4.1.11 THE JOURNEY TO SCHOOL 

Apart from the urban centres of Harare and Bulawayo, secondary schools are more likely to be further 
away from learners’ homes than their previous primary school but the study data show that almost all 
learners (88.5% boys and 87.3% girls) walk to school.  This can make them tired, hungry and exposes 
them, especially girls to the dangers of harassment and abuse. The greater distance to secondary 
school was described as a major issue to attendance by many learners and teachers. This can cause 
girls and boys to arrive late, sometimes miss school altogether and the greater the distance, the more 
learners, especially girls may risk harassment and abuse on the journey. 

Our school is very far and the distance many children are travelling is very long - above 15 km 
each way.  Some are staying at the boarding facility but many can’t afford and they do not have 
bicycles to ease that distance. Such distances may require children to have transport and carry 
packed food but they do not have all that and that is a big challenge. (Teacher, Mwenezi District). 

A headteacher from Matobo also commented: 

The distances that these children travel is too much and in my observation that it affects their 
adapting and performance. They wake up too early and walk long distances and by the time they 
get to school they are tired, sometimes they come late to school and miss quite a number of 
lessons.  

When learners were asked whether they felt safe on the journey to school, combining responses of 
‘Strongly Agree’ and ‘Agree’ at Endline 85.94% (85.29% girls and 86.67 boys) of the respondents 
indicated that they felt safe on the journey to school (see Table 31). Although high this represents a 
drop from Baseline and Midline.  It is unclear why this might be the case unless it relates to the COVID 
situation.  In qualitative interviews, some learners mentioned a few potential challenges on the 
journey, such as: 

The major challenge l have faced is of bullying from boys who beat us on our way home.  They 
usually start teasing us pulling our jerseys or taking our school hats (me and my friends) and we 
usually react by reprimanding them to stop that is when they start to beat us. We usually report 
them to our teachers and they are punished. Although they are punished they only stop for a 
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little bit and then they start again. We have to walk in groups when going home so you feel safe 
when traveling home. (In-school learner, OM, girl aged 14 from Mudzi district) 

The distance I travel to school is approximately 7 km and it takes us about one and half hours to 
get to school. The route that we use when going to school passes through a snake infested thick 
forest so I walk to school with my friends S and B. We are often scared when traveling through 
the forest of either snakes or any other harm that we might encounter as girls. Whenever one of 
us has been delayed at school we make sure we wait for each other so that no one walks alone 
home. (In-school Learner, GT, girl aged 15 from Chivi District). 

The above examples and that below are all girls, but some boys also mentioned challenges, mostly 
related to  

Other learners who mentioned the long distances they walked and challenges on the route to school 
explained that these were mostly dealt with by walking in groups.  

In primary school we were never told what to expect in secondary school. I am well protected at 
school, l do feel safe there. Despite the fact that there is a long way to school, there are no cases 
of robbers or mabhinya (thugs, hooligans) or anything of that sort and we also walk in groups. 
(In-school leaner, SM, girl aged 16, Bindura District). 

While learners may walk up to three hours each way, many described how they walk with other 
learners and often have fun along the way.  As well as having fun, this provides them with a form of 
security too and protects them from unwanted attention and harassment. 

Table 32: Feeling safe on the way to school  
    Baseline 

 
Midline 

 
Endline 

    N % N % N % 

I feel very safe when 
going to, or coming 
from school 
  
  
  
  
  

Strongly agree 1597 42.90% 1207 50.80% 724 37.99% 

Agree 1936 52.00% 1028 43.20% 914 47.95% 

Neither disagree nor 
agree 

45 1.20% 53 2.20% 0 0.00% 

Disagree 95 2.60% 63 2.70% 166 8.71% 

Strongly disagree 43 1.20% 26 1.10% 102 5.35% 

Total 3724 100.00% 2377 100.00% 1906 100.00% 

 
Table 33 shows the gender differences in the responses and demonstrates very little difference 
between the responses of girls and boys, although the reasons for concern are likely to be different.  

Table 33: Feeling safe on the way to school, by gender 

    Baseline Midline Endline 

    Boys Girls Total Boys Girls Total Boys Girls Total 

    N N N N N N N N N 

I feel 
very 
safe 
when 
going 
to, or 

Strongly agree 825 772 1597 573 611 1184 347 377 724 

Agree 920 1016 1936 475 532 1007 427 487 914 
Neither disagree 
nor agree 

22 23 45 21 31 52 0 0 0 

Disagree 41 54 95 22 40 62 79 87 166 
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coming 
from 
school 

Strongly disagree 20 23 43 10 16 26 40 62 102 

Total 1828 1888 3716 1101 1230 2331 893 1013 1906 
 

4.2 SUPPLY OF EDUCATION AND SURVIVAL 

4.2.1 DISTANCE/SHORTAGE OF SCHOOLS 

In some parts of the country, especially the resettled farmlands, secondary schools are very sparsely 
situated, resulting in some learners (8.9%: 9.2% girls and 8.5% boys) having to travel two hours or 
more each way every day as shown in Table 34.  During qualitative interviews, one learner mentions 
travelling 15km and another 17km. Others are sent to stay with relatives or friends, or seek out bush-
boarding95  opportunities, with all their potential dangers, in order that they can continue their 
education.  

Table 34: Time taken to get to school 
  109. How long do you take to get to your school from where you live during term time? 

  Less than 15 
minutes 

Between 15  
and 45 mins 

45 minutes to 
an hour 

1 hour to 2 hours More than 2 
hours 

Total 

Gender Count % Count % Count % Count % Count % Count % 

Male 93 12.5% 241 32.5% 169 22.8% 176 23.7% 63 8.5% 742 100% 

Female 112 13.4% 254 30.5% 183 22.0% 207 24.8% 77 9.2% 833 100% 

Total 205 13.0% 495 31.4% 352 22.3% 383 24.3% 140 8.9% 1575 100% 

Province 

Bulawayo 29 14.9% 101 51.8% 49 25.1% 14 7.2% 2 1.0% 195 100% 

Harare 41 30.6% 57 42.5% 17 12.7% 16 11.9% 3 2.2% 134 100% 

Manicaland 32 15.1% 53 25.0% 29 13.7% 71 33.5% 27 12.7% 212 100% 

Mash. Central 12 9.0% 45 33.8% 51 38.3% 22 16.5% 3 2.3% 133 100% 

Mash. East 12 8.8% 52 38.2% 32 23.5% 33 24.3% 7 5.1% 136 100% 

Mash. West 15 10.6% 42 29.6% 36 25.4% 35 24.6% 14 9.9% 142 100% 

Masvingo 16 10.3% 35 22.6% 30 19.4% 56 36.1% 18 11.6% 155 100% 

Mat. North 12 8.8% 31 22.6% 18 13.1% 51 37.2% 25 18.2% 137 100% 

Mat. South 25 13.5% 37 20.0% 39 21.1% 48 25.9% 36 19.5% 185 100% 

Midlands 11 7.5% 42 28.6% 52 35.4% 37 25.2% 5 3.4% 147 100% 

Total 205 13.0% 495 31.4% 353 22.4% 383 24.3% 140 8.9% 1576 100% 

 

Long distances to school are a particular challenge in resettlement areas, in which people settled 
during the Land Reform Programme, with a resulting increase in the school-age population. This led 
to the establishment of satellite schools in these areas. Satellite schools are unregistered96 schools 
which met the growing demand for schools in rural areas but they have suffered from several 
challenges, including poor infrastructure, poor teaching and learning resources and lack of qualified 
teachers (UNICEF, 2015, Mutema, 2015).  

 
95 Bush-boarding refers to the situation when learners seek out informal opportunities for boarding near to their school to 
avoid daily long journeys 
96 Ministry of Primary and Secondary Education (2020) Primary and Secondary Education Statistics Report 2019  
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To deal with the rising population of school-aged learner, in addition to the satellite schools, between 
2015 to 2019 the Government has increased the number of schools as follows: ECD – 758 schools; 
Primary - 738 schools; Secondary - 236 schools. 
 
While a further increase in number of secondary schools and/or providing school transport would 
overcome some of these challenges, the Government is unlikely to be able to accomplish this in the 
current economic climate. Focusing on a non-formal route or formal/non-formal hybrid if undertaken 
effectively, may provide an alternative.   
 
In 2015 the Hon. Minister of Primary and Secondary Education approved the National Non-Formal 
Education Policy for Zimbabwe. The goals of the policy are:  

• To provide high quality, relevant and inclusive non-formal education  
• To increase access through the non-formal route  
• To provide adult learners, youths and out of school children with functional skills  

As a result, the Non-formal Education department of MoPSE began developing distance learning 
modules based on the secondary school curriculum to be delivered/supported by trained facilitators 
in community-based learning centres. For this to provide a useful approach for learners from 
resource-poor homes, these modules would need to be very low cost or free.  Such centres could 
also be used to deliver life skills and short courses in business skills and vocational training.  

The current COVID-19 situation has greatly increased the development of distance and online 
materials, with regular radio programmes and a set of exam level ODL materials developed with 
support from UNICEF. There remains, however, an issue in terms of access to technology.  (See 
section on Impact of COVID) 

4.2.2 QUALITY OF TEACHING AND LEARNING 

The quality of teaching and learning can have a significant impact on learners’ survival and 
achievement in school9798. Education research shows that teachers are the ‘cornerstone of the quality 
of education99.  This is not only in terms of ‘imparting knowledge’ and learner achievement but also 
being concerned for the well-being of their learners and their personal development. An effective 
teacher is a facilitator, an instructor, a motivator, counsellor, an assessor, a welfare officer, a 
coordinator/manager and so forth100. 

If teachers are motivated, learners are more likely to be motivated.  Liking and getting on well with 
their teachers is one of the key components for survival in school. Results from the learner survey 

 
97 Lawerier, T. and Akkari, A (2015) Teachers and the Quality of Basic Education and Sub-Saharan Africa. UNESCO:  
Education Research and Foresight Working Papers 
98 Vagi, R., Pivovarva, M. and Barnard, W. M. (2017) Keeping Our Best? A Survival Analysis Examining a Measure of 
Preservice Teacher Quality and Teacher Attrition in Journal of Teacher Education. Sage Publication/ResearchNet 
99 UNESCO (2016) School resources and learning environment in Africa Key results from a regional survey on factors affecting 
quality of education ( August 2016) 
100 UNESCO International Institute for Capacity Building in Africa (2017)  Teacher Support framework for Africa: emerging 
patterns. UNESDOC 
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show that at endline 99.8% girls and 99.7% boys indicated that they like school and 91.0% girls and 
89.5% boys get on well with their teachers. This has been the case since the start of the study with 
almost identical results at midline and endline.  

In qualitative interviews a number of learners praised their teachers as in the following example from: 

The teaching staff are also incredibly supportive as they are always willing to assist in areas 
where we struggle with our schoolwork. They can identify the students’ weak points and allow 
them some time after lessons to consult so they can further explain any points that need 
clarification. Whenever I face a challenge in my studies I do not hesitate to ask for assistance 
from the teachers. (In-school leaner, AM, girl of 15 from, Beitbridge District) 

Other learners explained that this depends on the individual teacher: 

At school some of the teachers do help and are supportive whereas some do not have the 
patience to assist any student. These other teachers seem to have an attitude that makes it 
extremely hard to even think of approaching them. (In-school learner, LM female aged 16 from 
Bulawayo District). 

A challenge identified by parents and learners at midline and endline was teacher absenteeism, either 
not arriving at school or not turning up to classes. Research into quality education and teacher 
motivation highlights the significant challenges faced by teachers in Sub-Saharan Africa, including low 
pay and challenging working conditions101. Since baseline there has been a significant lowering of 
teacher motivation. The economic situation has massively eroded the value of their salaries with the 
lowest paid primary and secondary school teachers now earning the equivalent of US$40 per month, 
compared to about US$400 two years ago. The majority of teachers are dedicated and overcome 
multiple challenges to do their job to the best of their ability but, some have more difficulty; one 
headteacher described how “Teachers often do not turn up for school because of problems with public 
transport, lack of cash to pay for transport, regular strikes, demonstrations, running a business deemed 
necessary to survive on their salary”. (Headteacher Beitbridge District). In interviews,  learners also 
described how teachers may arrive at school but are too demotivated to attend class. Others 
complained how, instead of actively teaching, their teachers spend valuable time on their phones or 
chatting on non-relevant issues as in the example below..  

Clearly, teacher absenteeism has a negative impact on students learning102 ; it can result in the 
demotivation of learners. It can also result in frustration on the part of determined learners who have 
expended significant great effort to get to school, such as in the example given earlier of MM  who at 
endline, after describing the challenges of his 17 km journey to school, explained how, while one of 
the teachers is extremely helpful and supportive, others appear demotivated, do not attend lessons 
and lack interest in the learners:   

 
101 Lawerier, T. and Akkari, A (2015) Teachers and the Quality of Basic Education and Sub-Saharan Africa. UNESCO Education 
Research and Foresight Working Papers 
102 Vagi, R., Pivovarva, M. and Barnard, W. M. (2017) Keeping Our Best? A Survival Analysis Examining a Measure of 
Preservice Teacher Quality and Teacher Attrition in Journal of Teacher Education. Sage Publication/ResearchNet 
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Some of the teachers do not want to teach us. They do attend the lessons, but they just sit and 
do their own things without engaging with us at all. We do try to read our books when we realise 
that the teacher is not interested in teaching us. (MM, M, Binga District) 

However, learners are resilient, and while teacher absence and disinterest could demotivate them and 
may contribute to their dropping out, the majority plough on and attempt to educate themselves, 
hoping that things will improve.  

4.2.3 SCHOOL MATERIALS 

Teaching and learning materials include textbooks, learning aids, chemicals and other practical 
equipment. As with teachers and infrastructure, these are essential components of teaching and 
learning and yet schools, especially P3 and S3 schools, are often short of materials.  This is particularly 
problematic because shortages of textbooks among learners often result in them having to share have 
to share. Where learners have to purchase books themselves, this has been made even harder 
because of the requirements of the new curriculum. 

Stationery had been a challenge to a number of learners this year. Out of a total of 21 books 
required a learner would bring 10 books. With the number of subjects that they are taking here 
we have had many cases where they mix written work causing a lot of confusion. This has been 
the biggest challenge this year because stationery seems to be a lot more expensive compared 
to other years. (Headteacher, S3 school from Matebeleland North). 

Because textbooks are a precious resource, schools sometimes place high demands on their 
upkeep but this can militate against marginalised learners, as in the following example.  

I do manage to go to school with what l have at the moment, l don't really look for much 
although, seeing other students having everything they need when l don't pains my heart. 
More so, they have advantages over us for example, texts books are only given to students 
who have school bags so that they do not get torn or wet from the rain and l do not have 
a bag so l usually do not get textbooks.  (In-school learner SM, girl aged 16, Bindura 
District) 

 

4.2.4 INFRASTRUCTURE (SCHOOL BUILDINGS AND FACILITIES) 

 
‘Researchers across the world are increasingly focusing on the quality of the learning 
environment as an important contributor to student outcomes103. 

 
UNICEF explains that Learning is an outcome of a complex interplay of educational inputs such as 
teacher characteristics, learning materials, and school infrastructure 104 .  While perhaps not as 
important as some of the other components, the built environment of the school and its facilities 
(including desks, toilets and water and electricity) can have an impact  on student behaviour, attitudes 

 
103 Amsterdam, C. (2010) School Infrastructure in South Africa: Views and Experiences of Educators and Learners Research 
Gate: Conference Paper  
104 UNICEF  Time to Teach: A study on the determinants of teacher absenteeism in sub-Saharan Africa 
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and achievement, attendance levels, participation, aggression levels and ultimately a learner’s survival 
in school105.  
 
Over the past decade, school Infrastructure in Zimbabwe has deteriorated as investments have 
stagnated or declined106. Although the MoPSE has allocated a proportion of its non-salary funds to 
infrastructure, given the current fiscal challenges, this is insufficient to fully maintain school 
infrastructure across the country. The problem is more prominent in rural schools where natural 
disasters have damaged classroom blocks and communities have had limited capacity to respond.  
 
The school infrastructure shapes the learning environment and contributes to the well-being and 
concentration levels of learners. Furthermore, the shape and size of the classroom, combined with 
number of learners can either facilitate or restrict the teacher’s ability to vary methodologies, and 
particularly the extent to which they can undertake learner-centred methodologies and maximise 
participation of all learners. To continue engaging with school, learners need to feel valued and able 
to participate effectively and this is more likely to occur in a more learner-centred environment. 
 
A 2016 review stated that WASH facilities are often insufficient and of a poor standard, especially for 
girls managing menstruation.107. This has been a major problem in the past, but MoPSE, with support 
from CSOs such as Plan International and World Vision has addressed this in many schools and very 
few of the surveyed learners complained about the facilities. 
 
Adequate classroom furniture is also important of helping learners to study effectively.  One District 
Schools Inspector described how we have a big infrastructure problem in the district. There is a 
shortage of classroom furniture and we have children sitting on stones. This is a very demotivating 
condition and affects willingness to be in school (District Schools Inspector, Matebeleland province). 
 
As with the infrastructure, it is the schools in the more rural and resource-poor areas that are likely to 
have the most dilapidated furniture and equipment and their school communities are the least able 
to provide any financial support. 
 
A clear, safe workspace with appropriate furniture is linked to improved learning outcomes, and an 
increase in collaboration, focus, engagement and stimulation108.  Determined learners will put up with 
less than perfect working spaces, especially if that is what they are used to.  While the lack of such 
spaces may not be sufficient to cause a learner to drop out of school, the provision of appropriate 
furniture will certainly contribute to survival.   

 

 

 
105 UNESCO (2016) School resources and learning environment in Africa Key results from a regional survey on factors affecting 
quality of education (August 2016) 
106 Kaegler, S. (2015) Education Sector Analysis Report. A report prepared for UNICEF and MOPSE 
107 ibid 
108 Barrett, P., Davies, F., Zhang, Y and Barrett, L. (2015) The impact of classroom design on pupils' learning: Final results of 
a holistic, multi-level analysis (pp 118- 133) in Building and Environment 89 
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4.2.5 SAFE LEARNING  
 

In terms of feeling safe in school, 94.18% (93.58% girls and 94.85% boys) of learners said they felt 
safe. Questions specifically asked about the COVID situation reveal that many learners feel safer 
in school than at home.  The greatest concern here is the 5.2% who state that they do not feel 
safe in school. Qualitative interviews suggest that in-school bullying, especially in Form 1, could 
be one of the main causes.  
 

I do not have any specific challenges that I’ve been facing in school except for bullying that 
occurred in Form 1. Bullying is a common thing in the school especially for Form One learners. 
Learners in senior grades would make us to herd ants and if the ants did not follow you in a single 
file the senior boys would beat us. We tried reporting this to school but nothing was done to 
them. (MZ, Mudzi District). 

 
The issue of bullying in school is more fully addressed in Section 5: Transition 

Table 35: Feeling safe in school 
  Baseline Midline Endline 

  N % N % N % 

I feel safe when in 
class or school 
 

Strongly agree 1733 46.65% 1345 56.60% 834 43.76% 

Agree 1926 51.84% 986 41.50% 961 50.42% 

Neither disagree nor 
agree 

22 0.59% 18 0.80% 0 0.00% 

Disagree 27 0.73% 15 0.60% 93 4.88% 

Strongly disagree 7 0.19% 13 0.50% 18 0.94% 

Total 3715 100.00% 2377 100.00% 1906 100.00% 

 

Gender differences are minimal, as shown in Table 36, with more girls than boys stating that they feel 
safe in school at each study survey.  
 

Table 36: Feeling safe in school, by gender 

    Baseline Midline Endline 

    Boys Girls Total Boys Girls Total Boys Girls Total 

I feel safe 
when in class 
or school 

Strongly agree 871 862 1733 642 683 1325 392 442 834 
Agree 931 995 1926 441 522 963 455 506 961 
Neither disagree  
nor agree 

12 10 22 7 10 17 0 0 0 

Disagree 11 16 27 7 7 14 40 53 93 
Strongly disagree 2 5 7 4 8 12 6 12 18 
Total 1827 1888 3715 1101 1230 2331 893 1013 1906 

 

Although somewhat different to the qualitative impressions we have received in some schools, these 
responses and the fact that so many learners like their teacher indicates that, on the whole, learners 
feel that school is somewhere they feel safe and protected. 
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Some schools work hard to reassure new learners of their health, safety and protection while at 
school:  

I feel safe and protected here at my new school. I do athletics as am good at it. I also play 
chess and I even used to play it at primary. My father is the one who introduced me to it. The 
subjects are different from the primary ones. I am now used to this school and I now know 
most of the teachers. The teachers here are quite good. The senior master and senior woman 
told us to feel free to come to them whenever we face some challenges in school. They also 
help out learners without birth certificates to acquire one. If a learner falls ill while at school, 
they take them to Mpilo hospital as it is close by. (Learner MN, F Bubi District) 

4.2.6 CORPORAL PUNISHMENT 

 
The hour between arrival and the start of school is used for a bit of studying as it is very risky to 
aim at arriving at 7am exactly. This is because at exactly 7am the Headmaster will already be 
standing at the school gate beating every student arriving after 7am. (In-school learner NN, girl 
aged 15 from Bulawayo District) 

Out of the 2377 learners who completed the question about corporal punishment109 in the midline 
survey, 489 (238 girls and 251 boys) reported having been hit by a teacher or headteacher in the past 
12 months and 17 of them, more than 10 times as shown in table 37. 

Table 37: Corporal punishment in school  
  Male   Female   Total   

  Count % Count % Count % 

508. In the past twelve months has a teacher at your school, ever punched you? 

Yes 251 22.8% 238 19.3% 489 21.0% 
No 848 77.0% 985 80.1% 1833 78.6% 
Don't know 1 0.1% 5 0.4% 6 0.3% 
Declined to answer 1 0.1% 2 0.2% 3 0.1% 
Total 1101 100% 1230 100% 2331 100% 
609. How many times has this happened? 

1 to 4 times 172 68.5% 156 65.5% 328 67.1% 
5 to 10 times 50 19.9% 49 20.6% 99 20.2% 
More than 10 times 8 3.2% 9 3.8% 17 3.5% 
Don't know 21 8.4% 23 9.7% 44 9.0% 
Declined to answer 0 0.0% 1 0.4% 1 0.2% 
Total 251 100% 238 100% 489 100% 

Source: Midline Data 

Corporal punishment is not permitted in Zimbabwe schools and this is clearly stated in the Education 
Amendment Act (2019). The MoPSE has initiated supervision visits; and staff development 
programmes as a way of imparting knowledge and skills to teachers on how to employ positive 

 
109 Midline data is used here because of the nature of the question, being about ‘since the start of the school 
year’ and the COVID curtailing of this school year. 
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discipline practices110. However, the residual social and behavioural norms of violence towards the 
management of learners is difficult to change111, especially when the social norm to the upbringing of 
children is strict, frequently including acceptance of psychological or physical abuse.112. This social 
norm is passed on through generations as evidenced by the fact that in the survey 65.10% of learners 
stated that ‘naughty’ learners deserved to be beaten indicate that such beliefs about behaviour 
management are deeply rooted.  
 
In order to bring about sustainable change, a programme of teacher capacity building in positive 
behaviour management is required. Because this will require a total change of school culture and 
reorientation of teachers it is recommended that a whole-school approach is taken to the training. 
Furthermore, successful behaviour management requires a whole-school behaviour management 
strategy which clearly sets out the processes by which learners’ behaviour is managed and ensures 
that all teachers in the school are following the same procedures and will uphold and support each 
other in the process.  Such a model can be found in UK schools and are being introduced in teacher 
training institutions in Rwanda, South Africa and Tanzania. 
 
This is an area in which schools can contribute to and lead the way in support of the Government’s 
policy and legal framework, including the United Nations Convention on the Rights of the Child 
(UNCRC), the African Charter on the Rights and Welfare of the Child (ACRWC) and section 81 of the 
Constitution enshrining children’s rights and the Education Amendment Bill, 2019. 

4.2.7 SCHOOL FUNDING AND EQUITY 

Although the Government’s legal framework endorses the entitlement of free education and is 
reinforced by the Education Amendment Act, it is clear that schools, especially rural schools, in the 
research sample receive very little government support apart from teachers’ salaries and are not fee-
free but rely extremely heavily on parental contributions. As shown in Table 38 the results of the 
headteacher survey at endline show that 71.3% heads stated that their main source of funding comes 
from school fees (i.e., parental contributions). This leads to a highly inequitable education system in 
which, schools sited in extremely resource-poor rural areas, often S3 or satellite schools, many of 
which are now suffering prolonged drought and crop failure, will receive very little, if any resources 
on which to run the school. These schools are under-resourced, unable to attract the strongest 
teachers and receive the least support, financial and otherwise, from parents.  

Table 38: Main source of funding for schools 
    Total  

    Count % 
Main source of funding School fees 419 71.3% 

Government 8 1.4% 

NGO supported 2 0.3% 

 
110 Sibanda,  L and Mpofu, M Positive Discipline Practices in Schools: A Case of Mzilikazi District Secondary Schools in 
Zimbabwe in Journal of Educational Na Social Research. Vol 3, No 7. ResearchGate 
111 Lokot, M., Bhatia, A., Kenny, L.. and Cislaghi, B. (2020) Corporal Punishment, Discipline and Social Norms: A systematic 
review in low- and middle-income countries in Aggression and Violent Behaviour 
112 UNICEF  (2016) Analysis of Social Norms in Relation to Violence against Children 
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SDC (Mostly raised income generation 
projects) 

153 26.0% 

Private Sector 3 0.5% 

Church 3 0.5% 

Total 588 100.0% 

Source: Endline Headteacher Survey 

Under the Capitation Grant system schools are categorized by the economic status of communities 
sending their children to these schools. This determines the per capita grant allocated to them by the 
government. P1 and S1 schools are in urban low-density areas and some elite boarding schools 
regardless of their location. P2 and S2 schools are in urban high-density areas including government 
schools and some boarding schools belonging to church organizations located in rural areas. P3 and 
S3 schools are in rural areas. In terms of government aid, P3 and S3 schools receive the highest per 
capitation learner grant and S1 and P1 the lowest. This approach should render the system more 
equitable and make up for lack of fees from parents, but currently the value of the grant is extremely 
low and goes nowhere near to making up the difference between schools. Given the 419 (71.3%) of 
the headteachers surveyed stated that fees remain their main source of funding, it is clear that while 
this remains the case, significant funding inequity in the system persists. 
 
The new curriculum, which is designed to support a greater range of learners further widens the gap 
in that it requires a greater number of  textbooks and equipment such as computers – all of which 
can be afforded in the ‘better-off’ schools but not those in resource-poor areas.  

MoPSE is currently working on a new draft Education Financing Policy, which seeks to ensure that 
the state takes up a greater share of provision of school financing in line with the Education 
Amendment Bill, through the reinvigoration of the per capita grant allocations. 

4.2.8 SOCIAL PROTECTION AND SAFETY NETS 

The Government Basic Education Assistance Module (BEAM), which was established in 2001 has over 
the years provided a demand-side response to the cost barriers affecting the ability of orphans and 
vulnerable children (OVCs) to access education due to increasing poverty levels in the country. A 2012 
evaluation of BEAM support stated that it had made an important contribution to many of the intended 
outcomes at school level, such as improving school attendance of BEAM beneficiaries and reducing the 
drop-out rate113. 
 
The available fund has greatly diminished over the years and has collapsed in many areas, but where 
it has been provided it has greatly improved access to education for poor children, particularly OVCs 
and girls. BEAM did have a number of issues including late arrival of the money; small coverage (in 
later years of the programme); no automatic continuation in following year. (District Schools 
Inspector, Matebeleland North)  
 
NGOs and CBOs, such as CAMFED, Higherlife Foundation, Tengwe for Community Development, and 
Basilizwi which provide bursary support to marginalised children, especially girls, have proved their 

 
113 Ministry of Labour and Social Services (2020) Process and Impact Evaluation of the Basic Education Assistance Module in 
Zimbabwe. 
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importance. The Social protection mechanisms, such as cash transfers have also proved to be effective 
in helping learners to survive and achieve in school.  In 2016 all forms of social protection measures 
were brought together under the National Social Protection Policy Framework which was aimed at 
reducing extreme poverty through empowering and building resilience in poor, vulnerable and 
disadvantaged households. Its purpose was to reduce fragmentation and duplication, and enhance 
predictability, consistence, transparency and accountability of the social protection system.  
 
The new draft Education Financing Policy will also seek to reinvigorate BEAM. This will be essential for 
closing the poverty gap and ensure that all children have an equal opportunity to fulfil their potential 
and maximise their life opportunities. 

 

4.3 SUMMARY: KEY COMPONENTS FOR SURVIVING IN SCHOOL 

Table 39 provides a list of key individual components that operate to keep learners in school.  The 
darker shaded rows represent those components that the study finds to be most important.  However, 
while all components are key, it is in the interaction of a number of these, especially learner 
confidence and determination; parental interest and support; and ability to pay fees that most 
strongly contribute to survival and achievement in school. 

Table 39: Key Components for Surviving in School 
Individual Family 

• Determination to succeed 

• Confidence and self-worth 

• Interest in school 

• Strong role models 

• Friends in school 

• Girls: able to deal with reproductive health and 
hygiene issues 

• Aspirations 

 

• Sufficient money to pay fees and other school 
related costs  

• Parental interest and support 

• Engagement with the school and school 
processes; 

• Interest in and support for the learner 

• Regular income 

• Not insisting on too many household chores 

Community School 

• Supportive of education for girls and boys and 
their retention in school 

• Protection of community girls and boys  and 
preventing harmful gender norms, especially 
sexual and gender-based violence, including 
child pregnancy and early marriage 

 

• Provision of a safe and enabling environment 
for girls and boys 

• Ensuring that all learners can remain in school, 
regardless of fee payments 

• Flexible plans for fee payment for struggling 
parents 

• Safe, well managed and funded boarding 
facilities 

• Adequate infrastructure and WASH facilities 

• Teacher’s in school and in class each day 

• Teacher’s interested in the learning and welfare 
of their learners 

• Teachers employing learner-centred methods 

• School within relatively easy travelling 
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5 TRANSITION  
 

 

5.1 THE TRANSITION PROCESS  

 
The longitudinal study focused on the progression of learners in the cohort in primary school (from 
Grade 6 to Grade 7), subsequent transition from primary to secondary school (Grade 7 to Form 1) and 
their survival in secondary school (Form 1 to Form 2). The focus of this section is, therefore, the 
experiences of learners as they move from primary to secondary education, and the influence of their 
ecosystem (families, communities, schools and institutions), in shaping the transition process. An 
emerging narrative from the research was that of transition being a process rather than an event in 
the learner’s lifecourse. To further unpack the complexities in the transition process, this research 
mapped the specific phases within the transition process, as illustrated in Figure 4.  
 

 
 

 
 

 
 

 
 
 
 

Figure 4: Phases in the transition process 

 

This longitudinal study referred to the pre-transition phase as the period prior to the Grade 7 
examinations and coinciding with the baseline of this study. The main transition phase is the period 
that follows writing of the Grade 7 examinations and getting into Form 1. The midline survey was 
conducted when learners had just started Form 1. The post-transition phase is concerned with how 
learners settle in and adjust to the new life in secondary school. This study analysed the post-transition 
phase at the endline, when the tracked cohort was in Form 2.Grade 7 This section is organised around 
these three phases in the transition process.  
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5.1.1 PRE-TRANSITION PHASE: PRE-GRADE 7 EXAMINATION  

 
The transition process actually starts much earlier than Grade 7 

The longitudinal study established that transition outcomes were 
influenced by direct and indirect planning and events that occurred 
much earlier than Grade 7. At baseline in 2017 when the learners 
were in Grade 6, interviews revealed that learners already had 
indications of where they would most likely go for secondary school, 
whether or not they would actually proceed with their education, and 
what challenges they expected to experience with respect to staying 
in the education system. Box 8 shows topics within schools’ 
orientation of final year students towards secondary schools.  At 
baseline, learners were concerned about affordability of education in 
secondary school, were considering potential schools for secondary 
education, worried over the distance to school, and showed concern 
regarding their education and future prospects if they proceeded 
with education. This evidence suggest that the process of transition starts much earlier, but is often 
not met by matching planning and resource mobilisation by families, schools and the education system 
overall, to enable a smoother and effective transition. For example, schools were not providing 
coaching for secondary school entrance tests, or helping families plan for eventual transition. It is also 
very important to note that as early as Grade 6, some learners may already perceive low chances of 
successful transition, often as a result of lack of money to pay for examination fees and meet 
examination centre requirements (applies to learners in satellite primary schools) and leave the 
education system at this pre-transition duration. In one of the sampled schools in Tsholotsho district, 
for example, three learners in the cohort study and five others (non-cohort) dropped out of school in 
between the baseline in Grade 6 and the study’s second field monitoring mission (FMM) in early Grade 
7 the following year, citing lack of money to pay for examination cost or registering for Form 1 as the 
main reasons. Pregnancy was a key factor. Table 40 shows the total number of cohort learners that 
dropped out during the pre-transition phase for schools that were visited by the study team:  

Table 40: Learners that dropped out during the pre-transition phase and reasons for it 
DISTRICT SCHOOL NAME GIRLS BOYS TOTAL  REASON GIVEN  

Hurungwe Oldonyo Primary 
School 

2 1 3 Did not write Grade 7 exams, another dropped out 
for lack of school fees 

Mutoko Mudzonga Primary 
School 

1 0 1 Did not write Grade 7 examinations, specific reason 
not given  

Bindura Dondore Primary 
School 

2 2 4 Did not write examinations (did not show up for 
exams) 
No school fees paid 
Grandmother pulled the child out of school citing 
lack of resources for upkeep  

Buhera Murove Primary School 2 0 2 Did not write Grade 7 exams, pulled out of school   
Umguza Pampoenpoort Primary 

School 
1 2 3 Fell pregnant and relocated to Tsholotsho by family 

to avoid embarrassment   
Tsholotsho Sydney Malunga 

Primary School 
2 1 3 SN did not write grade 7 exams, she fell pregnant 

Second girl opted not to write Grade 7 examination 
as she did not have money for Form 1 registration  

TOTAL  10 6 16  

Box 8: Transition Orientation Topics  
• Range of subjects in secondary 

school 
• Each subject has a specific teacher 
• Discipline and focus on studies 
• Sexual abuse and bullying  
• Dealing with menstrual health 

issues 
• Teachers in secondary school are 

strict  
• Possible schools to apply for 
• Schools with programmes for 

supporting learners with fees 
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The requirement that learners in satellite schools register for and attend examination preparatory 

lessons in the schools in which they will write their primary school leaving examinations 

disenfranchises learners from poor backgrounds and undermines chances of successful transition. 

The endline survey captured transition experiences of learners in satellite schools. This analysis is 
based on a qualitative sub-sample of four schools in Matabeleland North and South, Midlands and 
Mashonaland West where learners reported cost of transition as being too high for them. Learners 
interviewed in satellite schools in four schools across three districts, explained how they were 
expected to pay for and attend a two-week residential over the last holiday preceding the 
examinations, at a registered primary school, as a precondition for writing their primary school leaving 
examinations in that school. Learners from poor families who could not afford the money and food 
required for the residential course automatically assumed that they would not be transitioning to 
secondary school since they were unable to attend the residential course, and by translation, could 
not sit for the public examination.  Tracking of cohort members in Tsholotsho district revealed that all 
the learners that failed to register for the residential course in the nearest registered school did not 
write their Grade 7 examinations and some of them left school even before the Grade 7 examinations 
as they felt that, without a place in Form 1, they would not be able to proceed with their education 
anyway. While this appears to be a growing phenomenon, it was not possible for the study to ascertain 
the proportion of learners that are impacted directly this way.  One of the cohort members at a 
satellite school in Tsholotsho narrated her ordeal: 

I came because I heard you wanted to speak to the longitudinal study participants, but I am no 
longer coming to school. I couldn’t secure the $20 for registration to attend the two-week 
revision programme. My grandparents also said they did not have food (maize) for me to carry, 
and so I saw no point in continuing with coming to school. There is no way of transitioning to 
Form One if I cannot write my Grade 7 examinations. There are many others who are not writing 
their Grade 7 examinations, it’s not only me. (In-school learner PN, girl aged 15, Tsholotsho, 
District). 

School authorities in the surveyed satellite schools attributed the need for a revision programme to 
‘manage’ the pass-rate by registered schools, which feared that poor performing satellite schools were 
likely to undermine their Grade 7 pass rates. This is a serious issue and reinforces inequities in the 
system. However, the extent and prevalence of this problem cannot be specified. There is, therefore, 
need for further research including through quantitative and qualitative approaches.  

When learners have a low perception regarding their transition to secondary school, they are 

more likely to disengage from any transition-related discussions. Should their perceived barriers to 

transition fail to manifest, then they stand to lose out on the opportunity to access and use 

information, networks, and resources necessary for a smoother transition.  

Where learners perceive their social conditions as challenging and families as unlikely to provide for 
their transition-related costs, attitudes towards transition can be altered negatively. Learners that had 
no reassurance from their families that they would transition to Form 1 reported avoiding ‘planning 
meetings’ with classmates and friends and did not bother to ask about ‘life in secondary school’ from 
relatives or neighbours who had attended the same school. This observation was, however, not 



 

 

115 

uniform for all learners that were pessimistic of transition. By disengaging from peer-peer exchanges, 
however, pessimistic learners, most of whom started secondary school much later, struggled 
psychologically to deal with the idea of being in secondary school, in addition to having to deal with 
more subjects, multiple teachers, peers, being a junior, and the culture of the new school. Several case 
studies of learners who did not perceive themselves as likely to transition attest to the conclusion that 
lack of reassurance about transition undermined adjustment and survival in secondary school.  

Perceived low prospects of transitioning by learners was shown to result in self-exclusion from 
transition-enabling exchanges with peers and teachers, and this may undermine their capacity to 
settle into secondary school should the transition occur after all. The interview with AN highlights the 
complex context within which motivation to transition to secondary school is located.  

I am happy that I am about to complete primary school education because soon I will be learning 
new things in secondary school. I do not discuss with my friends about going to Form 1 because 
I do not know if I am going to go to secondary or not. I might not be able to proceed because of 
financial constraints. My grandmother cannot afford but if I could get someone who could help, 
I would proceed. My mother sent me $3 so that I could register Grade 7. My grandmother buys 
me books and all the stationery I need. At school they help with giving me books if I do not have 
enough books required by the teacher. The school also bought me a uniform, shoes, and socks. 
My grandmother has been the most supportive, she sacrifices a lot so that I can be happy. (AN, 
M Learner, Harare, FMM2).  

A male learner interviewed in Hurungwe District revealed that he was not preparing for Form 1 
unless there were guarantees in place for his school fees and costs:  

I am not preparing for Form 1 as I might not proceed since the chances are very high that I won’t 
proceed. I might prepare for Form 1 only if my father finally agrees to send me to Kadoma to my 
aunts who are capable to pay for my fees”. (TC, M Learner, Hurungwe District, FMM2). 

Learners experience a high level of anxiety about their future during the pre-transition phase.  

Uncertainty about whether a learner would be transitioning to secondary school was reported by 
learners in both rural and urban settings as one of the psychological burdens of the transition process. 
Cases analysed shows that anxiety was often caused by lack of communication on family decision on 
transition, availability of money for secondary education costs, where the learner would live to access 
secondary school, and arrangements for transport to and from school. There were also concerns 
where school fees were paid by third parties, some of whom kept decision to pay fees until the very 
last minute.  GT’s case exemplifies the anxiety that learners face due to lack of clarity about their 
future as far as transition to secondary school is concerned.  

My school encouraged us to listen to our teachers when we get to Form 1. They also told us to 
persist asking our parents to provide for us all the needed stuff for form 1 until we are done all 
the preparations for Form 1. So far, my family has not done anything yet regarding my form 1 
preparations however they keep on saying they will buy the uniforms soon as well as raising the 
school fees. The most constraining issue with me right now is that I do not know who is going to 
pay for my school fees. I do not trust my family that they will be able to raise my fees in time at 
the same time buying my uniforms. During primary school, I used to get the fees from different 
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relatives especially my uncles. Right now, I do not know if he is still willing to pay for me as the 
prices this time are going to be double or even thrice the amounts we used to pay in primary 
school. My friend also told me that one cannot attend secondary school without proper full 
uniform, registration fee, and full fees”. (GT, 16 year-old in-school girl, Chivi District)  

My mother assured me that I will proceed to Form 1 so that I won’t get married early like what 
happened to some of my sister who got married soon after grade 7 but right now they came back 
home from their husbands after encountering some marriage problems. My sister also warned 
me that when I get to Form 1 I should not walk around with boys as they can abuse me physically. 
I was also told not to take other people belongings as they can end up accusing me of stealing 
their stuff. 

So far there are no preparations made by my family however they are intending to start soon as 
they promised me. My father told me that he is running around to look for money so that I can 
clear my balance at the school in order for me to be able to collect my results when they come 
out. He also said he will look for money for me to buy books and uniforms”. AM, 16 year-old in-
school girl, Gokwe South District). 

 

Primary schools do not see the success of the transition process as part of their mandate 

Despite 45%  of all primary schools sampled providing some adhoc orientation of their learners on the 
secondary school experience, the majority of headteachers and teachers did not consider transition 
of learners as part of their mandate. In fact, some teachers argued that as soon as Grade 7 
examinations have been written the learners cease to be their responsibility. Some of the schools 
surveyed, and observations made by the research team in the November 2018 monitoring mission, 
showed that schools often had activities for learners after Grade 7 examinations. However, these 
activities were in most cases a disincentive for attending school on a regular basis. For example, some 
Grade 7 learners reported that coming to school to clean toilets or pick litter, or work in the school 
garden, clear weeds around the school yard, did not inspire interest in school attendance. Learners 
reported that they would rather stay at home and help with chores than come to school to work or 
play. In addition, the surveys revealed that where an initiative to orient learners about life after Grade 
7 existed, this was often as a result of individual teacher or headteacher initiative. While some district 
education authorities reported that circulars guiding schools on how to manage the post-Grade 7 
examination phase had been sent out, some school heads and teachers professed ignorance or argued 
that specifics on what to do were not provided. The inconsistency in supporting transition by schools 
and lack of structure in managing this phase often led to disengagement of learners , resulting in their 
subsequent diversion into activities that would otherwise compromise transition success.  Where 
orientation was provided, topics covered were often basic and at times insufficient to adequately 
prepare learners for secondary school. Expectations around the secondary school experience were 
not always met as shown in the interviews with TM and UN:   

When l came to secondary school, l did have an idea of what to expect because the primary 
school teachers told us a little bit of what to expect. After starting Form 1, l did go back to see 
them (primary school teachers) and tell them how I was adjusting in secondary school. However, 
what the primary school teachers had told us was not what l experienced! I can safely say they 
misinformed us. When l was still in primary school, people around me used to ask me why I was 
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absent every time I missed school, but now in secondary school, no one cares whether I attend 
or not. They assume that if I attended the morning sessions, then I will probably attend the 
afternoon session too.   (TM, in-school girl aged 15, High Glen District) 

“Secondary school turned out to be just as my neighbours had told me, far from the scary picture 
that my teachers had portrayed. There was no teacher to follow on who attended, if you did not 
attend or do homework, no one seems to care. I think it (secondary school) needs one to be 
disciplined to pass your O’s. (UM, In-school girl aged 15, Bubi District).  

Both interviews highlight limitations in the quality of teacher-delivered orientation on the 
secondary school experience. In contrast, information from siblings and neighbours who had 
attended the same school was positively perceived as realistic, updated, and relevant for facilitating 
settling in. This finding suggests a potential role that current learners in secondary school could play 
in the orientation process. For example, F1 learners could provide orientation for their alma-mater 
as part of community service.     

A combination of quality of child supervision and friendships after completing Grade 7 has an 

influence on the risk of unplanned pregnancy among girls.  

Reflections from cohort members that dropped out of school suggest that the time use after Grade 7 
does influence the possibilities of a transition into Form 1. School was shown to be a safe space for 
children and increasing duration away from school increases the level of exposure to possible harm. 
For female cohort members that had dropped out by midline, lack of supervision at home combined 
with new friends made after completing examinations (in particular those that were out of school and 
already engaging in sexual activities) and frequenting sexual activity hotspots (e.g., selling cigarettes 
outside beer halls and pubs, cooking food for artisanal miners for cash, etc) amplified chances for 
falling pregnant. In all cases, pregnancies of girls under the age of fourteen were not reported as 
possible sexual abuse cases, even where perpetrators were men above the age of eighteen. One such 
case reviewed at midline is of a girl whom teachers considered as promising but lacked enough 
supervision and protection after completion of Grade 7 examinations. Teachers reported that several 
other girls outside the study cohort were falling pregnant after Grade 7 examinations, some of them 
to young men coming to visit over Christmas from South Africa. 

I left school last year after finishing Grade 7. I got seven units and I was announced as the best 
at school. I did not, however, collect my results due to school fees balance. I still owe the school 
$55 (bond). I could not proceed with my education as l got pregnant immediately after finishing 
Grade 7. The father of the unborn child is available. He is 19 years old. He came and met my 
family. (NM, F Learner, Umzingwane District). 

Non-payment of debt owed to primary school is a critical barriers to transitioning between primary 

and secondary schools. 

Learners failing to pay outstanding school fees debt were in most cases denied access to primary 
school-leaving results. Without these results, one cannot apply for a vacancy in Form 1. The 
implication was that some learners delayed seeking for school places or could not transition at all. 
There were isolated cases where schools could allow for payment plans to be set up. One parent 
approached the Ministry for support and achieved positive results:  
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Coming to secondary was almost impossible for me because there was primary school arrears 
and the school refused to hand us the Grade 7 results until we finished paying our debts, my 
grandmother had to go to the Ministry to explain her problem and situation, then she was given 
a letter to go and give the primary school headteacher so he can release the results slip to her so 
she can look for a Form 1 place for me. Through her savings she only managed to pay the first 
term fees so that I can be admitted in school, but after that she could not pay for my school fees. 
(TM, Learner, High Glen District). 

Friends lost or gained during the transition phase are critical for transition to secondary school and 

long-term survival of learners.  

Friendships are vital for survival in the education system, particularly for vulnerable learners that may 
find it difficult to engage with peers and the school system in general. There were cases of high level 
of dependence on friends for survival with some learners suggesting that they would struggle in their 
future school if their friend opts for a different school. There was no evidence from the study that 
these friends were themselves equipped to provide positive support, deal with the emotional burden 
associated with providing psychosocial support or direct their friends to appropriate sources of help.  
This was particularly true for learners that also reported having only one friend at school and did not 
have siblings attending the same school. 

I shared all my problems with my friend, she literally helped me make it through primary school 
because I could share my problems with her, and she would encourage me to keep on and that 
things would be alright. My friend went to learn in boarding school and up to now I am struggling 
to make friends with the girls in this school. I do talk to everyone though. (JN, F Learner, Mutoko 
District). 

Vulnerable learners are at higher risk of transition failure when they engage in adult roles.  

For households lacking sufficient labour, especially for the care of sick relatives and children, or for 
running household chores and farming, the longer learners’ ‘holiday’ was after primary school leaving 
examinations, the more difficult it became for their families to be weaned off this additional labour 
unit. Roles tended to become permanent and families were concerned that should the learner 
transition then the households would struggle covering the gap. Cohort members reporting having 
struggled with transition were those from families with disabled or chronically ill members, as well as 
those with elderly members who required additional support. Qualitative interviews with PCGs 
revealed concerns that breaks beyond four to six weeks were likely to be problematic for vulnerable 
children. Main concerns for PCGs were around girls falling pregnant, and boys being recruited in gangs 
or making ‘wrong friends’, particularly with non-school going youth. According to headteachers, the 
length of the break after examinations was best, long enough to allow learners sufficient time to get 
their results and look for Form 1 vacancies.  

“It was not easy to convince my grandmother that I had to go back to school for Form 1. She had 
already released the young man who was helping with minding the livestock and fetching water 
for us, to save money, when we closed schools. I was now doing these roles and was finding the 
work load a bit too much as I was no longer used to working around the house. For me to go 
back to school, my mother, who lives in South Africa, had to rehire someone to help around the 
house. (TN, F Learner, Bulilima District).  
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“What we have noticed in this region is that parents are very eager to draft their children into 
farm labour. For them, children are a form of cheap labour, and besides, they do not see their 
children going into any other form of employment outside farming. So, when children are out of 
school for too long, its either they get pregnant by some young men in the compounds, and fail 
to continue, or they join the family labour. With secondary schools being very few and far, 
children who stay on are less likely to continue with their education”. (DSI, Mashonaland Central).  

These two cases demonstrate how labour constraints in rural settings present transition and survival 
risks for learners as they move from primary to secondary education. In the latter case, peak labour 
demand, which is linked to the onset of rains, presents the highest risks of learners being pulled out 
of school, and this happens at the peak of transition process when learners should ordinarily be 
searching for secondary school places.  

There is no institutional framework for linking primary and secondary schools in the transition 

process 

There is no system in place for tracking learners between primary and secondary schools. Even 
between schools, the information that primary schools collect about learners, including on aspects 
such as capacity to pay school fees or history of being on a support programme for school fees, is not 
shared or communicated. The implications for this are that there is no continuity in support and 
vulnerable learners who would have completed primary school may struggle surviving in secondary 
school. In fact, support in secondary school may not always tackle the most deserving learners.  

5.1.2 POST-TRANSITION PHASE: ADJUSTMENT AND SETTLING  
 
The resilience of individual learners is crucial in determining their ability to negotiate their pathway 

through transition 

Analysis of case studies at midline and endline shows that the transition process is characterised by 
learners juggling multiple changes and stresses in their lives. For a significant proportion of the 
learners, challenges range from dealing with losing friends and creating new friendships; moving away 
from home for the first time in order to live closer to school; new school environment and the 
pressures of bullying, romantic relationships, and school workload; limited support with school fees 
where such were previously paid by step-parent (most step-parents are only willing to pay as far as 
end of primary school); and the biological pressures of puberty which may drive challenging 
behavioural issues and affect quality of relationships with parents. The level of confidence and 
assertiveness of a learner, their motivation in life, as well as capacity to deal with a problem 
independently, were key aspects of resilience that the study found as pertinent in explaining transition 
success.   
 
Most learners do not get sufficient orientation when they start Form 1. Schools do not often provide 

dedicated personnel for supporting learner adjustment into secondary school.  

Interviews with headteachers and learners suggest that the orientation programmes provided in most 
secondary schools tend to be narrow in focus and emphasis. The programmes reviewed were basically 
intended to allow new students to find their way around the school but without necessarily providing 
a clear and working structure for supporting learners to adjust and settle well in secondary school. 
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Orientation emphasised on enabling functionality rather than fostering longer term outcomes relating 
to adjustment, settling and survival. The following perspectives were collected from headteachers at 
endline:   
 

“When our students start out in Form 1 we do not get to hold a day of orientation for them so as 
to have them get familiar with the school environment. We however rely on the teachers to help 
them and if the teachers fail, it’s up to the students to get used to the school system. The students 
do not face much challenges when they enrol to the new environment except, of course, the 
change of material that they would be learning This is mainly due to the fact that the primary 
school that most of them would have attended is just but walking distance from their new high 
school so the environment would be quite familiar to them prior to them even enrolling”. 
(Headteacher, Chivi District) 
 
When students come to our school in Form 1, they are taken through orientation where they are 
shown around the school. They get to be shown how things work in the school and also get to 
meet the teachers who will be teaching them in their different subjects. This is done by the Senior 
Teacher who in the process lets them know of the expectations of the school as well as their 
responsibilities as students. They get to know the school moto as well the vision of the school. 
(Headteacher, Umguza District).  
 

Table 41 shows the key elements covered in school orientation programmes, identifies the factors 
that have enabled those orientation interventions to work, and the challenges faced by headteachers 
with respect to delivering orientation to new learners in secondary school.   
 
Table 41: General focus areas of secondary school entrance orientation and factors enabling or constraining 
orientation process 

Headteacher 
description  

Focus of orientation  Enabling factors Constraining factors 

Headteacher, 
Mangwe 
District, Mat 
South 

• Learners are shown how learning is 
conducted in secondary school 

• Orientation provided when learners are 
still in primary school (Grade 7) 

• The sending primary school ensures that 
learners know what is expected from 
them as they go through the transition 
primary to secondary    

 

• Orientation is provided to learners 
while they are still in Grade 7 

• The secondary and primary schools 
are located near to each other 
allowing for close interaction  

• Good working and communication 
relationship between the 
headteachers for both schools 

• Primary school ensures that 
learners know what is expected of 
them during transition period.  

• Depends on the 
dedication and interest of 
staff  

Headteacher 
Gwanda 
District, 
Matabeleland 
South  
 

• Inform learners about school 
requirements 

• Ensure that learners are aware of school 
rules and materials required for their 
learning  

 

• Orientation programme runs for 
between a day to two days  

• Guidance and counselling provided 
to learners to help them deal with 
challenges associated with 
transition  

 

• Differences between 
primary and secondary 
school are vast and 
therefore effective 
orientation may need 
more time dedicated.  

• Adjustment does not 
directly consider the 
transition from seniors (in 
primary school) to juniors 
(in secondary school).  
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Headteacher 
Insiza District, 
Mat South 
 

• Learners told of the many changes they 
will encounter in secondary school 

• Made aware of the class rotations when 
lessons change 

• Inform them that they will now have a 
teacher for each subject rather than one 
teacher for all in primary school 

• Inform them that the number of subjects 
has increased, and that they should be 
careful not to mix their books 

Enabling factors not clarified   Orientation programme 
determined by school 
authorities, no evidence of 
feedback for 

Headteacher, 
Chivi District 

• Learners taught how to behave and carry 
themselves when at school 

• Help learners adjust to new system of 
learning  

 

• When the school receives Form 1 
students, there is a department 
that deals with guidance and 
counselling which offers them an 
orientation of the school and its 
systems  

• Learners face confusion 
and their performance is 
also low 

• Significant proportion of 
learners start late in term 
one or arrive in term two 
and miss the orientation  

Headteacher,  
Mabvuku 
District  
 

• Orientation of the school and its systems  
• Make the rules and regulations of the 

school known to learners 
 

• Rules are also stated on the school 
admission forms that the parents 
fill in. This is done to help learners 
familiarise with the school rules at 
the earliest opportunity  

• Rules are posted on the school 
notice board as a constant 
reminder for all learners.   

 

• Difficult for schools to 
address the effect of 
change in content on 
settling in  

 

Teacher, 
Matobo 
District  

• Girls are taught about menstruation 
and how to manage their periods. 
Boys have also been included in some 
sessions in order to help address 
‘bullying’ that often follows when a girl 
has accidentally stained her clothes in 
school.  

• Topic discussed under Guidance 
and Counselling  

• Teacher assigned to look into 
menstrual health and hygiene at 
the school  

• Some girls are too young 
developmentally to 
practically benefit from 
the orientation while in 
primary school.  

• Platforms for providing 
same orientation on 
menstruation are fewer 
in secondary school and 
some learners may miss 
out.  

Headteacher,  
Harare  
 

• Possible schools that learners may 
target for Form 1 places 

• Schools offering support to learners 
facing difficulties staying in school  

• Depends on teacher interest and 
motivation and relationship with 
learner and their family 

• Direct personal relationships with 
teachers in receiving secondary 
schools  

• Advice is often given 
discriminately in favour 
of the better performing 
learners.  

• Advising on secondary 
school choices not  

 

Bullying and experience of violence in school and on the journey between home and school are 

some of the challenges to adjustment and settling into secondary school 

UNESCO (2017) defines bullying as ‘unwanted, aggressive behaviour among school-aged children that 
involves a real or perceived imbalance of power’. As a type of violence, bullying is a pattern of 
behaviour rather than an isolated event, with adverse impact on the victim, the bully, and bystanders. 
Concern around bullying as a factor in the transition process was raised from the perspective that 
bullying in schools undermines the fundamental right to education while unsafe learning 
environments reduce the quality of education for all learners. Bullying and school violence, for 
example, is perpetrated by other learners, teachers, and school staff, occurs in school and on way to 
and from school, and may be perpetrated by community members. The underlying causes of school 
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violence and bullying include gender and social norms and wider contextual and structural factors 
(UNESCO (2017).  

Cohort members reported experiencing bullying or witnessing it in secondary school. Those that 
reported experiencing bullying had had these experiences mostly in their first year of secondary 
school. In comparison with primary school, learners in the study cohort felt that in secondary school 
bullying was more prevalent and, unfortunately, perceived as being normalised and therefore, often 
unreported. In fact, attitudes towards the reporting of bullying were negative, with reporting bullying 
being perceived as ‘being childish’, thereby entrenching bullying behaviour in schools. Those that 
witnessed bullying were also passively impacted, with some reporting not feeling safe at school. Case 
studies with learners that had experienced bullying directly or indirectly as witnesses demonstrate 
loss of confidence, increased anxiety about being safe, and lowered self-esteem. In Umzingwane 
District, community-based bullying of girls on the way to school, mostly by artisanal miners 
(makorokoza) had resulted in some girls, especially those from poorer families who could not afford 
paying for transport, dropping out of school as soon as they started Form 1.  

In Kwekwe District, learners also reported that some of their peers, especially the slightly older girls 
in their stream, had struggled with continuing to come to school following transition to secondary 
school. Ironically, while almost all schools claimed to have anti-bullying policies, 14 percent of learners 
in the study cohort agreed or strongly agreed that they felt unsafe at school.  Learners interviewed in 
Umguza reported being pushed around, asked to do chores like washing uniforms for seniors, or had 
food and pens taken away. In one school in Bulawayo, learners reported having their bus fares and 
lunch money taken or made to pay to use the toilet in school. Such experiences increased 
absenteeism, lowered motivation to stay in school, and exacerbated risks of dropping out of school. 
Learners experiencing bullying generally struggled more with settling into secondary school. The basis 
for bullying ranged from gender and sexuality, physical appearance (height, weight, and general 
physical appearance), age, religion, language, to learner performance in class. 

Girls were more likely to be bullied and harassed on the journey to and from school in both urban and 
rural settings with school dropouts, illegal miners and commuter touts being the common 
perpetrators. As shown in Table 42, of the 102 (N=1906) learners that strongly agreed that they felt 
unsafe on way to and from school, 60.8% of them were girls. Community cohesion in support of the 
protection of children was not demonstrated in most schools surveyed in the qualitative study. In 
Umzingwane district in Matabeleland South, a group of parents have managed to organise a 
commuter minibus to ferry their children to school to ensure their safety. However, this arrangement 
excluded households that could not afford the monthly transport payments. In addition, parents were 
not often engaged with schools due to walking distance to attend school activities in rural areas and 
transport and time costs for urban schools. Schools do not appear to be doing much to curb bullying 
and learners struggling to settle into secondary must ‘learn to toughen up’ to survive. 

I did not struggle to settle in secondary school because most of my classmates from primary 
school transitioned to the same school as me and some of them are in my class so I didn’t struggle 
to make friends, however I am generally quiet by nature so because of that I have a small circle 
of friends and because of this when I was in Form 1, some seniors mistook that for being silly or 
something, so they bullied me a couple of times but it was not as bad as the other learners. The 
seniors usually target the quiet learners who do not participate in anything and who seem to be 
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slow as they will be trying to bring them up to speed about the secondary school life. Some 
learners are asked to bring food for the seniors, some are asked to go on errands on behalf of 
the seniors, and some are asked to give the seniors their books. It is rare to hear that a leaner is 
beaten by another learner as a form of bully. Bullying is quite common at our school as it is a big 
school with learners from different backgrounds, and it only lasts a few weeks in Form 1 after 
that it’s rare to hear cases of bullying. (KH, M Learner, Mabvuku-Tafara District).  

Due to the hardships on transport money I at times have to rely on trekking to school. It is a bit 
scary on the way, but I still have to do it as I need to come to school. I have heard of people who 
attack children and rape or kill some. I know of one girl who got raped on her way to school. The 
case was reported to the police and the perpetrator was imprisoned and still is in prison right 
now. I have an older brother doing Form 2 at my school who sometimes accompanies me to 
school when I am walking. He accompanies me only when he is not attending school himself”. 
(BG, F Learner Mwenezi District) 

Table 42: To what extent do you feel very safe when going to, or coming from school? 

 

Gender of the respondent 

Total Male Female 

To what extent do you 
feel very safe when 
going to, or coming from 
school? 

Strongly agree 347 377 724 
47.9% 52.1% 100.0% 

Agree 427 487 914 
46.7% 53.3% 100.0% 

Disagree 79 87 166 
47.6% 52.4% 100.0% 

Strongly disagree 40 62 102 
39.2% 60.8% 100.0% 

Total 893 1013 1906 
46.9% 53.1% 100.0% 

 
Learners living with foster families appear to struggle more with settling into secondary school 

Interviews with learners and teachers at midline and endline confirmed that learners living with foster 
families often struggled with adjusting into secondary school. The main reason for living with foster 
families was to ensure that the learner was within reasonable walking distance to school. Foster 
families ranged from relatives, to family friends and almost total strangers with whom learners had 
no previous experience of living with. The implications for settling into secondary school were that 
such learners had to adjust to a new routine at home, new roles and responsibilities, and expectations, 
in addition to dealing with change in friendships, teachers and subjects, and position in school. The 
following transcript from a headteacher in Bubi District provides a perspective on the risks that living 
arrangements may impede on successful transition (Box 9):    
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5.2 SOME PREDICTORS OF SUCCESSFUL TRANSITION  

 

5.2.1 PREDICTORS OF TRANSITION  

The endline system analysed a range of sectors to assess their association with ‘feeling a sense of 
belonging and you are a part of this school’. Feeling a sense of belonging was used as a proxy variable 
for transition success (adjustment and settlement). The analysis in Table 43 shows that gender of 
learner had no association with success in transition. In contrast age of a learner showed a strong 
significant effect on transition (p=0.02). The location of a learner (urban, rural or peri-urban) did not 
matter in determining transition success. What mattered was how long it took to get to school. The 
endline found that the longer the length of time one had to walk to school, the less likely they were 
to feel a sense of belonging and being part of the school (p=0.000). At endline, 79.3% of learners that 
lived more than 2 hours away felt a sense of belonging in the school compared to 91.9% for those that 
lived between 15 minutes and 45 minutes. Learner living arrangements during term time did not seem 
to matter on success of transition. Learners who disliked doing house chores were also less likely to 
have a sense of belonging in the school.   
 
 

Box 9: Term time living arrangements and implications for adjustment into secondary school 

“A lot of learners who live with host families seem to struggle with their schoolwork. They initially struggle to 
adjust to the new routine, having to live without parents, while also grappling with adjusting to new school, 
new teachers and trying to make friends. In some of the cases we have come across here, there are learners 
who have been moved from one host family to another after the children, or neighbours, have complained 
about being maltreated. That causes a lot of instability in the learners’ lives and affects their school 
performance. They see themselves as being tossed from one place to another and that may discourage them 
when it comes to going forward to Form 1. A learner may say, I am tired of living like that, would rather stay 
at home if my parents cannot afford to take me to a school in town or pay for one of those bush boarding 
schools.  

Learners living with host families are severely disturbed. In some cases, it could be that the kids are not fed 
as they are used to at their usual homes and that makes adjustment difficult. Then you hear issues like, ‘Oh 
this child no longer wants to continue with school. “We have one such case with a former learner who had 
gone to Somvubu for their Form 1 in 2016. She had passed very well with 6 units. We helped her find a school 
place at Somvubu, and on second term she got funding from a donor. The child had been struggling with fees. 
However, where the mother had managed to secure lodging for her child did not work out quite well and she 
had to look elsewhere again. However, this new family has been better and the child seems to be settling 
well. She was on the brink of  dropping out of school. There are cases where learners end up staying in families 
where people eat only in the morning and have the next meal late in the evening. This may be difficult for a 
child used to three square meals per day and such children become overly obsessed with food. Sometimes 
there is no plan, things are just as they are.  

(Headteacher, Bubi District) 
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Table 43: Factors associated with sense of belonging in the school 
N= 1907 Do you feel like you have a 

sense of belonging and you are 
a part of this school? (Yes) 

Significance of difference  

Variable  Categories Percentages Chi-
Square  

Sig.  

Gender of learner Male 88.5% 2.626a 0.105 (NS) 
Female 88.5% 

Age of learner  10 100.0% 26.541 0.002 (S) 
12 0.0% 
13 87.3% 
14 89.8% 
15 88.8% 
16 85.5% 
17 84.4% 
18 70.6% 
19 100.0% 
20 100.0% 

Location  Urban 90.1% 3.201 0.202(NS) 
Rural 87.5% 
Peri-urban 90.7% 

How long do you 
take to get to 
your school from 
where you live 
during term 
time? 

Less than 15 minutes 88.3% 19.415 0.001(S) 
Between 15 minutes and 45 
minutes 

91.9% 

45 minutes to an hour 87.5% 
1 hour to 2 hours 85.4% 
More than 2 hours 79.3% 

Where do you live 
during term time? 

Home with parents or 
caregivers 

87.7% 13.106 0.022 (NS) 

With close relatives nearer 
school 

96.2% 

Boarding school 93.4% 
Informal/makeshift boarding 
near school 

88.0% 

With foster family nearer school 50.0% 
Other 75.0% 

I dislike doing 
chores at home. 

 

Strongly agree 55.8% 52.338 0.000 (S) 
Agree 27.9% 
Disagree 24.1% 
Strongly disagree 28.4% 
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5.2.2 DELAYED TRANSITION 

 

Learners in difficult circumstances may opt to delay transition as a strategy for improving transition 

success overall.  

There is evidence of delayed transition  (See Box 10 ) being used increasingly as an education coping 
strategy intended to improve and ensure transition to secondary school for learners from poor and 
deprived backgrounds. In interviews conducted when the cohort was in Grade 7, such learners 
revealed that they had been told by their PCGs that they would go to secondary school in 2020 as 
there was not enough money for them to proceed to secondary school with their peers in 2019. This 
‘gap year’ approach appears to be applied in circumstances where family assessment concludes that 
the learner in question would otherwise fail to survive if he or she proceeded with his or her cohort. 
Delaying transition, in such cases, is seen as an appropriate measure which is hinged on circumstances 
changing positively, e.g. agricultural income being realised or PCG affording school costs.  
 
In Umguza and Bubi districts of Matabeleland North, the study encountered cases where delayed 
transition had been used by learners with dimunitive body stature who would have otherwise failed 
to cope with the long journeys to and from school. In one case, the respondent reported that he had 
delayed transition to wait for a younger sibling who would be his walking mate and collectively, they 
could deal with any potential bullying challenges. To ensure that those awaiting eventual transition 
were not ‘lost in transition’ some PCGs opted for such learners to repeat a grade in primary school 
and improve their pass mark. The study also identified learners that had started Form 1 a term later 
than their peers. In this case, delayed transition enabled transition by providing either extra time to 
meet the school fees and uniforms requirements. Beyond first term, chances of returning to school 
were expected to decrease, “except where NGO projects invited those boys and girls that had failed 
to transition to go back to school”.  Delayed transition also allowed learners without Grade 7 results 
to ‘evade the system’ and be admitted into secondary school under the guise that they had transferred 
from another school.  
 
 

Learners that delay starting 

Form 1 may face difficulties 

adjusting and settling into 

secondary school.  

Delayed onset of secondary 
school makes adjusting and 
settling into school difficult. Only 
82.6% of all learners that 
transitioned to Form 1 in 2019 
attended school on the first day 
of school. Assuming orientation 
was done on the first day, this 
may mean that about 17.4% of 
learners got partial or no 

Box 10: Delayed transition for enhanced transition success 

“I repeated to grade 6 because the Headmaster and Deputy Headmistress 

refused me to repeat grade 7. My grandmother also agreed with them. She 
had been invited by the school to discuss the repeat. The decision to repeat 

was entirely mine as l am of short stature. l feel l am too short to be travelling 

long distances to school. I was afraid that if l went to Secondary school l would 
face bullies as there are some senior learners who bully Form 1s. I was not 

doing bad at school but to go to Form 1 l am waiting for Sandile my cousin 

who is also in grade 6 so we can go together. My Grade 7 results were good. In 
Maths l got 1, English 3, Ndebele 5, Agriculture 2, and Content 7.  My 

performance is now going down. The most difficult subject is English. I love 

Maths and I do very well in it. I believe I will do very well as I already know the 
things we are learning. I do not partake in any sporting activities”. (MT, M 

Learner, Umguza District).  

“I could not cope with the distance to school as I walk with a limp. My mother 
was worried that I would struggle getting to school on time daily. She 

suggested that I should repeat grade six and join others when I am slightly 
older and stronger in two years’ time. I am fine with being at my old school 

though most of my friends are now gone. I fit well because I am their size, so 

they come and play with me”. (SN, F Learner Matobo District).  
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orientation. 2.4% of learners joined school between April and May, missing most or all of the first term.  
Some of the main reasons for delayed transition identified at midline and endline include lack of school 
fees and other school materials such as books, uniforms, and food, as well as involvement in 
household chores such as farming, petty trade, caring for children or sick relatives, among others. Of 
all reasons for delaying onset of Form 1, the most important were in the following order (1) school 
fees and uniform; (2) no Grade 7 results and Form 1 vacany not secured; (3) responsibilities as home; 
and (4) hunger. Learners typically missed between a week and the whole first term and, crucially, 
missed the school’s orientation event normally held and completed within the first week of schools 
opening. Table 44 shows the proportions of learners in the cohort starting Form 1 at different dates 
from the start of the academic year.  

Table 44: When did you start coming to school this year? 
When did you start coming to school this year? 

 Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid First day of school 1929 82.5 82.5 82.5 

Sometime in January 274 11.7 11.7 94.2 
February 69 3.0 3.0 97.2 
March 12 .5 .5 97.7 
April 6 .3 .3 97.9 
May 48 2.1 2.1 100.0 
Total 2338 100.0 100.0  

 
Missing orientation meant struggling with finding one’s bearing, being unclear about teachers’ 
expectations, and missing out on a chance to form new friendships. The following case studies 
exemplify this:  

Starting secondary school was a bit difficult, there was no money to pay the fees, buy books, 
pens, and uniforms for school. Because of all the hurdles l could not start school on the opening 
day like others. I started end of February when my parents had managed to get some of the 
things needed. During the period I was still at home, l would ask for notes from my friends who 
were going to school so that at least l did not lag too much. I also worked in the tobacco fields 
which is our main source of income. We have a 2-hectare field for tobacco farming. My parents 
had to later go and ask the teachers to let me come to school while they arrange for the fees. 
We had grown maize and as soon as it was ready, they sold it and then paid the fees. Something 
like this also happened in primary school, that my parents wouldn’t be able to afford to pay my 
school fees but l never stopped going to school as I know that they will get the money sooner or 
later. They would go and ask the teachers to allow me to come to school and at times even work 
at the school as a form of fees payment.  

Going back to the tobacco farming, we do not always make money because it depends on the 
harvest, at times we get a good harvest and at times the harvest is poor. When do get the money, 
there will be a lot of things needed around the house like food, clothes, shoes, fees, etc. Due to 
my delay in starting school, it was a bit difficult for me to settle in and make friends as others 
had already been for almost two months and had already familiarized with the school. As of now, 
l have since made lots of friends and l am familiar with the school”. (SM, F Learner, Bindura 
District). 
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When we interviewed SM in December 2018 after she had written her Grade 7 examinations, she 
indeed predicted that she would face some transition challenges. This implies that pre-transition 
surveys if well-structured may identify potential cases where transition success is lower and direct 
support accordingly.  

About my preparations for Form 1, I am going to start soon as I get money after selling the maize 
which is currently in the fields and not ripe yet. I will be selling them gradually until I am able to 
raise all the money I need and buy the things l need bit by bit. Some of the books I have them 
already.  I am confident that I will get the money from the maize fields because my mother 
assured me that that’s where we are going to get the money from. 

At the point of transition in December 2018 SM’s father had been injured after being hit by a car in 
Bindura and household savings had paid for his hospital costs. Complicating the situation further was 
the fact that the family could no longer engage in farming, their main livelihood source. Besides the 
financial challenges, SM suffered lack of access to strategic information for transition which may have 
caused her anxiety about her future:  

I am expecting to pass so that I will be able to help my younger siblings with their homework and 
many other things. About Form 1, I am worried as I don’t know how many subjects I am going to 
do, and whether is it going to be different from primary school or not. I wish I had someone to 
ask all these questions and get answers, but I do not have anyone as I am the first born in our 
family. If I ask my mother or father, they say they do not know. Instead, they ask me which 
subjects I want to do when I get to Form 1 and I said Maths, English, Agriculture and Commerce. 
I got to know about these subjects from my cousin sister who once visited us a long time back”. 
(SM, F Learner, Bindura District, FMM3). 

A new language may present arduous challenges to forming new friendships and settling into new 

social and cultural spaces.  

Learning in a new language was identified as a deterrent to adjusting into a new school environment. 
Experiencing difficulties in communicating was often associated with anxiety about being at school, 
constrained functionality,  and low sense of belonging. Also, the inability to communicate in the 
dominant language made the learner stick out and exposed them to potential bullying. This 
observation was particularly true for those learners that had relocated across districts to start 
secondary school.  Language was seen as a barrier to comprehending examples given during lessons, 
limited the range of people a learner could easily access, and narrowed the base for formation of new 
friendships- which in turn improve ‘having a sense of belonging’.  

Delayed agricultural income may hinder successful transition to secondary school.  

For most of the study cohort in rural areas, delays in the onset of the agricultural season and the 
quality of the season (dependent on rainfall amount and distribution, access to inputs including seeds 
and labour) had direct effects on affordability of resources required for transition. Families relied on 
selling their labour for cash income or sale of early harvest to pay school fees and meet other costs 
such as uniforms and stationery. The 2018 to 2019 season had several false starts, leading to 
replanting (and loss of household income) and a poor early and final harvest. The preceding two 
successive agricultural seasons had been marked by droughts and this meant that the majority of 
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smallholder farmers had no saved seeds, lacked sufficiently strong livestock for draught power, and 
without cash savings, had to rely more on household labour to produce their food. Food insecurity 
normally peaks during the land preparation and planting period, stretching between December and 
mid-February, depending on the season. Teachers reported that during peak food insecurity, 
attendance was often exceptionally low and interventions such as school feeding had a positive effect 
on school attendance. Very few secondary schools, however, have school feeding programmes, 
implying that vulnerable learners at the point of transition are likely to stay at home and be recruited 
to contribute towards working for food. Further reinforcing the intensity of the challenge was the 
inaccessibility of cash for payment. Farm labourers were being paid in-kind or in forms that could not 
be readily used to pay school fees or buy various school requirements. The effect of this was that 
provision of farm labour could not generate income to enable payment of school fees for the year 
beginning 2019 (when cohort was transitioning to secondary school).  

I have spoken to my uncle about Form 1, I asked him to help me with school fees and he said he 
will help me. So far at home no one has prepared anything for my Form 1, but they promised 
that as soon as they get the money, they will buy uniforms and some of the stuff needed. The 
reason why my family hasn’t started the preparations yet is because the money is supposed to 
come from the fields, yet the maize is not ripe yet. (SM, F, Bindura District). 

Lack of resilience to climatic and market shocks in the agricultural sector, including livestock deaths, 
poor livestock and crop markets, and collapse of community social protection structures, was 
increasing risks of non-payment of school fees and other related costs. The changing rainfall 
distribution patterns also meant that households faced peak labour demand during term time as 
opposed to holidays in the past few years. In typical drought years, there are fewer opportunities for 
income generation in agriculture. Peak labour unemployment in agriculture would, unfortunately, 
coincide with peak demand for school-related costs, leading to high risks of transition failure.  

The ZimVAC report (June 2019) notes that, ‘over and above the poor performance of the economy, 
the 2018/2019 agricultural season performed poorly, and this was exacerbated by the unaffordability 
of agricultural inputs by most of the communal farmers. The report further states that, although the 
government had made a pronouncement that no child should be turned away from school, the 
proportion of children being turned away for non-payment of school fees was 61% since the start of 
the 2019 school year in January. Other shocks linked to agriculture also had significant impact on 
affordability of education. The ZimVAC also found that the national cattle mortality was almost four 
times higher than acceptable levels at 18% (compared to acceptable country rates of 3-5%), with goat 
mortality rates at 17% compared to acceptable rates of 8-10%. The implication of loss of livestock 
were significant with respect to timeliness and length of land preparation, affordability of farming 
inputs and meeting household costs, including payment of school fees, since some families relied on 
selling small stock like goats to pay school fees.  

The following interview with MN in Umguza demonstrates this reality:  

The transition process from primary to secondary school was not very smooth as my mum did 
not have any money to support my schooling. Mum works as a farm labourer to raise money 
through piece jobs where she ploughs fields for money. She struggled to get anyone to work 
for as there was a drought, and even for the jobs she did, the money came very late. 
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Fortunately, my sister managed to send money for my fees, food, uniforms, and shoes. 
Mahlothova was a cheaper option compared to Founders High School, where my cousin WS 
had gone to and did extremely well in his studies (although he has since passed on). My tuition 
(Z$60.00) and boarding fees (Z$90.00) are manageable at $150.00 per term at Mahlothova 
High School, I also bring along foodstuffs as rice, chunks and samp as a requirement. The school 
has two cooks who prepare food for us. (MN, F Learner Umguza District).  

Delayed agricultural income may be used as ‘excuse’ to prevent learner transition and expose such 

children to exclusion from the education system.  

In the commercial farming districts, there were learners who argued that parents were using delays 
in tobacco incomes during the transition period as excuses to push their children out of school. Given 
labour constraints and considering the positive labour contribution that learners would have provided 
for over two months since completing Grade 7 examinations, children were a valued household 
resource and if prevented from transitioning, could significantly aid the household enterprise. The 
process leading to failed transition appears to have been designed such that learners understood and 
accepted that household income was the challenge, and their families could not afford to continue 
paying school fees. This arrangement is intended to protect parents or guardians from any prospects 
of being blamed for forcing children out of school. If a learner were to fail to transition to secondary 
education, then they could be subsequently co-opted into farm labour. 

Life is difficult these days, you struggle to have fees paid and sometimes it’s very difficult to have 
packed lunch for school. I make sure to pass for a better future. I wish that I can get someone 
who can pay my fees since my parents are tobacco farmers and it is difficult for them to pay in 
time. For example, this term my fees were paid late, and this caused me not to write my end of 
term exams because no one can write exams without paying fees. (SM, M Learner Bindura 
District). 

Learner cases reviewed suggest that learners experienced high levels of anxiety during the transition 

phase.  

Those delaying onset of Form 1 were likely to struggle to settle in and experience higher levels of 
anxiety about their performance much later than their peers starting at term commencement. 
Orientation was only provided only as a once-off event to newcomers, and any learners with delayed 
transition would have to learn informally from peers. The social and psychological impacts may need 
further research to be fully understood, but learner interviews revealed that learners were sometimes 
losing their confidence from being chased away from school for non-payment of school fees. This was 
particularly more significant for those learners that had started engaging in romantic relationships. 
One learner remarked:  

“The headteacher seems to take pride in sending us home for not paying school fees. It’s a bit 
embarrassing to be called out in front of the whole class and told to leave because you have not 
paid school fees, you are free riding on fees paid by others. I would rather stay at home until all 
fees are paid than be humiliated in front of girls”. (CM, M Learner, Reigate District).   

A learner in CM’s position is likely to miss out on important learning while at home awaiting for parents 
to pay the full school fees. This may negatively impact their performance. Persistent fear and anxiety 
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over being beaten up by teacher for not paying fees, or uncertainty on whether the learner will stay 
at school or be sent home, could spell poor mental health for learners, with deleterious effects on 
settling into secondary school and survival. The implications of this anxiety need to be understood in 
its rightful and multi-dimensional long-term context. The National Scientific Council on the Developing 
Child (2010) asserts that exposure to circumstances that produce persistent fear and chronic anxiety 
can have lifelong consequences by disrupting the developing architecture of the brain. 

Promise of a delayed transition is often used by parents or guardians to manage learners’ 

expectations about survival in the education system.  

A dominant narrative emerging from cohort members that dropped out of school was that their 
parents had told them that they would be joining their peers in the second term. After schools 
opening, however, the parents would continue communicating, including non-verbally or indirectly, 
that there was no money in the household and in ways that made these children psychologically 
prepare for non-continuation. As such, most learners predicting delayed transition were likely 
candidates for non-transitioning. 

5.3 TRANSITION EXPERIENCES OF LEARNERS WITH DISABILITIES  

Learners with disability are more worried about failure to proceed to secondary school than their 

peers without any form of disability. 

The endline survey found that, of the learners that had transitioned to secondary school, learners with 
disability (LWD) had been disproportionately more worried about the transition process. 19% of LWD 
compared to 13.4% for those without, worried about transition to secondary school (Table 45). In fact, 
key informants argued that the proportion of LWD worried about transition was probably twice as 
high, since the proportion of LWD reaching Form 1 was much lower due to school supply constraints. 
Those that had managed to transition, and were available for interview at endline, were perceived as 
having better background circumstances and fewer obstacles. LWD had to contend with schools being 
further, unadapted for LWDs, insufficiently resourced, e.g. lack of adequately trained teachers, 
absence of reading materials, and weak support structures, among other requirements.   

Table 45: Did you worry that perhaps you would not be able to proceed to secondary school? 

 

Did you worry that perhaps you would not be 
able to proceed to secondary school? 

Total Yes Somewhat No 
Do you have any form of 
disability? 

Yes 8 2 32 42 
19.0% 4.8% 76.2% 100.0% 

No 234 232 1285 1751 
13.4% 13.2% 73.4% 100.0% 

Total 242 234 1317 1793 
13.5% 13.1% 73.5% 100.0% 

 

 

While challenges faced in secondary school are almost similar, LWD face more bullying and problems with 
functionality within the school environment. 
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With respect to challenges associated with settling into secondary school, LWD were twice as likely to face 
difficulties related to bullying (4.4% compared to 2.4% for those without disability) and almost twice as likely to 

find the school environment unsuitable for their functionality (4.4%) compared to 2.5% for learners without 
disability. In contrast, peers without disability were more affected by schoolwork (31.7%) than their LWD peers 

(24.4%) (Table 46).  

Table 46: Learner disability status and most difficult part of secondary school 

 

What is the most difficult part of secondary school for you? 

Total 
School 
work Hours Teachers 

The school 
itself 

Bullying or 
harassment 
from other 
students None Other 

Do you have any 
form of 
disability? 

Yes 11 2 1 2 2 21 6 45 

24.4% 4.4% 2.2% 4.4% 4.4% 46.7% 13.3% 100.0% 

No 588 82 73 47 45 886 131 1852 

31.7% 4.4% 3.9% 2.5% 2.4% 47.8% 7.1% 100.0% 

Total 599 84 74 49 47 907 137 1897 

31.6% 4.4% 3.9% 2.6% 2.5% 47.8% 7.2% 100.0% 

 

5.3.1 EXPERIENCE OF SETTLING INTO SCHOOL FOR LWD 

 
LWD face more challenges with learning difficulties (44.4%) compared to non-disabled peers (27.7%).  
Learning difficulties experienced included dyslexia, attention deficit-hyperactivity disorder (ADHD), 
dyspraxia and dyscalculia. LWD had in some cases one or a combination of these learning difficulties, 
in addition to difficulties associated with sight, hearing and muscle coordination. The challenge in most 
conventional settings was cited as teachers lacking an understanding of learning difficulties and 
labelling such learners as ‘dull’.  

School heads argued that secondary schools had relatively fewer teachers trained in supporting LWD 
than primary schools, and in most cases, the resources and time for supporting LWD were insufficient. 
As such, LWD that managed to transition into and settle in secondary school were those who could be 
inconveniently ranked as having ‘low’ to ‘mild’ functionality challenges in the school environment. The 
school curriculum was perceived as not accommodative for LWD from the perspective that all tasks in 
technical and other subjects were designed for conventional learners, and the teaching and 
assessment methods were tailored to suit the conventional learners (Table 47).  
 

Table 47: Do you face any learning difficulties in school? 

 

Do you face any learning difficulties in school? 

Total Yes No 
Do you have any form of 
disability? 

Yes 20 25 45 
44.4% 55.6% 100.0% 

No 515 1347 1862 
27.7% 72.3% 100.0% 

Total 535 1372 1907 
28.1% 71.9% 100.0% 
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Regardless of the myriad of challenges LWD face, overall they are as likely to have a sense of 

belonging and being part of the school as their conventional learner counterparts. 

There was no difference between LWD and those without disability with respect to having a sense of 
belonging and being part of the school. As shown in Table 48, 88.9% of LWD and 88.5% of learners 
without disability felt that they were part of the school, a proxy for transition success. LWD were 
reported to be showing high level of resilience, based on coping with lack of resources, in dealing with 
all the challenges they were facing and still managing to maintain positivity about the school 
experience.  

Table 48: Do you feel as though you have a sense of belonging and you are a part of this school? 

N=1907  

Do you feel as though you have a sense of 
belonging and you are a part of this school? 

Total Yes No 

Do you have any form of 
disability? 

Yes 88.9% 11.1% 100.0% 

No 88.5% 11.5% 100.0% 

Total   88.5% 11.5% 100.0% 

 

5.4 TRANSITION CONCLUSIONS  

 

Transition is a sensitive process rather than an event: Evidence from learner case studies shows that 
learners are dealing with multiple changes during the transition phase. These changes are social 
(friendships, relationships, peer influence, living away from home); biological (onset of puberty, 
physical and physiological changes, including menstruation in girls); psychological (self- assertion, 
stress) and academic (new subjects, new ways of learning, etc.). In both primary and secondary schools 
surveyed, it has been shown that headteachers and teachers considered transition as it relates to 
learners leaving one school and being helped to find their way in the next. The short orientation 
process lasting a couple of days and up to a week in best cases, is evidence of the attitude that learners 
only need help with finding their bearings and their other needs, such as psychosocial, generic skills, 
relationship building, are not adequately prioritised. As such support is not being provided in a 
responsive and holistic manner.  

Primary schools are not doing enough to support transition: Primary schools do not seem to consider 
readiness for Form 1 as their responsibility. Where orientation for Form 1 is provided, this is often ad 
hoc, inadequately resourced and dependent on teacher interest or motivation. Support to PCGs and 
learners is often weak or lacking, or confined to the better performing learners.  

Orientation programmes in secondary schools focuses on functionality: Orientation of new learners 
in secondary school is mostly designed as a one or two day event and longer term support for learners 
to settle into secondary school is usually unavailable for most schools. Teacher atitudes to ‘bullying as 
welcoming’ are surprisingly common in most schools, and undermine smooth transition and 
adjustment into secondary school education. Support in dealing with change, such as studying 
techniques, dealing with developmental issues and life problems, is seldom considered as part of 
support to new learners. Orientation is limited to ensuring that learners know the rules and where 
things are rather than on ensuring learners are supported for survival in the education system.  
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Learners with low resilience may struggle with transition: Learners who lack problem solving skills 
and rely on parents to deal with their problems, are not confident, struggle forming relationships, and 
are not engaged in educational and extended curriculum activities at school will tend to have low 
resilience and may struggle with transition if support systems are not available.  

Learners in satellite schools are at higher risk of non-transition: The costs associated with writing 
Grade 7 examinations are very high for learners in satellite primary schools. As such, learners in these 
schools are at highest risk of failing to transition to secondary school.  

The reliance on delayed transition is symbolic of deficiencies in the education system: That learners 
opt to delay transition to ensure transition success is indicative of constraints in both the demand and 
supply components of the education system. Poverty was identified as a significant barrier to payment 
of school fees and one of the main reasons why some learners delay transition. On the other hand, 
the lack of sufficient schools also meant that learners were not always able to continue with their 
education. For example, the research encountered learners that delayed transitioning because they 
were too small to walk the long distance to school unaccompanied or until they could migrate to or 
find alternative accommodation closer to a school.  

A framework for ensuring learner in primary school is linked to secondary school should be 

developed and operationalised.  

The longitudinal study has demonstrated that learners that complete primary school are weakly linked 
to secondary education system, often resulting in significant proportions of learners disappearing 
from the system. The longitudinal study recommends that a learner-centred framework that ensures 
smooth transition should be developed and operationalised to ensure that learners with specific 
challenges receive support throughout their education life course, rather than be discontinued when 
they move to secondary school, as this may upset their transition and survival chances. Such continuity 
would work if the framework developed focuses on timeous sharing of correct information by schools. 
Information to be shared could include general biodata of the learner, medical concerns, learning and 
other difficulties, family data (e.g. survival status, parents’ employment status), whether child 
received support to stay in school, and performance. Priority should be placed in ensuring strict 
maintenance of confidentiality of data.  
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6 DROPPING OUT 

This section presents findings from tracking and interviews with a sub-sample of the cohort that 
dropped out of school during the course of the study.   

 

6.1 GENERAL CHARACTERISTICS OF DROP OUTS 

At endline, the education outcome of 3002 of the original sample was known (although some were 
not reached for actual interviews); and of these, 441 had dropped out, and 2561 were still in school. 
The overall dropout rate was highest Matabeleland North (30%) and lowest in Harare Province (Table 
49).  

Table 49: Status of dropouts at endline 
Province Dropout In School % Dropout 

Bulawayo 18 294 6% 

Harare 7 260 3% 

Manicaland 40 295 12% 

Mashonaland central 51 279 15% 

Mashonaland east 16 246 6% 

Mashonaland west 70 246 22% 

Masvingo 52 249 17% 

Matabeleland north 80 191 30% 

Matabeleland south 57 245 19% 
Midlands 50 256 16% 

Total  441 2561 15% 

Source: Endline dropout survey 

 
Of the 441 dropouts tracked, 321 were reached during phone interviews for the endline survey. This 
included 293 from the original cohort and 28 from the supplemental/enrichment cohort. An almost 
equal sample of boys and girls were interviewed comprising 170 boys and 151 girls. For the enrichment 
sample, an equal sample of boys and girls were reached. 280 dropouts interviewed at endline were 
not interviewed at midline (Table 50).  

Table 50: Sample distribution of the endline dropout cohort 
Province Dropout In School % Dropout 

Bulawayo 18 294 6% 

Harare 7 260 3% 

Manicaland 40 295 12% 

Mashonaland central 51 279 15% 

Mashonaland east 16 246 6% 

Mashonaland west 70 246 22% 

Masvingo 52 249 17% 

Matabeleland north 80 191 30% 

Matabeleland south 57 245 19% 
Midlands 50 256 16% 

Total  441 2561 15% 

Source: Endline survey dropout cohort 
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The average age of the sample was 16.27 years, with boys 16.46 years and girls 16.06 years. The 
majority of the dropout cohort (51.2%) were in the 16-17 years age category, with more girls (55.3%) 
than boys (47.9%).  More boys (25.0%) than girls (9.2%) were above 18 years. About 30.8% (girls, 35.5% 
and boys, 27.1%) were in the age range 14-15 years. The age of drop outs is significantly higher than 
for their peers in school. The average age for those in school was 14.65 years (14.82 years (boys) and 
14.5 years (girls). The endline survey noted that about 16.2% (boys, 18.2% and girls, 13.9%) being older 
than peers in class was a challenge they faced while they were in school.  
 
Over two thirds (72.9%) of those that dropped out did so on the point of transitioning to Form 1.  13.7% 
and 10.6% dropped out on grade progression, before grade 7 examinations and in Form 1. The data 
shows that more girls than boys dropout during intergrade progression than on transition from 
primary to secondary. More girls (17.2%) than boys (10.6%) dropped out before Grade 7 examinations 
and the same within form 1 (girls, 13.2% and boys, 8.6%) but more boys (78.8%) than girls (66.2%) 
dropped out of school on transition from primary to secondary.  3.4% of the respondents had some 
form of disability.  
 
Analysis of the baseline data for the dropout cohort showed that 69.3% (boys, 67.3% and girls, 71.5%) 
struggled to pay school fees and that these were not paid at times. Just over one third of dropouts 
performed poorly in school (34.8%), 27.9% felt unsupported in school by their caregivers while 16.9% 
lost interest in school and travelled long distances to school.  
 
Almost all the dropout cohort members reached at endlne are from P3 schools (98.6%).  

6.1.1 FAMILY STRUCTURE 

 
The majority of the dropout cohort come from broken homes. 67.8% of dropouts reached in the 
endline survey come from a broken home (mother/father or both deceased, divorced/seprated) 
compared to 31.3% for whom both parents were alive and 0.9% whose parents were out of the 
country. This is in stark contrast to those children in school for whom 77.5% were staying in nucleus 
families (with both parents alive). The proportion of in-school children in nucleus families increased 
from 63.8% at baseline to 77.5% in midline meaning a larger proportion of those dropping out school 
among the study cohort were from broken families. Among dropouts from broken homes the majority 
were coming from homes where the father was deceased (27.9%) or parents were divorced or 
separated (23.2%). When both parents are deceased the girl child was almost twice more likely to 
drop out than the boy child as 7.6% and 14.9% of boys and girls in the dropout cohort were from 
families were both parents were deceased. Death of the mother does not seem to make a huge 
difference in the education outcome for all children when compared to when a father is deceased as 
5.6% of the dropout cohort (boys, 5.9% and girls, 5.3%) came from families where only the mother 
was deceased.  As fathers are usually the main income earner in families, their death leads to a 
significant fall in household income resulting in the family not being able to meet education costs.   
 
About 27.4% (boys, 30.0% and girls, 24.5%) of the dropout cohort was currently staying with both 
parents. This was followed by 17.4% who were staying with grandparents. The third largest proportion 
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of this cohort, 10.9%, was staying with their spouses with girls (21.2%) 11 times more likely than boys 
(1.8%) to do so.  More boys (12.3%) than girls (5.3%)  where staying by themselves. About 18.7% were 
staying with only their biological mother while 2.2% were staying with only their biological father.   

 

6.1.2 HISTORY OF DROPPING OUT IN THE FAMILY 

 

21.8% and 23.1% of the dropout cohort had their own brothers or sisters dropping out of school. When 
compared to those that were still in school, this proprotion was more than double that for those in 
school. Only 10.3% and 10.5% of those still in school at the endline survey had  brothers or sisters that 
had dropped out. Of those that had a history of brothers dropping out among the dropout cohort, a 
higher proportion of boys (28.8%) had brothers that had dropped out compared to girls (16.6%). The 
trend is reversed when history of sisters dropping out in the family are observed. More girls (22.5%) 
than boys (21.2%) that dropped out had a history of their sisters dropping out of scool and this 
difference is stastically significant (sig. value, 0.000). 44.6% and 51.4% of the brothers and sisters that 
dropped out did so at Grade 7 – on transitioning to secondary school. Dropping out during intergrade 
progression was lower than on transition stages for brothers and sisters of the dropout cohort. 
However, the data shows that dropping out during intergrade progression at primary level is higher 
for girls than boys while the reverse is observed for integrade progression during secondary with more 
boys dropping out during this stage than girls. For example, about 8.1% of brothers of the dropout 
cohort did so during grade 5 andgrade 6 as opposed 20.0% of sisters that dropped out before grade 7. 
During secondary, 25.7% of sisters of the dropout cohort dropped out of school between Form 1 and 
form 3 with the majority in Form 1 and Form 2 (22.9%). The proportion of brothers of the dropout 
cohort that dropped out between Form 1 and Form 3, 44.6%, is almost double that of their sisters. 
Unlike their sisters, majority of their brothers who dropped out during secondary dropped out 
between Form 2 and Form 3, 33.8%.  
 
The most important reason for dropping out for brothers and sisters of the dropout cohort was the 
lack of school fees and materials (sisters, 42.9% and brothers, 63.5%). For sisters of the dropout cohort, 
pregnancy (17.1%) and marriage (22.9%) were what led them to dropout. These issues did not affect 
their brothers who dropped out.   

 

6.2 REASONS FOR, AND PROCESS OF DROPPING OUT 

 
Lack of school materials and fees is by far the most important reason given by the dropout cohort for 
dropping out of school. As shown in Table 51, 63.6% of those interviewed mentioned this as the main 
challenge. Although there are differences between girls (58.9%) and boys (67.6%) it still remains the 
main driver for discontinuing schooling for both genders (the difference is statistically signifcant). The 
significant increase in school fees between primary and secondary school combined with the need for 
new uniforms, and increased stationery requirements lead to poor families unable to cope. The 
accummulation of primary schools fees arreas which need to be paid before a child can get their Grade 
7 examination results, a requirement for admission into secondary school, adds to this cost burden 
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for transition. Poor families who cannot afford this high cost simply withdraw their children from 
school after Grade 7 examinations as shown the following excerpts from dropouts interviewed:  
 

I did not manage to proceed to Form 1 due to financial reasons. My parents were struggling to 
afford school fees and so they could not afford secondary school fees and so I never proceeded 
to secondary school. I could foresee this happening as they used to struggle paying even the 
primary school fees. If my parents had had enough money to pay for my school fees I would have 
stayed in school but they did not have the money. ( Dropout, HN, Male from Bulilima district)  
 
We get money through farming and of late our harvests haven’t been performing and also her 
father used to chip in and help with school fees and money but now he was complaining that he 
is unable to send any money as things are difficult for him too. The secondary fees and tuition is 
a bit higher than that of primary school. The requirements needed for a learner to start form 1 
at one go are demanding, for instance, full school fees, uniforms, books which are a lot, school 
shoes, school bag to carry the many books, and a lot more other school materials that are needed 
when they start Form 1 and this money is wanted at once so we failed to raise all that money.” 
(Caregiver of MM, boy aged 16 from Masvingo district).   

Table 51: Most important reason for dropping out  
  Male Female Total 
  N % N % N % 
Lack of school materials/Fees 115 67.6% 89 58.9% 204 63.6% 

School far away from home 4 2.4% 1 0.7% 5 1.6% 

Got pregnant/or gave birth 0 0.0% 11 7.3% 11 3.4% 

Got married/getting married 1 0.6% 7 4.6% 8 2.5% 

Sickness 1 0.6% 4 2.6% 5 1.6% 

Has/had a lot of work to do at home 0 0.0% 0 0.0% 0 0.0% 

Is/was not interested in school 12 7.1% 4 2.6% 16 5.0% 

Not a good student 1 0.6% 1 0.7% 2 0.6% 

Parents/guardians said/ say so 17 10.0% 15 9.9% 32 10.0% 

Did not pass his/her exams 5 2.9% 2 1.3% 7 2.2% 

There are no opportunities to get a job after school 0 0.0% 0 0.0% 0 0.0% 

Had to work to support the family 5 2.9% 3 2.0% 8 2.5% 

He/she is disabled 0 0.0% 0 0.0% 0 0.0% 

Did not get grade 7 results because of fees non-
payment 

7 4.1% 9 6.0% 16 5.0% 

Expelled from school because of rape 2 1.2% 0 0.0% 2 0.6% 

Abuse at home by a guardian 0 0.0% 2 1.3% 2 0.6% 

Religious reason 0 0.0% 0 0.0% 0 0.0% 

Did not have a birth certificate 0 0.0% 1 0.7% 1 0.3% 

Take care of the a sick guardian at home 0 0.0% 2 1.3% 2 0.6% 

Total 170 100% 151 100% 321 100% 
Source: Endline dropout survey 
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Poverty is therefore the main driver. Droughts leading to crop failure, job losses, and hyper inflationary 
environment have led to deepening poverty in Zimbabwe to the extent that parents and caregivers 
are unable to meet the RTGS100 (US$1.23 equivalent) to RTGS600 (US$7.40 equivalent) requirement 
for school fees every term. Parents like BG’s from Mangwe, often have to make the difficult decision 
of withdrawing their child from school because no other option is available to them (See Box 11). In 
BG’s case the father had to make the decision to continue supporting BG’s siblings who remained in 
primary school as it remained affordable to him and prioritise food or in the case of RD from Gweru 
they can move between grades without paying schools (although they will be chased away often).   
 

Box 11: Poverty, drought and the cost of education  combine to cause dropping out BG dropped out of 
school due to financial constraints. We have no money. I am the one who was paying her fees at Primary 
school. However I could not send her to Secondary school as I am broke. I am no longer making any money.  
I used to earn a living through catching fish at the dam and selling to people. I would use the money to pay 
school fees and buy food. I am no longer able to do so as my permit of catching fish expired. I do not have 
money to renew it. One needs to have a permit in order to be allowed to catch fish at the dam. The little 
money I get now I use it to buy food as we are experiencing a drought this year. We did not harvest anything 
in the fields. It pains me that BG had to drop out of school but because I had no money she just had to. There 
was no one to help me out with her fees. She was determined to stay in school. At primary I would always 
pay BG’s fees on time, she was never chased away from school due to non-fees payment. I now use the little 
money I get to pay her younger siblings’ fees. Primary fees is lower than the secondary school one. I manage 
to make a little money through fetching firewood for people and doing other menial jobs available.” 
(Caregiver of dropout BG, girl aged 16 from Mangwe district) 

 
My parents tried to raise fees for secondary school by all means necessary but they failed. Because they 
were not used to look after my fees [as they were paid by BEAM] and also the fact that secondary school 
fees are a bit higher than the primary school fees. I have a younger sister who is in grade 5 who my parents 
are now focusing on to raise fees for, she is not on BEAM so all the funds at home are now channeled 
towards her, as for me my parents said I received a basic education and they cannot can afford to keep 
sending me to school.My parents did go to the secondary school.” (Dropout, BG, girl aged 16 from Mangwe 
district) 

 

As observed in the third monitoring report (April 2019), education officials and teachers often blame 
parents and caregivers for lack of prioritising their children’s education (see Section 4 Survival). While 
this is true in some cases such as that of TC from Hurungwe, PCGs face a genuine challenge in meeting 
the costs of school fees and materials with some going to great lengths such as selling cattle to keep 
their children in school as the case of MB from Mt Darwin. The prevailing economic and drought 
situation has made it hard for caregivers to continue making these sacrifices.  

“At times we would sell the cattle if need be to send her to school but as of now, the cattle were 
badly affected by a deadly disease and are dying. We only have 3 cattle left so we no longer see 
that as a source of income as the three left are for farming. When it comes to farming, the harvest 
is not always definite like currently, everything l had grown was grossly affected and we did not 
yield because of lack of rain so l do not have a steady or definite source of income.” (Caregiver 
of dropout, MB, girl aged 14 from Mt Darwin district). 

Parents and caregivers rarely engage the receiving secondary school in cases where they cannot meet 
cost of school fees and levies because they have no guarateed income and that the schools are 
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inflexible. For the former only 6.3% of the dropout cohort reported that “A meeting was held at school 
with your parents/guardians to discuss your situation?”. For the latter, because once students are 
enrolled they are rarely expelled for not paying school fees and levies, schools see the transition stage 
as the only time they can get parents and caregivers to pay the fees and levies in full thus leading to 
their inflexibility.   

“My grandmother is the one who used to pay for my Primary school fees. However it had been 
long since she had paid. I would just go to school without paying any fees. I was constantly 
chased away because of this.” (Dropout, NN, girl aged 16 from Mangwe district). 

Results from the endline survey also demonstrate that parents and caregivers in general do prioritise 
education of their children as detailed in Section 4, Surival. Therefore, reducing dropping out at the 

transition stage will be difficult to achieve without significant investment in education by MoPSE 

including making education fee free or expanding social protection programmes such as BEAM. For 
example, despite the majority citing cost of school fees and materials as the most important reason 
for them dropping out of school, only 27.7% of the dropout cohort at endline had received some 
support to keep them in school. Of these, the majority (68.5%) were on BEAM. The unpredicatability 
of continued BEAM support in secondary school as well not being able to meet costs of transition to 
secondary, means that for most children, BEAM currently only delays dropping out of school rather 
than preventing it.    

6.2.1 CHILDREN WITH DISABILITIES 

While disability was not listed as an important factor for dropping out of school by the dropout cohort 
results of the first monitoring report114 showed that absence of facilities and systems for integrating 
learners with disability undermine transition from primary to secondary school.  While primary schools 
are being encouraged by the MoPSE to create Resource Units which assimilate disabled learners into 
the mainstream education system, the situation is different for secondary schools which have limited, 
if no corresponding provision to integrate the disabled learners from primary schools.  Box 12 provides 
an extract of a discussion with a teacher from Mt Darwin district.  

Box 12: Absence and facilities and systems to support learners with disability leading to failed transition  
Academically, there is no chance of transitioning to secondary school for the IC learners. For the severe IC 
learners, our only hope with them is to impart life skills – there are no chances of proceeding to secondary 
school. 2 of the 3 IC learners I have now can now follow instructions, they therefore need materials to support 
their learning. Sometimes some of them will actually be depending on mental medication and so there is need 
for a lot of care. 
 
The government is doing a good thing by recognising that these children exist. But they should not have 
Resource Units at primary school only. Materials for practicals should be made available to the schools so that 
their transition to secondary school becomes easier. Resource Units should also be in secondary schools so 
that the learner progresses. Even those with hearing impairment cannot be absorbed in any school because 
no teachers can sign. 

The teacher suggested that an assistant could be provided at each secondary school to help children with 
disabilities. The assistance could accompany children into the different lessons, providing sign assistance. 

Adapted from First monitoring visit report, Teacher from Mt Darwin 

 
114 The first monitoring visit was undertaken on  a sample of the cohort on progression to Grade 7.  



 

 

141 

 
As reported in the midline survey, over-emphasis on academic acheivement undermines the ability of 
schools to provide appropriate education for children with learning disabilities.  Such children are 
often labled as “lazy”, “naughty”, and “playful”.  This treatment leads to negative experiences of 
schooling which over time forments negative attitudes towards education for such children.  The 
situation is not helped by caregivers’ demands for academic performance including comparisons with 
other children.  APM from Umzingwane, who was interviewed on various occasions throughout the 
three years of study dropped out of school after Grade 7.  During the first monitoring visit APM’s 
performance in school was low and the aunt she stayed with showed signs of frustration at APM’s low 
performance at school and at Grade 6 had already made a decision that she was waiting for her to 
grow up and leave school and attend vocational skills training.  

APM is well behaved and she is respectful. She however performs poorly at school and I wish she 
could improve because I am struggling to look after her and I wish she could grow up and be able 
to help herself. She has never performed well or improved her grades are so low ever since she 
was in grade 1. (Aunt of dropout, APM, girl aged 16 from Umzingwane district) 

According to APM, her teachers always scolded her and told her she was stubborn, lazy and not taking 
her studies seriously (Box 13).  

Box 13: Education system breeds negative attitudes towards education 
 
I was not an intelligent pupil at school as I have not been doing well; I will share with you my report from 
grade 3 to 7. The teachers argued that I was stubborn, lazy and not taking my studies seriously. My Grade 3 
report highlighted that I failed dismally, for instance I had 18/100 for Ndebele, 14/100 Maths, 16/100 for 
English and 12/100 for Content the trend continued to grade 7 .I suppose, this could be another reasons why 
I am being laid out of school although I agree that financial problems have also contributed to my dropping 
out of school. Aunt Petronella even mentioned that I was only awaiting marriage, as there was nothing else 
to do. She, however, made a request to the primary school for any form of aid towards my education, 
however, nothing came through. I usually keep quiet when I fail to comprehend the questions being asked 
and people say I am rude. Aunt P. thought that taking part in the longitudinal study would give me an 
opportunity to go back to school; however, interview made it clear that the study was meant understand 
how the pupils transitioned from primary to secondary school.  
 
The factors contributing to my dropping out of school were the generally lack of funds to pay school fees, 
purchasing of uniforms and food provisions. The finances have been a problem to the aunt since my days at 
primary school, getting 3 decent meals has been a problem and we do not have relatives to support us as 
most of them have passed on. It seems as if our support system has collapsed, as we could not afford 
anything. My aunt even argued that if finances to pay for fees were availed, she would still struggle to get 
money to buy food for my school lunch box. 
 
I am not too good at school, my aunt was proposing that I be taught dressmaking, knitting and hairdressing 
she could sustain herself, marriage was also another option as school was out of question. I feel the 
educational system could not prepare for my life after school, as I was not imparted with practical skills to 
empower me as I am out of school. I am counting on vocational training to get above-mentioned skills to 
allow me to make money to sustain myself and aunt. (Dropout APM, girl aged 16, Umzingwane district) 
Adapted, Midline Report, 2019115 

 

 
115 While APM had been interviewed at baseline, midline and each field monitoring mission, it was not possible to reach her 
by telephone at endline 
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UV from Mazowe who dropped out after Grade 7 and spoken to at the endline exhibited a learning 
disability. Despite having her extended family willing to pay for her fees she has decided she will not 
go back to school for fear of disappointing them with her results after they struggle to pay for her 
secondary school fees (Box 14). 

 
Box 14: Limited support for children with learning disabilities leads to negative attitudes towards 
education 
Firstly, I do not want to go back to secondary school, I think I will be better off if I find a project to do such as 
rearing chicken or finding a job as a maid so I can look after myself in the long run. I would have loved to 
continue with school but I realized that school is not for me, I failed dismally on my Grade 7 end of year 
exams and this was a revelation for me that I am not good in school. If I am to continue with secondary 
school, I will only be wasting people’s money because I know nothing constructive will come out of it. I 
cannot say primary school helped me or taught me any life skills because I am a slow learner, all that I know 
are social skills that I learnt at home on how to make myself and the place I stay presentable. On my Grade 7 
results I had 42 units, I was never bright in primary school and up to now the only thing I know is to write my 
name, and that is why I decided to drop out of school. Everyone, from my sisters to my Aunt and my Aunt’s 
children are all willing to pay my school fees but I worry that they will be disappointed when I waste four 
years of going to school and not pass. When I made this decision to drop out of school, my family accepted it 
and did not force me to go to school because they know already of my condition that I am not good in 
school, I am good at doing other things like house chores not learning. (Dropout UV, girl aged 15 from 
Masowe district) 
 
Her family came to the conclusion that she has an underlying condition of dyslexia which makes her “dull 
and dumb”, sending her to school will be a total waste of time and resources and it will be better if she drops 
out. Her brain did not fully develop and because of that she does not even have friends, she only plays with 
young children and it seems like that is where her brain is, she is a grown girl with a child’s mind. Her 
mother's sister then approached her uncles and told them that at the moment she didn't have any means to 
take care of her and also with the units she had, it was difficult to get her into any secondary school. So, 
after that she started getting tossed among her mother's relatives, they started fighting over her to have her 
stay with them because she is good at house chores and isn't lazy so they wanted her so that they can have 
someone to do their chores for them. She is very good at house chores, she cooks, cleans, fetches water and 
every other house chores you might think of. Her stopping school wasn't really about money, her fees was 
always paid up, her grade 7 results were the reason why the aunt gave up on sending her to school. When 
she came here after that, l tried to get my son who is a teacher to help her out, we bought books, uniforms 
and everything and tried to get her enrolled at the school my son teaches at but she refused. She even cried 
saying she didn't want anything to do with school. (Guardian of dropout UV, girl aged 15 from Masowe 
district) 

Source: Endline qualitative interviews 
 

13.7% (boys, 17.1% and girls, 9.9%) of the drop out cohort agreed school was too difficult for them or 
were wasting time with school (See Table 50).  Boys seem to be more affected as almost double the 
number of boys to girls reported that this contributed to them dropping out of school.  This difference 
was statistically significant (sig. value, 0.000). 

6.2.2 MARRIAGE AND PREGNANCY 

For 7.3% and 4.6% of girls, falling pregnant and getting married were the most important reasons they 
dropped out of school (See Table 50 above). Marriage is not an issue among boys as only 0.6% had 
dropped out because of marriage. The qualitative survey shows marriage and pregnancy arise from 
two pathways. The first is that girls themselves may see marriage as an escape route from abuse, ill-
treatment and poverty. This is particularly so for girls in broken homes and in the care of extended 
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family members. The story of NS from Chipinge provides insights into this (Box 15). NS could not cope 
with abuse and ill-treatment from her aunt and found relationships as way to get the love she was 
missing from home. Her relationship including eloping with her boyfriend after arriving home late did 
not ultimately lead to marriage as it does for so many girls116 but led to her dropping out of school.  

 
Box 15:  Marriage as an escape route from abuse and ill-treatment  
There are a lot of reasons why I dropped out of school, the main being the fact that I was ill-treated, and 
scolded every now and then to a point where I had no happiness and was living like a prisoner that I had to 
leave Chipinge. My story is that, both my parents passed on, and when they died l started staying with my 
uncle and aunt (my mother’s brother and his wife) in Chipinge. When they took me in, everything was okay as 
my uncle was around, but my uncle later on went to South Africa and left me with his wife, my aunt and she 
started ill-treating me by always shouting at me and scolding me for little things I would have done and I 
started to feel out of place like I don’t belong. Because of this ill-treatment I became rebellious and started to 
be mischievous and naughty. I started having a relationship because that’s where I would get solace and love 
since I was not getting that from my Aunt. When my Uncle passed on it became even worse, and it started to 
affect me to a point I quit and dropped out of school and eloped to my then boyfriend. 
 
When I was in primary school, fees was paid by BEAM so l had no fees problems. When l started secondary 
school, Beam still contributed to my fees payments, but it now paid $10 and l had to pay the remaining $50 
which my uncle did pay while he was alive. My sister in South Africa would buy me uniforms and school 
materials so l had everything l need but l was mis treated at home by my aunt. (Dropout NS, girl aged 17 from 
Chipinge District) 
 
“NS dropped out of school last year November because she eloped and got married to a boy called Taurai, he 
finished his Form 4, but was not employed, and to escape the ill-treatment from her aunt she decided to 
elope. She stayed at the boyfriend's place for a while. Because her aunt was ill treating her, she thought it 
was better to get married and go away from the house which is why she dropped out of school, by the time 
she dropped out of school she was having difficulties with the payment of her fees, her aunt was not paying 
her school fees.” NS’ current caregiver 

 

She is not alone in this situation. SM from Beitbridge, who also dropped out and interviewed during 
the midline was in the same situation except that it led to her marriage. According to her uncle she 
got married thinking that she is escaping poverty. When asked about this, SM said that she eloped 
because she had found someone who loved her, as she felt unloved and neglected by her family. The 
uncle said that she was not well behaved, and she could not even listen to his advice, as she would 
remind him that he is not the one paying his school fees. MM is from Masvingo and belongs to the 
apostolic sect, an area of the apostolic faith. Her attitude towards education and her future life as a 
girl formed through religious teachings on the role of the woman normalizes early marriage. Where 
challenges with meeting education costs are apparent these attitudes foment the desire to get 
married early and receive support from the husband.   

“In my thinking, I think one cannot be successful without a proper education, but in my view 
my husband is the one who will take care of me and my children so I do not think this will 
affect me that much. Therefore, education is more important to the boys than to the girls as 
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they are the ones who will be tasked to look after their wives and children. (Dropout, MM’s, 
mother from Masvingo district). 

In order to address this, the school environment needs to do more to identify these at risk children 
and offer relevant psychosocial support to increase their resilience and help them stay in the educaton 
system. However, in the cases shown above, the school responds with sanctions and provides less 
attention to them as they regarded as “naughty”, “misguided”, “deliquent” etc. thus worsening the 
situation.    

The second pathway is forced marriage where, for caregivers (in most cases not parents), the marriage 
removes the burden of care. TM, interviewed during the second monitoring visit while she was in 
Grade 7 and at midline when she had dropped out shows how caregivers can encourage marriage to 
remove the burden of care. TM, who stayed with her grandmother and was on BEAM, struggled to 
meet costs for school materials. When interviewed in Grade 7, she spoke of how she had already been 
told by her grandmother not to prepare for secondary as she will not be going there as she could not 
afford seeing she struggled with primary which costs less than secondary school. Asked about what 
she would do since her secondary education would not be met she was optimistic with marriage not 
part of her plans at that stage. When contacted at midline the research team was told TM had been 
married to a local businessman after “she had been given to him” by her grandmother. It was difficult 
to get more information from the child as access to her was denied because of fear of the legal 
implication of her situation. She was also pregnant at the time of the midline survey.  

6.2.3 INDIVIDUAL, FAMILY, COMMUNITY, SCHOOL AND NATIONAL FACTORS 

CONTRIBUTING TO DROPPING OUT  

While inabilty to meet school fees and costs of school materials remains the most significant driver of 
dropping out, a variety of factors working together do influence dropping out at individual, family, 
school, community and national level. Consistent with findings of the midline survey, changing 
attitudes towards school (9.3%), view of the world around me (8.1%) were the main individual factors 
affecting both genders.  These factors have a greater contribution to boys dropping out than to girls. 
This can be attributed to the concern of boys about their economic welfare and ability to take 
advantage of economic opprotunities early on than girls. More boys than girls consistently note 
economic related factors as contributing to their dropping out e.g (See Table 51 below) as shown in 
the following indicators:  

• Increased number of others that have dropped out (boys, 7.6% and girls, 2.0%) 
• Increased number of unemployed youths and adults (boys, 4.7% and girls, 0.7%) 
• Increased volume of informal tradesmen/women such as artisanal miners (boys, 8.8% and 

girls, 2.0%) 
• Low prospects for employment (boys, 4.7% and girls, 4.0%) 

Given that the majority of the dropout cohort faced challenges in meeting school fees and cost of 
materials, their treatment in the event that fees have not been paid or they do not have the stationery 
required in school forments negative attitudes towards school. 17.8% (boys, 17.6% and girls 17.9%) 
reported being beaten/punished for not having books. Furthermore, about 10.9% (boys, 10.0% and 
girls, 11.9%) reported always being beaten up by teachers/school head. This is likely the case given 
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some are poor perfomers, and exhibit deliquent behaviour due to living conditions as noted earlier in 
this section. The embarassment of being sent home because of not paying school fees was another 
factor reported as a challenge they faced while in school by 52.0% (boys, 52.4% and girls, 51.7%)117.  

As elaborated in “Pathways taken by dropouts”, one cause for this maybe the multiple economic 
pathways available to boys compared to girls at an early stage of their lives. Seeing other dropouts in 
the community engaged in such activities (e.g. artisinal mining, cattle herding, fishing etc,) and making 
money from them coupled with limited comparable role models among those completing their 
education may lead to negative attitudes of education. This can also explain the higher contribution 
of peer pressure to dropping out for boys (7.6%) than girls (5.3%). All of these factors combined can 
lead to changing attitudes towards education and explain why there was a higher proportion of boys 
(10.6%) than girls (7.9%) who noted changing attitudes towards school as a contributing factor to 
dropping out.   

For girls, individual factors that contributed to them dropping out included:  

• changes within their body – mainly puberty (7.3%) compared to 0.3% for boys;  
• pregnancy – 8.6% 
• marriage 12.6% compared to 2.4% for boys 

As detailed in the Transition and Survival sections, at the time of the midline and endline surveys, girls 
faced multiple challenges including the onset of menstruation. Ill managed puberty combined with 
other issues happening in the girl’s life can lead to them dropping out. For example, 22.5% of girls in 
the dropout cohort said they faced challenges of lack of facilities for their periods while in school.   

While dropping out is a process of factors coming together overtime, a majority of dropouts noted 
shocks that affect economic capacity of the household as contributing to them dropping out. 47.7% 
of the dropout cohort highlighted the loss of employment/income of parent/guardian as a 
contributing factor to dropping out. Similarly, 15.9% of the dropout cohort noted the death of a parent 
or guardian as a contributing factor for dropping out. More girls (19.2%) than boys (12.9%) mentioned 
the death of a parent/guardian as a contributing factor to dropping out. As highlighted earlier, girls 
are twice more likely to dropout in the event that both parents die. Because of the care responsibilities 
for females as part of their gender roles, orphaned girls in some cases are looked at as potential care 
labour by caregivers. NS from Chipinge and UV from Mazowe mentioned earlier demonstrates this. 
NS’ school fees were not paid by her aunt, she would miss school to attend to the aunts’ house and 
market place. UV was a very poor performer in school but was good at house chores. Instead of 
facilitating a pathway for her to get back to school or other trades (since she had refused to go back 
to school), extended family members were fighting to keep her so she could do house chores and care 
for children as she was good at these.  

 
117 A small proportion of the dropout cohort experienced bullying while in school (3.7%) or on way from school (2.5%) 
therefore may not have a contribution to changing attitudes for a majority of dropouts that noted this as a contribution to 
dropping out. 
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The majority of dropouts come from broken homes where they often face ill treatment. About 17.8%, 
with highest proportion being girls (19.9%) compared to boys (15.9%) noted difficulties with where 
they lived during term time while they were still in school.  

Few in the dropout cohort noted community level factors as contributing to them dropping out (See 
Table 52). However, school level factors contributed to dropping out for the majority of the dropout 
cohort.  

Table 52: Factors contributing to dropping out  
Male Female Total 

N 171 150 321 

Individual level factors 
   

Change in attitude towards school 10.6% 7.9% 9.3% 
Made new friends/lost friends 1.2% 0.7% 0.9% 

Transferred to another school 0.6% 0.7% 0.6% 

My view of the world around me 10.0% 6.0% 8.1% 

Illness 5.3% 4.6% 5.0% 
Changes within my body (puberty) 0.6% 7.3% 3.7% 
I got pregnant 0.0% 8.6% 8.6% 

I got married 2.4% 12.6% 7.2% 

Peer pressure? 7.6% 5.3% 6.5% 

Family level factors 
   

Moved to new location (distance to school). 1.2% 1.3% 1.2% 

Death of parent/guardian 12.9% 19.2% 15.9% 

Loss of employment/income of parent/guardian 48.2% 47.0% 47.7% 
Purchase of new assets (land, mine, etc.) 1.8% 0.0% 0.9% 
Migration of a parent 4.7% 3.3% 4.0% 

Loss of productive assets (cattle, goats, machinery) 6.5% 6.0% 6.2% 

If they moved closer to school, they would not have dropped out 4.1% 4.6% 4.4% 

Working to support my family 19.4% 6.0% 13.1% 

Community level factors 
   

Increased number of others that have dropped out 7.6% 2.0% 5.0% 
Increased number of unemployed youths and adults 4.7% 0.7% 2.8% 
adults 1.2% 0.0% 0.6% 

Increased volume of informal tradesmen/women such as artisanal miners 8.8% 2.0% 5.6% 

School level factors 
   

New teacher(s) 1.2% 0.0% 0.6% 

Increased demand for books and other materials for school. 45.9% 35.8% 41.1% 

Difficulty getting to school 18.8% 7.3% 13.4% 

Dropouts who agrees that school was too difficult them/was wasting time. 17.1% 9.9% 13.7% 

National level factors 
   

Lack of affordability of things to use at home (groceries, rent) 19.4% 18.5% 19.0% 

Low prospects for employment. 4.7% 4.0% 4.4% 

Source: Endline dropout survey 
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6.3 PREDICTING DROPPING OUT 

 

The dropout cohort were asked if they thought they would finish their studies, Table 53 provides their 
responses. About 30.5% (boys, 34.7% and girls, 25.8%) knew they would not continue with school for 
the very reason that fees were not always/never paid (90.5%), performed poorly in school (34.8%), 
lacked support from the family (27.9%), had no interest in school (16.9%) and secondary school was 
too far (12.6%). An even higher proportion of the dropout cohort (97.3%) were sure they would 
continue with school when asked about this during the baseline in 2017 when they were in Grade 6. 
Only 1.7% did not know what would happen.Thus, for a majority of the dropout cohort dropping out 
was a surprise to them and may explain why over 90% of the dropout cohort reached in the qualitative 
study wanted to go back to school if the opportunity arose.  

Table 53: Self-prediction of education outcome 
Response Male Female Total 
N 170 151 321 

Did you ever think you would not be able to finish your studies?    

Yes 34.7% 25.8% 30.5% 

No 65.3% 74.2% 69.5% 

If Yes, which of the following factors are relevant?    
Fees not always/never paid 93.1% 86.5% 90.5% 

Secondary school was too far 16.4% 6.3% 12.6% 

Performed poorly at school 34.5% 35.3% 34.8% 

Family did not have enough labour 3.6% 0.0% 2.3% 

Lacked support from family 30.9% 22.6% 27.9% 

Had no interest in school 19.6% 12.1% 16.9% 

Other, specify 1.9% 15.6% 7.1% 

If No, what caused you to dropout 
   

Non-payment of school fees (always sent home)/no funds to enrol to 

form1 

75.5% 65.8% 70.6% 

Got Married/Eloped/came home late coming from boyfriend place 1.8% 3.6% 2.7% 

Did not get my Grade 7 results because of school fees arrears 4.5% 8.1% 6.3% 

School was difficult/was not performing well 1.8% 0.9% 1.4% 

Emotional and verbal abuse at home 0.0% 0.9% 0.5% 

Expelled from school, accused of rape 1.8% 0.0% 0.9% 

Did not register for grade 7 examinations 0.9% 0.0% 0.5% 

Got pregnant 0.0% 6.3% 3.2% 

Had found employment 0.9% 0.0% 0.5% 

Relocated 0.0% 2.7% 1.4% 

Help at home/take care of the sick at home 0.0% 3.6% 1.8% 

Did not want to repeat a grade 0.9% 0.0% 0.5% 

I got seriously ill 0.9% 1.8% 1.4% 

No longer interested in school 2.7% 1.8% 2.3% 

My classmates were younger than me because I repeated several times 2.7% 0.0% 1.4% 

My parents said I should stop 4.5% 3.6% 4.1% 

School was very far 0.9% 0.0% 0.5% 
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Response Male Female Total 
Was raped at 13 by someone from the community 0.0% 0.9% 0.5% 

Source: Endline dropout survey 

 

While this may give the impression that dropping out was an ad hoc event, there are conditions that 
could predict their education outcome which could be useful to identify early to ensure those children 
at risk of dropping out are managed before they drop out. Data for students whose education 
outcomes were known at endline was analysed separately to estimate the corelation between 
outcome (in school or dropout) with various attributes collected at baseline. Correlation analysis was 
conducted to check the association between the 315 variables collected at baseline and the education 
outcome. Of the 315 variables collected at baseline, about half showed significant correlations, and 
40 showed corelations that were both significant and sizable. These are presented in the Table 54.  

 

Table 54: Corelation between Baseline variables and whether a student had remained in school 
Variable Correlation Sig. (2-

tailed) 
Student more likely to drop out if: 

Province -0.150** 0 they are from a rural province 

District -0.148** 0 they are from a rural district 

Setting -0.203** 0 Rural 

Gender 0.036* 0.047 No strong correlation by gender- other 

factors more important 

Age at the time of survey -0.284** 0 Older students likely to dropout 

Since the beginning of this year did you 
ever miss school because of your period 

0.159** 0 Those who miss school likely to dropout 

Learners worried about proceeding to the 
next grade 

0.037* 0.042 Not strong 

Learners who ever missed school due to 
food shortage at home 

-0.126** 0 there is no food at home 

How often do your parents/guardians:  

Check on whether you have done your 
homework? 

-0.083** 0 not very strong, but significant 

How often do your parents/guardians talk 
to you about your friends? 

-0.091** 0 not very strong, but significant 

Are both your parents still alive? 0.141** 0 Orphans more likely to dropout 

Remaining sisters at household -0.101** 0 No sisters more likely to dropout 

Did sisters dropout of school (Not in 
school) 

0.217** 0 Dropouts begat dropouts.  

Highest level for dropout brothers: Grade 7 -0.166** 0 Siblings dropped out at any stage 

Remaining brothers at household -0.152** 0 Siblings dropped out at any stage 

Did brothers dropout of school (Not in 
school) 

0.158** 0 Siblings dropped out at any stage 

Highest level for dropout brothers: Grade 3 -0.114* 0.013 Siblings dropped out at any stage 

Highest level for dropout brothers: Grade 7 -0.126** 0.006 Siblings dropped out at any stage 

Highest level for dropout brothers: Form 4 0.164** 0 Siblings dropped out at any stage 

Did your friend dropout of school 0.101* 0.049 Friend dropped out 

Do you still play with your friend? 0.131* 0.018 Plays with dropouts 
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Variable Correlation Sig. (2-
tailed) 

Student more likely to drop out if: 

Have you ever had to repeat a grade? 0.152** 0 Repeated a grade 

What mode of transport do you use to get 
to school? 

0.122** 0 Walks to school 

When I get hungry at school, I have food to 
eat 

-0.192** 0 Has no food at school 

Have you ever had to miss school because 
there was no food at home? 

0.126** 0 Has no food at home 

How many days did you miss? -0.180** 0.005 More days have been missed 

What was the main reason that made you 

miss school during your period? 

0.235** 0 Lack of fees more likely to dropout 

Are there times your school fees are not 

paid for? 

0.129** 0 Lack of fees more likely to dropout 

Are there times your school materials are 

not paid for? 

0.164** 0 Lack of materials more likely to dropout 

As things stand in your life at the moment, 

how far in education do you think you will 
go? 

0.187** 0 those who do not feel they will go far more 

likely to dropout 

If the choice was yours, how far in 

education would you like to get 

0.191** 0 those who want to go far not likely to 

dropout 

How far in education do you think your 

parents/guardian would let you reach? 

0.201** 0 those permitted to go far not likely to 

dropout 

Grade 7 completion -0.124** 0 Less sure likely to dropout 

O’ Level completion -0.169** 0 Less sure likely to dropout 

A level completion -0.190** 0 Less sure likely to dropout 

How often do you do your homework -0.135** 0 they rarely do their homework 

Why are you not involved in extra-
curricular activities in school? 

-0.144** 0 Correlated, but to many <others> 

Do you sometimes play 

video/computer/mobile phone games? 

-0.113** 0 Those who do not play games likely to 

dropout- linked to wealth 

School grant status -0.188** 0 P3 more likely to dropout 

School registration status -0.103** 0 Satellite more likely to dropout 

Source: Baseline survey, tracking database and endline dropout survey 
 
In summary, the corelation analysis shows that a student is most likely to drop out if:  

• they are in a rural areas; 
• they go to a P3 school; 
• they go to a satellite school;  
• poor parental support; 
• are an orphan; 
• fees not being paid;  
• there is no food at home or school; 
• they are older than their peers;   
• their siblings  had dropped out;  
• their friends had dropped out; and 
• they do not think they will go far with their education. 
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There was significant correlation between missing school and dropping out, and this is prevalent 
among students who walk to school.  The following checklist can, therefore, be used to check if a 
student is likely to dropout: 

 
1. Are your fees paid consistently? 
2. Whom do you stay with? 
3. Do you have adequate food at home? 
4. Do you play with students who have dropped out? 
5. Do you have siblings who have dropped out? 
6. How far do you realistically think you will go with your schooling?  
7. Do you often miss school? Why? 
8. Do your parents encourage you to attend school?   

 
Findings of the four year study show that dropping out in a majority of cases is not an ad hoc event. 
While each of the factors mentioned above individually contribute to dropping out, it is the coming 
together of various factors at multiple levels that set off the process of dropping out. Table 55 provides 
a summary analysis of the sample fo the dropout cohort that was tracked during the study 
demonstrating how individual, family, school and national level factors work together to lead to 
dropping out.  
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Table 55: Process of dropping out 
Name  District Gender Predictors of dropping out How this influences dropping out 
UV Mazowe Female Learning disability, poor performance, schools not 

supportive of pupils with learning disabilities 
Child disengagement from school, sees school as a waste of time, 
incapacities/lack of knowledge of caregivers of how to handle such children 
limits a child’s options leading to dropping out of school 

NS Chipinge Female Orphanhood with limited support from relatives, ill 
treatment at home, made to sell at the market during 
school days, absence or inadequate or discontinous social 
protection 

Affects mental health of child, child seeks escape routes from ill treatment by 
eloping (gets love elsewhere), schools fees not paid, child misses school, 
eventually drops out after eloping  

MB Mt Darwin Female Poor agricultural season and crop prices, a broken family 
(step father and biological mother), unsupportive caregiver 
(step father prioritises his own children) and unsupportive 
extended family,  
History of children dropping out of school in the family,  
lack or low education of parents/caregivers, no access to 
social protection, poor performance of child in school 

limited prioritisation of education leading to children only financed to primary 
level only. 
Erratic payment of school fees, child misses school consistently,  
limits income and ability to meet school related costs , limited motivation to 
pay school fees 
Poor performance in school limited motivation of caregivers to meet school 
costs. 
examinations are not written or Grade 7 results are not provided which blocks 
transition to secondary. 
Unpredictatbility of agricultural performance limiting negotiations with schools 
for payment plans, negatively affecting planning school fees payment. 
Schools cannot afford making arrangements of school fees payments with 
parents/caregivers for transition to secondary 

MM Masvingo Female Broken family and in the care of grandparents , no support 
from extended family, child performed poorly in school, 
good at household chores in demand for household chores, 
child believes no need for education as she will be taken 
care of by her future husband (apostolic religion influence), 
poor agricultural performance and economic hardships 
limiting food and income,  higher costs of education costs 
on transition,  Negative perceptions about girls education  - 
boys have better opportunities in life 

Limited motivation to make provisions for child to stay in school, struggle to 
pay schools, child develops negative attitudes of school and is disinterested in 
school 
Low motivation for school among girls because of socisalised role of women 
within her religion, limited motivation to pay for girls education by caregivers,  
limited capacity of households to meet school expenses as priority shifts to 
survival in a drought. 

BN Umguza Male Broken family with limited support from the father, abrupt 
stop in BEAM payment 

female caregiver unable to raise income for fees and school related costs, 
misses school, could not progress to secondary 
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Name  District Gender Predictors of dropping out How this influences dropping out 
HN Bulilima Male Poverty, history of failure to pay school fees struggle to pay school fees (history of failure to pay fees.), family prioritises 

primary school because its cheaper 
WM Gokwe North Male broken family, History of dropping out, poverty, limited 

access to social protection 
struggle to pay school fees (history of failure to pay fees.) 

RD Gweru Female Sudden critical illness, large family size leading to huge 
school bill 

loss of income leading to inability to meet school cost obligations, unwillngness 
of school to negotiate payment terms,   

KK Murehwa Male Sudden shock (job loss), poor quality education (teachers 
never there) 

loss of income leading to inability to meet school cost obligations, unwillngness 
of school to negotiate payment terms,   
leads to poor school performance of the child and demotivation to pay school 
fees by parents  

TK Zvimba Male Boken family and limited financial support, no access to 
social protection 

inability to pay school fees 

AM Mangwe Female Large family size, and ill breadwinner Inadequate money to meet school related expenses 
BG Mangwe Male Poverty, poor agriculutre season, higher cost of secondary 

school, history of dropping out 
due to inadequate income food prioritised over school fees 
Limited money to pay school fees, focus is on primary school  

MzM Bulilima Female Broken family with no support from extended family, 
poverty, higher costs of secondary education 

inadequate income to meet school fees costs 

NN Mangwe Female care of older persons, poverty inadequate income to meet school fees costs 

TN Umguza Female Broken family, unsurpotive spouse, poverty inadequate income to meet school fees costs, erratic fees payment,  
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6.4 PATHWAYS FOR DROPOUTS 

 
The dropout cohort were asked what they were doing at the time of the endline survey. The majority 
of the dropout cohort were “doing nothing” (64.8%) to earn a living. For those that were doing 
something, girls were taking care of children (15.9%) and employed as a help or servant (15.2%). Fewer 
girls, less than 5%, mentioned working elsewhere for income, farming, studying at home or attending 
vocational training. In comparison, boys seem to have more economic opportunities than girls (12.9%), 
farming (6.5%), mining (4.7%), and were working somewhere for an income (17.6%). In the next twelve 
months from the date of interview respondents saw themselves doing nothing (54.5%). Fewer girls 
saw themselves doing care work and being a servant/helper. More girls would like to be working for 
an income (14.6% from 4.0%). For boys those in mining would like to stay in mining but a large number 
(27.1%) would like to be working for an income (Table 56).   

 

Table 56: Pathways taken by dropouts 
  Male Female Total 
N 170 151 321 
What are you currently doing in your life? 
Nothing, staying at home 65.3% 64.2% 64.8% 
Taking care of children 0.6% 15.9% 7.8% 
Taking care of sick relative 0.0% 2.0% 0.9% 
Employed as help/servant 14.1% 15.2% 14.6% 
Involved in farming 6.5% 2.0% 4.4% 
Involved in mining 4.7% 0.0% 2.5% 
Working somewhere for an income 19.4% 4.6% 12.5% 
Studying at home 0.6% 1.3% 0.9% 
Attending vocational training 0.0% 0.7% 0.3% 
Married 0.6% 1.3% 0.9% 
What do you see yourself doing in the next twelve months? 
Nothing, staying at home 55.3% 53.6% 54.5% 
Taking care of children 0.6% 12.6% 6.2% 
Taking care of sick relative 0.0% 1.3% 0.6% 
Employed as help/servant 11.2% 11.9% 11.5% 
Involved in farming 4.7% 2.0% 3.4% 
Involved in mining 4.7% 0.0% 2.5% 
Working somewhere for an income 27.1% 14.6% 21.2% 
Studying at home 0.6% 0.0% 0.3% 
Attending vocational training 1.2% 1.3% 1.2% 
Married 0.0% 1.3% 0.6% 
Enrol back to school 4.7% 9.3% 6.9% 

Source: Endline dropout survey 
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6.4.1 VOCATIONAL EDUCATION 
 

About 93.8% of the dropout cohort would consider developing skills for a particular trade (Table 57). 
There are gender differences in preferences. For boys trades of interest include: agriculture (14.5%), 
poultry (22.6%), mechanics (23.3%) and welding (8.8%). Girls would like poultry (23.2%), sewing 
(28.2%), hair dressing (15.5%), running small business/marketing (11.3%) and cookery/baking (9.9%). 
A small majority of dropouts (57.0%) do not know where to get more informaton on training for the 
trades they would like to engage in. The trend is the same for both genders.  
 

Table 57: Training in vocational skills  
Male  Female Total 

N 170 151 321 

If you had a chance would you consider training in a particular trade? 
 

Yes 93.5% 94.0% 93.8% 

No 6.5% 6.0% 6.2% 

What trade would that be? 
   

Agriculture 14.5% 10.6% 12.6% 

Poultry 22.6% 23.2% 22.9% 

Running small business/marketing 0.6% 11.3% 5.6% 

Crafts/pottery 2.5% 0.0% 1.3% 

Cookery/baking 0.0% 9.9% 4.7% 

Mechanics 23.3% 0.0% 12.3% 

Welding 8.8% 0.0% 4.7% 

Artisanal mining 2.5% 0.0% 1.3% 

Sewing 2.5% 28.2% 14.6% 

Hair dressing 0.0% 15.5% 7.3% 

Other, specify 22.6% 1.4% 12.6% 

Do you know where to get more information about this? 
  

Yes 42.4% 43.7% 43.0% 

No 57.6% 56.3% 57.0% 

Source: Endline dropout survey 

 

6.4.2 ROUTE BACK TO EDUCATION SYSTEM 

65.4% of the dropout cohort would like to go back to school if given the chance. More girls (68.2%) 
than boys (62.9%) would like to do so. For those that would like to go back to school majority would 
like to go back to a normal school (91.0%). A small proportion of boys prefer night school (3.7%) and 
some days of the week. Less girls would like night school (2.9%) and some days of the week (3.9%). 
About 1.9% of girls prefered long distance learning (Table 58).   

 

Table 58: Interest in going back to school   
Male Female Total 

N 170 151 321 

Would you consider going back to school? 
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Yes 62.9% 68.2% 65.4% 

No 37.1% 31.8% 34.6%     

If yes, how would like schooling to be delivered? 
   

Night school 3.7% 2.9% 3.3% 

Some days of the weeks 4.7% 3.9% 4.3% 

Normal schooling 91.6% 90.3% 91.0% 

Long distance learning 0.0% 1.9% 1.0% 

Other 0.0% 1.0% 0.5%     

Number of days for those that want to be trained some days of the week 
2.000 0.0% 25.0% 11.1% 

3.000 80.0% 50.0% 66.7% 

4.000 20.0% 25.0% 22.2% 

Source: Endline dropout survey 

 

6.4.3 ROLE OF SCHOOLS IN PREPARING FOR LIFE AFTER SCHOOL 
Table 59 shows that a majority of dropouts (69.2%) feel that their school did not help prepare them 
for life after school. For those that felt helped by the school, 43% (boys, 31.5% and girls, 57.8%) 
mentioned financial literacy, 69.7% (boys, 68.5% and girls, 71.1%) and sporting (18.2%).  

Table 59: Perceptions school capacity to prepare students for life after school  
Male Female Total 

N 170 151 321 
Do you feel that your previous school helped prepare you for life after school 
Yes 31.8% 29.8% 30.8% 

No  68.2% 70.2% 69.2% 

If YES, how did your school prepare you for life after leaving school? 
 

Financial literacy 31.5% 57.8% 43.4% 

Practical lessons 68.5% 71.1% 69.7% 

Skill in performing arts (music) 0.0% 13.3% 6.1% 

Sporting 18.5% 17.8% 18.2% 

Religious education 1.9% 0.0% 1.0% 

Other, specify 42.6% 51.1% 46.5% 

Source: Endline dropout survey   

 

6.4.4 BARRIERS TO PATHWAYS  
 

While the above shows current and prospective pathways of dropouts there are barriers and channels 
that determine the options available to a dropout. RD a 16 year old girl from Gweru, is now married, 
for whatever she needs to do she will need her husband’s approval. RD would like to go back to school 
but it now depends on her husb approval. As she is now pregnant, any pathway she considers now 
also needs to take into account her child care responsibilities. For WM, although he wants to go back 
to school, he feels his high age in comparison to others he will be learning with may cause him a lot of 
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shame and embarrasment. MM is enjoying being home and not going to school. She is not interested 
in anything but getting married. For MB, because of her poor perfromance in school, parents prefer 
she starts vending however the money to start the enteprise is not available. BN wishes he was back 
in school. He is pained to see his peers going to school while he is home. He is fast losing hope in his 
future. HN moulds bricks and sometimes works with his father who is a builder. He is interested in 
being a builder. He has two options: to learn on the job with his father or go for formal training. The 
latter requires money which will be difficult for him. The other challenge is that there are no vocational 
training centres. APM, would like to start dressmaking, but the absence of such training in the 
community is a challenge. Mismatches in expectations of the child and caregiver, such as in the case 
of MB from Mt Darwin,  on the pathway to take are also a potential barrier for dropouts to take on 
pathways of their choice. The distance to secondary school was also a barrier for re-entry into the 
educaiton system.  Table 56 provides a summary of the pathways for a sample of the qualitative cohort.  
 

6.4.5 EXPOSURE TO ABUSE 
 
Children who spend more time outside the school environment are more likely to experience many 
forms of abuse. The longitudinal study explored this dimension for the dropout cohort. About 2.2% of 
the dropout cohort have experienced physical abuse with more girls (3.3%) than boys (1.2%) 
experiencing such abuse. For boys this abuse occurred in the community. For girls physical abuse 
occurs in the community (20.0%) and in the home by the guardian (80.0%). Only girls (2.6%) reported 
having experienced some form of sexual abuse. As with physical abuse this sexual abuse is perpetrated 
by boys in the community (25%), adults in the community (25%) and relative (50%). The occurrence 
of abuse in the home for girls may partly explain why more girls than boys faced difficulties at the 
place where they stay (Table 60).   

 

Table 60: Experience of physical and sexual abuse by dropouts  
Male 
(N=171) 

Female 
(N=151) 

Total (N=321) 

In the past twelve months, has a parent or any adult relative ever punched 
Yes 1.2% 3.3% 2.2% 

No 98.8% 96.7% 97.8% 

Girl/boy from the community 50.0% 0.0% 14.3% 

Adult from the community 50.0% 20.0% 28.6% 

Headteacher 0.0% 0.0% 0.0% 

Relative 0.0% 0.0% 0.0% 

Guardian 0.0% 80.0% 57.1% 

Employee at home 0.0% 0.0% 0.0% 

Employee at school 0.0% 0.0% 0.0%     

Did someone touch your breasts buttock or groped you against your will or tried to sleep with you 
against your will or cornered you to kiss you? 
Yes 0.0% 2.6% 1.2% 
No 100.0% 97.4% 98.8%  
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Male 
(N=171) 

Female 
(N=151) 

Total (N=321) 

Who is this person? 
   

Senior student 0.0% 0.0% 0.0% 

Class monitor 0.0% 0.0% 0.0% 

Girl/boy from the community 0.0% 25.0% 25.0% 

Adult from the community 0.0% 25.0% 25.0% 

Headteacher 0.0% 0.0% 0.0% 

Relative 0.0% 50.0% 50.0% 

Guardian 0.0% 0.0% 0.0% 

Employee at home 0.0% 0.0% 0.0% 

Employee at school 0.0% 0.0% 0.0%     

In the past 12 months, did any adult ever threaten to abandon you? 
 

Yes 0.6% 2.6% 1.6% 

No 98.8% 96.7% 97.8% 

Don't know 0.6% 0.7% 0.6% 

Declined to answer 0.0% 0.0% 0.0% 

Source: Endline survey of the dropout cohort  
 
 

6.5 SUMMARY OF DROPOUT 

Table 61 below summarises the main findings of this section of the report. 
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Table 61: Summary of pathways and barriers for dropout qualitative cohort 
Name  District Gender Current 

pathway 
Prospective  
pathway 

Reason  Quotation 

UV Mazowe Female Staying at 
home and 
helping with 
household 
chores 

Maid, poultry 
project 

Does not see herself doing any 
better in school. She is good in 
childcare and house chores.  

UV: Firstly, I do not want to go back to secondary school, I think I will be better off if I find a project 
to do such as rearing chicken or finding a job as a maid so I can look after myself in the long run.  
Caregiver: I took her because there is no one to really take of her. She says she wants to work in 
people's homes. She said she can't do sewing because she won't be able to read the books. She 
can't even count money or operate a cell phone. 

NS Chipinge Female Staying at 
home and 
helping with 
household 
chores 

Going back to 
school and 
reaching 
university 

Good performer in school.  
Staying with new caregiver who 
has promised to pay her school 
fees to start learning in Harare 

My aunt whom I’m staying with now in Harare agreed to let me go back to school next year. l think 
she will do it and can manage the expenses as she will be helped by my sister and her children as 
well.  She stayed with my sister and put her to school so I know she can do the same for me. At 
Grade 7 l had 7 points and form 1 third term l passed 7 subjects out of the 8, I can say I am very 
bright in school if I have favourable living conditions. When l grow up, l would want to be a geologist 
and if my relatives contribute to my studies, which I believe they will do, I believe I will realize my 
dreams and they will come true. I am not interested in going to training centres, I am only interested 
in going to secondary school and pursue my dreams and reach university level. 

MB Mt 
Darwin 

Female Staying at 
home and 
helping with 
household 
chores 

Maid, vending, 
potential to go 
back to school but 
age gap limits 
desire to go back.  

Parents not seeing future in 
education due to poor 
performance. Focus is now on 
helping her to start vending.  
Money from vending will allow 
her to pay for her own fees for 
vocational education.  

MB: Since I do not go to school anymore, I now do the house chores at home, I do not go to the 
fields I just do home chores. I have thought of going to look for work as a house maid in Bindura or 
Harare but my parents were not keen on the idea of me going to look for work as they said I am too 
young to be working. After covid-19 I do not think anything will change besides the fact that I will 
start looking for a job as a house maid or I will start vending. But I would prefer going to school than 
be at home because when you’re going to school you get to learn a lot of things that will help you in 
life. My mother’s wishes are for me to go back to school like other children but my step father does 
not care he does not show concern. Personally I do want to go back to school but my only worry is 
that I will be too behind the people that I learned with as they will be two streams ahead of me and 
I will be learning with my juniors. I think this will be a huge challenge for me in as much as I want to 
go back to school thinking of this age gap issue I think twice and think its impossible for me to go 
back to school.  
Caregiver: Currently she is selling stuff like lotions, soaps and the likes and exchanging it for maize, 
when she gets the maize she then sell that maize and realize a profit. When she gets money, she 
goes to Mozambique for more stocks and also buying herself clothes so she can start to learn about 
responsibilities and taking care of herself as well as teaching herself how to do business so she can 
be independent in the near future. 

MM Masvingo Female Staying at 
home and 
helping with 

Marriage  She sees no future elsewhere. 
Religion limits the role of the 
woman to marriage and looking 
after the husband and children.  

It’s been a year and a half since I left school. To be quite honest I am enjoying being home and not 
going to school that even if a donor or anyone volunteers to pay for my school fees and buy me 
school materials and everything I will not go back to school, I have outgrown the idea of going to 
school and I lost interest. At grade 7, I came out with 29 units, and with these results, also I knew 
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Name  District Gender Current 
pathway 

Prospective  
pathway 

Reason  Quotation 

household 
chores 

school wasn’t for me. Currently I am 15 years old and even if I’m asked to do weekend school I am 
not interested, what is on my mind is that if I get a little bit older, I will just get married. I am not 
interested in doing any courses or working, I am only thinking of marriage. My religion (Apostolic 
sector: Johanne Marange) also does not allow me to work in a formal setup, I should let my husband 
do the working and I will be a housewife and take care of the children. If I am to work, it will only be 
maybe buying and selling, I do not really like doing too much manual work like farming, so I think I 
will do trading. Because of this doctrine that I received from church since birth, this is what I have 
grown to like and appreciate and this is what is in my heart, I am not forced to think like this but it’s 
my personal choice, following our religion and doctrine. 

BN Umguza Male Staying at 
home 

Going back to 
school or 
vocational 
training - 
mechanics.  

Believes the only way to change 
his future is through education. 
Wants to be a soldier like the 
uncle. 

I really wish I could go back to school. I had always wished I could afford to carry on with my 
education till I complete my studies but unfortunately the financial situation at home did not allow 
me to achieve this dream. I cannot really say that the decision to dropout was mine but I could 
clearly see the situation that my mother was in and so she did not have to say that I will not be 
continuing with school, I just stayed after Grade 7 and that was it. I do wish I could go back to school 
though because currently I just stay at home doing nothing hence I have no hope of changing my life 
in future which hurts me. I would really love an opportunity to enrol into vocational training. I 
believe that would help me gain a skill that can possibly change my life the same way I would have 
wished that getting an education would. A course I would love to do is mechanics. I love fixing things 
like bicycles and carts. Each time I fix these things they really do work and I get some sort of 
satisfaction so I feel if I were to do a course to do with that I would definitely love it. 

HN Bulilima Male Making bricks 
for selling, 
accompanying 
parent on 
building 
projects  

Going back to 
school or 
vocational 
training (building) 

Preference is for building 
course rather than school. 
Perhaps because of the trade 
he is already building with his 
father and that he does not see 
himself going beyond O’ Level - 
so might eventually came back 
to the same trade.  

"I am currently spending most of my time doing brick making. I am enjoying this even though I 
sometimes do miss being at school. I make bricks which I can sell at R1 (1 South African Rand) per 
brick. I have had many customers purchasing the bricks and I never get bored doing this as it is 
something that I enjoy doing. I do wish I could go back to school but there is no point wanting that 
when I already know that my parents cannot afford to send me. I have friends who were lucky 
enough to proceed to secondary school and whenever I see them I feel depressed that I could not 
afford a chance at education like other children. Given a chance I would agree to go back to school 
as I loved the idea of having an opportunity to try and change my life situation for the better when I 
am older. If there were to be vocational training courses available, I would definitely opt to go for 
them instead of school. The type of course I would go for is Building as I already enjoy this through 
assisting my father with his work most of the time. Whenever my father gets a job to build for 
someone, he takes me along to be his assistant so I can be helping him while he builds.  

WM Gokwe 
North 

Male Farming 
cotton 

Going back to 
school and 

Returning to school is an option 
for him but the age gap and 
mockery that will come with it 

I have been farming cotton from the time I dropped out of school. This season l managed to do 2 
120kg bales of cotton l sent the cotton to the spinning company and l am yet to receive any 
payment yet but l have heard from those that received payment that the money is not much. Apart 
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Name  District Gender Current 
pathway 

Prospective  
pathway 

Reason  Quotation 

vocational 
training 

is a deterrent. Classroom based 
vocational training is preferred 

from the cotton farming that I have been doing I occasionally help out with family chores and 
household duties like going to fetch water. If I fail to enrol at high school and instead enrol at a 
vocational school, I would like to do a course in Fashion and fabric. I would much prefer to do 
classroom learning than to do distance learning as l think l will grasp concepts taught faster and can 
ask friends and teachers. The other challenge I feel I will face if l am to return back to school is 
getting mocked by my fellow friends who are now far ahead of me in their studies or even by my 
new classmates as l would be way older than them. 

RD Gweru Female Married Going back to 
school and 
vocational 
training 

Was a domestic worker in 
different places leading to her 
eloping. As she is married going 
to school now depends on her 
husband's permission 

After dropping out she went to Gweru were she got a job as domestic worker, we had to ask her to 
come back home after the employer had stopped paying and was ill-treating her. After she left 
Gweru she found another job as a maid in Shurugwi for a lady who worked for Prison services, her 
employer would pay her in foreign currency and she was now able to send us remittances . She 
came home for the Christmas holidays last year in December and her uncle who stays in South 
Africa offered to take her to Kadoma so that she helps looking after his children only to get a 
message three months back that she had eloped. When l tried to talk to her she did not provide 
reasons why she had eloped. Her husband’s family paid part of the bride price ”Tsvakirai kuno”  to 
acknowledge that they had taken our daughter and will fulfil other marriage rites later. I would like 
to get back to school but now that I am married I have to consult with my husband who is also an 
illegal miner so that he can give me permission to do so. If I do get back to school I would prefer 
learning from home as compared to learning in the classroom since I will be giving birth in a few 
months and my child will need my full care and attention. I would like to learn how to sew or how to 
bake food stuffs like doughnuts that I can sale at the local market. 

KK Murehwa Male Doing 
gardening 
based on 
lessons from 
school 

Going back to 
school and 
vocational 
training 

Sees her future in education. 
Using knowledge from 
mathematics and agriculture in 
the business.  

From my time in school, I enjoyed agriculture, which has in turn helped me in what I am doing now 
since I dropped out of school. I grow vegetables at the garden at home and I then sell them. I sell 
the produce from the garden twice a week and on a good day, I can make two hundred dollars in 
local currency. Either I use the money to buy household items or purchase school items like books 
that I will use when or if I do manage to get back to school. Currently I have managed to purchase 
twenty books I will use to write in when I get back to school. I use the knowledge I got from 
mathematics in my business since it involves money. I would like to go back to school but if I fail to, I 
would like to enrol at vocational schools. There is no vocational school in my area so I will have to 
move to other areas in order to attend classes. Though distance online learning is occurring in some 
schools and institutions I will not be cable of partaking in it since I do not have a cell phone which is 
important when communicating with other students. 

TK Zvimba Female Domestic 
worker, now 

Vocational 
training 

Embarrassed to go back to 
school because of age. 
Preference is for vocational 

After dropping out of school, I did not do any sort of part time work. For some time I worked as a 
housemaid in Harare for a family that stays in Budiriro. I did not find the work quite difficult but I 
was not being paid enough money to sustain me. The salary I was getting which amounted to 
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Name  District Gender Current 
pathway 

Prospective  
pathway 

Reason  Quotation 

staying at 
home 

education. But if school comes 
up she is willing to go back. But 
seems interest is more going 
back to school. 

Fifteen United states dollars I would use to buy clothes and other essentials for myself the rest I 
would send to my grandmother so she could buy food and other household supplies. I left the job 
last month and I am currently staying with my grandmother. I would like to get back to school but I 
do worry about being humiliated by my fellow students who would be younger than me. I rather 
would like to get enrolled at vocational school. In the area I reside there is none though I have heard 
of the Chitepo school. If I do manage to get enrolled at such a school I would like to study mechanics 
or Poultry. 

AM Mangwe Female Staying at 
home 

Attend vocational 
training: 
dressmaking, 
work and raise 
money to go back 
t school 

The interest in in finishing 
school is high and would like to 
use the vocational course to 
earn money to finance her 
education.  

I would like to do a dress making course. At Cross Roads they offer dress making courses. I think I 
will able to make money and go back to school. I do not mind being the oldest in class. I do not think 
I would face any challenges if I were to return to school after this long. 

BG Mangwe Female Staying at 
home 

 hairdressing   Sees role models making a 
living from hairdressing.   

I would like to become a hairdresser. There are so many people I know in my area who are making a 
living through hairdressing. My aunt promised to teach how to do people’s hair. I would have loved 
to become a soldier had I continued with school, just like my uncle unfortunately that is no longer 
possible for me as they only recruit learned people. 

MzM Bulilima Female Household 
chores, 
herding cattle 
at home 

brick making 
course 

No option to return to school. 
Secondary school also too far so 
not considered. Caregivers also 
resigned for child to receive a 
building course.  

I now spend my time herding my grandmother’s cattle and doing any other house chores available. I 
would not go back to school even if I were to be offered the chance to, as the Secondary school 
Mbonqane is very far from home. I do not know how many kilometres it is to get there. I would now 
like to do a building course and make a living through it. We now wish we could get money for 
Msiziwethu to do a building course. They are some men in our community who are making a living 
through it. If we were to get money now we would not send him back to school as he has been out 
of it for too long, it would be better to just let him do a course. There are other kids who also 
dropped out of school in our area. There are no opportunities for school dropouts. 

NN Mangwe Female Staying at 
home 

primarily go back 
to school. But also 
do dress making.  

There are no alternatives for 
raising money needed to go 
back to school. No vocational 
training available in the area.  

I would like to do a dress making course. I know of one older woman who is a tailor, she sews 
clothes for people and makes a living through it. I am scared of her and thus I cannot ask her to 
teach me to sew clothes. I also I think she would want to be paid. 

TN Umguza Female Staying at 
home 

Housemaid No plan yet with her life, no 
hope for going back to school, 
the only option is to be come a 
housemaid. Tettler is good in 
tailoring and alterations 

All along I still had hope that I would go back to school but I have since accepted that it is not going 
to happen. I will just become a house maid as there is nothing else I can do without proper 
education. I spend my time fetching water, firewood and preparing food. Tettler cooks good food 
and she is sews some stuff. She alters some of her clothes which would be big until they fit her well. 
One would never tell that she altered the clothes as she is good at it. She is self-taught. She also 
likes to plait my hair whenever she comes to visit me, it is something she is becoming good at. 



7 THE IMPACT OF COVID-19 ON SURVIVAL IN THE ZIMBABWEAN EDUCATION 

SYSTEM 

 

 

7.1 INTRODUCTION  

The endline survey of the study analysed the impact of the global Coronavirus pandemic (Covid-19) 
on education in Zimbabwe. This section of the report provides insight into the resilience of the 
education system to shocks and stresses and a prediction of the likely implications of the global 
pandemic on the realisation of the right to education for children of different backgrounds. Responses 
to the endline survey identified five key dimensions which underpin this chapter, namely: (1) 
differential impacts of Covid-19; (2) disengagement and re-engagement of learners in the education 
system; (3) implications of Covid-19 for survival (or dropping out) in the education system in 
Zimbabwe; (4) distance and online learning as approaches to teaching and learning and (5) 
Preparedness for reopening of schools.  

7.1.1 DIFFERENTIAL IMPACTS OF COVID-19 

Evidence from multiple respondents (learners, headteachers and caregivers) in the endline survey 
suggests that Covid-19 as a shock to the education system has had different impacts, and will affect 
future education outcomes differently, for boys and girls in different socio-economic contexts. 
Learners’ perception of the level of difficulty in returning to school when Covid-19 restrictions were 
lifted was used as an indicator against which the effects of location, gender, disability status, and 
province were compared.   

7.1.2 LOCATION OF THE LEARNER 

To assess the likely impacts of Covid-19 on different social groups, the endline asked respondents how 
easy or difficult they anticipated going back to school would be when Covid-19 restrictions were lifted. 
Results, shown in Table 60, were analysed by location (urban, peri-urban, rural); gender of learner, 
and their disability status. Across all locations sampled, for 31.7% of learners interviewed, returning 
to school will be very hard. A further 36.1% rated as hard the level of difficulty of returning to school, 
and a third of the sample (32.2%) anticipated that returning to school will be easy.  Table 62 shows 
that, based on the learner questionnaire, there was no significant difference in level of difficulty in 
returning to school based on location of the learner (Chi square=1.964; p=0.742). This suggests that 
the socioeconomic implications of Covid 19, while manifesting in different ways in different contexts, 
had the same effect across locations. The level of ease with which learners perceived their return to 
school was primarily a function of perception of affordability of school, and ability to meet 
requirements to return to school such as face masks, foregoing home chores, and support from family 
(based on their assessment of risk) to return to school.  

Table 62: Level of difficulty in returning to school by location of learner 

 

After your prolonged holiday due to Covid-19 
lockdown, how hard was it/will it be to return to 

school? 

Total Very hard Hard Easy 
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Location of respondent Urban 208 225 213 646 

32.2% 34.8% 33.0% 100.0% 

Rural 371 435 369 1175 

31.6% 37.0% 31.4% 100.0% 

Peri-urban 25 29 32 86 

29.1% 33.7% 37.2% 100.0% 

Total 604 689 614 1907 

31.7% 36.1% 32.2% 100.0% 

 

7.1.3 GENDER OF LEARNER 
 
Evidence from learner interviews suggests that, overall, despite gendered roles in the household that 
could constrain girls more from returning to school, both male and female learners anticipated facing 
the same level of difficulty with respect to returning to school after lifting of Covid-19 restrictions. As 
shown in Table 62 shows, female learners had a marginally higher proportion anticipating “very hard” 
and “hard” levels of difficulty in returning to school post-Covid 19 restrictions. Slightly more males 
(33.9%) reported anticipating an easy return to school compared to female learners (30.7%) (N=1907).  

Table 63 : Level of difficulty in returning to school by gender of learner 

 

After your prolonged holiday due to Covid-19 
lockdown, how hard was it/will it be to return to 

school? 

Total Very hard Hard Easy 

Sex of the respondent Male 276 314 303 893 

30.9% 35.2% 33.9% 100.0% 

Female 327 375 311 1013 

32.3% 37.0% 30.7% 100.0% 

Total 603 689 614 1906 

31.6% 36.1% 32.2% 100.0% 

 

Perceptions from endline survey respondents suggest that the impacts of Covid-19 on learners’ 
survival in the education system were mediated through several pathways characterised by exposure 
to risk. For female learners the ‘loss of purpose,’ coupled with the narrowing of ‘safe spaces’ normally 
associated with, and provided by, being a learner or being physically at school, (as opposed to being 
at home or in the community), was linked to an alleged increase in participation in adolescent sexual 
behaviour. In this context, mediated through the effects of poverty, girls were exposed to teenage 
pregnancies and early marriage. As reported by one headteacher, Covid-19 has resulted in girls 
engaging in romantic relationships for economic benefit or even for the sake of securing early 
marriages.  

It recently came to my attention that since the closure of schools in March 2020, due to the Covid-
19 pandemic, more than 25 students in my school have gotten married. Various stakeholders in 
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the programs that intend to stop this trend can confirm this, as they have also come to visit some 
of these students”. (Headteacher, Chivi District, Masvingo).  

In Bindura, reported incidents of early marriage of learners of cohort-age during the Covid-19 
lockdown seem to have been partially driven by non-affordability of school fees. Evidence reviewed 
suggests that this pathway to dropping out of school was enabled by feelings of hopelessness for the 
future among girls and cemented by negative perception of the future by their PCGs. An interview 
with one headteacher in Bindura exemplifies this narrative:  

The covid-19 pandemic has already had a negative impact on our school as l have mentioned 
above that some of our students have already gotten married and as long as the lockdown 
continues, it will only get worse in terms of students dropping out. More so, due to the lockdown, 
parents are not working hence when schools open, they might fail to pay the levies and other 
school items that the kids need hence we are likely to have a low turn up when schools re-open”. 
(Headteacher, Bindura District, Mashonaland Central).  

7.1.4 LEARNER DISABILITY STATUS 

 
For learners anticipating facing the hardest challenge returning to school, disproportionately more 
learners with disability (40%) compared to those without (31.5%) were likely to be impacted negatively 
by Covid-19. A further one third (33.3%) of learners with disabilities compared to 36.2% without 
anticipate a hard return to school when Covid-19 restrictions are removed (Table 64). 
 
 

Table 64: Anticipated level of difficulty in returning to school after Covid-19 for learners with and without 
disabilities 

 

After your prolonged holiday due to Covid-19 
lockdown, how hard was it/will it be to return to 

school? 

Total Very hard Hard Easy 

Do you have any form 
of disability? 

Yes 18 15 12 45 

40.0% 33.3% 26.7% 100.0% 

No 586 674 602 1862 

31.5% 36.2% 32.3% 100.0% 

Total 604 689 614 1907 

31.7% 36.1% 32.2% 100.0% 
 
Learners with disabilities were affected differently and in perhaps more profound ways relative to 
their peers without disabilities. There were specific concerns raised by learners with disability 
emanating from their lived experiences during the Covid-19 pandemic. The dominant theme was 
exclusion in communication rooted in approaches that do little to consider the welfare of people living 
with disabilities in the planning processes. As an example, one learner reported that as a deaf learner, 
the use of face coverings to stop the spread of the Coronavirus had inadvertently meant that he was 
no longer able to lip read and communicate, and would struggle going back to school under the 
prescribed conditions.  
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7.1.5 LEARNER’S PROVINCE OF RESIDENCE 

Figure 5 shows that there were statistically significant differences (Chi square=469.74; p=0.000; 
N=1907) in the level of anticipated difficulty in returning to school across provinces. Matabeleland 
North (58.2%), Masvingo (53.5%) and Bulawayo (46.4%) had the highest proportion of learners 
anticipating facing “very hard” challenges returning to school. In contrast, the provinces of 
Mashonaland Central (61.2%), Harare (54%) and Manicaland (49.4%) had the highest proportion of 
learners who were confident of returning to school with ease when schools eventually opened.  

 

Figure 5: Anticipated level of difficulty in returning to school after Covid-19 for learners in different 
provinces of Zimbabwe 

 

7.2 IMPLICATIONS OF COVID-19 FOR SURVIVAL IN THE EDUCATION SYSTEM IN 
ZIMBABWE 

 

7.2.1 THE PROCESS OF DISENGAGEMENT 

Interviews with learners, PCGs and headteachers revealed that the Covid-19 pandemic had had 
negative impacts on the engagement of learners with the education system. Learners had experienced 
the longest duration away from school, and in a majority of cases, for the vulnerable learners this 
meant that their roles in the household had been concretised and this was being predicted as likely to 
impede return to school. The safe space that school provides had been lost for some of the learners, 
and especially for girls.  

Disengagement of learners from the school environment and the loss of school as a safe space 
has opened learners to behavioural challenges the effect of which include lower likelihood of 
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return to education. The pandemic is putting a damper on the spirit of learning. Such a long 
period of non-activity is very daunting, and there is a need to revise the zeal to learn”. (DSI, 
Matabeleland North).   

Teenage pregnancies were often cited as the main indicator for learner disengagement. Education 
authorities, PCGs and headteachers were reporting, based on anecdotal evidence that teenage 
pregnancy and early marriage have been increasing since the beginning of the pandemic in Zimbabwe. 

“As we speak it recently came to my attention that more than 25 five students got married 
from the time the schools closed due to the Covid 19 pandemic and the various stakeholders 
in the programs that intend on stopping this trend can confirm this as they came to visit some 
of these students”. (Headteacher, Chivi District). 

 

7.2.2 LOSS OF LIVELIHOODS AND THE IMPACT ON SCHOOL FEE PAYMENTS 

The Covid-19 lockdown resulted in loss of income especially for those families dependent on the 
informal economy. The protracted lockdown is reported as having impacted on incomes and savings, 
and in a lot of instances, eroded the capital base that families would need to return to their business 
activity. This was seen to be concerning for two reasons. Firstly, schools currently have a low capital 
base to meet their recurrent expenditures and depend primarily on school fees for this. As such, 
schools are perceived as highly likely to enforce payment of school fees when schools eventually open. 
The headteacher survey shows that 71.2% of headteachers thought that payment of school fees was 
one of the main ways that PCGs could support  schools reopening. Secondly for vulnerable learners, 
such as those that have caring responsibilities, or are involved in economic activities on behalf their 
families, this may be a toxic combination that forces them out of school. In fact, there is evidence from 
the survey that some learners and PCGs know that they will not return to school for financial reasons. 
In the learner survey, 27.2% of learners reported that lack of school fees would make it very hard to 
return to school.  

The Covid 19 pandemic has put us in a very difficult situation as a school we have since stopped 
paying some of our workers because the school relies on the learners’ fees payments to do so. 
We are receiving conflicting reports on payment of fees in the media. We hear that term two 
fees had to be paid but at the same time communication from the DSI is that the students are 
not supposed to pay since they are not coming to school. The school has exhausted its coffers to 
a point where we cannot afford to buy airtime for work-related calls. We even went on to sell off 
materials that we had purchased for the school to pay the vital workers like the security guards 
at the school. Some of the teachers have resorted to trying their hand at mining to earn extra 
income during this period”. (Headteacher, Chivi. District) 

If schools are to reopen, the government will have to intervene because at the moment we do 
not have any money, last week we even had to terminate the services of the security company 
that we use because we could not afford to pay them, even our ancillary staff, we are struggling 
to pay them too. Learning wise and looking at the students themselves, l don't think there can 
be an issue with them adjusting, they just need to be re oriented to the new situation and then 
learning starts. The major problem can only be the availability of resources. As a school, we 
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haven't really been in contact with our students except the exam classes who we asked to come 
to school sometime back in order to finish the registration process and we also had students who 
sat for the June exams although they were very few”. (Headteacher, Harare).  

There are other disruptions that resulted from the global pandemic. Remittance inflows were 
disrupted thereby undermining the food and income situation in most remittance-dependent 
households. As the impacts of Covid continue even beyond Zimbabwe, loss of remittance inflows could 
negatively impact on household food security status to an extent that could undermine school 
attendance and potentially contribute towards learners dropping out of school. Poverty as an issue in 
continuation of school within the Covid-19 context was prominently raised in peri-urban than either 
rural or urban areas.   

7.2.3 DISRUPTION OF COMMUNITY SOCIAL PROTECTION STRUCTURES VITAL FOR 
EDUCATION SUPPORT 

At community level the loss of income is reported as having disrupted the community-based social 
protection groups that ‘normally’ help households to deal with a range of idiosyncratic shocks such as 
dry spells, market shocks, death in the household, and health expenses. Loans from savings groups 
also form a crucial source of funds to meet education costs. With members failing to contribute, the 
loss of these protective measures has exposed households to multiple shocks and stresses in ways 
that lead to low prioritisation of education-related costs. For example, one respondent argued that 
without savings in her women’s savings and loans club, any money that she could access would 
automatically go towards food. In Tsholotsho, the survey encountered cases where ad hoc institutions 
formed to raise money to help keep poor children in school, for example through poultry keeping, had 
collapsed as inputs could not be sourced and markets were depressed.  

The impacts of COVID have been far reaching. Some of these agricultural projects have folded up 
because the lockdown meant that schools could not access input markets to buy feed and other 
essentials. This may mean that even when schools eventually open those children who were 
previously supported by these interventions”. (District Schools Inspector, Matabeleland South). 

7.2.4 LEARNER DIVERSION AWAY FROM EDUCATION  

Primary concerns from PCGs and headteachers were that if learners were not engaged actively in 
school-related issues they would be highly exposed to situations that could ultimately make it difficult 
to continue with education. The nature of stressors that could potentially divert learners appear to be 
varied depending on family and area specific contexts. In Binga, for example, boys in the cohort age 
group were intensively involved in fishing activity, with most spending more time in this activity than 
they had ever done in their lives. With daily incomes from fishing sometimes matching teachers’ 
monthly salaries, PCGs and headteachers reported that there would be formidable challenges 
extricating these youth from these activities. In urban locations, learners were massively involved in 
water and firewood collection, with concerns that since these learners were covering a gap that 
families would fail to fill without learners, and most likely leading to low motivation to “do whatever 
is possible to get children back to school”.  

It’s been six months and we do not know the state of our children. Some of them are now 
pregnant, some boys are now heavily involved in the fishing business. Fishing is a trending 
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business as the fish is now being sold in USD. A kilogram of fish is sold at about 2USD. Asking 
children to go back to school will be a challenge. It will not be easy for them to forego a daily 
income sometimes equal to their teachers’ salaries, to go back to school. What would make it 
even more difficult will be the fact that most of them do not believe that they will get a job after 
finishing their education anyway”. (District Schools Inspector, Mat. North)  
 
At the moment most children are not doing anything that has to with their schooling. Practically, 
children spend their day, from 6 am to 2 pm or later queuing for water. We are concerned that 
these roles will limit their possibilities of returning to school. Kids are busy daily doing chores 
they would otherwise not be doing if schools were open. There is absolutely no time to read. 
Their general behaviour is poor. Because they are away from books, they are readily available 
as labour at their homes”. (District Schools Inspector, Matabeleland North) . 

7.2.5 CHALLENGES WITH RE-ENGAGEMENT  

There were concerns raised by headteachers and PCGs on the ease with which learners would return 
to school following the prolonged ‘holiday’. Headteachers reported anticipating behavioural 
challenges for most learners, ‘adolescent romance’ especially among girls, pregnancy, and poor school 
performance. With respect to poor school performance, the prediction was that learners had 
disengaged from learning mode and therefore, psychologically, would struggle to get back to school 
mode and teachers had no guidance on measures that could be used to re-engage learners. The 
following are statements to that effect by three different Headteachers. 

Children have been away from school for over six months. They are now all over the place. School 
gives the community some structure, allows children to be manageable. We understand that they 
will soon be going back to school through a phased approach. (Headteacher, Harare) 

Learners lost a lot of learning time, and not sure if the learners will easily get back into the learning 
gear. (Headteacher, Bindura District) 

Because of this long break a lot of damage has been done. Some girls are now pregnant, others 
have moved to other locations. We are not even sure who will return to school. It’s always a 
problem when you have teenagers at home doing nothing. (Headteacher, Gwanda District)  

 
According to a DSI, The Covid lockdown has broken the ‘learning momentum’ and the greatest 
challenge with reopening schools will be getting learners back to that learning mode and momentum. 
In addition to the learning momentum was the concern that learners could exhibit disruptive 
behaviour adopted over the holidays, and in some cases from peers outside school. Further, the re-
engagement process was expected to be challenging for learners who had previously been involved 
in roles for which being released by their households would be challenging:  

 
We fear that when schools open some learners might come back portraying bad behaviour as 
they have been home for too long. Also, some learners may never come back to school as they 
would have become gold panners. We might also face a challenge as a school in getting the 
needed resources to guarantee safety when we reopen”. (Headteacher, Gwanda District) 
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Covid 19 has negatively impacted students in our district. It is a rural district and the limited 
connectivity to communication infrastructure has meant that there are very few options for 
engaging learners during this period. As a result, most of the learners have not been participating 
in any activity that keeps them learning. Now most of them are involved in activities such as 
firewood collection, water collection and fishing. There is also concern that there is not much 
control on the protection of learners. Some are now more exposed to abuse by parents, other 
adults, and peers. School sometimes provides a safe space for such learners from risky 
backgrounds, but with the lockdown, such a safe space has been constrained. There is high 
incidence of hunger and food insecurity in the district and any income that families are realising 
through whatever they are doing all goes towards buying food. This is something that also makes 
returning to school difficult”. (District Schools Inspector, Matabeleland North).  
 

7.2.6 CHALLENGES LIKELY TO UNDERMINE CAPACITY TO RETURN TO SCHOOL POST-

COVID 19 RESTRICTIONS 

The main challenge to returning to school was non-payment of school fees (35.1%) with learners in 
rural areas being disproportionately more affected (46.7%) compared to urban (16.3%) and peri-urban 
areas (18.6%). Other most important anticipated challenges for learners were cited as ‘getting back to 
school mode’ (26.6%), lagging in classes (26.5%), and difficulties in managing social distance in the 
school space (25.5%). Getting back to school mode was a challenge most faced by learners in peri-
urban settings (53.5%) compared to urban and rural learners (24.1% and 26%, respectively) and this 
was linked to the new roles and increased time spent on usual roles by learners in those settings. 
Associated with this were roles such as petty trading, collecting firewood and water, and engaging in 
various economic activities to support their families. As shown in Figure 6, of all learners surveyed, 
were disproportionately more concerned about lagging in schoolwork and performing poorly if 
schools reopened. Urban learners were most worried about challenges in maintaining social distance 
(30%) compared to peers in peri-urban (18.6%) and rural (23.6%). This observation was linked to the 
mode of transportation to school and the generally higher incidences of crowding within urban 
settings. 
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Figure 6: Expected challenges to returning to school for learners from different locations 

 

7.2.7 DISTANCE AND ONLINE LEARNING AS APPROACHES TO TEACHING AND 

LEARNING 

 
The MoPSE Education Sector COVID-19 strategy supports and implements five strategic priorities, one 
of which is Alternative Learning Approaches. This comprises radio programming, digital, online 
learning and, for those without connectivity, provision of supplementary learning materials.   By the 
time of the endline, the approach was in its early stages, so  the study was not able to assess the effect 
of the strategy. However, the study did identify a number of schools across the country engaged in, 
online and other forms of remote teaching and learning, especially for continuing preparations for 
public examinations.  The main challenge of delivering teaching through online platforms highlighted 
the significant levels of inequality in education access. The endline survey focused on the following 
dimensions of online learning: (1) learner access to resources for online and distance learning; (2) 
inclusivity of the online learning platforms and (3) effectiveness of online learning as an approach to 
learning.  
 

7.2.8 LEARNER ACCESS TO RESOURCES FOR ONLINE LEARNING 

The endline survey of learners found massive inequalities in access to resources for online learning. 
Table 65 shows that learners in urban areas were almost 18 times more likely to have access to the 
internet compared to their rural peers. Almost a third of all learners in peri-urban schools had access 
to the internet. However, despite these figures, qualitative interviews showed that in most cases the 
device for accessing the internet did not belong to the learner and therefore, could not be fully 
available to facilitate online learning. PCGs complained about the ever-increasing and seemingly 
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unregulated costs of internet data and argued that if government was promoting online learning in 
schools then measures to ensure equitable access to internet data had to put in place since learners 
were writing the same public examinations. 

Table 65: Learner Access to internet, television and radio, by location 

 

Do have access to any of the following? 

Internet (N=1897) 

Television   

(N=1883) Radio (N=1895) 

Location of 
respondent 

Urban 297 543 544 

46.1% 85.2% 84.7% 

Rural 29 380 757 

2.5% 32.7% 64.8% 

Peri-urban 26 61 74 

30.6% 71.8% 88.1% 

Total  352 984 1375 

18.6% 52.3% 72.6% 

 

The level of access to television was in favour in urban and peri-urban locations (85.2% and 71.8%, 
respectively) and relatively lower in rural areas (32.7%) (N=1987). Within both urban and peri-urban 
areas, household income further determined the range of television-based learning that learners 
could access. For example, learners in high income households could access learning channels 
available on South African cable TV (DSTV) to augment what they were receiving locally. The radio was 
the most-popularly owned media of the three assessed at endline. An estimated 88% of peri-urban 
learners had access to the radio compared to about 65% in rural areas. In rural areas especially, there 
were significant challenges with the quality of reception, with some locations reporting no access to 
radio communication at all, implying that reach was potentially lower than anticipated by MoPSE. 
Some PCGs argued that it was not the learning outcomes per se that mattered, but the idea of learners 
being engaged and not using their time in things that would make return to school difficult. The notion 
of keeping children busy was echoed severally by respondents in qualitative interviews.    

There were no differences in access to the internet, television, or radio based on gender of the learner 
or their disability status. However, the endline found strong differences by province as shown in Figure 
7  
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Figure 7: Learner access to the internet, television, and radio for learners across provinces 

Learners in the metropolitan provinces of Bulawayo and Harare had the highest level of access to the 
internet at 48.3% and 31.5%, respectively. Internet access was least in Matabeleland North (8.5%) and 
Manicaland (7.8%). Access to the television was significantly different across the provinces, with 
Bulawayo having the highest access (97.5%) followed by Midlands (77.1%) and Harare (73%). Radio 
access, across all ten provinces, was higher than television access. Bulawayo (98.1%), Mashonaland 
Central (93.4%) and Mashonaland West (86.3%) had the highest proportion of learners having access 
to radio. Manicaland (43.4%) and Matabeleland North (45.5%). The issue of inequality in access to 
online learning during the Covid-19 lockdown was summarised as follows:   

In responding to COVID-19 some schools have been providing teaching for their learners. This 
has been through WhatsApp platforms, but for most parents the challenge has been purchasing 
internet data to allow for learners to access the lessons. The online learning, they are receiving 
is not the same as that enjoyed by learners in private schools, who get more interactive learning 
than what can be provided through WhatsApp”. (District Schools Inspector, Midlands) 

There is extremely poor network connection and for some locations, such as Chunga (Binga 
District), there is no coverage at all. In other locations there is no radio coverage, so the learners 
have not participated at all in the government supplied radio teaching programme”.  (District 
Schools Inspector, Matabeleland North). 
 

7.2.9 EFFECTIVENESS OF ONLINE LEARNING AS AN APPROACH TO LEARNING.  
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endline survey collected mixed views on the effectiveness of online learning as an approach to delivery 
of teaching and learning in response to the pandemic. One perspective was that online learning 
through WhatsApp platforms were valued by PCGs, teachers and learners as crucial spaces for 
engaging learners and, therefore, ensuring that learners remained in ‘learning mode’ and ‘were kept 
busy’, both of which are valued as crucial elements for promoting survival in the education system. 
The alternative perspective argued that the approach was ineffective and would not achieve any 
meaningful results for education overall. In the latter case, respondents argued that data was too 
expensive, learners did not own or have full access to devices for connecting to the learning platforms, 
and teachers lacked the technical knowhow for delivering teaching through these platforms. It was 
argued that learning was one-directional between the teacher and learner; parents were inadequately 
equipped or trained to supervise learning resulting in violence against children; and schools were not 
reviewing their practices and using that learning to inform the design of lessons delivered via these 
platforms.  

Looking at e-learning which has become popular due to the Covid-19 pandemic, we do have 
personnel who are trained in that area and can manage the task, the only problem is we do not 
have the resources to facilitate that. We only have a few computers at the school. More so, 
looking at the lifestyle of most of our students and backgrounds, e-learning can be a challenge 
to most of them as they cannot afford the gadgets like laptops and cell phones that can facilitate 
that and also can't afford to have access to the internet”. (Headteacher, Harare). 

“Most learners do not have gadgets for online learning. Those who do have managed to open 
chat groups on WhatsApp. We share notes and other reading material through these platforms 
and answer some questions. Any learner can get in touch with their teachers and we send them 
reading material if they have smart phones. It is a challenge for those who do not have the 
gadgets. We advised learners before schools closed to continue reading their books during the 
lockdown. We are hoping we will be able to start from where we left off when schools open”, 
(Headteacher, Insiza District, Matabeleland South). 
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7.3 PREPAREDNESS FOR REOPENING OF SCHOOLS 

 

MoPSE has published Standard Operating Procedures (SOPs) for the Prevention and Management of 
Covid-19 in schools in Zimbabwe. As shown 
in Box 16 , schools should be in a position to 
meet the requirements for reopening.  To 
ensure that the supply-side of the education 
system is capable of meeting demand for 
education when Covid-19 restrictions are 
lifted and learners required to return to 
school, the endline survey assessed the state 
of preparedness by schools and the 
Education authorities. This subsection of the 
report is underpinned by the following four 
questions: (1) What challenges do schools 
anticipate facing when they reopen? (2) 
What is the status of availability and 
accessibility of basic infrastructure and 
equipment required for prevention of the 
spread of Covid-19? (3) What support do 
schools require from PCGS and MoPSE to 
facilitate safe reopening of schools? (4) How 
do schools anticipate contributing towards 
restricting the spread of Covid-19? 

7.3.1 ANTICIPATED CHALLENGES TO 

REOPENING OF SCHOOLS 

Headteachers anticipated a myriad of 
challenges, most of which had to be 
addressed prior, to opening of schools in the 
Covid-19 context. The most prominent 
challenge was lack of personal protective 
equipment, including hand sanitizers and 
masks (48.2%) and enforcing social distancing in the school environment (27.9%). Lack of PPE was 
least cited as a priority challenge in urban areas (32.6%) compared to rural (53.6%) and peri-urban 
(50%). In contrast, enforcing social distancing was a priority for urban headteachers (44.0%) compared 
with other locations averaging around 22% for the same issue. Other challenges included lack of water, 
sanitation, and hygiene facilities (6.8%) and shortage of classroom furniture to make social distancing 
possible (5%). Concern with families being too poor to afford school-related costs were highest in 
urban areas (5.7%) followed by peri-urban (3.8%) and rural (1%) (Table 66).  

 

 

Box 16: Standard Operating Procedures for the Prevention and 
Management of Covid-19 for Primary and Secondary Schools in 
Zimbabwe (MoPSE) 

In order to ensure the safety of members of staff and learners, Heads of 
institutions should ensure that the following are in place in the required 
quantities.   

a) Infra-red thermometer (ratio of 1:300 to 500 individuals) 
b) Handwashing stations at the entrance and other strategic 

points, with liquid soap and clean running water 
c) Liquid soap in stock 
d) Alcohol-based hand sanitisers, where handwashing is not always 

feasible upon entry 
e) Face masks or face shields that meet stipulated health 

standards 
f) A valid school disinfection certificate from the Environmental 

Health Department  
g) A gender-balanced team of School Health or Station 

Coordinators trained in COVID-19 Infection Prevention and 
Control and with Ministry of Health and Child Care-issued 
certificates of attendance  

h) Appropriate protective gowns for School Health Coordinators 
i) Gloves for specific use, as recommended by local Health experts 

allocated to the schools from the Ministry of Health and Child 
Care. 

j) A designated temporary isolation holding bay for any learner or 
member of staff or visitor identified to be unwell, to wait for 
further health attention from the contacted Rapid Response 
Team from the Ministry of Health and Child Care. 

k) Information Education and Communication materials 
l) Clearly displayed contact details of local clinic or Ministry of 

Health and Child Care team allocated per school.  

NB: The list of requirements will be updated depending on the nature of 
the public health pandemic at the time.  
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Table 66: Headteacher perception of most pressing challenge to reopening of schools under Covid-19 
 What do you anticipate would be the most pressing challenge to reopening this school? 

 

Total 

 Lack of 
PPE (inc. 
masks, 
sanitisers) 

Shortage 
of 
furniture 

Challenges 
with 
enforcing 
social 
distancing 
in schools 

Negative 
parental 
attitudes 
towards 
returning 
to school 

Learners 
may fail to 
behave in 
a manner 
that keeps 
them safe 

Lack of 
water/ 
hygiene/ 
toilet 
facilities 

Lack of 
adequate 
teachers 

Lack of 
adequate 
furniture 
and 
classroom 

Families 
too poor 
to afford 
school 
fees 

Other  

Urban 46 7 62 3 3 4 1 4 8 3 141 
32.6% 5.0% 44.0% 2.1% 2.1% 2.8% 0.7% 2.8% 5.7% 2.1% 100% 

Peri 
urban 

26 3 12 0 0 3 0 3 2 3 52 
50% 5.8% 23.1% 0.0% 0.0% 5.8% 0.0% 5.8% 3.8% 5.8% 100% 

Rural 211 24 90 6 3 33 2 12 9 3 394 
53.6% 6.1% 22.8% 1.5% 0.8% 8.4% 0.5% 3.0% 2.3% 1.0% 100% 

Total 283 34 164 9 6 40 3 19 19 10 587 
48.2% 5.8% 27.9% 1.5% 1.0% 6.8% 0.5% 3.2% 3.2% 1.7% 100% 

 

 

7.3.2 OWNERSHIP OF LIVESTOCK AND EASE OF RETURNING TO SCHOOL 

 
The endline survey data shows that household ownership of livestock made limited difference to 
perceived ease of returning to school. Livestock classes considered were cattle, goats, and chickens, 
and these are ‘normally’ liquidated to meet costs such as school fees. Qualitative interviews suggest 
that households have low willingness to liquidate high value assets such as cows to pay for school fees. 
For some learners, the termly school fees were pegged at an equivalent of US$2 while a cow could 
fetch an amount more than US$150. However, there were several cases in which learners reported 
that goats and chickens had been sold to pay current and outstanding fees. The issue, therefore, 
appears to be the lack of means for payment. Table 67 shows the proportion of learners from families 
that own or do not own livestock and their responses   
 

Table 67: Livestock ownership and effect on perception of ease of returning to school 

   N=1907 

After your prolonged holiday due 
to Covid-19 lockdown, how hard 
was it/will it be to return to school? Difference    

     

  

Does your 
household 
own this 
asset? 

Very 
hard Hard Easy 

Chi-
Square 
Value  P-value  

Significance of 
difference 

Cattle No 30.5% 37.1% 32.4% 2.010a 0.366 Not significant  
Yes 33.5% 34.8% 31.8%       

Goats No 30.8% 34.9% 34.2% 4.841a 0.089 Not significant  
Yes 32.8% 37.7% 29.4%       

Chicken  No 32.1% 36.7% 31.3% 461a 0.794 Not significant  
Yes 31.2% 36.1% 32.7%       
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7.3.3 STATUS OF AVAILABILITY AND ACCESSIBILITY OF BASIC INFRASTRUCTURE AND 

EQUIPMENT  

 
The endline survey conducted between the months of May and July 2020 focused on school readiness 
for Covid-19 response by examining the infrastructure available to ensure a safe teaching and learning 
environment. Water was available throughout the year for 72.6% of surveyed schools, with schools in 
Bulawayo, Masvingo, Matabeleland South and Mashonaland West, being the worst affected. Positive 
for Covid-19 management was the observation that hygiene was being taught in 95.4% of all schools 
and handwashing using soap as a prominent component of hygiene lessons done in 92.2% of schools. 
Across all provinces, most schools surveyed (82.3%) have handwashing facilities installed. Availability 
of handwashing equipment was least in Mashonaland Central (55.2%) and Midlands (69.3%) 
correlating with learner and PCG concerns about reopening of schools under Covid-19 (Table 68).  
 

Table 68: Availability of water, sanitation, and hygiene infrastructure in schools 
  Is water from the 

main source 
available 
throughout the 
year? 

Does the school 
have hand 
washing 
facilities? 

Are staff trained 
in providing 
hygiene 
education? 

Is hygiene taught 
at the school? 

Is handwashing 
with soap (or 
ash) a prominent 
part of hygiene 
lessons? 

Bulawayo 62.2% 91.1% 75.6% 100.0% 88.9% 

Harare 93.3% 97.8% 77.8% 100.0% 100.0% 

Manicaland 84.3% 95.7% 75.7% 98.6% 92.9% 

Mashonaland Central 70.1% 55.2% 55.2% 91.0% 89.6% 

Mashonaland East 78.9% 93.0% 73.7% 100.0% 98.2% 

Mashonaland West 64.6% 89.6% 14.6% 91.7% 95.8% 

Masvingo 62.3% 82.0% 21.3% 88.5% 95.1% 

Matabeleland North 66.0% 77.4% 60.4% 94.3% 77.4% 

Matabeleland South 71.2% 83.3% 69.7% 93.9% 86.4% 

Midlands 72.0% 69.3% 70.7% 97.3% 97.3% 

TOTAL(N)  426 483 352 560 541 

72.6% 82.3% 60.0% 95.4% 92.2% 

 
Rural schools face the largest burden with respect to water access. An estimated 68.9% of rural schools 
derive water from main source throughout the year, compared to 81.6% in urban and 76.9% in peri-
urban locations. The focus on the main source is intended to demonstrate the reliability of water 
supply, with alternative sources only coming in to augment supplies. There was no difference in 
hygiene teaching in schools across location areas. However, rural schools had the least access to 
handwashing facilities (77%), almost 18% less access compared to their urban counterparts (Figure 8).   
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Figure 8: Availability of water, sanitation, and hygiene infrastructure in schools by location of school 

 
 

7.3.4 THERMOMETERS FOR SCREENING POTENTIAL COVID CASES 

 
The thermometer was identified by headteachers as an essential requirement for reopening of 
schools. Respondents prioritised screening for potential cases as standard practice for ensuring safety 
of public spaces. The headteacher survey found that 17% of 458 schools surveyed had at least one 
functional thermometer. Access to thermometers was significantly higher in urban schools (28.9%) 
compared to rural (14.1%) and peri-urban schools (12.1%). Schools that could not afford or did not 
have thermometers saw the non-availability of such as testament of their incapacitation and lack of 
commitment by authorities to ensure their protection while at work. Data reported here is based on 
the endline survey conducted August 2020 (Table 69).  

Table 69: Does the school have a thermometer? 
 Does the school have a 

thermometer? 
Total 

Yes No 
Location of school Urban 28 69 97 

28.9% 71.1% 100.0% 
Peri-
urban 

5 36 41 
12.2% 87.8% 100.0% 

Rural 45 275 320 
14.1% 85.9% 100.0% 

Total (N) 78 380 458 
17.0% 83.0% 100.0% 
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7.3.5 SCHOOLS’ SUPPORT REQUIREMENTS FROM PCGS AND MOPSE 

 
To meet the material requirements for reopening headteachers identified several forms of support 
that PCGs and the MoPSE could provide. Headteachers across the ten provinces prioritised payment 
of school fees the most important contribution that PCGs could make to facilitate the reopening of 
schools (71.2%). The proportion of headteachers citing payment of school fees as a determinant to 
schools opening was highest in Midlands (97.3%); Masvingo (95.1%) and Matabeleland South (80.3%) 
provinces and least in Bulawayo (37.8%) and Mashonaland West (43.8%). 
 

Figure 9: Media reports demonstrating impact of Covid-19 on affordability of education   

 
Media reports (Figure 9) and interviews with headteachers demonstrate a high possibility that there 
will be enforcement of school fees as schools struggle to meet running costs.  Considering the 
depressed income condition for the majority of PCGs, this may influence low return to school for 
learners countrywide. Some of the media reports attest to this. The headteacher survey also showed 
that 56.7% headteachers expected PCGs to provide masks and 33% expected PCGs to teach their 
children about staying safe in a Covid-19 context. Classroom construction was cited by 17.4% of 
headteachers as a priority area for PCG involvement in facilitating safe reopening of schools. 
Classroom reconstruction was popularly cited in Matabeleland South (59.1%) and Matabeleland North 
(47.2%) and was proposed as intended to reduce in-class crowding and allow for social distancing in 
schools (Table 70).  
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Table 70: Headteacher expected contribution of families to reopening of schools 
N=589 Provide 

masks 
Pay fees Teach safety  Classroom 

construction  
Bulawayo 37.8% 37.8% 28.9% 13.3% 
Harare 77.8% 68.9% 24.4% 28.9% 
Manicaland 67.1% 70.0% 18.6% 0.0% 
Mashonaland Central 29.9% 59.7% 6.0% 0.0% 
Mashonaland East 78.9% 71.9% 22.8% 22.8% 
Mashonaland West 25.0% 43.8% 35.4% 4.2% 
Masvingo 50.8% 95.1% 55.7% 3.3% 
Matabeleland North 71.7% 66.0% 50.9% 47.2% 
Matabeleland South 92.4% 80.3% 75.8% 59.1% 
Midlands 36.0% 97.3% 16.0% 2.7% 
TOTAL (N) 333 418 194 102 

56.7% 71.2% 33.0% 17.4% 
 
Across all provinces the top five priority areas for MoPSE support to schools were (1) provision of 
personal protective equipment (PPE) (65.4%); (2) thermometers (56.4%); (3) sanitisers and masks 
(56.2%); (4) furniture to allow for social distancing (46.8%) and (5) provision of water or water pumps 
(31.7%) to ensure sufficient handwashing. Headteachers also identified needs such as guidance 
documents and manuals (29%); more teachers (27.4%) and training of teachers (24%) (Table 71). 
 

Looking at the Covid-19 pandemic, it has and will pose a lot of challenges if schools are to reopen. 
Looking at the school, we do not have enough resources to enforce social distancing, currently 
we have around 2400 students enrolled. Looking at this enrollment, social distancing will result 
in the inadequacy of learning rooms and everything else. If school are to reopen, the government 
will have to intervene because at the moment we do not have any money, last week we even had 
to terminate the services of the security company that we use because we could not afford to 
pay them, even our ancillary stuff, we are struggling to pay them too”. ( Headteacher, Harare). 
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Table 71: Headteacher expected role of MoPSE in facilitating reopening of schools 
  N Thermo

meters 
Sanitiser
s and 
disinfect
ants 

PPE Furnitur
e 

Water/ 
water 
pump 

Teacher 
risk 
allowanc
e 

Covid-19 
test kits  

Transpor
t 

More 
teachers 

Train 
teachers 

Guide-
lines for 
managin
g Covid-
19 

Bulawayo 45 33.3% 35.6% 37.8% 28.9% 22.2% 13.3% 15.6% 13.3% 13.3% 20.0% 20.0% 

Harare 45 71.1% 13.3% 66.7% 24.4% 37.8% 22.2% 0.0% 2.2% 2.2% 8.9% 66.7% 

Manicaland 70 62.9% 68.6% 70.0% 62.9% 10.0% 11.4% 24.3% 5.7% 32.9% 21.4% 24.3% 

Mashonaland 
Central 

67 35.8% 41.8% 43.3% 29.9% 17.9% 14.9% 6.0% 1.5% 17.9% 4.5% 1.5% 

Mashonaland East 58 70.2% 7.0% 71.9% 26.3% 29.8% 7.0% 1.8% 1.8% 0.0% 7.0% 52.6% 

Mashonaland West 48 29.2% 39.6% 39.6% 27.1% 20.8% 10.4% 18.8% 2.1% 20.8% 18.8% 6.3% 

Masvingo 61 55.7% 85.2% 77.0% 52.5% 23.0% 14.8% 23.0% 3.3% 32.8% 21.3% 6.6% 

Matabeleland 
North 

53 60.4% 67.9% 69.8% 60.4% 52.8% 47.2% 47.2% 45.3% 52.8% 50.9% 47.2% 

Matabeleland 
South 

66 80.3% 92.4% 90.9% 80.3% 65.2% 59.1% 60.6% 57.6% 65.2% 65.2% 68.2% 

Midlands 75 57.3% 80.0% 73.3% 56.0% 37.3% 14.7% 20.0% 9.3% 24.0% 18.7% 8.0% 

TOTAL  588 56.4% 56.2% 65.4% 46.8% 31.7% 21.6% 22.5% 14.5% 27.4% 24.0% 29.0% 

 

7.3.6 SCHOOLS’ INFORMATION NEEDS ON COVID-19 
 
To facilitate the reopening of schools and ensure safety in delivery of teaching and learning, 
headteachers identified several information gaps for which Ministry support was required. 
Information and publicity materials for raising awareness such as fliers (65.4%) and guidelines for 
managing Covid-19 positive cases (39.9%) were the priority information needs identified by the 
majority of headteachers. Headteachers also identified access to Covid-19 related visual aids to 
support teaching and learning activities (30.5%) (Table 72).  
 

Table 72: Schools' information needs for Covid-19 response   
   Information 

and publicity 
materials 
e.g. fliers 

SMS updates 
on cases 

Visual aids 
to support 
teaching and 
learning 

COVID 
information 
in sign 
language 

Guidelines: 
managing 
positive 
cases 

Training 
materials 

Bulawayo 44.40% 13.30% 17.80% 11.10% 22.20% 22.20% 

Harare 62.20% 6.70% 24.40% 44.40% 80.00% 0.00% 

Manicaland 45.70% 22.90% 24.30% 1.40% 28.60% 15.70% 

Mashonaland Central 53.70% 23.90% 10.40% 9.00% 14.90% 23.90% 

Mashonaland East 64.90% 8.80% 33.30% 38.60% 78.90% 5.30% 

Mashonaland West 37.50% 12.50% 20.80% 2.10% 16.70% 14.60% 

Masvingo 88.50% 18.00% 47.50% 0.00% 16.40% 24.60% 

Matabeleland North 69.80% 45.30% 47.20% 37.70% 50.90% 54.70% 

Matabeleland South 95.50% 59.10% 59.10% 43.90% 74.20% 77.30% 

Midlands 78.70% 16.00% 18.70% 1.30% 25.30% 10.70% 

 TOTAL (N) 
  

384 138 179 105 234 150 

65.40% 23.50% 30.50% 17.90% 39.90% 25.60% 

 



 

 

181 

7.4 PERCEIVED ROLE OF SCHOOLS IN THE COVID-19 RESPONSE  

 
Headteachers perceive schools as an integral component of the Covid-19 response. The most cited 
roles of schools include ensuring compliance with regulations (65.9%) and encouraging positive 
behaviour for staying safe under Covid-19 (50.4%). Other important contributions of schools include 
raising awareness among learners (36.1%); screening for possible Covid-19 cases through temperature 
checks (33.9%) and raising awareness on Covid-19 in the community (30%) (Table 73).   
 

Table 73: Perceived role of schools in preventing the spread of Covid-19 
  Ensure 

compliance 
with 
regulations 

Provide access 
to clean water 

Encourage 
positive 
behaviour 

Raise 
awareness 
among 
learners 

Raise 
awareness 
in the 
community 

Conduct 
screening/ 
temperature 
checks 

Bulawayo 42.2% 13.3% 40.0% 20.0% 15.6% 17.8% 

Harare 60.0% 8.9% 66.7% 17.8% 17.8% 75.6% 

Manicaland 67.1% 25.7% 31.4% 61.4% 50.0% 34.3% 

Mashonaland Central 61.2% 14.9% 11.9% 17.9% 13.4% 11.9% 
Mashonaland East 68.4% 8.8% 70.2% 12.3% 17.5% 68.4% 

Mashonaland West 33.3% 4.2% 37.5% 16.7% 12.5% 4.2% 

Masvingo 44.3% 24.6% 88.5% 31.1% 26.2% 16.4% 

Matabeleland North 66.0% 41.5% 66.0% 54.7% 49.1% 47.2% 

Matabeleland South 95.5% 62.1% 90.9% 74.2% 62.1% 60.6% 

Midlands 97.3% 14.7% 14.7% 37.3% 24.0% 12.0% 

TOTAL (N) 
  

387 134 296 212 176 199 
65.9% 22.8% 50.4% 36.1% 30.0% 33.9% 

 
To facilitate safe opening of schools, headteachers identified specific areas for capacity strengthening 
to help schools respond to Covid-19. Guidelines for safety standards for teachers, staff and learners 
were identified as a priority for reopening schools by 64.8% of headteachers. An estimated 47.4% of 
learners identified guidelines for safely dealing with a potential infection case as a priority. Training of 
school staff and teaching of Covid-19 related content to learners were each cited by a third of all 
headteachers (Table 74).  
 

Table 74: Guidelines required to facilitate safe schools opening 

What guidelines do you require to facilitate safe schools 
opening? 

Number of 
Schools 

Percentage of 
all Schools 

Safety measures for teachers, staff and learners 381 64.7 
Teaching COVID to learners 195 33.1 
Teacher training guides 207 35.1 
Assessing potentially affected learners 153 26.0 
How to deal with a case of infection at school 279 47.4 
Safety and risk assessment 138 23.4 
Restructuring and rescheduling classes and examinations 170 28.9 
Other 4 0.7 
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7.5 CONCLUSION ON IMPACT OF COVID-19 

 

Evidence from the endline shows that the prolonged restrictions due to Covid-19 has had detrimental 
and far reaching impacts on survival in the education system in Zimbabwe. Learners disengaged (as 
shown by perceived and actual loss of interest in school, limited involvement in any activity related to 
education, and negative attitude towards habits associated with being at school)  from the education 
system and key informants and learner interviews confirmed that many learners would face 
formidable challenges returning to school, yet the support structures for ensuring that appear 
inadequate if available at all. Schools and PCGs lack the basic resources to reopen safely. The 
underfunding of schools meant higher pressure on PCGs to pay school fees, but with the prolonged 
period of low to no economic activity, payment of school fees was likely to be incredibly difficult and 
would potentially contribute to dropping out.  
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8 CONCLUSIONS AND RECOMMENDATIONS 

 

8.1 CONCLUSIONS 

This longitudinal study set out to specifically investigate factors that support survival in school; the 
process of transitioning from primary school, Grade 6 to Form 2 in secondary. It investigated the 
proportion of cohort learners that had successfully moved on to secondary, repeated Grade 7 or 
dropped out. It analysed: 1) factors that influence the transition process; 2) experiences of learners in 
preparing for secondary while in primary school;  3) orientation in secondary and links between 
primary and secondary schools; 4) reasons for dropping out; 5) the psychological impact of transition 
from primary to secondary school; 6) the impact of secondary fees and material requirements on 
survival and dropout; 7) issues relating to child protection and safe learning; and 8) the impact of 
distance, boarding, food availability at secondary school. 

We found a number of challenges in conducting the study, the main one being the difficulty of tracking 
the learners from primary through to secondary school. Despite collecting all possible aspects of 
individual learner biodata at baseline and working with MoPSE for two months to undertake tracking 
and validation, it was still not possible to trace all 3724 learners. This shone a light on the lack of an 
effective government system to track learners and the apparent lack of institutional concern regarding 
what happens to individual learners after primary. The situation was most likely exacerbated by the 
rapidly changing and deteriorating national environment, which has led to more than usual levels of 
migration and hardship, demotivation of teachers and greater levels of poverty.  

The high cost of education, school levies, stationery and textbooks, has remained the biggest single 
barrier for transition and survival in school. This is of major concern in a context where over 70% of 
the population is poor. Because there is limited funding of schools by government, communities have 
been left with the responsibility of investing in school improvement. This has created an extremely 
inequitable education system whose quality significantly decreases with reduction in wealth of the 
community. Thus, children in poorer communities face a double tragedy – on one hand their parents 
or guardians struggle to meet the school fees demands and on the other the quality of education 
offered in such schools is very poor negating their education experience which leads to negative 
attitudes towards education in such settings. 
 
Informal education including vocational education opportunities are limited and many of those that 
drop have no access to them. This leaves very few pathways in life for those children who drop out of 
school with farming, herding cattle or staying at home providing labour as the pathways taken by boys 
while girls are either married or work as domestic help in towns or schools. 
  
Following a group of learners through four years of their journey, we have been able to develop a 
certain depth of understanding of the motivations, determination, aspirations and the resilience of 
learners that help them to remain in school. We have also heard from their family members, teachers 
and headteachers and gained insights into the challenges they face in supporting learners through 
that process.  Furthermore, we have explored and developed a deeper understanding of some of the 
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insurmountable challenges that force, or lead to learners dropping out of school, the pathways they 
do or do not follow and their hopes for the future.   

One thing that struck the study team was that, in spite of a seemingly growing hegemony that parents 
and children no longer value education, a very different view was gained from many of the community 
and learner respondents. There were so many examples of families determined to keep their children 
in school no matter the hardships they are going through; learners with an equal determination to 
continue studying or to return at a later date; teachers concerned about the individual learners in their 
care; and innovative schools/headteachers implementing a range of options to overcome the fee 
payment issues to keep learners in school. There is therefore strong cause to hope that with the right 
strategies and their application, school survival rates and education quality can recover in the future 
if not in the immediate short term. 

 

8.2 RECOMMENDATIONS 

 
Survival 

1. Operational grants/budgets to Schools: It is recommended that MoPSE allocates sufficient 

funding to the per capita grant process to ensure that P3 and S3 schools are able to operate  

effectively and increase equity in the system. Operational grants, such as the per capita grant 
and SIG make a substantial difference to schools’ ability to operate, especially when channelled 
through a school development planning process. Without these grants or funding from NGOs, 
schools in the poorest locations, which receive limited and erratic fees from parents, struggle to 
provide quality and equitable education.   

2. Provision of social protection mechanisms: If schools are not fee-free, the financing of fees and 
other school going costs is essential for an equitable education. In spite of some of the challenges 
of BEAM, it made a big difference to the lives of OVCs, especially when it was well-targeted 
through the SIG. NGOs provide some such funding/bursaries but this is nowhere near enough, 
given the extent of the problem. If a greater number of learners are going to transition from 
primary to secondary school and survive to Form 4, there is a need to implement some form of 
social protection to all learners whose families cannot afford the fees.  

3. Provide guidance to school and promote more widely the need uphold the law relating to a 

learner’s right to school and the various mechanisms that may be used to enable caregivers to 

manage payment of fees and levies. The Education Amendment Act re-emphasises the point 
that learners should not be harassed or sent from school because of non-payment if fees and yet 
the majority of cohort learners who dropped out or were in danger of dropping out, had 
experienced being ‘chased from school’ for this reason. There is a need to ensure that all 
education officials, headteachers and teachers are aware of and adhere to all legal requirements, 
including those in the Education Amendment Act.  

4. Tailored interventions for community awareness: Place greater emphasis on existing 

community engagement programmes to raise awareness on issues such as bullying, rights of 
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children, rights of people living with disabilities (especially children), child sexual abuse and 
supporting learners in school and of the importance of education.  

5. Promote school feeding in secondary schools: Absence of school-feeding was found to be a 
significant influence on survival in school; secondary as well as primary. Where possible, school 
agricultural production training could focus on producing food to support learners’ lunch at 
school. Where allowing, parents may also make contribution in cash or kind. 

6. Help prevent accumulation of school fees related debt: Schools should develop innovative 
approaches for revenue collection, prioritise setting up and supporting easier payment plans and 
dialogue, accepting in-kind payments from the families of the most marginalised. Best practices 
for managing school fees arrears need to be identified and promoted.  

7. Provide whole-school capacity development of teachers in positive behaviour management. In 
order to bring about sustainable change, in which teachers are able to manage all learners 
without resorting to corporal punishment,  a programme of teacher capacity building in positive 
behaviour management is required. Because this will require a total change of school culture and 
reorientation of teachers, it is recommended that a whole-school approach is taken to the 
training. Furthermore, successful behaviour management requires a school behaviour 
management strategy which clearly sets out the processes by which learners’ behaviour is 
managed and ensures that all teachers in the school are following the same procedures and will 
uphold and support each other in the process.   

8. Promote a culture of zero tolerance to bullying: Schools should be supported to develop and 
enforce anti-bullying policies for the protection of all children. Teachers will need to be trained 
in anti-bullying and learners assured of protection even when they choose to report bullies. 
Managing bullying in schools will need to be pitched as a strategic entry point for preventing 
gender based and other forms of violence in the future. Implementation of anti-bullying 
intervention programs should address peer support, connectedness to school, pro- victim 
attitudes and negative outcome expectancies around perpetration.  

9. Ensure that secondary schools cater for learners with a disability: The attitude in the education 
system appears to suggest that LWD can only go as far as primary school and only a select few 
may transition to secondary school. Government needs to ensure that the right to education for 
LWD is protected. Fewer secondary schools than primary schools are equipped to support LWD. 
Further, there is need to ensure that assessment at Grade 7 is designed in ways that allow for 
LWD to be assessed fairly and ultimately obtain results that enable them to apply for Form 1 
places. As recommended practice, all new schools should provide a plan for accommodating 
LWD.  

Transition 

14. Tracking learners: In order to provide accurate data for planning and to demonstrate concern 

for individual children in the system, an effective national system tracking system that records 

pathways of learners after they leave primary school needs to be put in place. The midline study 
was greatly hampered because primary schools did not hold comprehensive records of the 
destination of their Grade 7 leavers nor was this information held centrally by MoPSE.  This could 
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be in the form of a unique identifying number, recorded in a MoPSE central database, given to 
each learner when they begin school and that follows them throughout school.  It also requires 
good record keeping and accurate date provision and collection through EMIS. 

15. Minimise the time after Grade 7 examinations to protect children from risks linked to transition 

failure: There is strong evidence presented since before the midline which shows that time use 
after Grade 7 examinations has a strong and significant effect on transition success. For 
vulnerable children, who form a majority in most schools, a longer duration after examinations 
will lead to high exposure to risks that may undermine transition. Some learners may start to 
assume new roles in the household and fail to extricate themselves from these. In other cases, 
risks of early pregnancy or marriage is substantially high. The role of the school as a safe space 
should be valued and retained through supportive government planning. An alternative plan may 
need to be set up for allowing enough time for finding Form 1 vacancies, including use of midyear 
examinations.  

16. Support family and community level planning for transition: Lack of money is the major 
constraint to transition. If community based social protection systems, including new ones that 
may be formed by parents of Grade 6 learners are formed, and these make savings and purchase 
school requirements in advance, such arrangements could reduce the burden of transition.  

17. Clarify and support the role of primary schools in the transition process: Primary schools need 
to appreciate that their role should end with the successful transition of their learners into 
secondary school. As such, teachers should allocate time to support learners with tools and 
information throughout the transition phase.  

18. Improve teacher and headteacher attitudes towards transition: Training of primary and 
secondary school teachers should include the psychology of transition in the education system 
and equip teachers with practical tools on how they should support the process. Headteachers 
should be trained on the guidance tool for transition and they, in turn, should ensure that their 
staff enforce the guidance from the Ministry.  

19. Enforce government policy on school fees and results: When primary schools withold results for 
non-payment of school fees this upsets the transition process. Government has a clear policy that 
stipulates that school results should not be witheld for learners graduating from primary school. 
Enforcing this policy would yield positive outcomes for transition especially for learners in difficult 
cirumstances. Innovative solutions for debt recovery, including early debt settlement, should be 
considered. 

20. Guidelines for managing the transition process: MoPSE should develop guidance documents for 
schools on managing the transition process. Such a tool should provide for inclusion of teachers, 
PCGs and learners in the transition process as they are all relevant stakeholders in ensuring 
successful transition. Time should be allocated throughout the final year of primary school rather 
than confined to the duration post examinations. This also means that teachers and headteachers 
should allocate appropriate amount of time for supporting the implementation of the transition 
curriculum and this should be part of their Key Result Areas (KRAs).  An alternative approach 
could be to deliver transition support through the Guidance and Counselling focal person in 



 

 

187 

schools. Primary and secondary schools should both be provided with guidance notes for 
implementing this.  

21. Pre-transition planning: Prior to the transition, at primary school, children need to be prepared 
across a range of areas relating to their life in secondary school. On the academic side, this could 
involve ensuring that they develop more responsibility for their learning. Such planning should 
involve parents and guardians, and where possible alternative arrangements for school fees, 
primary school arears, birth certificates, and other requirements can be negotiated. Teachers in 
primary schools should allocate time prior to and after examinations to introduce learners to 
secondary school life, including visits and tours.   

22. Hold orientation days: More schools should use orientation days to help learners navigate their 
way, geographically, socially and academically, in the new schools. Prior to transition, secondary 
schools could hold Open Days for learners finishing primary school to come and observe and 
decide.  

23. Establish platforms for information exchange between primary and secondary teachers: Such 
information will capture vital information about the learner as well as report on key 
developmental and social dimensions to help teachers in secondary education make better 
decisions and support learners through the transition and adjustment phases. This information 
will feed into a national database and allow the government to determine where all children are 
plan accordingly.  

24. Identify and support learners who are likely to struggle with transition: Primary schools can 
predict or identify learners that are likely to struggle with transition and provide appropriate 
support. A standard questionnaire based on an understanding of the factors that determine 
successful transition could be administered to primary school children and results used to identify 
cases for support.  

25. Give satellite schools and learners centre and candidate numbers of their own: To address the 
challenge that learners from satellite schools face in accessing examination centres, issuing of 
centre numbers to satellite schools and learners, but having learners from these schools writing 
in the nearest mother schools could be piloted. Once centre numbers are issued to these satellite 
schools there will be need to ensure that their performance is tracked in order to assess how 
equity affects this.  

26. Review the assessment system for learners with disability to ensure that LWD can proceed with 

education after primary school: The transition process is presently rigged against LWDs. There 
should be a deliberate effort to map out and understand these constraints better, determine a 
fairer assessment system that ensures inclusivity of all learners, and an inclusive approach to 
facilitating transition for all learners.  

Dropping Out 

5. Establish a system for early detection and support of children that maybe at risk of dropping 

out. The study identified specific factors strongly associated with dropping out. The MoPSE 
should develop a system based on key factors that predict dropping out to ensure those children 
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at risk of dropping are identified and offered relevant support to help them stay in school. The 
system should be gender sensitive ensuring predictors for boys and girls are appropriately 
differentiated.  

6. Revitalise and strenghten non-formal education to include various education approaches that 

are appropriate for the specific circumstances of a dropout. Majority of dropouts wanted a route 
back to school. Although preference was for going back in the classroom to start from the level 
they dropped out (not necessarily to join their former peers), going into the classroom with those 
that have not dropped out will be challenging as shame and embarassment that comes with the 
age difference will be a barrier. Alternative approaches suited to the circumstances of dropout 
are therefore important to explore. These include community based education, block teaching, 
and alternative timing of education (e.g. weekends, night schooling in urban areas - when and 
where safe to do so). Such approaches also need to overcome the barriers of the drivers of 
dropping out in the first places which in most cases is the inability to pay school fees.  

7. Vocational Education and Training: Innovate and increase access to vocational training and 

development of trades skills to ensure a large proportion of dropouts have access to these 

opportunities by reducing the cost and distance barrier. Almost all dropouts had a huge interest 
in developing a trade skill or vocational training. However, over half of the dropouts do not know 
where these can be obtained and in cases they do, training centres are too far away for them. 
The cost of accessing such opportunities is a significant barrier given the cost of education was 
one of the main reason they dropped out. Innovations in trade skill development should adopt 
community approaches supported by trades testing. Utilisation of exsiting infrastructure e.g. 
primary and secondary schools (evenings or weekends), for vocational training is a another option. 
There is need for an assessment of the options that can be adopted.  

8. MoPSE and the MOHCC to develop a programme for addressing SRHR needs of dropouts as 

they are at risk of SRH negative outcomes. Because they spend more time in the community and 
at home, dropouts are likely to be exposed to negative SRHR outcomes. The study found girls are 
likely to be married early, while physical and sexual abuse are also possible.  Ensuring dropouts 
have access to SRHR information and services will limit the risk of negative SRH outcomes e.g. 
early marriage, maternal mortality, HIV or STI infection.This support should take into account 
gender differences in pathways in life taken by dropouts.  
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Appendix 2: Learner Case Study/Qualitative Interview Index 

In-school Learners 

 Initials Gen-
der 

DOB Age Rural 
/Urban 

Times 
fees not 
paid 

School District Province Family Living 
Arrangements  

Who pays fees Parental 
Interest 
Score 

AN M 2004-10-17 16 Rural Yes Mahthlova Umguza Mat North Mother Sister 55.56 

AM M 2005-10-31 15 Urban No Masase High School Beitbridge Mat South Both Parents Parents 77.78 

AN F 2005-07-24 15 Urban Yes Sikhulile High New 
Lobengula  

Bulawayo Father Father and sister 88.89 

LM M 2005-11-29 15 Rural No Masotsha High School Bulawayo Bulawayo Grandparents Mother and Father 77.78 

MM M 2005-07-21 15 Rural No Mupambe Secondary 
School 

Binga Mat. North Both Parents Parents, brother 
and a teacher 
(once) 

88.89 

NN F 2005-11-17 15 Rural Yes Induna Secondary 
School 

Bulawayo Bulawayo Grandparents Mother 55.56 

SN 
M 

2005-09-07 
15 

Rural 
Yes Sanzukwi Secondary 

School 
Mangwe Mat. South Uncle Father 44.44 

TM F 2006-01-27 14 Rural Yes Herentals College Bulawayo Bulawayo Mother Mother 77.78 

FC F 2005-05-05 15 Rural No Oldonyo Secondary  Hurungwe Mash.West Both Parents Both Parents 55.56 

OM F 2006-01-11 14 Rural No Nyahuku Sec School Mudzi Mash. East Mother  CAMFED 55.56 

MZ M 2004-10-01 16 Rural Yes Nyahuku River Mudzi Mash. East Both Parents Father 55.56 

PC M 2003-12-24 16 Rural Yes Greenlife College Harare Harare Both Parents Mother  44.44 

GT F 2005-03-15 15 Rural Yes Shongamiti Secondary Chivi Masvingo Mother, Grandmother 
and Aunt 

Mother 55.56 

KH F 2006-05-10 14 Urban No Mabvuku High 1  Mabvuku Harare Grandmother/Mother Mother and Father 77.78 
SM F 2004-02-24 16 Rural No Cowley Secondary Bindura Mash Central Both Parents Both Parents 88.89 

TM F 2006-02-08 14 Urban Yes Glenorah 2 high Glenview Harare Grandmother/Mother Grandmother 33.33 

AN M 2006-03-17 14 Rural No 
Tshabanda High School Tsholotsho 

Mat. North Both Parents Parents and  
neighbours 

100.00 
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AC 
F 

2005-12-29 
14 

Urban 
Yes Dixie Kushinga 

Secondary  
Shurugwi Midlands Grandparents Parents and 

Grandparents 
55.56 

JM M 2005-04-15 15 Urban Yes Gifford High School Bulawayo Bulawayo Grandmother  Older siblings 55.56 

LN F 2005-11-08 15 Urban No 
Nkulumane High School Mzilikazi 

Bulawayo Father and 
Stepmother 

Father 88.89 

TM M 2005-12-15 15 Rural Yes Alpha Alpha Secondary  Bubi Mat North Both Parents Father 88.89 

 
Dropouts 

Initials Gen
der 

DoB Age Rural/ 
Urban 

Times 
when 
fees not 
paid 

School when dropped 
out 

District Province Family arrangements Who previously paid 
fees 

Parental 
Interest 
score 

BN M 2004-07-05 16 Rural No Pampenpoert Prim. Umguza Mat North Mother no-one  33.33 

HN M 2005-05-29 15 Rural Yes Ntenjane Primary  Bulilima Mat South Father Father 44.44 

AM F 2005-09-21 15 Rural Yes Sigola Primary School Umzingwane Mat South Grandmother Grandmother/ School 
Tuck shop 

44.44 

AM F 2003-12-14 17 Rural Yes Sanzukwi Primary  Mangwe Mat South Both Parents Father (now sick) 55.56 

BG F 2004-12-04 16 Rural Yes Sanzukwi Primary  Mangwe Mat South Both Parents Father   22.22 

MM M 2005-09-05 15 Rural Yes Ntenjane Primary  Bulilima Mat South Grandmother and 
Mother 

Father at primary sch. 44.44 

NN F 2004-11-06 16 Rural Yes Bango Primary School Mangwe Mat South Grandmother   Grandmother   44.44 

TN F 2005-06-07 15 Rural No Pampenpoort Primary Umguza Mat North Grandfather Father/Grandfather 55.56 

MM F 2005-02-10 15 Rural No Bushmead Primary Masvingo Masvingo Father and 
Grandfather 

Father  44.44 

MB F 2006-02-24 14 Rural No Murongwe Primary Mt Darwin Mash 
Central 

Mother and Stepfather  Stepfather 44.44 

NS F 2003-11-13 17 Urban Yes Clearwater Secondary Chipinge Manicalan
d 

Aunt Aunt and cousins 0.00 

UV F 2005-08-15 15 Urban Yes Bellrock Primary  Mazowe Mash 
Central 

Aunt Aunt and uncles 11.11 
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KK M 2005-01-03 15 Rural Yes Mushawatu Primary Murehwa Mash East Grandmother, then 
Both Parents 

Grandmother, then Both 
Parents 

33.33 

WM M 2005-07-01 15 Rural Yes Smchembu 2 Gokwe 
North 

Midlands Parents Parents 22.22 

RD F 2003-04-04 17 Rural Yes Brunsgard Primary Gweru Midlands Family now husband’s 
family 

Father 44.44 

TK M 2004-09-13 16 Rural Yes Kanyemba Primary Zvimba Mash 
West 

Grandmother Grandmother and 
Parents 

44.44 

 


