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Executive Summary

By adopting the Dakar Framework for Action
and the subsequent UN Millennium
Development Goals at the dawn of the 21st
century, African countries established a
commitment for collective action in
empowering individuals and transforming
societies. A new impetus was witnessed in
addressing the issue of access to education to
both males and females. However, although a
lot of progress has been made a decade after
these
important
educational
events,
challenges still remain as 25 per cent of
children are excluded from school at all stages
of education in sub-Saharan Africa.
Moreover, gender disparities have intensified
in secondary and higher levels of education
due to cultural and social attitudes. This is
especially more visible with regard to the
under-representation of women in science,
mathematics and technology. Measures of
progress towards the global education goals
tend to gloss over or completely ignore these
gender dimensions. In effect, most
assessment frameworks available do not
present a comprehensive country analysis of
all the factors that influence and affect gender
equality with most of them focusing on the
specific goals that touch on gender. A
comprehensive index is therefore necessary
for tracking the progress towards achieving
the EFA objectives and MDGs as well as
providing a country specific analysis of the
progress towards achieving gender equality in
key aspects of education. A score card was

developed to assess how gender equality is
perceived and presented.
Objectives of the Score Card
The Gender Equality in Education Score Card
(Africa) was developed to report on gender
equality in respect of education for Africa.
Specifically, the score card was to:
•

Develop a Gender Equality Report Card
for selected African countries

•

Integrate a gender perspective across the
different EFA and MDGs

•

Move from just parity as the measure of
equality and look into other relevant
areas
(e.g.,
transparency
and
accountability)

•

Track the progress achieved towards EFA
and MDGs as they relate to girls and
women’s education

•

Enable FAWE to track progress and
understand performance on gender and
education in countries where FAWE has
Chapters

•

Use the resulting score card as a lobbying
and advocacy tool in the FAWE Chapters.

Theoretical and Conceptual Framework
Most African countries subscribe to the
various global instruments that address
gender issues in education including the
Universal Declaration of Human Rights,
Education for All (EFA) and the Millennium
Development Goals (MDGs). In order to

x

xi
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address the objectives in these instruments,
gender analysis is essential.
Gender analysis is a tool for illuminating the
link between the existing gender relations in a
particular society and the development
problems that it needs to address. Thus, it
identifies the types of gender differences and
inequalities that might otherwise be taken for
granted.
For purposes of developing the score card,
gender analysis framework that was applied
in all the selected nine African countries is
based on the Social Relations Framework
which helped us to come up with the
conceptual framework for Africa.
Design and Methodology
The conduct and development of this report
card has taken both quantitative and
qualitative approaches. The study adopted a
cross-sectional survey and case study designs.
The study targeted FAWE operation countries
within the Eastern and Southern Africa
regions namely Kenya, Malawi, Mozambique,
Namibia, Seychelles, Somalia, Southern
Sudan, Swaziland, Tanzania, Ethiopia, Uganda,
Zambia, Zanzibar and Zimbabwe.
Development of this report card was based on
data sourced from various statistical
databases, tools and indices such as the
World Bank (world development indicatorsWDI), selected countries’ EMIS, the UNESCO
Institute of Statistics, the Mo Ibrahim Index of
Africa Governance, UNICEF state of the world
children, ‘UNstats’, the UNDP human
development indicators amongst others.
The report card employed one principle
instrument, a questionnaire which was given
to each country lead researcher. The
questionnaire was refined during a two-day
stakeholders’ workshop held in Nairobi,
Kenya, based on the agreed on indicators.

Each participating country had a lead
researcher who was identified by FAWE and
was responsible for the collection of both
quantitative and qualitative data. Quantitative
data collected was initially entered into SPSS
(version 17) and later transported to Excel for
further computation. Data analysis was
carried out as per respective indicators and
sub-indicators.
Country profiles
For each of the countries a brief overview of
education was compiled covering: historical
background, education system, governance in
education, key challenges in attaining EFA and
MDGs, key initiatives undertaken by
government and civil society, and EMIS. Case
studies for each of the nine countries were
used to outline success stories in areas
striving to achieve gender equality in
education (these are presented in the main
report).
Indicators
Indicators used in this score card are based on
four key dimensions of Gender Equality in
Education (GEE). These dimensions are:
Gender Barriers to Education (GBE); Political
Will (PW); Educational Resources and
Opportunities (ERO); and Gender Inequality in
Society (GIS).
1. Gender Barriers to Education (GBE) – This
dimension focuses on socio-economic barriers
that hinder access to basic education by girls
in Africa and the indicators within include:
Poverty, Child labour, Child marriage and
HIV& AIDS.
2. Political Will(PW) – This dimension is a
measure of the extent to which countries
display the political will to provide universal
basic education and prioritize girls’ education.
PW is determined by the following indicators:
policy framework to address gender gaps in
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education, public expenditure in education
and corruption index
3. Educational Resources and Opportunities
(ERO) – Under this dimension are two
indicator, namely Quality inputs and
Gender parity in education.
4. Gender Inequality in Society (GIS) – This
study adopted the Gender Inequality
Index as a measure of gender inequality in
society. The Gender Inequality Index is a
composite measure reflecting inequality
in achievements between women and
men in three dimensions: reproductive
health, empowerment and the labour
market.
Scoring
To compute Gender Equality in Education
score (GEE), the four dimensions namely GBE,
PW, ERO and GIS were accorded weights
based on their relative importance and
potential contribution to gender inequality in
education in Africa. The weighted average of
the four dimensions was used to determine
Gender Equality in Education score. This is the
formula that was used:
GEE
(See Appendix 3 for a detailed explanation of
the methodology and weighting)
Conclusion
None of the nine countries in this pilot study
attained an overall score of above 7 points –
hence none could be said to be very good or
excellent as far as gender inequality in
education is concerned.
Gender equality can never be fully achieved
unless a broad spectrum approach is applied.
While the MDGs are a good beginning, all
aspects of development need to be achieved
if there is to be meaningful change.

Transparency and accountability is of
particular concern for all the countries and is
an area where FAWE and all civil society must
engage with governments so that this vice is
eradicated.
Recommendations
It is recommended that each country look into
the areas where the country scored poorly.
Areas pertaining to gender equality in
education where respective countries
performed poorly are summarised as follows:
Namibia: Should focus advocacy on issues of
Gender and Education policy framework to
address gender gaps in education. Examples
of such policies include education of the girl
child, sexual harassment, provision of
amenities in schools and affirmative action for
admission and recruitment of teachers.
Kenya: Should focus more on the corruption
Index, which is an area for advocacy; all other
gains will be in vain if this one is not tackled as
a matter of urgency.
Tanzania: Should pay attention to corruption,
gender parity in education and quality inputs.
Zambia: Should focus advocacy on issues of
government expenditure in education,
corruption and gender inequality index. Also
the issue of dropouts needs to be looked into
seriously with a focus on the regions where it
is worst.
Swaziland: Should focus on corruption,
gender and education policies, and quality
inputs. Dropout rates are still a problem and
make up another area for advocacy.
Uganda: Should revisit all the indicators
besides quality inputs and public expenditure
in education. Special emphasis should be paid
to corruption, gender and education policies
and issues of gender parity.
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Malawi: Should revisit all the indicators
besides the corruption index. The issue of
affirmative action in the recruitment of
female teachers should be an area of
advocacy.
Ethiopia: Ethiopia needs to design a strategy
for engagement with all stakeholders in
education to look into all the indicators used
in this score card. Priority should however be

given to barriers to education, quality inputs
and gender parity.
Zimbabwe: Like Ethiopia, Zimbabwe, must
focus on all areas used for this score card
except surprisingly the areas of gender parity
and gender inequality. The major focus should
however be on public expenditure and
corruption.
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Introduction and Background

Low levels of educational attainment—
especially among women—represent a
serious constraint on development in many
developing countries. Access to education
play a crucial role in promoting greater
gender equity for women, and for the poor
and disadvantaged groups since education
often is the only capital that such groups can
aspire to acquire.
The 21st century has witnessed a new impetus
to addressing the issue of access to education.
The World Education Forum held in 2000 in
Dakar, Senegal, which established a
commitment for collective action for
empowering individuals and transforming
societies and the UN Millennium Summit of
2000 are few international forums that are
emphasising the role of education. Global
leaders that were present at these meetings
set specific goals and target dates for the
achievement of universal basic education,
which would be accessible to both males and
females. They also committed themselves to
quality education and gender equality at
various education levels. Most sub-Saharan
African (SSA) governments signed the ensuing
declarations.
In the past decade, a lot of progress has been
made towards achieving universal primary
education (UPE) and ensuring its access for
girls and boys especially at primary school
level in SSA (EFA, 2010). In Kenya and Uganda,
the NER rose significantly to 92.9 for the
former and 93 per cent for the latter in 2009

(UNDP 2010). Despite these gains, challenges
still remain as many children are excluded
from school at all stages of education in Africa
(see Box 1).

Box 1: Fact files on SSA
In 11 sub-Saharan African countries, 50% or
more of young adults have fewer than four
years of education.
In Burkina Faso and Somalia 50% of young
adults have had fewer than two years of
schooling.
In Nigeria, 97% of poor Hausa-speaking girls
have fewer than two years of education.
Benin, Ethiopia, Mozambique and the United
Republic of Tanzania are registering rapid
advances in attaining the MDG goals.
Eritrea and Liberia have registered slow progress
in enrolment rates.
Benin is showing great progress in UPE.
Guinea and South Africa are likely to achieve
gender parity at both primary and secondary
levels by 2015.
Source: UNESCO Global Monitoring Report (2010)

Further, gender disparities intensify in
secondary education because cultural and
social attitudes reinforce the norms that girls
do not need further education after primary
school.1 In tertiary education, ongoing
research funded by FAWE and Norad has
shown that despite affirmative action, women
1. Objective 2 of EFA: Ensuring that by 2015 all
children, particularly girls, in difficult
circumstances and those belonging to ethnic
minorities, have access to and complete free and
compulsory primary education of good quality.
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are still under-represented, especially in
science and technology. Many women have a
weak academic background in these subjects.
This, coupled with discouraging cultural
expectations as well as social and financial
pressures, has a negative effect on girls’
performance. Yet, the many measures of
progress towards the global education goals
tend to gloss over or completely ignore these
gender dimensions.
Justification
The EFA Global Monitoring Report (GMR) and
other frameworks that are used for assessing
the progress being made to achieve the global
goals do not present a comprehensive country
analysis of all the factors that influence and
affect gender equality in totality – most are
specific to the specific goals that touch on
gender. In effect, gender is not treated as a
cross cutting issue. Therefore, there is a need
to develop a comprehensive index for tracking
the progress towards achieving the MDGs as
well as providing a country specific analysis of
the progress towards achieving gender
equality in key aspects of education.
Objectives of the
education score card

gender

equality

in

Broad objective: To develop a gender equality
report card in education for Africa (using nine
countries in East and Southern Africa) by
assessing how gender equality is perceived
and presented in those countries.

Specific objectives
1. To develop a Gender Equality in education
Report Card for Africa – as a pilot for
selected East and Southern African
countries, which can form a basis for a
continent wide score card.
2. To try and integrate a gender perspective
across the different EFA and MDGs to see
how countries would look like if the
indicators were adjusted for gender
difference.
3. To move from just parity as the measure
of equality and look into other areas that
may not always be seen as gender issues;
for example, issues of transparency and
accountability.
4. To track the progress achieved towards
EFA and MDGs as they relate to girls and
women’s education.
5. To enable FAWE to track progress and
understand how countries where we work
are performing.
6. To use the resulting score card as a
lobbying and advocacy tool in the FAWE
Chapters.
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Theoretical Framework, Methodology and
Overall Scoring
Theoretical and Conceptual Framework
Most African countries subscribe to the
various global instruments that address
gender issues in education including the
Universal Declaration of Human Rights,
Education for All (EFA) and the Millennium
Development Goals (MDGs). According to the
1948 Universal Declaration of Human Rights
education is embraced as a basic human right.
Most African countries subscribe to this UN
declaration and they are also signatories to
the international protocol that established the
Education for All (EFA) agenda in Jomtien,
Thailand, in 1990 (UNESCO,1949). In addition,
these countries are signatory to the World
Educational Forum (WEF) held in Dakar,
Senegal, in 2000.
Gender analysis is a type of socio-economic
analysis. In the context of development
assistance, it is regarded as a tool used to
illuminate the link between the existing
gender relations in a particular society and
the development problems that it needs to
address. As referenced in the USAID guide, a
gender analysis is mandatory in the process of
developing assistance objectives where it is
intended to answer the following questions:
1) How will gender relations affect the
achievement of sustainable results?
2) How will the proposed results affect the
relative status of men and women?
(Smyth and Mukhopadhyay, 1999).

Thus, gender analysis identifies the types of
gender differences and inequalities that might
otherwise be taken for granted such as how
girls and boys have different access to and
control over resources, how they carry out
different social roles, and how they face
different constraints and receive different
benefits. Once highlighted, these differences
can be addressed and alleviated by carefully
designed programmes.
It is vital to note that attempts to understand
factors that affect education in Africa entails
categorising information into three areas,
namely individuals, educational institutions
and government structures. In this respect,
information from individuals refers not only
to the students and teaching staff, but also
can include the parents, other members of
the same family, community leaders and
employers. Educational institutions, although
comprising mostly schools and universities,
may eventually be extended to also include
adult education centres and other places of
learning and training. On their part,
government structures would look into issues
of political will, which include laws and
policies on education, investment in
education, and issues of accountability and
transparency (Moser, 1993).
Many factors exist that inhibit access to
education, a number of which are genderbased. However, they may not always be
regarded so by planners and implementers as
important factors compared to issues of
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poverty, religion, ethnicity, disability, rural
habitation, child labour, and health and
language barriers. In gender analysis, one
looks at gender in all these factors. For
example, poverty weighs more heavily on girls
than boys because it is generally an indicator
of higher instances of the other inhibiting
factors that girls face in SSA; hence, poverty is
aligned with greater instances of child
marriage, malnutrition, pregnancy, child
mortality, cultural preference for males and
child labour, all of which magnify negative
effects on girls more than on boys. Kwesiga
(2002:98) argues that practices such as
marriage, payment of bride price and
structures like the family contribute to the
continued marginalisation of women from
education generally and, more specifically,
higher education. She paints a grim picture of
women's access to educational institutions
and resources in SSA, where women comprise
only 33 per cent of the total enrolment at
higher education institutions (Odaga and
Heneveld, 1995).
Gender differences in schooling may also be
related to religious traditions in some parts of
SSA. In areas where strong orthodox
traditions prevail, early marriage is often
common and girls are removed from school
when they reach puberty because parents
fear they may become pregnant. However,
the relationship between religious beliefs and
the gender gap in education is often
compounded by poverty and geographical
location. Remote rural settings and informal
urban settlements that are steeped in poverty
are perhaps more likely to subject girls to this
treatment than thriving urban centres. It is
hardly surprising that the geographical
location of schools prove to be important for
the gender gaps in SSA because traditional
practices are likely to be stronger in rural and
poor urban settlements (Odaga and Heneveld,
1995).

Education systems with wide variation and
inequalities in terms of physical, social, and
human resources, including staffing, quality of
instruction and leadership, will definitely
produce children whose thinking is that there
are those who are more equal than others.
The net effect of these systemic inequalities is
that significant numbers of both boys and girls
perform at unacceptable academic standards,
which puts them at a disadvantaged position
of not realising their full potential. Thus,
mechanisms are needed to mainstream
gender-specific analysis and interventions into
governments’ Strategic Objectives to move
towards addressing the particular concerns of
both boys and girls in education.
Much concern is being expressed in Africa
about the education systems in general and
female
under-enrolment
and
underachievement in particular, but such focus runs
the risk of undertaking interventions that
improve the performance of male students at
the expense of females. However, achieving
“best practices” will depend on a strategy that
is informed by analyses of, and interventions
to meet, the needs of both groups of learners.
The gender score card is one strategy that can
be used to inform countries on how they are
performing on selected key indicators with
regard to internationally set standards and
benchmarks for achieving gender equality in
education (Oketch and Rolleston, 2007).
Government initiatives should position
themselves to play a leadership role in
addressing girls’ needs without compromising
the educational needs of boys, which can be
achieved by recognising and taking a genderequality
approach
to
its
planned
interventions. This strategy should emphasise
community partnerships, linkages and
synergies with other strategic interventions.
While children will have natural innate
differences, influencing factors from their
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social environments are likely to have a more
profound impact on their life outcomes than
would biological and cognitive differences.
According to a Department for International
Development report (DFID, 2002):
...within recent years, explorations into
sex and gender differences in academic
achievement
have
become
more
frequent. Explanations for differences
between boys and girls have moved away
from biological theories into psycho-social
insights
concerning
patterns
of
socialisation and differential experiences
offered to males and females, especially
the experiences offered by the family and
interactions at school.

The Social Relations Framework was created
by Naila Kabeer at the Institute of
Development Studies in Sussex, UK (Kabeer,
1994). It draws on explicitly structural feminist
roots and asserts that:
•

Development is a process for increasing
human well-being (survival, security and
autonomy) and not just about economic
growth or increased productivity.

•

Social relations determine people’s roles,
rights, responsibilities and claims over
others.

•

Institutions are key to producing and
maintaining social inequalities, including
gender inequalities. Four key institutions
are the state, the market, the community
and the family. These have rules (how
things get done), resources (what is used
and/or produced), people (who is in/out,
who does what), activities (what is done),
and power (who decides, and whose
interests are served), all of which
engender social relations.

•

The operations of institutions reflect
different gender policies. Gender policies
differ according to the extent they
recognise and address gender issues:
gender-blind
policies,
gender-aware
policies, gender-neutral policies, genderspecific policies, and gender-redistributive
policies.

•

Analysis for planning needs to examine
whether immediate, underlying and/or
structural factors are responsible for the
problems, and what their effects on those
involved.

For the purpose of developing the score card,
the gender analysis framework that can be
applied in all the Nine African countries being
scored in our case is discussed next.
The Social Relations Framework
The Social Relations Framework entails five
key concepts, namely 1) development (as
increasing human well-being), 2) social
relations, 3) institutional analysis, 4)
institutional gender policies, and 5) underlying
structural causes (Rao et al., 1991). All over,
the world is faced with the challenge of
development, yet development cannot be
realised by exclusion of either females or
males in education. Therefore, the Social
Relations Framework creates a process of
analysing information in order to ensure that
resources are effectively utilised to positively
transform the society. This means that
structures must be put in place to ensure that
resources are accessed by both the males and
females equitably. In addition, the creation of
policies within the learning institutions must
address the needs of both male and female
learners.

Figure 1 is an illustration of the social
relations approach.
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Figure 1: Gender analysis planning model
Quality Education
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and
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• Capacity building
• Leadership training
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Implementation
• Gender Equality Modules
with discrete activities or
initiatives for boys and girls

• Facilitated by trained school
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Adopted from a gender analysis of the educational achievement of boys and girls in the
Jamaican Educational System (Miller, 1998)
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The Social Relations Framework leads to the
following framework as shown in Figure 2,

which is used in the current gender equality in
education score card.

Figure 2: Africa gender equality in education Score Conceptual Framework
Child Labour
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HIV and AIDS

Poverty

Gender Barriers to Education

Education
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On
Education

Political
Will

Gender
Equality in
society

Gender
Inequality
Index

Transparency and
Accountability
Educational Resources and Opportunities
Quality Inputs

Within the above conceptual framework in,
the score card sets out to demonstrate the
extent to which selected African countries
have managed to put in place mitigating
measures to achieve gender equality in
education.
Project Design and Methodology
The conduct and development of this report
card took both quantitative and qualitative
approaches. The study adopted crosssectional survey and multiple cases study
designs. Qualitative information formed the
bulk of the case study reports.
Inclusion criteria for participating countries
The project targeted FAWE operation
countries within the Eastern and Southern
Africa regions. These countries include Kenya,

Gender Parity in Education

Malawi, Mozambique, Namibia, Seychelles,
Somalia,
Southern
Sudan,
Swaziland,
Tanzania, Ethiopia, Uganda, Zambia, Zanzibar
and Zimbabwe. Out of these, nine countries
were selected (see Appendix 1).
Non-English speaking countries within the two
regions were excluded during the selection.
Southern Sudan was also excluded because it
was a new state hence, it posed challenges
with regard to accessibility and comparison
with the other more established countries.
Somalia was disqualified due to prevailing
unstable political situation that potentially
posed challenges with regard to availability
and accessibility of data. Consequently, the
following countries were selected as
participants in this study:
Eastern Africa countries
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1) Ethiopia
2) Kenya
3) Tanzania
4) Uganda,
Southern Africa countries
5) Malawi
6) Namibia
7) Swaziland
8) Zambia
9) Zimbabwe
The current endeavour was inspired by
Gender in Education Report Card analysis
framework developed by ASPBAE (Asia South
Pacific Association for Basic and Adult
Education). The latter along with the Global
Campaign for Education have pioneered this
concept and have developed a similar report
card for countries in Asia. FAWE, in a
stakeholders workshop held in Nairobi Kenya,
tailored the set indicators to ensure that they
were relevant to the African context.
Development of the current report card was
based on data sourced from various statistical
databases, tools and indices such as the
World Bank’s databank (World Development
Indicators-WDI), selected countries’ EMIS, the
UNESCO Institute of Statistics, the Mo Ibrahim
Index of Africa Governance, UNICEF state of
the world children, ‘UNstats’, and UNDP
human development indicators.
The report card employed one principle
instrument, a questionnaire, administered in
participating countries by respective country
lead researchers. The questionnaire was
developed and presented for review and
validation. The validation exercise was carried
out in a two-day stakeholder’s workshop held
in Nairobi, Kenya.

Development of dimensions and indicators to
determine GEE
In developing the indicators, inspiration was
taken from the Narayan, S, Rao, N and M
Khan (2010), Gender Equality and Education:
A Report Card on South Asia, Mumbai:
ASPBAE developed by the Asia South Pacific
Association for Basic and Adult Education
(ASPBAE). ASPBAE pioneered this concept as
well as developed a similar score card for
countries in Asia. FAWE tailored and adapted
the set indicators consistent to an African
context. The researchers consulted revered
and UN acknowledged statistical databases,
tools and indices such as Gender Equality in
Education Index (GEEI), selected countries’
EMIS, UNESCO Institute of Statistics, World
Bank’s “EdStats”, and UNECA’s African Gender
and Development Index of the Ibrahim Index
of Africa Governance.
The process of developing the indicators
reorganised the use of particular indicators in
order to take note of context-specificity on
the one hand and for monitoring performance
from a gender equality perspective on the
other. Further, in each country, critical issues
that affect girls’ education have been
identified. These issues were categorised and
included in the relevant context, which was
done in an induction workshop where all the
lead researchers for each of the ten countries
and the National Chapter representative
attended.
Regarding the selection of indicators it is
important to note the following:
1. Establishing the scope of the indicators:
These were developed using existing
gender-based indices developed by
various agencies such as UNDP, UNESCO,
UNICEF, World Bank and The Mo Ibrahim
Foundation.
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2.
Ensuring that the countries selected
have functioning EMIS and or reliable
statistics
department
or
databases:
Availability of data and information in the
selected countries was a key feature; that is,
availability and accessibility of data was
crucial feature such that it should have been
possible to collect the data for the indicators.
Table 2 shows the indicators that were
selected and which were to be discussed with
the participating countries for confirmation
on their relevance and whether comparison
would be possible.
The Dimensions and Indicators
This section provides a brief explanation of
dimensions that were adopted in the
generation of gender equality in education
score card. A detailed methodological matrix
is provided in appendix 3.
1. Gender Barriers in Education (GBE)
This dimension focuses on socio-economic
barriers that are thought to hinder access to
basic education by girls in Africa. Four
indicators were used to determine GBE. These
are poverty, child labour, child marriage and
HIV & AIDS. The four indicators were
accorded weights (on a scale of 100) based on
respective indicator potential as a barrier to
girl education. The weights are as follows:
Poverty - 30, Child labour and Child Marriage 30 each and the remaining 10 went to HIV &
AIDS prevalence. Here it was reasoned that a
country should not be heavily penalised due
to HIV & AIDS prevalence. Thus, lesser
weighting was allocated to HIV & AIDS
prevalence. GBE score was determined by
calculating the weighted average of the four
indicators.
2. Political Will (PW)
One of the silent killers attacking the
developing world is the lack of quality basic

education for large numbers of the poorest
children in the world’s poorest countries,
particularly girls. In this score card, political
will was taken as a measure of the extent to
which countries display the political will to
provide universal basic education and
prioritise girls’ education. Three indicators
namely Education policies (which had several
sub indicators), Expenditure on education,
and Transparency and Accountability were
used to determine countries’ political will
score.
Political will was given heavier
weighting than the other dimensions because
it had more indicators especially on the area
of education policies, all of which were
adopted because the researchers felt the
need to focus beyond the usual policies which
may only increase access but fail to look
beyond access. It was also considered that
where countries demonstrated genuine
political will, much can be achieved towards
gender equality in education. Details of this
dimension are in appendix 3.
3. Educational Resources and Opportunities
(ERO)
Under this dimension are two indicators
namely Gender parity in education and
Quality inputs. Bothe indicators bore within
several sub indicators, for instance Quality
inputs had the following sub indicators:
Teacher shortage, Untrained Teachers and
teacher-pupil ratio. On the other hand Gender
parity in education had the sub indicators:
Gender parity in primary schools, Gender
parity in secondary school, Gender parity in
literacy, Gender parity in retention in primary
and secondary schools, and Gender parity in
transition.
4. Gender Inequality in Society (GIS)
The World Economic Forum (WEF) measures
gender equity through a series of economic,
educational and political benchmarks. It ranks
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countries in terms of achieving gender equity
(WEF, 2009). In many countries women are
more likely than men to live in poverty, earn
less money for the same work, be victims of
intimate partner violence and rape, and have
less of a political voice.
This study adopted the Gender Inequality
Index (GII) as a measure of GIS. GII is a
composite measure reflecting inequality in
achievements between women and men in
three dimensions: reproductive health,
empowerment and the labour market. The
health dimension is measured by two
indicators: maternal mortality ratio and the
adolescent fertility rate. The empowerment
dimension is also measured by two indicators:
the share of parliamentary seats held by each
sex and by secondary and higher education
attainment levels. The labour dimension is
measured by women’s participation in the
work force. GII is interpreted as a percentage
loss to potential human development due to
shortfalls in the dimensions included.
GII varies between zero (when women and
men fare equally) and one (when men or
women fare poorly compared to the other in
all dimensions). Thus, higher values of the GII
indicate worse achievements. In the current
score card GIS was determined by using the
formula adopted:

Determination of GEE
To compute GEE score, the indicators; GBE,
PW, ERO and GIS were accorded weights (on a
scale of 100) as illustrated in Table 1.
The relative importance and potential
contribution of each indicator to gender
equality has determined the distribution of
weights. The formula used to determine GEE
score is as below:

GEE
The study made use of countries’ GEE scores
as the bases of final country ranking as shown
in Table 2.
Based on the scoring criteria, none of the
countries attained an overall score of above 7
points hence none can be said to be very good
or excellent. As noted in the ranking profile,
this study looked beyond the usual indicators
of parity and expenditure in education.
It is reasonable to conclude that gender
equality can never be fully achieved unless a
broad spectrum approach is applied. The
MDGs are a good beginning as they focus on
different aspects of development, all of which
need to be achieved if there is to be
meaningful change. Of particular concern for
all the countries is the area of transparency
and accountability where all of them scored
less than 5 points. This still remains the
plague that will continue to keep Africa
behind the rest of the world. It is an area
where all civil society, FAWE included, must
engage with governments so that this vice is
eradicated. In recent years, a country like
Kenya has been riddled with reports of
corruption particularly in the education
sector. FAWE Kenya’s voice must be heard
loud and clear condemning corruption in
education as there is no way gender equality
in education will ever be achieved as long as
these scandals continue.
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Table 1: Gender equality in education components [dimensions] and corresponding Weights
Score

xx

Gender Equality in Education score [GEE]

=

Dimension

Weight

Gender Barriers to Education index[GBE]

16

Political Will index [PW]

44

Educational Resources and Opportunities index
[ERO]

30

Gender Inequality in Society [GIS]

10

Total

100

Table 2: Education Gender Equality - Overall country ranking by dimension

Country

Gender
Barriers to
education
[GBE]
7.9
7.9
7.4
7.6
6.4
5.7
5.4
4.9
5.5

Namibia
Kenya
Tanzania
Swaziland
Zambia
Uganda
Malawi
Ethiopia
Zimbabwe

Political
Will [PW]

Educational
Resources and
Opportunities [ERO]

Gender
inequality
index [GII]

GEE
score

Rank

6.8
7.2
6.9
6.1
6.1
5.6
6.3
6.5
3.4

7.9
6.9
6.5
7.0
7.7
7.4
5.9
5.5
8.3

0.534
0.373
0.41
0.454
0.373
0.423
0.406
d.n.a.*
0.417

6.663
6.543
6.215
6.037
6.060
5.637
5.406
5.336
4.866

1
2
3
4
5
6
7
8
9

*Data not available
Following is the key used to interpret the scorecard:
Score
Below

Description
5

-

Need for improvement

6-7

-

Good

8-9

-

Very good

9 and above

-

Excellent
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Country score cards and profiles

This section presents the individual country score cards, country education profile and where
available some case studies of work that has been done in the different countries to promote gender
equality in education.
After all the nine countries are presented, a summary of key
recommendations that we found were critical for each of the countries is provided. The countries
are presented in alphabetical order.

ETHIOPIA
Score card: Ethiopia
Indicator

Score

Rank

Gender Barriers to education index [GBE]

4.9

9

Political Will [PW]

6.5

4

Educational Resources and Opportunities [ERO]

5.5

9

Data not
available

-

Gender inequality in society [GIS]
Final score

Historical Background
A number of measures have been taken since
1991 to increase children’s access to
education and expand the education services.
One of the measures was the development of
“The Ethiopian Education and Training Policy”
in 1994. Due to the policy and various efforts
made to implement it, there has been a
significant increase in the enrolment over the
years.
In addition, distance and lack of
accommodation for students were deterring

5.3

8

factors in the provision of education,
especially since most church schools were
based in monasteries away from the
community (Alemtsehai, 1985). In general,
women were excluded from traditional
education except those from the upper class
and the nobility who received instruction at
home (Pankhurst, 1962).
Modern education in Ethiopia started with the
opening of Menelik II School in Addis Ababa in
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1908.2 For girls, the advent of modern
education came in 1931 when the Empress
Menen School for Girls was founded whose
main focus was the preparation of ‘high class’
girls for the modern life.
The period between 1950 and 1974 was a
period of both vertical and horizontal
expansion of education in Ethiopia
(Zenebework, 1986). Despite the state's
attempt to expand education and ensure
equity, there was a serious regional disparity
in the provision of education, particularly for
girls.
Dissatisfied with the situation of education in
the 1950s and 1960s, the Ministry of
Education (MoE) formed the National
Commission for Education and the Education
Sector Review (Astede, 1988). Both
institutions were given the responsibility of
carrying out comprehensive analysis of the
educational needs of the country. The
conclusion reached by their resulting studies
was that educational opportunities, like other
infrastructure, were not equitably distributed,
which was more pronounced in the case of
girls and women (Atsede, 1988).
The Education System in Ethiopia
Pre-primary education in Ethiopia usually
enrols children at the age range of 4 and 6. It
comprises three years; one year each in
nursery, kindergarten and preparatory
classes. The education is mostly run by the
private
sector,
non-governmental
organisations (NGOs) and faith-based
organisations. The Ministry of Education
(MoE) develops the curriculum, provides
supervision, sets standards for facilities, and
2

Menelik II School was founded by the Emperor
Menelik II one of the most celebrated of Ethiopia's
rulers. During his reign (1889-1913) he led the
most successful campaign of African resistance to
repel the onslaught of European colonialism.

issues licences for the institutions that plan to
run the schools (MoE, 2009).
It is not until recently that pre-primary
education in Ethiopia has received the
attention of the government. As a result, the
follow up and reporting system is still
relatively weak.
Governance in Education
In Ethiopia the education system is
decentralised with responsibilities delineated
to the Federal Ministry, Regional Bureaus of
Education and the Woreda Office of
Education.3 According to FDRE (Ethiopia
2010), the latest decentralisation reform has
transferred important responsibilities for
general education to Woreda offices, which
carry out their activities with support from
regional offices. Therefore, they report to the
Regional Offices and Regional Offices report
to the Federal Ministry.
The Ministry mainly deals with the following:
developing policies; general guidelines;
setting national targets and standards;
monitoring activities in accordance with the
standards; developing national curriculum
framework (including the curriculum for TVET
programme); offering national exams at
Grades 10 and 12; organising capacity building
programmes;
setting
standards;
and,
monitoring progress. Higher education
institutions are also under the jurisdiction of
the Ministry.
Regional Bureaus’ functions include the
following: formulation of regional policies
3

Woreda is the fourth level of administrative unit
after the federal and regional levels; it is a subdivision of a Zone and is independently managed
by Woreda officers. Through the decentralisation
process Woredas have independence in the
administration and implementation of various
sectoral plans.
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within the framework of the federal policy;
offering technical support to Woreda level
implementation; facilitating the preparation,
procurement and distribution of textbooks for
Grades 1- 8; developing the capacity of
Woreda offices through training; and,
compilation of information for EMIS. They
also allocate budget to Woreda offices.

•

Lack of and low quality infrastructure, low
number of toilets, and unavailability of
hand washing facilities, especially in rural
areas;

•

Low performance of students in national
assessments despite all the investment
and efforts made;

Most of the actual work is undertaken at the
Woreda level where focus is on the
implementation of policies and standards,
participation in the selection of teachers for
pre-service
and
in-service
training,
recruitment and paying of teachers, ensuring
that the curriculum is implemented at school
level, supervision of Grades 1 – 10, and
conducting school level capacity building
programmes. Recruitment, placement and
training of teachers as well as planning,
coordinating and supervision of TVETs also fall
under the responsibility of Woreda offices
(Ethiopia, 2008).

•

Observable disparity between enrolment
at primary and secondary levels;

•

Regional disparity in enrolment;

•

Low access to indigenous children from
some predominantly pastoralist regions;

•

Low access to secondary education
(Grades 9-10); and,

•

Uneven distribution of adult education –
the lack of coordination, low resource
allocation, unclear linkage with formal
education, and resultant low quality.

Key Challenges in Attaining EFA and MDGs
In its preparation for the development of the
fourth phase of the Education Sector
Development Program (ESDP VI), the federal
Ministry of Education had undertaken a
situation analysis and had come up with key
challenges that will be dealt in the
implementation of the programme. Among
the major challenges highlighted in the area
of general education are:
•

•

Underrepresentation
of
women
candidates from rural areas and other
indigenous groups for pre-service teacher
training
as
well
as
their
underrepresentation
in
leadership
positions;
Limited availability of teaching-learning
materials, lack of plasma TVs, computer
and servers in secondary schools;

Regarding TVET, some of the challenges
identified in the analysis are listed below:
•

Lack of awareness in the society about the
advantages of TVET;

•

Low level of stakeholders’ participation in
the management and delivery of the
programme;

•

Lack of capacity of teachers, necessary
teaching materials and equipment; and,

•

Unavailability
of
labour
market
information system to assess demand and
supply.

In higher education the following are some
the challenges:
•

Low enrolment and high gender disparity,
especially at post graduate level;

•

Shortage of qualified staff and very low
number of female academic staff;

Gender Equality in Education Score Card

•

Weak leadership and management;

•

Mismatch
between
the
growing
enrolment rate and the availability of
instructors and other resources; and,

•

Low development of open and distance
education.

Gender is considered a cross-cutting issue,
and some of the challenges indicated
include:
•

Lack of separate toilets for boys and girls;

•

Negative attitude of the society towards
girls’ education;

•

Low proportion of female teaching staff
and their low representation in leadership
and management;

•

Lack of female participation in fields
traditionally perceived as men’s; and,

•

Lack of gender mainstreaming (Ethiopia,
2010).

The ESDP VI describes measures that are to be
taken in the coming five years in order to
address these problems.
Key Initiatives Undertaken by the
Government and Civil Society
The Government of Ethiopia has adopted a
number of measures in order to provide
education to all ages of school children. These
measures range from signing/ratifying
international conventions and agreements to
putting various programmes in place. Two of
the international commitments that Ethiopia
has adopted are the Education for All (EFA)
goals and the Millennium Development Goals
(MDGs). National provisions include the
Ethiopian Education and Training Policy
whose main aim is to provide education that
is free from stereotypes and practices that
negatively affect people’s attitude towards

women’s education. It further states that
attention is to be given to gender issues in the
design and preparation of school materials.
Quotas have also been set with the objective
of increasing the number of female teacher
trainees (Ethiopia, 1994).
The MoE has developed a twenty-year
education sector indicative plan, divided into
a series of five-year development plans.
Accordingly, the first ESDP was developed in
1997/98 (Ayalew, 2010). Currently, the
government is about to start implementing
ESDP VI (2010/11 -2014/15); ESDP states that
the education sector envisions that all school
age children will get access to quality primary
education by the year 2015 while also
ensuring the training of skilled human
resources.
Access has been improving through the years
as reflected by the different indicators such as
Gross Enrolment Rate (GER) and Net
Enrolment Rate (NER), especially at primary
and TVET; however, quality has gone down. In
order to address the quality issues, the
government has introduced the General
Education Quality Improvement Program
(GEQIP). GEQIP has different components that
deal with: formulation of policy; setting of
standards; Teacher Development Program
(TDP);
development
of
curriculum;
preparation of textbooks and teaching
materials;
students’
assessment;
management and administration; and, School
Improvement Program (SIP). Currently, GEQIP
is under implementation.
In addition to the policy and sector plans, the
Ministry has prepared a number of guidelines
to promote the education of girls and the
participation of communities in the
decentralised education system. One of these
guidelines is the detailed “Educational
Leadership,
Organization,
Community
Participation and Finance”, which explains
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how communities participate at both Woreda
and Keble levels in influencing and monitoring
education, and in promoting girls’ education.4
Another one is “A Guideline for Integrating
Gender Issues in the Preparation of Teaching
Learning Materials”, which charts out the
criteria to be adopted in the preparation of
educational materials. It also highlights the
major components in textbooks that need to
be looked at critically and reviewed in respect
of gender.
Strategies developed by the Ministry in
collaboration with the Forum for African
Women Educationalists (FAWE) in March
1997 under the title, “Strategies for
Promoting Girls’ Education”, were meant to
address some of the major problems in girls’
education and hence included measures to
address the challenges. However, no follow
up mechanism was put in place by the
Ministry to track the implementation and
widespread distribution of the document.
In Ethiopia, civil society organisations are
mostly involved in the provision of nonformal/adult education. There are around 80
NGOs and CSOs working on the provision and
promotion of basic education. They are
members of an umbrella organisation known
as Basic Education Network-Ethiopia (BEN-E).
BEN-E’s vision is the realisation of “a society in
which all citizens have equal access to quality
basic education that enables them to develop
their capacity and actively participate in the
national development”. Accordingly, member
organisations provide non-formal education
for both children and adults, and thereby
contribute to the achievement of EFA goals.

4

Kebele is the next administration unit after
Woreda. Regions are divided into Zones, which are
further sub-divided into Woredas. Each Woreda
has a certain number of Kebeles, which are the
smallest administrative units.

Information on EMIS
The EMIS is produced every year by the MoE
with data on the recent past academic year.
After providing some background data on the
overview of the Ethiopian education system
and its structures, the EMIS presents a
summary table that shows the relevant
ESDP’s key indicators against which current
performance is measured.
All the data presented in the EMIS are
disaggregated by gender.
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BOX 2: CASE STUDY - Ethiopia

A Mechanism for Addressing Gender Issues in Education – The Directorate of Gender
Introduction
In line with the Beijing Platform of Action, specifically the need to establish national machinery to enhance
gender mainstreaming, and in the effort to implement the National Women’s Policy of 1993, the
Government of Ethiopia has laid down a structure that addresses gender issues at different levels. The
structure starts from Federal (i.e., at the Ministry of Women, Children and Youth Affairs) down to the
grassroots, from the Regional Bureaus of Women’s Affairs to the Office of Women’s Affairs at Woreda level.
In addition, Women’s Affairs Departments (WADs), known as Gender Directorates, were opened in all
ministries and commissions. In this study, we look at the roles and functions of this government structure in
addressing gender issues in education in the Ministry of Education (MoE).
Since its establishment, the Directorate has intensified focus on girls’ education and has been working to
increase the enrolment, retention and success of female students at various levels using such means as
preparation of guidelines and strategies. An example is a guideline that not only discusses but also
highlights the major components in textbooks that need to be looked at critically and reviewed in the light
of gender.
Among the strategies that the Directorate has developed is the 2005 “National Strategy on Girls’
Education”, which explains the various problems that girls encounter in enrolment, including the drop-out
problem. The strategy suggests measures that could address cost of schooling, cultural impediments,
gender biases in schools and poor health, and also stipulated the responsibilities of the relevant bodies. This
strategy was revised in 2010 to accommodate the changes that have taken place, in particular the current
situation, achievements made and the challenges with regard to girls’ education. Thus, the strategy aims,
among others, to ensure that women benefit from the programmes that are designed to improve the
quality of education and training.
In 2004, the Directorate also prepared a document entitled, “Gender Mainstreaming Guidelines and
Checklists”. In this document, it discusses the various problems that female students encounter at various
levels and proposes guidelines and checklists to mainstream gender in Bureaus of Education, Teachers
Training Institutions, and primary schools. It also underlines the necessity of gender disaggregated data to
follow up enrolment, repetition, dropout and budgeting.
Another document prepared by the Directorate is the five-year draft strategic framework aiming to increase
the participation of women in higher education. The framework discusses the social, cultural and economic
problems that girls encounter in accessing and succeeding in higher education and also outlines the
strategic objectives that need to be attained in order to minimise the gender gap. These strategic objectives
include increasing female intake in tertiary education, reducing female attrition rate, increasing the number
of female instructors, and opening gender/women studies departments. In effect, the Directorate works
closely with the Regional Bureaus of Women’s Affairs and links with University Gender Offices in tackling
gender issues. Currently, funding has been secured from UNESCO for activities that will be undertaken by
the gender offices in the 21 universities.
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A significant initiative that has been undertaken by the Directorate is the formation of Girls’ Education
Forum. The forum was initially established in 2003 with the objective of mitigating the factors that work
against girls’ education with the involvement of all relevant bodies including the government and the
women’s association. The Forum addresses gender issues at all levels of education and, through a
memorandum of understanding, elaborates its membership at federal and regional levels. Currently, this
Forum has been reorganised and strengthened to give more impetus to its work and activities.
The MoE has also developed a twenty-year education sector plan, which is currently being implemented
through the five-year Education Sector Development Plan (ESDP) now in its fourth phase – i.e., ESDP VI.
An expert from the Directorate was involved throughout the process of preparing EDSP VI to ensure that
gender issues were taken care of in all the components of the ESDP. Hence, gender is one of the priority
areas in ESDP IV, which has a section on Gender and Education. In EDSP VI, 2 per cent of the entire
education budget has been allocated to implement gender related activities, which accelerates the
progress towards gender equality in education. Similarly, the directorate has mainstreamed gender in the
General Education Quality Improvement Program.
Capacity building of major actors in education is another undertaking by the Directorate, an example of
which is gender training for all relevant staff of the MoE and which also included university gender
officers and heads of planning in Bureaus of Education. The training is meant to enable the stakeholders
to mainstream gender in their activities using the Gender Mainstreaming Guideline developed by the
Directorate.
The Directorate has also paid attention to research and publication mobilising resources from donors for
gender related activities. Research studies are conducted by universities who are selected on merit. One
of the researches carried out became the basis for development of the anti-harassment code of conduct,
while another study’s findings helped to compile the problems that girls encounter. The findings were
submitted to the Ministry for appropriate actions. In addition to research based publications, the
Directorate has also worked on other documents, an example being compiling of the experiences of
distinguished female scholars and outstanding female students as a way of providing models for female
students.
Achievements
Since its establishment, the Directorate has gone through several transformations in the process of which
it has increased its contribution to gender equality in education. Among the achievements in relation to
its contribution are: research-based interventions; strategies, guidelines and training to enhance
implementation; networking and mobilisation of resources; support to university gender offices to
increase enrolment and retention of girls; and, budgetary allocation specifically for gender related work.
From these efforts, enrolment of girls has been increasing from year to year. At the first and second cycle
primary, the GER for girls increased from 47 per cent in 1999/2000 to 90.1 per cent in 2009/2010
academic year (Ethiopia, 2010). Similarly, the GPI increased from 0.7 in 1999/2000 to 0.93 in the
2009/2010 academic year. This is a marked increase though there is still region-based variation in both
enrolment and GPI.

Emebet Mulugeta
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KENYA
Score card: Kenya
Indicator

Score

Rank

Gender Barriers to education index [GBE]

7.9

1

Political Will [PW]

7.2

1

Educational Resources and Opportunities [ERO]

6.9

6

Gender inequality in society [GIS]

0.37

7

Final score

6.54

2

Introduction
Since independence in 1963, the Kenyan
system of education has undergone
transformation
twice:
shortly
after
independence and in 1985. Before
independence elementary education was
based on the colonial system of education. In
1967, Kenya, together with Uganda and
Tanzania, formed the East African Community
(EAC). The three countries adopted a single
system of education, the 7-4-2-3, which
consisted of seven years of primary
education, four years of secondary education,
two years of high school, and three to five
years of university education.
In 1985, the 8-4-4 system of education was
introduced. The system adopted eight years
of primary education, four years of secondary
education and four years of university
education.
Like the other African countries, Kenya has
endorsed the Education for All (EFA) and the
Millennium Development Goals (MDGs).
Indeed, the country’s endeavour to achieve
UPE is pegged on two main international
paradigms, namely the
MDGs and
international human rights law; it is also a
signatory to the Convention on the Rights of
the Child (CRC). Article 28 of the convention

recognises the right of the child to education;
it requires primary education to be free and
compulsory. On its part, MDG Nos. 2 and 3
commit the international community to
ensure that, by 2015, children everywhere,
boys and girls alike, will be able to complete a
full course of primary schooling (UN, 2006;
Hulme & Scott, 2010).
National educational system
Kenya’s education system comprises a preschool phase (commonly known as nursery
school), followed by a basic education phase
defined as 12 years of primary and secondary
education, and then university and tertiary
levels. Pre-school education caters for
children between the ages of 3 and 5. Unlike
primary education, pre-school is not free and
not compulsory too. Hence, attendance in
pre-school is not a requisite condition for
joining Standard 1 (i.e., the first grade of
primary school).
By 2009, there were 38,247 early childhood
development centres (ECDCs) run by both the
government and the private sector (ECDCs)
with an enrolment of 967,544 boys and
946,678 girls.
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Table 3: Pupil enrolment in ECDCs in Kenya, 2005-2009
Enrolment

2005

2006

2007

2008

2009*

Boys

830,828

866,445

876,163

885,320

967,544

Girls

812,347

805,891

814,930

834,925

946,678

1,720,245

1,914,222

TOTAL

1,643,175

1,672,336

1,691,093

* Provisional

Source: Ministry of Education, EMIS (Kenya, 2011)
The ECDE enrolment rose from 1.53 million
pupils in 2003 to 1.72 million in 2009, an
increase of 9.9 per cent. GER rose from 57.6
per cent in 2004 to 63.0 per cent in 2009.
However, there are significant regional
variations with Nairobi Province registering a
high ECD participation rate (137%) and the
least recorded by North Eastern Province
(20.4%). In 2009, the gender parity index at
ECD was 0.95. To improve access and quality
of education, the government targets to hire
ECDE teachers and support provision of
teaching and learning materials.
Since 2003 when the government reintroduced FPE primary schooling is provided
free of charge. Following the declaration of
FPE, the number of students in primary school
increased from 5.9 million in December 2002
to 6.9 million in 2003 and to 7.2 million in
December 2004, an increase of over 20 per
cent in less than two years. GER increased
from 92 per cent in 2000 to 104 per cent in
2003/04. By 2009, the GER had gone up to
113 per cent and 109 per cent for boys and
girls respectively (Kenya, 2010).
In 2008, the government introduced free day
schools secondary education to all Kenyans. In
addition, secondary education is heavily
subsidised with the government footing all
tuition fees.
Under the current system, students attend
secondary school for four years Since
1989/90, enrolment in universities has
increased tremendously from 20,000 in public
universities to a combined enrolment (both

public and private) of 130,000 in 2009
(Nyaigotti, 2004; Sifuna, 1998). The
participation of women at this level is low
partly because of traditional cultural values
that emphasise women's roles as wives and
mothers (Nyaigotti, 2004; Sifuna, 1998). While
gender disparities in students' enrolment
exist, they are particularly wide at higher
degree levels and in science, mathematics and
technology oriented subjects.
Management of education in Kenya
The Education Act and the Teachers Service
Commission Act confer extensive powers on
the Minister for Education over the
management and regulation of education in
Kenya.5 They give the Minister latitude to
delegate his powers to local authorities,
District Education Boards and Boards of
Governors.
Management organs (such as the Boards of
Governors) are constituted so as to include
representatives of the communities served by
the school, persons representing any
voluntary body which was the founder of the
school or its successor, and any other persons
or representatives of bodies or organisations
that, in the opinion of the Minister, should be
included.
Women are underrepresented in teaching and
in the administration of universities. Further,
5

These are Caps 211 and 212 of the Laws of Kenya
respectively.
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women academics are concentrated in the
lower ranks of the hierarchy and in the
traditional ‘female' social science and
education disciplines while as administrators
they are few and far in between in the higher
ranks of administration.
Policies to address gender gaps
The Government of Kenya has committed
itself to attain gender equality in education as
is stipulated in various national and
international legal and policy documents. The
Ministry of Education Gender and Education
Policy of 2006 clearly proscribes any form of
discrimination on the basis of gender and
emphasises social justice and equal
opportunities with regard to education. The
Children’s Act of 2001 unequivocally
stipulates every child’s entitlement to
education, thus ensuring full inclusion of girls
in basic education.
Prioritisation of attainment of UPE and gender
equity in education is undoubtedly stated
and emphasised in other Government
documents such as the Poverty Reduction
Strategy Paper (PRSP, 2004), economic
recovery strategy for wealth and employment
creation, 2003-2007, national development
plan (2002-2008) and the Economic Recovery
Strategy Paper ( ESR, 2003). Other ongoing
government initiatives to address gender
disparities in education include the National
Plan of Action on education for all (EFA)
2003-2015, the Sessional Paper No. 1 of 2005,
and the Kenya Education Sector Support
Programme (KESSP) 2005-2010, have paid
attention to gender and education.
KESSP outlines 23 priority areas for
investment in the education sector including
general areas such as primary school
infrastructure and specific targeted initiatives
towards areas facing particular challenges,
like the arid and semi-arid lands. The KESSP
has now been extended to 2015.

Girls’ access to education is hampered by,
among other factors, disparities in rates of
retention. While there has been substantial
progress in closing the gap between boys and
girls, the gender disparity nationwide dropped
from an average of 5 per cent between 1994
and 2001 to 0 per cent in 2002. Primary
completion rates (PCR) for boys and girls by
2003 stood at 72.1 per cent and 68.5 per cent
respectively. By 2009, the PCR had gone up to
88.3 per cent and 78.2 per cent respectively
(MoBE,
2010).
KESSP
provides
for
improvement of sanitation including the
provision of sanitary materials in schools. In
the 2011/2012 national budget estimates the
government has allocated KShs 300 million
(equivalent to US $ 3.8 million) for provision
of sanitary towels. KESSP provisions also
include a bursary for girls’ secondary school.
MDG and EFA Goals: Challenges and effects
Girls’ education in Kenya has reached at a
crossroads. The gender gap has lessened
significantly over the last 15 years, particularly
in primary education, with the high priorities
placed on girls’ education in national
education policies and laws, conventions and
agreements. These include country education
policies, poverty reduction and economic
development strategies, MDGs and the EFA
campaign. However, there are still thousands
of girls without access to primary and
secondary education across the country.
Water scarcity in many arid regions make
women and girls spend many hours a day
fetching water, time that could otherwise be
devoted to schooling. Increasing the provision
of clean, accessible water to communities can
make it possible for children and women to go
to school, and hence eliminate gender
disparities in primary and secondary
education. The enactment of the water Act in
2002 (Water Act No. 8 of 2002) has seen
considerable progress in accessing water. This
underscores the government’s commitment
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to the provision of clean and safe water.
Private organisations have also played a key
role in provision of clean and safe water, for
instance the Kenya Private Sector Alliance
(KEPSA) through its Water Sector Board has
partnered with the Ministry of Water and
Irrigation under the Ministry to address
various issues affecting the sector (Desai,
2009).
Girls often contribute significantly to
household and agricultural work, which may
adversely affect their school attendance and
performance. Where women face limited
employment
and
income-generating
opportunities, families are often reluctant to
invest in girls’ education. In some Kenyan
cultural settings, concerns about girls’ safety
and modesty may make families unwilling to
send girls to school, particularly it involves
distant travel or where there are no sexsegregated sanitary facilities.
Kenya has put in place an array of gender
sensitive strategies and interventions to meet
the education goal. For instance, the
elimination of school fees at the basic
education level, scholarship programmes
targeting OVCs, teenage pregnancy return to
school programmes, provision of free or
subsidised textbooks, programs to improve
educational quality, including gendersensitive textbooks and learning materials,
and gender sensitisation training of teachers,
school feeding programmes, and provision of
sanitary towels to school girls.

Challenges: Provision of FPE and subsidised
secondary education has led to high
educational costs and this has had an impact
on government economy. This is evident
where the government is incapacitated in
terms of hiring adequate teachers despite the
huge number of trained teachers hanging out
in the cold. Due to high influx of students,
there is a real strain on available resources
hence the need for additional resources such
as infrastructure (classrooms, workshops,
home-science rooms, laboratories, etc). Other
challenges include poverty, HIV and AIDS,
continued economic reliance on donor
funding, urban versus rural resource
disparities, and gap between policy and
practice in girls’ education.
Another big challenge faces the successful
implementation,
and
by
extension
accessibility, of FPE. It is one that involves
transparency and accountability. Recently, the
Ministry of Finance made a darning report
over the loss or unaccounted for Kes 4 billion
(US $ 50 million) meant for FPE in 2010?
Effects: Negative effects due to these
challenges continue to be felt; for instance,
lowered quality of basic cognitive skills,
impediment of EFA due to increased dropout
plus low transition and completion rates.
Because of the cultural roles of women in
society, women disproportionally bear these
burdens, with a parallel trickledown effect on
the status of girls.
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BOX 3: CASE STUDY – Kenya
Free Primary Education: Addressing Universal Access to Education in Kenya
In 2003, the Kenya Government implemented the Free Primary Education (FPE) policy, which
enabled millions of children to access school. This case study lays focus on accessibility for the Girlchild, OVCs and Children from Nomadic Communities.
Kenya has made great strides towards achieving gender parity in primary school enrolment nationwide. A 2005 survey conducted by UNESCO estimated that girls constituted 49.1 per cent of
primary school students, and that their NER exceeded the boys in most regions of the country.
According to statistics, by end of 2009, the national NER for boys and girls stood at 93.6 per cent
and 92.1 per cent respectively (Kenya, 2010). Nonetheless, there are areas of the country where
significant gender disparities in enrolment continue. For instance, in Garissa, many of the single-sex
boarding schools created by the Ministry of Education to enhance girls’ access to primary school
operate below capacity.
Girls’ access to education is hampered by among other disparities, rates of retention, which by
2009 stood at 88.3 per cent and 78.2 per cent for boys and girls respectively (Kenya, 2010).
Disparity in retention appears to be largely driven by a significant increase in the drop-out rate for
girls at the time of puberty fuelled by early marriage, teenage pregnancy, inadequate sanitation
facilities, female genital cutting and lower probability of attending secondary school.
The OVC Scholarship Programme provides education opportunities to these children. Scholarships
cover tuition fees, registration fees, basic stationery, textbooks, school, boarding costs,
examination and research fees, cost of practicum, and other miscellaneous costs.
The situation of OVC has continued to be an issue of national concern. No comprehensive survey
has been undertaken, but it is estimated that there are 2.4 million OVCs in Kenya, 54-60 per cent of
which are orphaned by HIV/AIDS. Guided by the current policy on OVCs, the Government of Kenya,
together with funding agencies, provides subsidies for families who have taken in OVCs. The OVC
Scholarship Programme also provides education opportunities to these children. Eligible
beneficiaries are selected by the Ministry of Education and the Department of Children Services.
Scholarships cover tuition fees, registration fees, basic stationery, textbooks, school, boarding
costs, examination and research fees, cost of practicum, and other miscellaneous costs. This
intervention represents promising means of addressing the needs of this group of children.
Many of the nomadic communities in Kenya inhabit the North Eastern Province, an area with the
lowest primary enrolment rates in the country. A combination of poverty, low population density
and high levels of mobility indicate that traditional educational models have limited usefulness.
Completion rates are also low, comprising 42.3 per cent and 34.1 per cent of boys and girls
respectively (Kenya, 2010). Ensuring that all children in the province are able to access education is
a real challenge to achieving UPE in Kenya. As a means of addressing these access barriers, the
government operates low-cost boarding schools throughout the province and other ASAL districts.
Currently, such schools are being provided on a pilot basis by two NGOs – Oxfam (which together
with the Provincial Director of Education and UNICEF has been piloting two mobile schools in Wajir
District), and Education for Marginalised Children in Kenya (EMACK), a USAID-funded project, is
piloting mobile ECED centres.
This case study has made an attempt to concisely articulate some of the steps that the Kenya
Government has taken to build upon the successes of FPE, which has placed Kenya well on the path
towards realising UPE and achieving the MDGs that pertain to education. A big challenge though
that faces the successful implementation, and by extension accessibility, is one that involves
transparency and accountability.
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MALAWI
Score card: Malawi
Indicator

Score

Rank

Gender Barriers to education index [GBE]

5.4

8

Political Will [PW]

6.3

5

Educational Resources and Opportunities [ERO]

5.9

8

Gender inequality in society [GIS]

0.41

6

Final score

5.41

7

Introduction
Following the World Conference on Education
for All, which proclaimed the Education for All
(EFA) goals, Malawi mounted numerous
efforts to address gender equity in education.
These efforts ranged from financing of
education and school construction, to policy
and curricular reforms and teacher education
and management. This is spread within the
country’s system of education.
Malawian education system
Currently, the Government of Malawi (GoM)
is implementing a policy initiative known as
Complementary Basic Education (CBE) for
those who did not complete primary
education for re-entry at Standard 5.
In 2003, GoM formulated a national policy on
ECD premised in the UN Convention on the
Rights of the Child, “to provide a
comprehensive approach to …ensure
fulfilment of the rights to fully develop their
physical, emotional, social, and cognitive
potential”
(Malawi,
2003:12).6
The
6

Paragraph 6 of the National Policy asserts that
the “child, for full and harmonious development of
his/her personality, should grow up in a family
environment in an atmosphere of happiness, love
and understanding” (Malawi, 2003: 9).

government also conceptualises ECD as a
pillar in the attainment of the six EFA goals.
The National Policy on ECD notwithstanding,
only 30 per cent of targeted pre-school
children attended ECD centres (Malawi,
2008).
In 1994, the government abolished fees in
primary schools, yet not all children enter and
stay in school. Access to Standard 1 is almost
universal with NER reaching 96 per cent.
However, up to 10 per cent of eligible children
do not attend school.
Nationally, NERs are high in Standard 1 and 2
for both boys and girls, but survival rates are
low. Table 4 shows the proportion of learners
in primary school who survive to Standards 5
and 8.
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Table 4: Primary school survival rate by sex in Malawi
Year

Standard 5

Standard 8

Female

Male

Average

Female

Male

Average

2005

47.6

51.8

49.8

22.9

30.1

26.1

2006

52.9

53.3

53

27.2

31.9

29.6

2007

50.7

53.6

51.8

26.1

34.9

30.2

2008

73.6

78

76.2

44.9

58.7

52.1

2009

65.2

62.7

62.7

37.9

41.1

38.8

2010

72

74.7

73.5

45.0

53.1

48.8

Source: Government of Malawi (2010)
Table 5: PSCLE pass rates by sex between 2004 and 2009
Year

Percentage by sex
Female

Male

Average

2004

64.99

74.66

70.59

2005

68.80

78.52

74.38

2006

68.95

78.52

74.38

2007

65.95

75.90

71.59

2008

62.68

74.93

69.52

2009

61.84

73.97

68.56

Source: EMIS (Government of Malawi, 2010)
Enrolment drops dramatically with fewer girls
than boys reaching Standard 5 and still fewer
reaching the final grade. Between 23 per cent
and 50 per cent of the girls that started
primary school completed Standard 8
between the years 2005 and 2010 (Malawi,
2010). Learners must pass the Primary School
Leaving Certificate Examination (PSCLE) to

proceed to secondary school. Table 3 shows
the pass rate for boys and girls. As shown, the
average pass rate for girls was lower 65 per
cent compared to 76 per cent among boys.
Despite this pass rate, the proportion of
learners’ transitioning to secondary school is
low due to the limited number of places
(Figure 3).
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Figure 3: Transition rate to secondary school in Malawi by sex between 2004 and 2008

Source: Government of Malawi, 2009

Table 6: MSCE pass rates by sex between 2004 and 2009
Year

Percentage by Sex
Female

Male

Average

2004

34

46

41

2005

37

47

43

2006

30

45

39

2007

19

29

25

2008

27

37

33

2009

31

44

38

2010

46

58

53

Source: Government of Malawi (2010)

Even if transition rates to secondary school
are narrowly higher for girls than for boys,
girls do not complete secondary school. Those
who do not enter school repeat the classes or
eventually drop out, significantly reduce the
numbers of girls who would otherwise sit for
national examinations at the various cycles.
Only when they sit for the examinations
would they produce sufficient numbers for
political and decision-making positions.

Between 2005 and 2010, girls accounted for
only 43 per cent of students in secondary
schools.
Despite strides made in increasing girls’
participation in school, there are numerous
barriers that continue to keep girls out and
perpetuate the gender inequalities. The
gender parity goals in both EFA and MDGs
have remained elusive even in the face of
shifting goal posts. Predictions for the 2025

Gender Equality in Education Score Card

target appear even bleaker: Research is well
established on the barriers to girls’ education,
which involve economic, social-cultural and
school-related spheres.7

school fees are prohibitive and where girls
initiate self-boarding facilities, these become
a source of sexual exploitation likely to lead to
pregnancies and eventual dropout.

Socio-cultural reasons include rites of
passage, early marriages, pregnancies,
educational perceptions and aspirations,
gender roles and household chores. Girls are
perceived as spouses, mothers, caregivers and
sources of labour in their households and
communities. Consequently, they do not
require any advanced education. The rites of
passage usher girls into sex, motherhood and
marriage.

The trend continues even in post-secondary
level where already there is a small pool from
which to select girls to continue with
education that would lead to professional
careers. In technical and vocational, sector
female students in the regular governmentsubsidised programme comprise 30 per cent.

Economic factors relate to overall household
poverty level and hunger, which affect
spending on education for both direct (fees,
transport, monetary school contributions,
writing materials, exercise books, uniform)
and indirect costs. Prevalence of HIV and AIDS
has also affected people including the
children and youth. It is estimated that 7 per
cent of the orphaned children below 17 years
are due to HIV and AIDS (World Bank, 2010).
Children also suffer from psychological and
social pain due to HIV and AIDS as a result of
the stigma, scorn and discrimination, which is
still widespread in Malawi. The impact is
having a disproportionate effect on girls.
School factors relate to physical factors
(distance
to
schools,
poor
school
infrastructure (including water and sanitation
facilities), widespread teacher shortage,
limited teaching and learning materials,
school violence and abuse and a generally
poor quality of education. In addition, there
are limited boarding facilities for girls. For
rural girls from poor households, boarding
7

See, for example, Chimombo et al (2000);
Davison and Kanyuka (1990); Kadzamira and
Chibwana (1999); Kapakasa (1992); Maluwa-Banda
and Kholowa (2002); USAID and DevTech (2004).

In higher education, girls’ enrolment
constitutes barely a third (31%) of the
enrolment, again factoring in non-residential
female students.
Governance in education
For decades, education services in Malawi
were managed centrally with three regional
offices for the three respective administrative
regions (North, Central and South) and district
education offices at lower levels. In 1998, the
Decentralisation Policy was implemented and
the District Assemblies (DA) were created to
oversee and coordinate all functions of line
ministries at the district level. Six education
divisions comprising 36 education districts
were created headed by division managers
(EDM) and District Education Managers
(DEM).
Primary schools are clustered into zones
managed by the Primary Education Advisor
(PEA). A similar structure in secondary schools
comprises 96 clusters. School Management
Committee (SMC) and the Parents Teachers
Association (PTA) support the running of the
schools.
Malawi still follows an outdated 1962
Education Act, although a committee was put
together in 2005 to work on the revision of
the Act. The Ministry of Education produces
an annual statistical publication on numerous
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education indicators since late 1980s.
However, it is faulted for its inability to
present data for multiple years, inaccuracies
in reporting, percentages exceeding 100 due
to over and under reporting, and late
publication.

•

Inequitable access to secondary school,
lack of role models for girls, limited
boarding space for girls’ issues;

•

Weak enforcement of the Readmission
Policy;

Key Challenges in Attaining EFA and MDGs

•

Gender-based school violence;

•

•

Lack of tuition fees;

•

Teenage pregnancy and early marriage,
poor performance;

•

Negative
cultural
attitudes,
low
expectations of the girl child and demand
for girls’ labour.

•

Poor performance on national
international examinations.

•

Acute shortage of qualified teachers
leading to high PTRs;
Inadequate
materials

teaching

and

learning

•

Presence of under and over aged learners;

•

Internal inefficiency (high repetition and
drop-out rates, low completion rates);

•

High levels of inequalities in gender, place
of residence and wealth;

•

Low budgetary allocation;

•

Poor monitoring and supervisory systems;
and,

•

Low participation of communities in the
school management.

•

Lack of advocacy for out of school youths;

•

An irrelevant curriculum that fails to
address the needs of the youths;

•

Inadequate learning materials (leaflets,
TV/Video and booklets);

•

Lack of policy for articulating links
between
non-formal
and
formal
education;

•

•

and

Key Initiatives Undertaken by Government
and Civil Society
1. Elimination of school fees:
•

USAID-funded Girls Attainment in
Basic Literacy and Education (GABLE)
implemented between 1991 and
2000, which aimed at increasing girls’
attainment of basic education. It
resulted in the dramatic increase in
girls’ enrolment in both primary and
secondary schools.8

•

Free Primary Education (FPE) since
1994; enrolment increased from 1.9
million to 2.8 million pupils between
1993/94 and 1994/95.9

2. Social mobilisation campaigns on the
importance of girls’ education

Limited availability of post-literacy
programmes and opportunities to sustain
literacy skills gained; and,

8

Misconceptions of adult literacy due to
poor publicity and advocacy.

9

See Kadzamira and Chibwana (2000); Kadzamira
and Rose (2001); Ngwira Kamchedzera and Semu
(2007).
See Chimombo (2000); Chiuye (1998); Malawi
(1995)
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3. Construction of infrastructure to improve
learning environment and includes water
and sanitation facilities to address girls’
needs.
4. Formulation of girl friendly policies:
•

•

•

Affirmative Action for selection to
secondary school, teacher training
colleges and admission into the
University.
Readmission policy though mired by
misconceptions and stigma attached to
girls who have had babies.
Rights of the Child – The Young Person’s
Act; National Policy on Orphans and
Vulnerable Children and others, ensure
protection against child labour, rape and
gender-based violence and stipulate legal
age for marriage.

5. Learner Centred Approach and gendersensitive curricular, teaching and learning
methodologies:

•

The Gender Appropriate Curriculum (GAC)
unit ensures gender balance in content,
examples, language and illustrations.

6. Budget monitoring exercises to track
budgetary allocations to education (e.g.,
by Civil Society Coalition for Quality Basic
Education in 2007)
7. Teacher education – multiple training
models introduced and teacher training
facilities expanded
8. Enforcement of teacher Code of Conduct
(CoC)
9. Networking through the District Education
Networks (DEN) – DENs are members of
the civil society and operate under the
District
Assembly
under
whose
jurisdiction the DEM’s office falls.
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NAMIBIA
Score card: Namibia
Indicator

Score

Rank

Gender Barriers to education index [GBE]

7.9

1

Political Will [PW]

6.8

3

Educational Resources and Opportunities [ERO]

7.9

2

Gender inequality in society [GIS]

0.53

1

Final score

6.66

1

Background
The Namibian economy depends heavily on
mineral deposits, which account for the 25
per cent of its gross domestic product (GDP),
while the agricultural sector accounts for
approximately 15 per cent of the GDP. The
country is classified as an upper middle
income country with an annual average per
capita income of US $ 4,800, but this
classification camouflages the realities and
scope of poverty for the majority of
Namibians. The economy is characterised by a
largely skewed income distribution with a
gini-coefficient of 0.63; hence, there are
extreme inequalities in income, quality of life
and standard of living. (Jauch et al. 2009: 35).
Namibian education system
At Independence in 1990, Namibia inherited a
society segregated along racial and ethnic
lines. Under apartheid, the education system
had separate sub-systems based on race and
ethnicity with unequal distribution of
resources. Following Independence, one of
the biggest challenges was to build a new
education system where Education for All
became the new cornerstone. The Ministry of
Education undertook a comprehensive
education reform process aimed at access,

equity, equality, democracy and life-long
learning as principal means of investing in
human capital to promote socio-economic
development.
Namibia’s primary school enrolments stand
on 591,356 and the completion rate is 80 for
boys and 85 for girls. Enrolment at secondary
level in 2010 was 174,260 learners. There is a
wide disparity in completion rate at this level
with more girls dropping out than boys.
Free and compulsory education
In Namibia, compulsory and free school
attendance exists for the ten years of
schooling involving children between the age
of six and 16.10 Although, school fees are not
charged for primary education, school
development fund has been introduced.
However, the government has a policy that no
child should be turned away because they
10

The Namibian Constitution provides for free
education till the age of 16 or until completion of
primary education. School development fees are
determined by the school board and the fees differ
from school to school. School development fund is
used for sport activities, school teaching aid,
school renovations, schools events such as school
awards or anniversary.

Gender Equality in Education Score Card

cannot afford the school development fund.
Orphans and vulnerable children (OVCs) are
exempted from paying.
Lifelong learning
The Ministry of Gender Equality and Child
Welfare study (Namibia 2009) shows that,
overall at all levels of education, female
enrolment is higher than male. The only
difference is at the vocational training centres
where male enrolment is higher than females
at 71 per cent. Gender stereotype subjects
and career choices is evident; female students
still predominates in education and nursing at
59 per cent, male students dominate in

sciences at 61 per cent and agriculture and
natural resources at 60 per cent. However,
improvements have been noted in subjects
such as law where women account for 51 per
cent.
Gender stereotype subject choices are
evident in career selection later in life as
illustrated in Table 7.
Governance in education
In compliance with the central government
policy of decentralising functions to the 13
political/administrative regions, the education
sector was decentralised to all 13 regions.

Table 7: Career selection among students in Namibia by gender
Occupation

Female (%)

Male (%)

Total (%)

Health and Social Work

6.0%

2.8

4.2

Education

13.5

4.8

8.6

Agriculture

8.0

22.1

15.9

Craft and trade

6.1

23.5

15.9

Legislators and senior officials and managers

5.1

5.0

5.1

Source: Namibia Labour Force Survey, 2008.
The democratic participation of parents,
learners and community members in the
education of their children has been made a
priority (Mutorwa, 2003). The introduction of
National Advisory Council on Education,
Regional Education Forums and school boards
where parents and learners serve to chart the
future of their school are some of the
interventions that have been put up. This type
of intervention was made legally binding by
the Education Act of 2001.
Spending on education
Since independence, the government has
been investing large amounts of money into
the education system. During the 2010/11
budget, the education sector received 22.4
per cent of the total expenditure with the

actual amount being N$8 billion (US $ 1.2 b).
A lot of donors, most prominently the EU,
USAID, the World Bank and the
Luxembourgian Development Aid are
investing in the sector or support the
government’s education budget.
Reform in education
The Government of Namibian has embarked
on an Education and Training Sector
Improvement Programme (ETSIP) under a 15year strategic plan (2006-2020). ETSIP is
designed to address factors that have a
negative impact on the education system such
as poor quality, inefficiency, inequality,
inadequate management and the impact of
HIV and AIDS. A detailed plan for the first five
years has been implemented from 2006 to
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2011 and it is nearing its completion
(Namibia, 2005).
ETSIP’s framework is pro-poor with an
underlying
assumption
of
implicit
commitment to gender due to policy goals
such as access and equity. However,
indicators and targets are not genderised. It is
thus not clear how ETSIP will address the
gender gaps in the education sector.
Policies to address gender gaps
Namibia has put several policies in place
aimed at addressing the gender gaps within
the education sector:
•

The teenage pregnancy policy is gender
responsive because it aims at “promoting
continued education of pregnant learners,
expectant fathers and learner parents, as
well as to “promote shared responsibility
for the pregnant learners, expectant
fathers and learner parents between
themselves, the extended family, the
school and other line ministries.

•

The OVC policy aims at promoting action
of gender disparities in terms of
identifying and ensuring access to support
services for both boys and girls.

•

The education for all policy and strategy
recognises
gender
imbalances
in
management and has developed an
affirmative action plan which encourages
women’s representation in management.

Key challenges in attaining EFA goals and
MDGs
Gender parity has been reached or exceeded
at primary level by girls. What is worrisome is
the community perspective on girl’s education
as well as school dropout rate due to
pregnancy. Parents do not seem to support
and encourage girls to continue after Grade 7
where free education ends. There is a need

for community mobilisation and sensitisation
on the importance of the education of the girl
child.
The code of conduct governing teacherlearner relation is in place and the teenage
pregnancy policy has been reviewed, thus
improving retaining teenage mother in the
school. The equity provisions of the policy are
hindered by the fact that teenage mothers are
reluctant or unwilling to disclose the
expectant father.
In the 2008/9 financial year, the government
committed 22.4 per cent of the national
budget to education. Of the education
budget, 50 per cent was allocated to preprimary and primary education to ensure
higher accessibility to girls and boys on an
equal basis. This resulted in close gender
parity.
There are however factors that have hindered
the full attainment of this goal. Such factors
include the low competency of teachers in
certain subjects, especially mathematics,
community perceptions on education,
malfunctioning of school boards, teacher
absenteeism, lack of parental involvement,
the volunteer nature of life skills programmes
(with mainly girls attending) and failure by
trained teachers to teach the compulsory life
skills in class because it is not an examination
subject.
Key initiatives by government and civil
society
Namibia
advocates
the
process
of
consultation and participation believing that
education is a participatory and partnership
venture. In the process of effecting any
change, stakeholders (e.g., parents, teachers
unions, student unions, private sector,
political and non-governmental organisations)
are engaged in the policy debates. Thus,
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stakeholders are essentially consulted on
policy development and change.
The following educational issues enjoyed the
attention of the civil society:
1. Setting of national standards and
guidelines to ensure quality of education.
Broader consultations were held and the
input of civil society was incorporated in
the
drafting
of
the
standards.
Furthermore, they were involved in
putting in place a competency framework
and National Standards for the Teaching
Profession.
2. Mitigating the effect of HIV and AIDS in
the education sector and providing relief
arrangements for the teachers who are
terminally ill. This has led to the
establishment of HIV and AIDS Monitoring
Unit (HAMU). The unit works in close
relations with civil society organisation in
the field of HIV and AIDS.
3. Expanding the use of mobile schools in
order to support access to education
among the marginalised, especially the
OvaHimba, San and other vulnerable
children.
4. Equitably distributing resources to regions
through the review of the funding formula
in line with the decentralisation policy.
5. Restructuring the inspectorate and
advisory services in order to improve the
quality of school supervision, teaching
and learning and support to teachers.
Information on EMIS
EMIS data is being collected on a systematic
basis (i.e., in a 15-day cycle and annually) by
education planners. The data covers the
school systems, enrolments, flow of learners,
national examinations, teachers, physical
facilities and basic literacy. Based on the

analysis of this data, the situation of women
and men, girls and boys are analysed in terms
of their condition and position. Equally this
database is to be used to plan gender-specific
interventions, across the education sector.
Conclusion
The enrolment of the girl child shows positive
results. However, it is the retention that
needs concerted efforts from both
government and other stakeholders.
In order to increase the enrolment rate, the
government should cut down or take up the
indirect costs of schooling. The free of charge
primary education that is guaranteed by the
constitution is undermined by the indirect
fees. Getting rid of them would lead to a
significant increase in enrolment and a
decrease in the drop-out rate among the
poorest.
Concerning quality, smaller problems like
insufficient learning material should be solved
quite easily, through addressing teachers’
skills and education.
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SWAZILAND
Score card: Swaziland
Indicator

Score

Rank

Gender Barriers to education index [GBE] (

7.6

3

Political Will [PW]

6.1

6

Educational Resources and Opportunities [ERO]

7.0

5

Gender inequality in society [GIS]

0.45

2

Final score

6.04

4

Background
Swaziland had made some remarkable
achievements in education up till the mid1990s. Between 1968 (the time of its
independence) to 1993 the number of
students in primary and secondary schools
increased three-fold, while the number of
teachers quadrupled. The overall PTR
dropped from 40:1 to 33:1. Whereas onethird of primary school teachers was
untrained in the early 1970s, only 2 per cent
were untrained in the 1990s. Universal
primary education had been achieved by 1985
and it has been maintained since.
The consequence of the above achievements
was the increase in literacy rate from 44 per
cent in 1966 to current estimates of 80 per
cent. However, since the mid-1990s the HIV
and AIDS pandemic coupled with a poorly
performing economy and consequent
poverty, the achievement rate has gone
down.
One major concern is the persistent high
drop-out rates throughout the educational
system. Progression, especially through
primary school, has been slow with the
number of transition years for a pupil
increasing from the expected seven to
sometimes 11. There are a number of factors
including repeating and families’ inability to

pay school fees. The systems of having yearend examinations fail large numbers of
children and compel them to repeat the same
grade. The Ministry now plans to abolish the
national examinations to facilitate easy flow
of pupils within the system.
National educational system
In Swaziland, primary education provides the
foundation for lifelong learning. It culminates
in a national examination where one obtains
the Primary Certificate. Available data
indicates that the primary school sector has
grown over the years in terms of enrolment,
staff and physical facilities. Enrolment has
risen by about 11.5 per cent since the 1990s
largely due to the OVC fund. By 2007, primary
school teachers in full employment were
8,085 and the MoE was paying for another
1,327 who were engaged on contract basis.
The number of primary schools in 2000 was
540, which has grown to over 595.
At the moment there are 208 secondary
schools with an enrolment of 83,049 from 595
primary schools. Secondary schools can only
absorb between 13,930 and 20,895 students
assuming all schools were double or triple
streamed since the official capacity is 35
pupils per class. Thus, unavailability of space
to accommodate the large number of pupils
graduating from primary school is a major
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challenge for the country. The trend is also
experienced for entrance into tertiary level
and training institutions as well as into formal
employment. Efforts are being made to
diversify the curriculum to introduce prevocational training.
TVET is provided by two institutions in the
country – the Gwamile Vocation and
Commercial Training Institute (Gwamile
Voctim) and the Swaziland College of
Technology (SCOT). Gwamile Voctim offers
technical, vocational and commercial subjects
which are accredited through City and Guilds
with Pitman certification.
Governance in Education
All the Swazi have the right to free primary
education as per the constitution, which
governs access. The education sector itself is
governed by local, regional and international
policies. At the local level, the national legal
framework and policies guide the operations.
In particular, the National Education Policy of
1999 is an important tool that is used by the
Ministry. There are also other several pieces
of legislation that govern the education
sector.
At the regional level, Swaziland is subject to
the
Southern
African
Development
Community (SADC) Protocol on Education and
Training. In this protocol, member states
agree to provide universal basic education for
at least first nine years of schooling. In
Swaziland, universal basic education is ten
years, with seven years of primary school and
three years of lower secondary school
(Swaziland, 1999).
The Government of Swaziland has developed
several initiatives to promote education for all
in line with international commitments and
agreements. These include the introduction of
OVC initiative and the FPE programme. In
2002, the government introduced a budget

allocation for grants to support the education
for OVCs as a way to counter the effects of
HIV and AIDS and promote universal primary
education.
MoET has an EMIS unit which is key to its
capacity in monitoring, evaluating and
reporting data that assists in planning and
budgeting requirements and ultimately
inform policy formulation.
Girls’ Education
In Swaziland, girls have been historically sent
to school with boys because parents have
always appreciated the value of education for
their children. Indeed, parents have paid
school fees for their children from primary
education to end of high school education.
Since independence, the government has
been paying for tuition and board in tertiary
education.
Since the end of the 1990s, the gender gap in
enrolment between boys and girls at primary
and secondary school respectively has
decreased. In 2010, the gap was 48 per cent
of girls as opposed to 52 per cent of boys for
the primary level. While this is not gender
parity, it reflects some challenge towards this
endeavour.
In secondary education, gender inequalities
are relatively small, though for some age
groups (16-19 years) the attrition rate for girls
is still high. What makes the situation
unacceptable for the country is that
demographically, there are more females
(53%) than males (47%).11
A further challenge for girls’ education is the
country’s economy and the political
commitment to ‘free’ education. Clearly, the
MoET has not been able to meet the legal
11

See the 2007 Swaziland Population and Housing
Census.
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requirement of the country’s Constitution
which, in Article 60 (8), stipulates that:
Without compromising quality the State shall
promote free and compulsory basic education
for all and shall take all practical measures to
ensure the provision of basic health care
services to the population.
In 2010, civil society challenged the
government to implement the Constitutional
provision. However, the Ministry’s response
was that, to accommodate the 38,000 boys
and girls whose parents could not afford to
pay, would require 200 new teachers, 200
new houses for teachers, and 160 new
classrooms. Consequently, the cost of
implementing FPE by January 2010 would be
US $17.5 million an increase of US $8.8 million
each subsequent year.
However, given all the initiatives that are
being done by government, parents, teachers
and other stakeholders, FAWESWA (2009:56)
observed that:
While women at vocational training,
especially in science, mathematics and
technology (SMT)-related fields may be few,
at the University of Swaziland the picture has
been quite encouraging in recent years.
Enrolment of women has been higher than
that of men; in 2009-2010 females were 2,801
and males were 2,722. However, an issue of
concern is that the women continue to be in
the ‘traditional sciences – education, arts,
social science, nursing and home economics.
In the earth sciences (agriculture and science)
they have low enrolment reflecting a history
of choices from high school.
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Box 6: The Participation and Performance of Girls
in Science and Mathematics Subjects
The education of the girl-child in Swaziland has improved since independence in 1968. Indeed, efforts by
the governments and parents have yielded much fruits through increased enrolment rates at both primary
and secondary levels. However, while the enrolment rates for girls are improving, they are not choosing
science-based subjects at the school level. This has resulted in a low intake of girls at tertiary institutions in
these subjects, yet they are critical to careers in a technology-based job market.
This case study focuses on the participation and performance of girls in science and mathematics at
secondary level based on the results of a project – Female Education in Mathematics and Science in Africa
(FEMSA) whereby the main question was, “Why is it that girls generally do not participate to the same
extent in SMT as their counterparts, the boys, when given the choice?”
Secondary school – enrolment
Current figures indicate that gender inequalities in respect of enrolment are small and diminishing. For
example, from 2000 to 2010 there were slightly more boys than girls at primary school. However, at
secondary level the situation has consistently been in favour of more girls, except for a slight drop in 2007
and 2010.
Secondary education – choice of subjects
Participation of girls in science-based subjects
While there are now more girls enrolled in high school than boys since 2000 (with a slight drop in 2007)
fewer girls have enrolled in the SMT-related subjects. Out of the total number registered for the subjects,
the data shows that boys are enrolled in larger numbers although the number of girls has grown. Only
mathematics and one other science subjects are compulsory.
With regard to mathematics, the number of girls taking the subject dropped from 48 per cent in 2007 to 39
per cent in 2010. It is in geography (3% growth) and biology (2% growth) where the number of girls has
increased. For physical science, the number (38%) remained static over the four years.
FEMSA study – Findings and recommendations
The FEMSA study is the most comprehensive insight into the participation of girls in SMT subjects, though
many other studies abound on general female participation. The findings of the study (1999) which have
been validated over the years by other studies, include the following:

• Girls believe SMT subjects are meant for boys.
• Girls believe they are not talented in SMT subjects.
• Girls believe SMT subjects will channel them to jobs that require a lot of ‘man-power.’
• Parents’ attitude towards SMT subjects can make the girls to lose interest.
• There are no female role models in SMT subjects; there are more male teachers for SMT
subjects.
• Some teachers do not think that girls are capable of doing SMT subjects as well as boys.
• Girls are overburdened with household chores, so they do not have enough time to study.
• Lack or inadequate facility and equipment have a negative impact on the image and actual
teaching and learning of SMT.
Simelane, Nomcebo Olivia
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TANZANIA
Score card: Tanzania
Indicator

Score

Rank

Gender Barriers to education index [GBE]

7.4

4

Political Will [PW]

6.9

2

Educational Resources and Opportunities [ERO]

6.5

7

Gender inequality in society [GIS]

0.41

5

Final score

6.21

3

Background
The United Republic of Tanzania encompasses
the mainland (formerly Tanganyika) and the
island of Zanzibar. With a population of 41.1
million, the country is predominantly
agricultural with minerals and tourism as key
contributors to the national economy.
Development processes for all sectors are
guided by the National Development Vision
2025 and the 2005 National Strategy for
Growth and Reduction of Poverty (popularly
known as MKUKUTA) which chart out the
national ethos and development objectives.
Since its independence from British colonial
rule in 1961, the government has instituted a
number of major policy and structural
education reforms in an effort to ensure
access to quality education for all. In 1967,
the Education for Self-reliance policy was
introduced to echo the adoption of the
“Ujamaa” (African socialism) development
framework which espoused egalitarianism
and self-reliance. Education provision was
premised on the right of every child’s access
to education, which resulted in universal
primary education and free education from
primary to university level.

The global economic crisis of 1980 and
national economic setbacks compelled the
country into socio-economic reforms through
Structural Adjustment Programmes (SAPs).
This led to the departure from the ‘Ujamaa’
ideology to a market economy. Consequently,
these reforms led to the re-introduction of
user fees. Moreover, education was
commoditised, which ushered in the private
sector, which currently runs about one third
of the schools in the country. Of the 15,816
primary school, 531 are privately owned and
so are 769 of the 4,266 secondary schools and
20 out of 31 universities.
With the entry of the market economy,
children from poor families were excluded
from the school enrolment structure. Primary
school NER dropped from about 98 per cent in
the late 1970s to 57 per cent in the late 1990s
(Tanzania, 2010a). Subsequent to the Dakar
Framework for Action, Tanzania committed
itself to the EFA goals, two of which
specifically called for gender parity in access
to primary school by 2005 and gender
equality at primary and secondary school by
2015. In effect, the third effort at education
sector reform, as stipulated particularly in the
Education Sector Development Programme
(ESDP) of 2003 was an attempt to realise
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national education challenges as well as the
EFA goals and MDGs.

National education system
By 2010 significant progress had been made
towards increased enrolment at all levels of
education. Net enrolment at primary level
stood at 95.4 per cent (95.2% male and 95.6%
female) and a GPI of 1.0 had been attained.
Enrolment at secondary level, though still
quite low, was 31.8 per cent male and 29.9
per cent female, up from 12.4 per cent male
and 14.3 per cent female in 2006. The GPI
currently stands at 0.9.
There has been a rapid increase of 190.2 per
cent in undergraduate enrolment at university
level from 40,993 students in 2005/6 to
118,951 in 2009/10 where 35.3 per cent of
the 2010 intake are female up from 20 per
cent in 2005/6. However, university level
enrolment for both male and female students
is still very low, which calls for further
expansion of higher education.
Enrolment in vocational training institutions
also increased from 65,798 (36,152 male and
29,646 female) in 2008 to 116,613 (62,008
male and 54,605 female) in 2010. The
government’s Vocational Education and
Training Authority (VETA) has established
training institutions in all the regions of
Tanzania so as to provide easy access to the
students. VET programmes cover a large
variety of courses. Many girls are enrolling
into VET programmes especially into
marketable trades and vocations such as IT,
finance and accountancy, tourism, hotel
management, procurement and marketing.
However, the challenge remains on how to
attract more girls into the traditionally male
dominated vocations like engineering and

manufacturing, masonry, construction and
carpentry.
It is encouraging to note that female
participation in adult and non-formal
education is also comparable to men
accounting for 118,309 out of a total of
229,629 adult learners in 2010.
Although the government owns most of the
education institutions, the number of private
schools and universities has increased in
recent years. Despite the tremendous effort
towards expansion of schools, the provision of
adequate school infrastructure is a major
challenge. Classroom-student ratio is at 1:73
as opposed to the recommended 1:40, while
for toilets it is 1:57 for boys, instead of 1: 25
and 1:55 for girls, instead of 1:20. Teacher
housing, laboratories, teaching and learning
materials, water and sanitation are also often
inadequate. Girls are more disadvantaged by
the absence of enough toilets, water and
sanitary facilities forcing them to miss classes
during their menses, thus affecting
performance (Tanzania, 2010a).
Governance in education
Education in Tanzania is administered through
two ministries, namely the Ministry of
Education and Vocational Training (MOEVT)
and the Prime Ministers’ Office for Regional
Administration and Local Government (PMORALG). The former is in charge of overall
education policies as well as the governance
of vocational and higher education, while the
latter handles primary and secondary
education.
Stakeholders,
including
parents,
are
represented in district councils and local
authority education committees as well as in
school boards, school committees and parentteacher associations.
Challenges in attaining EFA goals and MDGs
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Tanzania has spared no effort in attaining the
EFA goals and MDGs as is evident in the leap
in primary school net enrolment from 57 per
cent in 1990 to 95.4 per cent in 2010,
(Tanzania, 2010b) in recognition of which, the
country was conferred with a United Nations
Award in 2010. The country has also attained
gender parity at primary school. In addition,
improvement in access, retention and
performance of both males and females in
other educational levels has been recorded.
However, many challenges have been
encountered
at
both
policy
and
implementation levels.
Poverty poses the biggest challenge,
accounting for the scarce education resources
at both government and household levels.
The education budget remains lower than the
globally recommended 20 per cent minimum
of the national budget (18.3% in 2009 and
17.6% in 2010) even though there has been
an increase from 2.7 per cent of GDP in
2000/01 to 6.2 per cent in 2009/10 (Tanzania,
2010b). With 33.6 per cent of the population
living below the poverty line, education is
unaffordable to many parents. Despite the
abolition of school fees at primary school
level, user charges remain a challenge. In
addition, even with the greatly reduced
secondary education annual fees – the
equivalent of US $15 for day and US$ 46 for
boarding schools – many children, especially
girls, stay out of school due to inability to pay.
The large numbers of HIV and AIDS-related
orphans pose a challenge to the education
sector. Despite commendable support by the
government and civil society, many orphans
are still faced with non-enrolment, poor
performance or dropping out of school. Girls
are further faced by challenges brought about
by missing classes or dropping out to care for
sick relatives.

Attainment of quality education is hampered
by inadequate financial resources, teacher
attrition, poor school infrastructure and some
unethical management practices.
A patriarchal socio-economic construct that
relegates women to an inferior position to
men, continues to impact negatively on
development, including education. This is
manifested in gender inequalities in teaching
and learning processes, sexual abuse, teenage
pregnancies and gender unfriendly school
environments.
Key initiatives undertaken by government
and civil society
A variety of initiatives have been undertaken
to improve participation in education for all.
The following are some of the initiatives,
focusing on those related to gender equality
in education:
1. Gender responsive education policies: In
tandem with its national ethos that all
human beings are equal, Tanzania has
consistently paid attention to the need to
create equal opportunities in education
for men and women since independence.
Concerted effort has gone into gender
mainstreaming and commitment to
gender equality in education reflected in
the major education policies as seen in
the examples below:
• Nationalisation of private schools and
colleges of education and abolition of
fees policy – 1962: Soon after
independence,
the
government
nationalised all schools run by
religious organisations, which were
the majority, and also abolished
school fees at all levels as a
commitment to equitable access to
education for all children.

Gender Equality in Education Score Card

•

The Musoma Resolution, 1975: This
stipulated a one year work experience
between completion of secondary
education and entrance to the
university. However, girls were
exempted with a view to minimising
the possibility of dropping out during
the work experience period.

•

Universal Primary Education (UPE),
1977: The government initiated
universal primary education in 1977,
which required each village to build a
primary school to expand enrolment.
Emphasis was placed on monitoring
both enrolment and attendance for
girls. Village leaders were requested
to report any households that kept
girls at home. UPE also placed
emphasis on recruitment of female
teachers. In 2003, UPE was made
both free and compulsory, thus giving
no leeway to parents to keep
children, particularly girls, out of
school. Legal provisions are in place to
prosecute parents who refuse to
enrol or who withdraw a child from
school. The gender parity attained at
primary school level is a manifestation
of the success of this intervention.

•

The Education Act, 1978: This Act
resulted in the building of more
secondary schools. Steps were taken
simultaneously to expand girls’
enrolment at this level by making all
new schools and existing all-boys
schools
co-educational.
All-girls
schools were to continue and new
ones would be built.

•

Education and Training Policy (ETP),
1995: The ETP was translated into
Education Sector Development Plan
(ESDP),
Primary
Education
Development Plan (PEDP) and

Secondary Education Development
Plan (SEDP). PEDP reintroduced free
primary education in 2003. Primary
education also became compulsory
leading to a leap in enrolment,
particularly
for
girls.
Gender
considerations in construction of
school infrastructure, such as
application of a toilet-student ratio of
1:20 for girls and 1:25 for boys, are
encouraged. SEDP focused on
increasing the low access to
secondary education, at 20.2 per cent
in 2006 (Tanzania, 2010b) and
improving quality. Provision of
boarding facilities and scholarships for
needy girls, are some of SEDP
strategies
to
enhance
girls’
participation in secondary education.
A Gender Unit has also been
established at the Ministry to
mainstream gender into policies and
preside
over
gender
related
initiatives.
2. Gender related interventions
•

Affirmative action in admission of girls
to O-level, A-level, university and
teacher training programmes: Despite
success towards gender parity at
primary school level, girls were
lagging behind boys in transition to
the secondary level due to low
academic performance. Therefore, in
1975, the Ministry of Education
introduced affirmative action through
a quota system for selection to Olevel in a bid to reduce gender
disparities. In 1990, the entry point to
A-level was lowered for girls.
Furthermore, 50 per cent of the
intake for teacher training was
reserved for females.
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Since 1991, the University of Dar es
Salaam has admitted qualified female
students with one point lower than
the cut off entry point. Consequently,
female enrolment increased from 19
per cent in 1990 to 35.3 per cent in
2010 (Tanzania, 2010b). Most other
universities in the country have also
introduced similar affirmative action.
•

Improving the participation of female
students in science and technology
subjects: Despite the favourable
admission conditions for girls, their
enrolment and performance in
science and technology remained low.
The government Science Education in
Secondary Schools (SESS) project to
improve science instruction was
introduced
to
improve
girls’
participation in the subjects. Summer
science camps were organised to
expose girls to science in a ‘nothreatening’ environment.

•

The University of Dar es Salaam
introduced a “pre-entry” programme
in 1997 whereby female secondary
school science students who missed
entry to the university by 0.5 points
were admitted to an eight-week preentry programme in science subjects.
Over 500 girls have entered the
university through this initiative
where their performance is at par or
better than the direct entrants
(University of Dares salaam, 2005).
The University of Sokoine, Muhimbili
University of Health and Allied
Sciences and Ardhi University have
also
adopted
this
pre-entry
programme.

•

Review of teaching and learning
materials for gender responsiveness:
An Educational Material Approval

Committee (EMAC) of the Ministry
reviews all teaching and learning
materials for gender responsiveness.
• Financial support for girls: Between
2000 and 2005, a government Girls’
Support for Secondary Education
(GSSE) project extended scholarships
to girls from poor families and ended
up supporting some 4,000 of them
(Tanzania, 2005). Civil society
organisations including Faraja Trust,
Care International, Plan International,
Forum
for
African
Women
Educationalists (FAWE), World Vision,
Aga Khan Foundation, Campaign for
Female Education, Academy for
Education Development and faith
based organisations, have joined
government
efforts
in
this
intervention.
•

Addressing patriarchal values and
attitudes which impact negatively on
gender
equality:
Numerous
sensitisation activities on gender have
been undertaken at all levels by
government and civil society. The
TUSEME (Let us speak out)
Empowerment for Gender Equality
model was developed by the
University of Dares Salaam in 1996
and adopted by the Ministry of
Education in SEDP in 2004.
Collaboration between FAWE, the
University of Dares Salaam and the
government has seen over 400
teachers being trained into TUSEME
which has been introduced in some
300 schools for girls and boys,
teachers, and community members
(University of Dar es salaam, 2006). In
collaboration with FAWE, pre-service
teachers are trained in the Gender
Responsive
Pedagogy
module
developed by FAWE in 2005, using the
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Dar es Salaam and Iringa Colleges of
Education of the University of Dares
Salaam as pilot sites.
The government Cross-Cutting Issues
Technical Working Group (CCITWG)
produced and disseminated to
schools the “Shule Rafiki Kijinsia” (the
Gender Friendly School) resource
manual for primary school teachers.
Pilot projects on guidance and
counselling, and family life education
have also been undertaken by the
government.
A draft Education and Training Policy,
which includes re-entry for school
girls who get pregnant, is about to be
tabled in Parliament after protracted
advocacy by civil society and gender
activists. The Ministry of Education
Circular No. 6 of 2004 continues to
provide the legal basis to deal with
perpetrators of sexual abuse in
schools.
•

Gender, HIV and AIDS and education:
In addition to incorporating HIV and
AIDS prevention in the school
curricula, the “Prevention and
Awareness HIV/AIDS in Schools
(PASHA)” project by the MoEVT
addresses gender concerns in HIV and
AIDS prevention activities in schools
and supports affected students.

•

Other initiatives by civil society
organisations: These include the Aga
Khan
STEPS
Project,
the
comprehensive community support
programmes of CARE and World
Vision, the FAWE gender friendly
Centres of Excellence, the Tanzania
Education
Network
(TENMET)
Tanzania Gender in Education
Initiative (TGEI), the Tanzania Gender

Network Programme (TGNP) and the
Tanzania Media Women Association
(TAMWA) have played a key role in
advocacy for gender concerns in
education.

EMIS in Tanzania
In Tanzania, there is an EMIS in place. The
Basic Education Statistics in Tanzania (BEST) is
produced annually. It covers national and
regional data spanning all education levels
from pre-primary to university. It also covers
some 27 fields related to access, retention,
performance and financing of education. A
pilot on district level data is ongoing.
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Box 7: Empowering School Girls to Overcome Gender-based Constraints – The Case
of Mgugu Secondary School, Tanzania
Background
Mgugu Secondary School is in Berega Village, Kilosa District of Morogoro region in eastern
Tanzania. Established in 1999, the school was officially registered in 2001 and launched as a FAWE
Centre of Excellence (COE) later the same year. A COE is a holistic intervention that aims to
transform the physical, academic and social environment of a school to be gender responsive
through a series of activities that involve gender-responsive teachers, physical facilities, teaching
and learning materials, and school management system.
At the inception of the COE intervention in Mgugu, girls’ participation in education was facing
many challenges emanating from deeply rooted gender inequalities anchored in a patriarchal
socio-economic construction in society. Gender discrimination inside and outside the classroom,
sexual harassment, lack of confidence and self-esteem among girls, teachers’ negative attitudes
towards girls’ academic ability, and low value on girls’ education by parents and the community
were manifestations of these challenge. Unless these gender-based constraints were addressed, it
would be difficult to retain girls in school. It was on this basis that the TUSEME (the Kiswahili word
for ‘Let Us Speak Out’) Empowerment Model was adopted to empower girls with knowledge and
skills to combat the gender-based constraints.
TUSEME Empowerment Model
The TUSEME Empowerment Model was developed by the Fine and Performing Arts Department
of the University of Dar es salaam in 1996 as an outreach programme to empower secondary
school girls and boys for gender equality. The model is a process through which participants are
empowered with skills with a view to identifying problems to their development, analysing the
root causes of the problems, speaking out about them, coming up with solutions, and taking
action to solve the problems. Also the participants are trained in life skills – self-confidence, selfesteem, effective communication, speaking out, decision-making and negotiation - to increase
their capacity to take action in solving the problems.
TUSEME at Mgugu Secondary School
TUSEME was introduced at Mgugu Secondary School in 2002. Subsequently, a series of workshops
were conducted involving all students, teachers and representatives of parents and community
members. During the workshops, major constraints to girls’ participation in education were
identified and analysed and views on the root causes and possible solutions were expressed
through artistic performances.
Among the major constraints identified through TUSEME were: low value placed on girls’
education by some parents, gender discrimination in teaching and learning processes, teachers’
doubts over girls’ academic ability especially in the sciences, low confidence and self-esteem
among girls, and sexual harassment. Inadequate teachers, teaching and learning materials, which
exacerbated the gender-based challenges, were also identified all of which corroborated the
suspect factors. Action plans were drawn and responsibilities for their implementation assigned.
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Interventions on Girls’ Empowerment
Study groups: TUSEME club’s main activities centred on empowering girls with a view to helping
them overcome their lack of self-confidence and self-esteem, and their poor academic
performance. Where there were no teachers, students in higher classes tutored those in lower
ones.
Radio TUSEME: A radio was set up in the school to report and comment on issues of significance
to student welfare. Although the school community was always enthusiastic to feed the station
with news, the broadcaster on duty was responsible for gathering information.
Debates: Given that TUSEME aimed to empower girls to speak out, the club organised debates to
provide girls with the opportunity to speak out in public. They covered such topics as, “A girl child
is better than a boy child,” which challenged patriarchal values and attitudes and also improved
language competency.
Confronting sexual harassment: Club members confronted the sexual harassment problem by
reporting such cases to the club which in turn reported to the school management. Indeed, all the
58 girls in the class of 2002 completed school in 2005; no one had dropped out due to pregnancy.
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Teachers’ engagement: Recognising the critical role that teachers play in the academic and social
welfare of students, the TUSEME club worked closely with them. The teachers also became
advocates for gender equality by encouraging girls to participate actively in class and by providing
academic and social guidance.
Support from school management: Working closely with school management, the TUSEME club
introduced certain processes to enhance girls’ participation in education processes. The prefect
system was changed to ensure equal representation for girls and boys and having both female
and male head prefects.
Solidarity with the boys: Through the TUSEME workshops, the boys gained knowledge about
gender issues and the skills to accept girls as their equals as well as to change their superiority
attitudes. Subsequently, a solidarity was developed whereby boys and girls worked together to rid
their school of the various forms of gender inequalities.
Community support: The TUSEME club, through the school management, sought the support of
the community whenever their intervention was required to solve problems related to girls’
education. Consequently, they completed their secondary education.
Social support groups: The TUSEME girls were determined to do well academically and socially.
They worked hard in their studies and urged each other on to be of good behaviour inside and
outside the classroom. Club members considered each other as family responsible for everyone’s
academic and social welfare.
Challenges encountered
The major challenges that faced the implementation of TUSEME club activities were in relation to
the difficulties in changing the deeply entrenched patriarchal gender construction. The fluidity of
the school population due to enrolment of new students every year and constant transfer of
teachers meant that the TUSEME activities would have to be an ongoing feature to capture the
new comers to the school. Furthermore, to ensure sustainability, it is important that the kind of
activities carried out by the club should be mainstreamed into the school system so as not to
leave the responsibility for such important activities largely to students.
Conclusion
From the discussion above, it is clear that TUSEME has significantly empowered girls at Mgugu to
take action themselves, and in collaboration with the boys, teachers and community members, to
address some of the constraints to their participation in education. The lesson learnt from Mgugu
is that if girls are empowered with the right knowledge and skills they can be the first line of
defence in combating the gender-based constraints.
Penina Mlama
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UGANDA
Score card: Uganda
Indicator

Score

Rank

Gender Barriers to education index [GBE]

5.7

6

Political Will [PW]

5.6

8

Educational Resources and Opportunities [ERO]

7.4

4

Gender inequality in society [GIS]

0.42

3

5.6

6

Final score (GEE)

Background
Up to the early 1990s, the education sector
was fraught with marked gender disparities
across all levels of education in enrolment,
retention, drop-out rates, performance and
general attainment arising from historical and
cultural factors that regarded men and boys
as more important than women and girls.
Today, the government plays a key role in the
education sector, initiating critical policies as
well as managing more than half of primary
educational institutions while the private
sector and religious foundations manage the
rest
(Uganda, 2010a). Civil society
organisations play a wide-ranging role
involving policy advocacy, education provision
There is gender imbalance in secondary
enrolment which disfavours girls. Drop-out
rates are high explained mainly by lack of
school fees as well as early pregnancies and
early marriages. Lack of proper sanitation
facilities for girls at school contributes to their
drop-out rates particularly at the onset of
puberty. There are also social and cultural
biases whereby many parents and guardians
prefer boys over girls when it comes to
sending a child to school. Girls are also
burdened by heavy domestic chores.

Aware that illiteracy accounts for lost
opportunity, the government provides adult
and functional literacy programmes that are
mainly attended by women. The non-formal
education system also operates to serve the
disabled, displaced persons, school-age
children (who have never attended formal
schools or who dropped out of school), the
young married girls, geographically isolated
children and working or street children. These
programmes train adults in a range of skills
from basic education to professional
development.
Literacy rates rose to 79 per cent in 2010 with
more literate men than women with marked
differences between rural and urban areas
with the latter having higher literacy
(Uganda, 2010a; Uganda, 2010b, Kikampikaho
and Kwesiga, 2002).
Governance in Education
The Ministry of Education and Sports is the
government machinery in charge of
supervising education in the country.
University education is governed by the
Universities and Other Tertiary Institutions
Act which spells out how university leaders
are selected and how various policies and
organs such as the University Council and
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Senate function. Universities are supervised
by the National Council for Higher Education.

guardians cannot afford school necessities like
uniforms, stationery, books or food.

Secondary and primary institutions are
governed by an Act that spells out the roles
and organs of the governing units. These units
include Boards of Governors, School
Management Committees and the staff. The
students’ affairs are organised under the
National Students Council which has
representation from the school to the
national level and is governed by the National
Student Council Act.

Despite the fact that the official minimum for
entry into primary school is six years, a recent
National Household Survey found that 62 per
cent of children aged six to 12 years were not
attending school because they were
considered young by their parents. Moreover,
instead of sending their children to school
some parents prefer them to stay home and
help with household chores or on the farm
(Uganda, 2010a).

Civil society, and especially faith-based
organisations, plays a significant role in the
country’s education system as does the
private sector. Many well performing
institutions, especially at secondary and
primary school level as well as the university,
have the backing of religious foundation
bodies. However, appointment of key staff in
these institutions has to be balanced between
key national pursuits and religious interests.

In addition, lack of facilities has hindered the
attainment of EFA in Uganda. Many children,
especially in rural schools, have no classrooms
and converge under trees or shades for
classes where learning is often disrupted by
weather changes. Thus, such children do not
attend school during rainy seasons or when it
is too hot.

Key Challenges in Attaining EFA and MDGs
It is hoped that realising one of the MDGs of
achieving 100 per cent enrolment by 2015 is
feasible, especially following the introduction
of UPE in 1997 and the universal secondary
education (USE) in 2007. Despite these
efforts, particularly increased public funding
to the education sector and improved quality
of education, Uganda still faces a variety of
challenges that make it difficult to attain EFA
goals and MDGs.
Since UPE and USE are considered free, some
parents leave the responsibility of providing
for the school-going child entirely to the
government. When the parents realise that
the government is not providing all
necessities, they abandon the whole system
in frustration. However, some children stay
away from school because their parents or

Some schools also lack sanitary facilities like
toilets, which is a major turn-off especially to
the girl child in times of menstruation. Others
lack basics like textbooks, blackboards,
teaching aides or playing kits. This, combined
with regular teacher and pupil absenteeism,
accounts for low quality of education in many
schools.
Though the introduction of free education has
boosted enrolment and access, there are
issues of quality. Educational attainment,
especially in the under-resourced rural areas
with high pupil-teacher ratios, is highly
compromised. Often pupils and students from
schools in such areas are seriously
outcompeted by those in well resourced
private schools in educational achievement.
They often exhibit lower confidence levels
while their language proficiency and
expression are problematic. Their average
scores on tests and national examinations are
often lower.
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Moreover, regional disparities remain high.
The central region of Uganda bears all the
advantages. It has the best educational
facilities, which translates to quality. For
example, while children usually walk longer
distances to primary and secondary schools,
those in the central region walk less. Extra
attention is needed in poor and
underdeveloped regions to achieve EFA in
Uganda.
Some of the challenges facing UPE have been
identified as:
•

Low retention rates especially in remote
areas and sparsely populated areas,

•

Low enrolment rates for higher classes,

•

High population growth rates which is
overwhelming existing resources,

•

Resource inadequacies with regard to
teacher recruitment and classroom
construction (Uganda 2004).

While the achievement of equal access for
boys and girls to primary education is
expected in the near future, such
achievement at secondary level is unlikely
while at higher levels, it is a daunting task to
imagine by 2015 or beyond.
The Ministry of Education maintains that the
main implementation challenge for education
includes the need to sustain the increased
access without compromising quality,
inadequate
budgetary
resources
and
classrooms, science rooms and laboratories,
equipment and libraries to cater for the
continually expanding enrolment, and
inadequate supply of qualified science and
mathematics teachers. In addition, BTVET is
fraught with gender imbalances and
unfavourable attitudes, while the primary
level suffers from high teacher absenteeism
and attrition [Uganda, 2010b).

Key Initiatives Undertaken by Government
and Civil Society
The 1995 Uganda Constitution addresses the
issues of disadvantaged groups, and more
specifically, gender equality. Article 32 (1),
which deals with affirmative action, states
that “…the State shall take affirmative action
in favour of marginalised groups on the basis
of gender”. This is a legal recognition of a
policy that had been long implemented in
Uganda’s education system.
In 1991, the Government of Uganda instituted
a policy where girls entering university were
added an extra 1.5 points to address the
persistent gap in enrolment of women in
higher institutions. This measure resulted in a
surge in women’s enrolment to an extent that
in some university courses women are now
the majority. A revision on the policy has a
provision to the effect that any disadvantaged
gender should have a minimum enrolment. In
Busitema University, which specialises in
engineering courses, this is between 27 and
30 per cent. Makerere University is proposing
a 40-60 per cent range across all courses.
Uganda has made enormous progress in
improving access to primary education. With
the introduction of UPE in 1997, the
Government of Uganda raised girls’
enrolment to a point where they generally
outnumber boys in primary schools. A
considerable number of teachers have been
recruited and trained, while the number of
schools and classrooms has increased. Owing
to these investments, the pupil-teacher ratio
as well as the pupil-classroom ratio improved.
In addition, the official NER increased, the
gender gap narrowed across the board, and
gender parity was achieved at primary level.
In 2007, the government introduced USE to
accommodate the numbers who had
completed primary education. Secondary
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school attendance has been growing over the
years and is estimated at over 1.5 million
compared to over 900,000 in 2005/6. This was
possibly due to the introduction of USE in
2007 (Uganda, 2010a).
As Tripp and Kwesiga (2002) argue, the
obstacles to gender parity are embedded in
the cultural norms and practices valued by the
patriarchal arrangements of the Ugandan
society through which the policy and its
implementers have been modelled. As such
attention has also focused on accelerating
girls’ full and equal participation and
retention in schools through a number of
initiatives including the Girls’ Education
Movement (GEM) and the National Strategy
for Girls’ Education in Uganda, in combination
with UPE and USE.
Civil society has played an important role in
Uganda’s education. Apart from Christian
missionaries
who
introduced
formal
education, Islamic organisations have also set

up schools and a university. Nongovernmental organisations have also come
on board with some of the key organisations
in this area being FAWE, World Vision, Save
the Children and Kulika. Collectively these
have advocated better education policies and
have been involved in service provision. They
have constructed schools and provided
bursaries to schools from primary to the
university level. In addition, they have
continued to donate sanitation facilities in
schools as well as providing mentoring
programmes especially for girls.
Information on EMIS
The EMIS for Uganda captures data on preprimary, primary, secondary and post-primary
non-formal and technical education. Data is
primarily collected through an annual school
census and covers enrolment, staff and
infrastructure. EMIS products include
statistical tables and trend analysis reports.
Data is currently updated to 2010.
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Box 8: Affirmative Action in Uganda’s Education
Introduction
Affirmative action has been used by various governments and agencies all over the world to
counteract historic discrimination faced by ethnic minorities, women and other
underrepresented groups. To foster diversity and compensate for historical exclusion of such
groups, affirmative action programmes prioritise the inclusion of minorities in areas such as
employment, education and government.
In Uganda, affirmative action has been applied largely in politics in favour of groups that have
hitherto been marginalised – women, youth, people with disabilities (PWDs) and workers – as
well as in education to ensure gender equity. Article 32 (1) of the 1995 Uganda Constitution
states that, “the state shall take affirmative action in favour of groups marginalised on the
basis of gender, age, disability or any other reason created by history, tradition, or custom for
the purpose of redressing imbalances which exist against them”. The 2007 National Gender
Policy looks at affirmative action as a temporary commitment with preferential treatment
measures for redressing inequalities or imbalances in accessing resources, power or
opportunities (Uganda, 2007)
Affirmative action policy in Uganda can be traced to the National Resistance Movement
(NRM) bush war of 1980-1985, where women were represented in its governing structures
(Ahikire 1994, Byanyima 1992). The institutionalisation of the policy in Uganda’s political and
educational programmes commenced in mid-1980s through to the 1990s with the
establishment of a Ministry for Women in Development, provision of reserved seats for
women in parliament and local governments, and the provision of additional points for
women students to join educational institutions (especially the university). Since then, the
country has made significant achievements in integrating women into both the country's
development and decision-making process. For instance, each district in Uganda has a woman
Member of Parliament, a measure that has put female percentage in parliament at over 37
per cent placing Uganda at the fourteen position globally in this respect (IPU 2011).
Affirmative action is further stressed in the Constitution, which apart from conferring the right
to be accorded full and equal dignity of the person with men, including the right to equal
opportunities in political, economic and social activities, also re-states the right of women as a
group to affirmative action for “purposes of redressing the imbalances created by history,
tradition or custom”. Article 33 (2) enjoins the state to provide facilities and opportunities for
enhancing the welfare of women and to enable them realise their full potential and to protect
their rights taking into account their unique status and natural maternal functions in society.
Affirmative Action in Education
Gender disparities in Uganda’s formal education system have manifested since its
introduction by Christian missionaries in the 1880s. During the colonial times, emphasis was
laid on the male child who could then render clerical support. By mid-1920s, the top schools,
notably Budo (of the CMS), Namilyango (of the Mill Hill Mission) and Kisubi (of the White
Fathers Mission) were all boys’ schools. Essentially, colonialists saw no essence in educating
the girl child; in cases where girls were educated it was solely that the sons of chiefs would
have wives who were enlightened.
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When it was necessary for boys to gain further education, Makerere University was
established in 1922, initially as a technical school with a population of 16 male students. It
was not until the 1940s, that the university received its first six female students. However,
female university graduates faced challenges as society still looked down on them. For
instance, one of the first female graduates in Uganda, Dr. Sarah Ntiro, had to face a harsh
world after graduating in 1954 with a BA in history from Oxford University. She was expected
to earn less than her male counterparts while teaching at Gayaza High School just because she
was a woman irrespective of the fact that she was even more qualified than some of the men
(Byanyima and Mugisha 2005).
Even when the country gained independence from the colonialists in 1962, women’s rights
continued to be ignored. It was not until the institution of affirmative action policies from
1980s that the tide shifted and women increasingly claimed their space in the public arena to
an extent that they are now a substantial number in parliament and about half in Uganda’s
premier University, Makerere.
Government of Uganda and civil society organisations, together with international agencies,
have repeatedly worked to address prejudices that have limited women in many ways
including addressing gender gaps in education. Therefore, many actors have instituted several
gender-responsive programmes to expand and improve women’s role particularly the
education of girls.
Women’s organisations like Action for Development (Acfode), FAWE and the School of
Women and Gender Studies – considered the academic wing of the women’s movement –
have meticulously worked to promote the education of women to the highest level. These
efforts have been intensified by Uganda’s belief that the girl-child is entitled to equal access
to education as a human right and that the educated girl-child is a key player in the
development of the nation. A number of specific incentives have been put in place to boost
girls in school.
Makerere University, whose motto at its founding in 1922 was “In all things let us be men”,
(Sicherman 2005:226) has from 1989/90 academic year reversed the tide by adopting
affirmative action policies. These policies have to date raised women student enrolment to
about half; for the first time, the university presented graduates where women outnumbered
men in its January 2010 graduation.
The increase in female admissions was a deliberate outcome of an affirmative action policy.
Admissions have exhibited a clear sensitivity to gender imbalance and a desire to address
disparities in access that exist throughout the education system. In recognition of the
importance attached to the education of women, the university favours the selection of
female students.
Before the implementation of affirmative action in 1989/90 academic year, only 12 per cent
of the admissions at the undergraduate level were female. The introduction of the weighted
points system awarding female students an additional 1.5 points enabled more female
students to gain access to the university. The 1.5 points scheme as it is known is a best
practice that has been replicated by other public universities and tertiary institutions in
Uganda some with greater improvements such as Busitema University (Musisi and Muwanga
2003; Sicherman 2005).
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Initial affirmative action policy initiatives in education (especially by government) seemed to
have been based on the assumption that girls had been enrolled in school (primary and
secondary) and only had difficulties accessing higher education. This has however not been
the case. Fewer girls were attending schools due to a number of factors which included lack of
fees, a patriarchal society which believes that girls did not deserve education, and the
unfavourable learning conditions. Consequently, the government went lower to bridge the
gender gaps in education by introducing policies that favoured the girl-child right from the
primary level.
In 1997, the government introduced universal primary education (UPE). Initially UPE was
limited to four children per family, of which two were girls. This form of affirmative action was
intended to benefit girls because if it was an open offer, the parents would have preferred to
send their male children instead. While the numbers in primary school rose, most of them did
not transition to secondary education. This partly explains the introduction of Universal
Secondary Education (USE) in 2007. In 2012, the government has promised free advanced
secondary school education.
Though affirmative action has played a big role in boosting the numbers of females in tertiary
institutions, the number of female graduates is still small. It was only in 2010 that out of the
13,766 graduating students, 6,936 (50.4%) were female, while 6,830 (49.6%) were male.
Therefore despite the achievements, there is more mileage to cover if equality in education is
to be achieved.
Weaknesses and Contradictions
As noted by Ahikire (1994:79) “the long history of oppression and discrimination ensured a
systematic exclusion of women from the so-called masculine skills hence eclipsing them from
the public space.” From the attainments in politics and education, the affirmative action
policy can be praised. However, one of the most important assumptions that affirmative
action should be temporary is contradictory to the extent that this temporariness is not
defined. How long should this policy be implemented when issues being addressed have roots
that stretch for centuries?
In Uganda, gender inequality is a key explanation for imbalances in education, but it also
intersects with many other issues such as location or geographical factors. The geographical
imbalances have largely not been addressed. The north and the northeast of the country that
have been affected by many years of war, poverty and state neglect continue to miss out in
the relatively higher quality education levels enjoyed by especially the centre, the south and
lately some parts of western Uganda. Affirmative action in its current format that focuses
more on gender and less on location has not captured and redressed this geographical
inequity.
The views presented by Bacchi, (1996:1) would be handy in Uganda’s criticism of affirmative
action policy thus:
Affirmative action for ‘women’ is even more controversial than affirmative action for
some other groups. ‘Women’, it is frequently argued, are not necessarily
‘disadvantaged’. In some ways … they are advantaged by the ‘special treatment’ they
receive from chivalrous men, and now through affirmative action. Besides … the
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women who benefit from affirmative action are already an elite who have no need of
‘assistance’.
Similarly in Uganda, some critics portend that while girls and women are disadvantaged
across the board, there are situations where boys may be more excluded. In fishing and cattle
rearing communities, boy labour is preferred over girls’. Thus, school enrolment has often
disfavoured boys. In addition, recent trends have seen male students outcompeted in
admission to some courses such as law, and social work and administration. Efforts had to be
made to reverse the affirmative action so that men are enrolled into such courses. Ideally, a
weighted system is in order alongside constant policy reviews so that gender imbalances are
corrected rather than reversed. This is still not yet applied.
Affirmative action policy has largely not been extended into the employment sector such that
after graduation, women have to face the competitive world of work where male privilege is
still largely the norm. Therefore, although affirmative action boosts the number of women to
attain education, the only place where their seats are guaranteed is in politics. In the world of
work, they have to tussle it out with men and compete for the available jobs where they still
dominate stereotyped jobs of personal assistants, receptionists or tea persons.
Moreover, most affirmative action programmes in education focus more on entry grades than
addressing the issues that affect women and girls in the education system. Not paying tuition
and lowering entry points for girls do not address the obstacles fully. Moreover, although UPE
and USE programmes address issues of tuition, they are not entirely free as parents and
guardians pay some money to maintain children in school such as food, uniforms and
transportation. Affirmative action does not address such issues as where some pupils are sent
away from school if they lacked these items. In such cases, girls suffer more especially if the
parents do not value their education equally.
While parity between girls and boys has been achieved at primary school level and in some
arts courses at university level, where women outnumber men students, affirmative action
policy has not eliminated the most glaring imbalances in the sciences. Even when Makerere
University introduced a female scholarship scheme that aimed at extending 75 per cent of the
scholarships to science-based courses and 25 per to arts and humanities, imbalances persist.
To date women enrolled in sciences across universities and science disciplines hardly exceed
30 per cent except in Information Communication Technology (ICT). Most girls still dominate
the arts implying that affirmative action has not radically addressed this issue despite many
years of implementation. Moreover, most beneficiaries of affirmative action are children
whose parents or guardians afford to take them to good schools of which most are situated in
the central region.
Conclusion
Affirmative action policy in Uganda’s education is a great attempt to address a long-standing
problem in education. By any standards, one would argue that the initiative has made
impressive gains in as far as raising the enrolment of girls and women in the formal education
system is concerned. Many obstacles are however unaddressed. Regular reviews may be
necessary, but it is also important to recognise the limitations of the policy particularly given
its undefined temporariness as well as the emotional controversy it elicits.
Aramanzan Madan
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ZAMBIA
Score card: Zambia
Indicator

Score

Rank

Gender Barriers to education index [GBE]

6.4

5

Political Will [PW]

6.1

6

Educational Resources and Opportunities [ERO]

7.7

3

Gender inequality in society [GIS]

0.37

8

Final score (GEE)

6.06

5

Introduction
Zambia’s long-standing educational goal has
been that every child who enters Grade 1
should complete Grade 9. This goal has been
supported by the recent internationally set
MDG 2 which has a target of ensuring that by
2015 children everywhere, both boys and
girls, complete a full course of primary
schooling. This is also consistent with the
second goal of the Dakar EFA framework.
Thus, the country has adopted the EFA goals
as well as the MDGs.

equitably accessible education and skills
training opportunities for sustainable
livelihood and development (Zambia,
2006:19).
National education system

In addition, the Government of Zambia is
committed to achieving the goals set at the
regional level under New Partnership for
Africa’s Development (NEPAD) and Southern
African Development Community (SADC)
which target reforms aimed at improving the
quality and relevance of education. Besides
being a signatory to many international
instruments, the government has initiated
major national policy developments within
the education sector, culminating in the
development of the third Ministry of
Education policy on education, Educating Our
Future (1996).

Zambia’s education system is guided by the
principles of liberalisation, decentralisation,
equality, partnership and accountability.
Liberalisation in the provision of educational
entails fundamental changes in power
relations within the education sector (Ministry
of Education, 1996). Under the liberalised
educational system, the right of private
organisations, individuals, religious bodies
and local communities to establish and
control their own schools and other
educational institutions has been encouraged.
Decentralisation involves the devolution of
power from the centre to the local level, in
districts and schools. It promotes broad-based
participation in the management of education
with great emphasis placed on the creativity,
innovation and imagination of local-level
education managers. Thus, it fosters a sense
of local ownership and promotes better
management.

The Education Ministry’s mission is as
articulated in the 2006-2010 Fifth National
Development Plan (FNDP): “Providing

The education system further seeks to
promote equality of access, participation and
benefit for all in accordance with individual
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needs and abilities. Building on the principle
of liberalisation and on the creation of an
enabling environment, the government
follows an education policy that encourages
and strengthens partnerships in educational
development. A cardinal principle is the
acceptance by all parties that the various
partners participate by right and not by
sufferance (Ministry of Education, 1996:4).
Zambia has a variety of schools: government,
grant-aided and private. Government schools
operate entirely as public schools, while
grant-aided schools receive a subsidy from
government. Private schools are largely
autonomous though they are subject to
government regulations and in most cases
pupils write government-set examinations.
Education is free at Grades 1-7, but not
compulsory. From Grades 8 to 12 students
pay PTA and user fees.
Pupils in Zambia are examined at Grade 7, 9
and 12. The plan however is that there should
be no examinations at Grade 7 in order to
ensure that all children have quality 9-year
basic education which is also relevant
(Zambia, 1996).
The Zambian education policy Educating Our
Future (1996) on its part recognises that
currently, only a small minority of Zambia's
children enrol in Early Childhood Care
Education and Development (ECCDEE), mostly
due to lack of enough places. Government
ownership of ECCDE institutions is limited,
and the bulk of the provision is private.
Therefore, this means that they are costly to
the average Zambian households; hence,
there is uneven provision of education with
regard to majority of institutions in the urban
areas.
Due to this limitation, the MoE is clear that
pre-school experience will not be precondition to Grade 1 enrolment. This in itself

is contradictory, because it does not bind the
government to the provision of pre-school
education, and even parents do not feel
compelled to ensure that their children have
pre-school experience.
According to the MoE and UNICEF (2005),
progress in ECCDE enrolment has been
notable, though generally low. Total
enrolment has not exceeded 21 per cent.
While there were marginal differences
between girls and boys between 2001 and
2003, this gradually reduced and by 2005, was
virtually eliminated. The statistics presented
do not show regional differences, which are
significantly stark, with some regions such as
Eastern, Luapula, Northern, North Western
and Western recording rates of as low as
between 5 per cent and 10 per cent
compared to highs of 48 per cent and 36 per
cent in Lusaka and Copperbelt respectively.
Performance in national examinations
With regard to Grade 9 examination
performance,
a
review
of
general
performance over a three year period (2005 –
2007) did not show significant differences.
However, differential performance between
males and females is discernible. Only in two
regions does the number of males fall below
50 per cent (Northern and Copperbelt), while
females registered more than 50 per cent
pass rate in all provinces except two (Western
and North Western).
The differences are not in performance only,
but also in the actual participation. Male
candidature is higher than females in all the
nine provinces, meaning that more males sat
for Grade 9 examinations compared to the
females. The only difference is Copperbelt,
which had more females, but even then, the
difference is insignificant (i.e., less than 500).
Nationally, male candidature outnumbers
female by more than 10 percentage points,
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representing 15,690 more males writing
examinations compared to females. In some
regions, it is more than 17 percentage points.
In the Grade 12 examination, the trend in
candidature in Grade 9 examinations is
replicated. Male candidates were more than
females in the 2006 examinations by 8,000.
This is surprising because there is near parity
in enrolment at all levels. There is also a
difference in the proportion of candidates
that are certified. While it averages less than
half at Grade 9 (48.3%), it is more than 60% in
Grade 12.
Despite the overall improvement in
performance at Grade 12, females still trail
males. However, whereas the difference
between males and females in Grade 9
examinations was more than 10 percentage
points, it is just below 7 percentage points in
the Grade 12 examinations. It is notable that
even in regions that fail to have half of the
candidates being certified, females still trail
the males.
On the whole, therefore, females are at a
clear disadvantage in both Grade 9 and 12
examinations, both in candidature and
proportions being certified. Also, it is evident
that performance in Grade 9 examinations is
worse than the subsequent one at Grade 12.
Management of education
In Zambia, the education and training sector
comprises the following four ministries:
Ministry of Education; Ministry of Science,
Technology and Vocational Training; Ministry
of Sport, Youth and Child Development; and,
Ministry of Community Development and
Social Services. The Ministry of Education
(MoE) is mandated to guide education
delivery as well as provide education at basic,
high school and college (teacher education)
levels. It is also responsible for pre-schooling,
including pre-school teacher training, schools

for continuing education, the National Science
Centre, Educational Broadcasting Services, the
Curriculum Development Centre, and
university education. The Examinations
Council of Zambia (ECZ) also falls under the
MoE.
The responsibility for technical education,
vocational and entrepreneurship training
(TEVET) is vested in the Ministry of Science,
Technology and Vocational Training (MSTVT).
The Ministry is responsible for policy direction
for the provision of technical education and
vocational training. The Ministry of Sport,
Youth and Child Development is responsible
for community based skills training, while the
Ministry of Community Development and
Social Services is responsible for leadership
and practical skills as well as literacy classes
that are offered mainly to vulnerable groups,
such as the handicapped, women, orphans
and non-literate youth and adults.
There are also many non-government
providers of education and training at all
levels from the private sector. Further, some
NGOs, faith based organisations (FBOs) and
community based organisations (CBOs) also
provide education and training using
alternative delivery systems to a large
population of young people, especially by
equipping them with knowledge and skills
needed for their livelihood.
Policy framework
The current macro-economic framework for
Zambia is articulated in the National Long
Term Vision (Vision 2030) which outlines
possible long-term alternative development
policy scenarios at different points. These
scenarios will contribute to the attainment of
desirable social economic indicators in the
aspiration to be “A Prosperous Middle Income
Nation by 2030”. The Vision is operationalised
through five-year development plans starting
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with the FNDP (2006-2010) and the annual
budgets. With the completion of the FNDP in
2010, the government launched the Sixth
National Development Plan (SNDP) in
February 2011 which will run from 2011-2015.
The Vision 2030 is underpinned by seven
principles, namely: a) gender responsive
sustainable development; b) democracy; c)
respect for human rights; d) good traditional
and family values; e) positive attitude towards
work; f) peaceful coexistence; and, privatepublic partnerships. The Vision therefore
provides a good pedestal for implementation
of national development programmes for all
sectors in a gendered framework. Also gender
is given prominence in addressing all
developmental challenges.

regional differences, which are quite
stark, with some such as Eastern, Luapula,
Northern, North Western and Western
Provinces recording rates of as low as 5 to
10 per cent compared to highs of 48 and
36 per cent in Lusaka and Copperbelt
respectively (Ministry of Education, 2009).
•

Basic education level: According to the
EMIS data, at the basic educational level,
there are high repetition rates among
girls, high drop-out rate also mostly
affecting females, and low completion
rates. Regional differences are also stark,
pointing to the problem with aggregation
of national data. The aggregation
disguises the disparities within the
country. As with repetition rates, Zambia
faces a challenge of high females’ dropout
than males in all regions of the country,
with the highest being Luapula and lowest
being Lusaka; the drop-out rate in Luapula
is more than twice that of Lusaka. At both
lower and upper basic levels more males
complete either Grade 7 or 9 than
females.

•

High school level: Repetition, drop-out
rates and completion rates are also
challenges at this level. Though there are
differences in repetition in Grades 10 – 12
in favour of males, they are not as stark as
dropouts, and are much lower than rates
for Grades 1 – 9. Girls’ drop-out rates in
Grades 10 -12 pose a major challenge.
Generally, females from North Western
region
are
grossly
disadvantaged
compared
to
their
Copperbelt
counterparts; there are five girls dropping
out of high schooling in North Western
Province for every girl that drops out in
the Copperbelt. For every male that drops
out in Southern region, there are nearly
114 girls leaving high school education in
North Western, fourteen girls in Northern,
nine girls in Eastern and more than eight

Challenges in Attaining EFA and MDGs
•

•

Women
participation:
Female
participation in decision-making positions
is low. Females trail the males in almost
all areas, including education, decisionmaking, health and agriculture. Economic
downturns disproportionately affect
women and, despite the government’s
recognition of the current imbalances and
a commitment to addressing them,
women still face several challenges. These
are compounded by entrenched socioeconomic, cultural and political obstacles
to women’s advancement. The ratification
of the international protocols has not
brought much benefit to the Zambian
woman,
who
is
still
grossly
underrepresented in decision-making
institutions.
Early Childhood Care and Development
(ECCD): It has been noted that progress in
ECCD enrolment has been generally low
(Ministry of Finance and National
Planning, 2009). Total enrolment has not
exceeded 21 per cent. The statistics show
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girls in Luapula. Male completion rate is
more than five percentage points higher
than females. Regional disparities are also
pronounced. Girls in Copperbelt, for
example, are three times more likely to
complete high schooling than their
counterparts in Northern and Eastern
Provinces.
•

Teaching service: Shortage of teachers is
the major challenge notwithstanding the
fact that female teachers have lower
academic qualifications at both basic and
high school level in relation to their male
counterparts. Teacher attrition is also
high for both male and female teachers.

Key initiatives by government and civil
society
Some of the initiatives to improve gender
equality are not necessarily educational, but
seek to redress the historical disadvantages
that the Zambian woman/girl has had to
contend with. This includes the provision that
30 per cent of all land transaction should be
reserved for women, as well as the
requirement that 30 per cent of senior
management positions should be filled by
women.
Education-specific initiatives include the
Programmes for the Advancement of Girls’
Education (PAGE) which is viewed by most
Zambians as the best ever intervention to
address gender equality, the UNGEI/ GO
GIRLS CAMPAIGN launched in 2004 as well as
a number of initiatives by CSOs such as Forum
for African Women Educationalist Zambia
FAWEZA and Campaign for Female Education
(CAMFED). The re-entry policy was declared
by the then Education Minister in 1997
following the campaign and intensive
advocacy works by the Civil Society
Organisations such as FAWEZA.

Other initiatives are the Schools as Centres of
Care and Support (SCCS) programme that is a
regional initiative in Southern Africa to
address the needs of OVCs through an
integrated provision of school-based services.
There are also bursaries for vulnerable
children.
To increase the presence of women in higher
education, Zambia has reserved one quarter
of all places in the university for girls. In this
initiative, girls have lower cut-off point,
though this is not fixed as pass rate varies
from year to year.
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Box 9: The FAWEZA Mobile Library
Introduction
Provision of education in Zambia is plagued by the high number of under-qualified teachers, and
overcrowded and less-equipped classrooms and libraries, hence producing poor results for both
boys and girls at the high school level. The resulting low quality of education provision and indeed
its output has raised concern among stakeholders, among them FAWEZA.
In order to address this problem, FAWEZA introduced a mobile library in 2007 with the principal
objective of providing teaching aids, textbooks and research materials to high school students.
Mobile vans go round lending books and other revision materials to pupils. Each van is staffed by
three FAWEZA trained librarians. Pupils are allowed to borrow books for a period of two week.
Since its inception the Mobile Library Project has provided services to over 12,671 users targeting
mainly students in Grades 10 through to 12.
As part of the project, FAWEZA tracks student’s performance to assess the impact of the service
on an academic term basis (i.e., three times in a year). Tracking is also done on the performance
of the beneficiaries after they write their final national examination. This is done to assess the
overall impact of the services.
The first cohort to benefit from the project was for the year 2004-2006 and had a total of 3,748
pupils, while the second one was for the year 2007-2009 and had 8,923 pupils. These pupils
accessed course books and other high quality reference material, which were made available
through a partnership with Book Aid International.
The first cohort graduated in 2006 while the second cohort graduated in 2009. By 2009, 40
schools were accessing the library services in Lusaka, Kabwe, Luanshya and Ndola. In Lusaka
Province, the programme is currently operating in 17 schools where 2,481 boys and 1,884 girls
have access to books. In Kabwe, it is operating in 7 school benefitting 513 boys and 587 girls while
in Luanshya and Ndola it is in 14 schools and benefitting 1,124 boys and 1,376 girls.
From its inception, the library programme has shown positive results with respect to pupil
performance in school leaving examinations. A desk review on the impact of the programme by
FAWEZA reveals positive results which can replicated in other parts of the country. Pupils have
tended to like it because it gives them access to textbooks and other revision materials which help
them with their academic work.
Tracking Cohort Performance in National Examinations
FAWEZA began tracking the performance of the pupils from the first cohort in 2006 to date. Cross
tabulations were used to analyse data to determine the impact of the library initiative. When
examination results for 2005 were used as the baseline, performance of the beneficiaries in 2005
was compared with the 2006. The results revealed better performance in almost all subjects of
the 2006 cohort, who had benefited from the mobile library, than the 2005 cohort except in
physics where the performance was below average. However, it is worth noting that the good
results obtained could not be attributed solely to the FAWEZA mobile libraries because the
students who graduated in 2006 had not completed a full three-year period of intervention.
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With regard to the second cohort of 2009, the examination performance results in science,
physics, chemistry, biology, mathematics, English, history and geography were collected and
compared with the 2008 cohort, who did not benefit from the mobile library intervention. Control
schools were used as a yard stick to measure the effectiveness of the intervention. Results
showed that pupils who had access to the library obtained distinctions, merits, credits and
satisfactory results compared to pupils who were in the non-intervention schools. Thus, overall,
library beneficiaries showed better results than the non-beneficiaries. However, a number of the
beneficiaries scored unsatisfactory results compared to non-beneficiaries in some subjects,
specifically in mathematics and English. This was somewhat unexpected because the library is
meant to improve the performance of students in all subjects. It is likely that those who
underperformed may not have known how to read, which was as a result of poor background at
basic school level whereby some students graduate to high school without knowing how to read
and write well.
In general science, majority of the beneficiaries performed well; 25 obtained distinctions, 90
merits and 121 credits against the non-beneficiaries who had 390 students with bare passes and
386 who completely failed. However, results in physics showed a slight difference in the number
of students who got distinctions, these stood at 108 non-beneficiaries and 111 beneficiaries. Like
in general science, there were more beneficiaries who obtained unsatisfactory results.
A similar pattern was recorded in chemistry where more beneficiaries performed better than nonbeneficiaries of 2008 cohort. However in biology, there were more non-beneficiaries obtaining
distinctions than beneficiaries (139 against 100). There was also better performance in history
among non-beneficiaries than beneficiaries although more of the latter had performed well. In
geography there were more beneficiaries recording good marks and this was further reflected in
the number of those that got unsatisfactory results: 72 for non-beneficiaries and 45 for
beneficiaries. Further, records still showed that despite having more beneficiaries recording good
grades, there were still more of them that had unsatisfactory results.
The under-performance of the beneficiaries in physics, chemistry and history can be attributed to
a number of factors. Firstly, the poor background of the beneficiaries as earlier indicated.
Secondly, most of the books in the mobile libraries are general science books and the same books
do not give local examples for students to relate. Thirdly, majority of the high schools in Zambia
do not provide text books for pupils; therefore, for some students the only source of text books is
the mobile library.
Over dependency on the mobile library for all subjects may have contributed to the failure by
some beneficiaries. A subject such as history is divided into two parts, the local and European
history. Information on the local history is not usually available in that the number of available
copies is insufficient for a bigger population.
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Lessons drawn from the library initiative
Generally the examination results show that beneficiaries outperformed non-beneficiaries, which
shows a correlation with the mobile library services. It is also worth noting that although
beneficiaries outperformed their counterparts in some subjects, a number of them did not do well
consistently in some subjects. The only subject that showed good performance by beneficiaries
was geography where the majority obtained distinctions, merits and credits to outperform the
non-beneficiaries.
In science and mathematics, both the beneficiaries and non-beneficiaries performed below
average or failed completely. Observations that were made to explain the underperformance
include: teachers using the old “chalk and talk” method, being too fast when introducing new
topics, and giving out work before students understood the topic.
The following are the recommendations based on these observations:
•

FAWEZA should explore the reasons why students have continuously underperformed in such
subjects as mathematics and science.

•

There is a need in future for FAWEZA to encourage schools to send disaggregated data if
results are to be processed by gender in order to have knowledge on how each of the sexes is
performing.

•

A survey should be conducted to find out what books are appropriate for the beneficiaries’
learning and which ones are not. Further, the books that will receive more scores should be
purchased, especially if there are a few copies in the library or if they are not available.

•

Tracking results on term by term basis will assist in monitoring the performance of the
cohorts and hence identify gaps in the services before examination time since leaving it to a
later stage will have adverse effects on the students.

•

Students need motivation and supervision in such subjects as science and mathematics. This
can be achieved by the creativeness of the teachers in introducing the new topics and making
them relevant to the daily situations.

•

The Standards and Curriculum Directorate in collaboration with FAWEZA should regularly
monitor schools. Head teachers should be encouraged to monitor their teachers and ensure
that they are applying pupil-centred methodologies.
Audrey Mwansa
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ZIMBABWE
Score card: Zimbabwe
Indicator

Score

Rank

Gender Barriers to education index [GBE]

5.5

7

Political Will [PW]

3.4

9

Educational Resources and Opportunities [ERO]

8.3

1

Gender inequality in society [GIS]

0.42

4

Final score (GEE)

Background
During the post-independence period,
education is one of the social sectors where
the government invested the most. This
period witnessed the expansion of both
primary and secondary education, extensive
investment in teacher education and
curriculum development, establishment of
Early Childhood Development Centres in rural
areas, adult literacy programmes, and an
increase in university enrolment (UNICEF,
1990; 2010).
By 1990, Zimbabwe had met the original
target of universal primary access and
reported the highest adult literacy rates in
sub-Saharan Africa well into this decade.
However, the socio-political and economic
environment in the 1990s brought major
revisions to the education sector, which also
subsequently reversed most of the gains
made. The government moved away from
free tuition to cost recovery and cost sharing,
and reduced expenditure on education as a
measure designed to reduce the budget
deficit.
Public sector expenditures on education
declined from 7.7 per cent of GDP in 1990 to
4.7 per cent in 2000-2002 (UNICEF, 2005).
This was followed by a deterioration in the

4.87

9

quality of education as well as a fall in
teacher morale resulting in some trained
teachers leaving the country while others left
the profession altogether.
At the beginning of 2010, the Ministry of
Education, Sports, Arts and Culture (MoESAC)
embarked on a process of sector planning
aimed at reviving the education sector. The
process involved five major priorities:
teachers, learning environment, quality of
learning, school governance, and resources
for most marginalised. Not only is this meant
to revive the sector, but also to ensure that
the Education for All (EFA) goals are achieved,
of which the country endorsed by signing the
EFA Dakar Declaration in 2000.
In an effort to achieve the EFA goals by 2015,
Zimbabwe launched a National Action Plan of
Zimbabwe in 2006 titled “Education for All
Towards 2015”. The plan specifies the six EFA
goals that were outlined in the Dakar
Framework.
The ACRWC, UDHR, CRC and EFA all state that
primary education should be provided for
free. This was the case in Zimbabwe from
independence until 1991, but section 6 of the
Education Act now states tuition should be
provided at “the lowest possible fees”.
Although the Basic Education Policy states
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that no school head should refuse admission
of pupils even whose school fees was not
paid, in reality, education is no longer a right
that is accessible to all children. This refusal
discriminates against the poor, and for girls it
becomes even worse due to the culture of
son-preference.
National educational system
Early childhood education was introduced
after independence through the National
Early Childhood Development (NECD)
programme, which was primarily aimed at
pre-school children in rural areas who had
never had access to these services. A
community
development
approach
underpinned the rollout of the ECD centres.
Thus, ECD is an emerging issue.
As regards primary and secondary education,
it is estimated that between 10 and 15 per
cent of children of school going age have
never attended primary school (Zimbabwe,
2010). Presently, only 47 per cent of children
completing the primary cycle enrol in
secondary schools.
Female pupils in rural areas are more likely to
drop out of school due to several factors
among them: poverty, poor or limited
nutrition; the need to keep children at home
to undertake household chores; informal
employment; distances between school and
home; and, orphan hood (BEAM, 2010).
Zimbabwe has put in place a universal primary
education policy and BEAM to help children

from disadvantaged communities. BEAM
supports vulnerable households with the
payment of a basic education package that
includes levies, school and examination fees.
It is a national community-based social safety
net that covers all primary and secondary
schools, as well as special schools for children
with special needs, and is implemented by
Community Selection Committees (CSC) in
conjunction with the Ministry of Labour and
Social Services (MoLSS) and MoESAC. The
programme targets children facing economic
difficulties and orphans, and stipulates that 50
per cent of all beneficiaries attending
secondary school must be female. In 2009, a
total of 527,310 children benefited from
BEAM, while during the first half of 2010,
573,245 primary school children benefitted
(UNICEF, 2010).
Whilst enrolment in primary schools has
remained stable, that of secondary schools is
falling, a situation that may be due in part to
the rising cost of secondary education and the
falling level of student learning achievement
at the end of primary school. Rural areas are
the worst affected by this state of affairs as
attendance requires movement over long
distances something that many families
cannot afford.
The following table shows primary and
secondary school enrolment and attendance
ratios by gender. The net enrolment and
attendance of girls is higher than that of boys
in primary school, while the reverse is true at
the secondary level.
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Table 8: Gender and enrolment in primary and secondary schools in Zimbabwe
Primary school
enrolment ratio (net)

Primary school
attendance ratio (net)

Secondary school
enrolment ratio

Secondary school
attendance ratio

Male

Female

Male

Female

Male

Female

Male

Female

89

91

90

92

39

37

46

43

Source: UNICEF (2010)
In Zimbabwe, university entry requirements
for girls are lower than for boys. Despite this,
access to tertiary education is even more
limited for girls than at the secondary level.
Tertiary level enrolments including those at
university level follow a similar pattern as that
of secondary school enrolments where there
are more men than women. Overall,
enrolment figures at tertiary level mask the
high concentrations of female students in
teaching, arts and humanities.
What is particularly apparent is that the
gender gap in enrolments between boys and
girls becomes progressively more pronounced
from the end of primary level up to tertiary
level. These trends indicate that the Beijing
Platform for Action’s calls on governments to
improve women’s access to vocational
training, science and technology as well as
continuing education still remains a major
challenge.
In non-formal education, there is a high
proportion of women that is enrolled. In
2007, there were 83,015 women compared to
81, 894 men who were learning through
correspondence
(Zimbabwe,
2007b).
Apparently, non-formal education is an
avenue for women who have failed to find
educational opportunities within the formal
system. However, there is limited government
support to this sector.

In Zimbabwe, MoESAC and the Ministry of
Higher and Tertiary Education (MoHTE) are
responsible for the provision of education.
The Education Act, which is supported by
other statutes and policy circulars, is the main
piece of legislation governing education in
Zimbabwe. Section 4 of the Act states that,
"Every child in Zimbabwe shall have the right
to school education". The Act provides
grounds on which no child can be refused
admission or be discriminated against.
Primary education is compulsory.
Gender was included as a basis for nonexclusion in the 2004 amendment to the
Education Act. A review of the Act in the
context of the Convention on the Rights of the
Child (CRC) in 2004 concluded that its
provisions meet the basic requirements of
Article 28 of the CRC.
The education Act also states that pregnancy
is a serious offence punishable by expulsion.
In August 2010, the Ministry released a
circular that granted pregnant student girls
three months’ maternity leave. If the male
responsible for the pregnancy was a student,
he would qualify for paternity leave. It was
hoped that the leave would somehow instil
responsibility in the boys, who had been
exempted from the social and material
consequences of an illegitimate pregnancy for
decades.
Government commitment to EFA goals

Governance of the education sector
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The draft of the study report, “Cost and
Financing of the Education Sector in
Zimbabwe”, which was carried out early in
2010 provides an overview of the fiscal
environment for education since 1990. The
share of primary and secondary education in
the total government budget increased
appreciably from around 14 per cent in the
early 1990s to 20 per cent by 2005. However,
it contracted sharply to 8.4 per cent in 2008,
and was 12 per cent in 2009. MoESAC and
MoHTE are currently advocating an allocation
of at least 20 per cent of the national budget.
Ninety-five per cent of the total funding
allocated to MoESAC in 2009 was committed
to paying teacher salaries, set at
approximately US $ 171 per month. The
human resource cost of education provision
has resulted in a steady erosion of the
Ministry's ability to finance physical facilities,
textbooks, learning materials, furniture and
equipment.
According to the “Ministry of Education
Strategic Plan for 2010”, no funds were
available from the 2009 budget for capital
costs. In the longer term this will lead to a
major reduction in the quality of services
delivered (UNICEF, 2010).
A rapid assessment of schools conducted by
the National Education Advisory Board (NEAB)
in 2009 found that among the 120 schools
surveyed, 74 per cent of primary school
classrooms were in need of minor or major
repairs. At least a quarter of rural primary
schools had broken classroom furniture.
According to 2009 MoESAC statistics 30 per
cent of children shared one seat with seven or
more students. In addition, MoESAC has
reported that the textbook to student ratio
stood at 1:10 or worse. This crisis was
however to be addressed through textbook
distribution activities planned through the
Education Transition Fund (ETF) which would

provide every child with a full set of
textbooks. Additional emphasis is being
placed on providing learning materials in
minority languages and Braille (UNICEF,
2010).
It is widely reported that teachers often do
not teach the minimum hours required given
their need to seek alternative economic
opportunities to supplement their salaries.
Poor teacher attendance is further
exacerbated by the lack of supervision
provided by Ministry district staff given the
limited transportation facilities (UNICEF,
2010).
Since most teachers had left the country
during the period of economic crisis, their reappointment when the economy began to
stabilise has since been considered slower
than expected. Of the 3,988 teachers who had
re-applied for teaching positions under an
amnesty agreement with the Ministry in 2010,
only 2,591 had been re-employed (Zimbabwe,
2010).
The number of teachers in 2010 was still
below the 2006 levels, with critical shortages
in the mathematics and science subjects. This
shortage is more acute in rural than urban
areas.
Although the Ministry has authorised 138,950
positions
(including
teachers
and
administrators), 38,000 positions are vacant.
To fill this gap the Ministry recruited 15,378
temporary teachers (Zimbabwe, 2010).
New enrolments in Zimbabwe's 14 teacher
colleges have also fallen dramatically. Teacher
college enrolment stood at 17,808 (with
10,163 being women) in 2007. In 2009, the
enrolment had dropped 24 per cent to 13,567
(with 8,722 being women). According to the
NEAB study (2009), "The teaching profession
is now shunned by young people. Only those
who have failed to find other avenues of
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employment end up training as teachers"
(NEAB, 2009).
The Ministry's recommended pupil-teacher
ratio (PTR) for primary schools is 40:1. The
Ministry currently reports a total national
average PTR of 37 which is below the national
benchmark of 40:1. While this ratio is
applicable in all urban schools, in rural
provinces the reported PTR is 40 and above.
In 2009, MoESAC adopted the principles
outlined in UNICEF's Global Child Friendly
School initiative. The overall objective is to
support the government's implementation of
a Child Friendly Schools framework which
ensures inclusiveness, gender-sensitivity,
tolerance,
dignity
and
personal
empowerment
through
several
complementary actions (UNICEF, 2009).
Specific reference is made to school
construction standards including Water,
Sanitation and Hygiene (WASH) facilities, the
quality of teaching personnel and child
protection issues.
Children with disabilities face serious access
issues related to teachers’ inability to support
their special learning requirements. There is
only one college that offers an in-service twoyear training programme for special needs
education, the United College of Education in
Bulawayo. Until recently, focus of this training
was on the education of children with mental
retardation, and visual and hearing
impairments, targeting a narrow field of
special needs education. The college has now
taken on the challenge of bringing other
'learning difficulties,' into the curriculum of
both their special needs education
programme and general primary teacher
training programme.

The Better Schools Programme of Zimbabwe
(BSPZ) is a platform for the in-service training
of teachers at district level on various issues
including those of inclusive practice. The BSPZ
programme offers periodic workshops, but no
detailed and practical certified courses in
Special Needs Education are offered. This
justifies the low enrolment figures of children
with disabilities (UNICEF, 2010).
Civil Society and EFA
Several societies are actively involved in
working towards EFA goals by 2015 all over
the country. Some of the societies are as
follows: Campaign for Female Education
(CAMFED), Farm Community Trust of
Zimbabwe (FCTZ), Farm Orphan Support Trust
(FOST), Forum for African Women
Educationists in Zimbabwe (FAWEZI), Girl
Child Network and Plan Zimbabwe (PLAN)
among others. The activities in which these
societies are involved include offering of
support to girls to go to school, expanding
early childhood centres, establishing child
supplementary feeding schemes, providing
grants and school fees and promoting science
subjects.
Conclusion
Economic liberalisation policies coupled with
the economic crisis that wrought Zimbabwe in
the past decade have reversed the postindependence gains in the education sector.
Low teacher morale is one of the major
setbacks to EFA as payment of levies and
incentives to supplement teacher salaries are
beyond the reach of the poor. Although there
is support to the marginalised, the support
caters for a small segment. Hope lies in the
Education Transition Fund as well as the
implementation of the sector’s strategic plan.
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BOX 10: Coping with Sexual Maturation Practices in Girls – Re-usable Sanitary Pads Initiative
In some parts of rural Zimbabwe menstruating girls from the age of 12 stayed home due to lack of
facilities to help them manage their periods. A study by the Integrated Sustainable Livelihoods
(ISL), a local NGO, revealed that 70 per cent of girls in the two provinces of Mashonaland West
and Central did not attend school when they were menstruating due to lack of affordable sanitary
pads. They used leaves, rags, newspapers and cow dung. Staying home certainly affected the
academic attainment of many disadvantaged girls as this translated into an average girl loosing
over a full month of schooling in a given year. ISL initiated a project on re-usable pads. It involved
teachers at the local schools in the trainings of making re-usable pads so that the teachers could
in turn train the school girls at school for their own use.
The re-usable pad is a safe, affordable and hygienic alternative. The pad is made under surgically
clean conditions. It is made in the shape of disposable pads sold in the shops. The outer layer is
made of Vilene which is 100 per cent cotton to allow the skin to breathe thereby reducing the
likelihood of fungal infections. Cotton is grown in Zimbabwe. The second layer consists of pro
band padding material which is a good absorbent. The re-usable pad has a leak proof layer
running the length and width of the pad. Durability of the pad is 1-2 years (supported by
research). The long time that the pad can be used dovetails well with the economic circumstances
of the supported girls.
An average pack of disposable sanitary pads costs US$2 and this implies that a family with 4 girls
needs US$8/month, which is normally beyond the reach of poor households. Providing the
school-going girl child with the pad has improved the physical and mental health of adolescent
girls and increased the rate of school attendance and participation. UNICEF has taken samples of
the re-usable pads to send to Copenhagen for possible supply to all secondary schools in
Zimbabwe. The adoption of the pad is affected by misconceptions about hygiene to which ISL is
responding by raising awareness.
Sunungurai Dominica Mutanga
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BOX 11: Addressing Gender Disparity in Higher Education: Women’s University in Africa
The Women's University in Africa (WUA) is a private University with its headquarters in Harare,
Zimbabwe. It is the brainchild of two prominent women, namely Professor Hope Sadza, a former
Public Service Commissioner, and Dr Fay Chung, former Minister of Education and Culture. It is a
fully accredited university recognised by the Government of Zimbabwe through the National
Council of Higher Education (NCHE).
WUA was established 2002 with the main aim of addressing gender disparity in education through
catering for mature women from the African continent. For a long time, women have been
educationally disadvantaged especially at tertiary education level. Hence, the university derived
its name from this aspiration. Its vision is to be the best African university in the promotion of
gender equity and equal opportunities in tertiary education and it mission is to reducing gender
disparity by providing a gender sensitive and socially responsible educational training using state
of the art technology in Africa.
In its enrolment, the university targets women who missed out on furthering their education
owing to lack of finance, married women with family responsibilities and working women.
Learning schedules are very flexible as there are day, evening and weekend lectures, which is not
the case with most universities in the country. Total enrolment comprises of 85 per cent mature
female and 15 per cent mature male students. Their ages range from 25 to 60 years.
The university aims to address gender disparity and foster equity until there is equity in accessing
tertiary education and to work on knowledge and skills in areas of vital importance for women. It
endeavours to enhance women's capacity and confidence to enable them to fulfil leadership,
social, political and economic roles and also make informed decisions about themselves in
relation to women's rights. In addition, the university aims to equip African women with skills to
face and tackle challenges in their respective countries and on the global arena as a whole. The
degree programmes are as follows:
Agriculture: Women are the tillers of the land, yet due to lack of education in that field they
remain poor
Reproductive Health: Women are not in control of their reproductive health so there needs to be
some formal training so that they can fill the gap between the nurse and the doctor
Gender: Women should be taught at an early stage the technicalities of gender issues and the
sociological connotations
Management: This aims at empowering women who have become stuck in middle management
by virtue of being female
WUA has produced 1000 graduates since 2002. Although WUA has created space for women to
attain degrees, they remain concentrated in non-technical programmes such as arts and
commerce, few are venturing into science subjects. Furthermore shortage of scholarships has
seen some drop-outs during the period of economic crisis in the country.
Sunungurai Dominica Mutanga
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Summary, Conclusion and Recommendations

Summary
Using nine English-speaking countries in
Eastern and Southern Africa, this study has
developed a Gender Equality Score Card to
report on gender equality in respect of
education for Africa. Each of the countries
was scored based on parameters that went
beyond the commonly applied indicators. The
study applied an integrated gender
perspective across the different EFA/MDGs
and moved from just parity as the measure of
equality. Also, in developing the score card, a
gender analysis framework was applied to the
selected countries. Profiles were also
compiled for each of the countries with a view
to explain their status in achieving gender
equality and the key challenges that they are
facing in attaining EFA goals and MDGs. Case
studies from the respective countries outline
success stories in areas striving to achieve
gender equality in education.
Four indicators were used to compute the
Education Gender Equality score. These are:
barriers to education, political will,
educational resources and opportunities, and
gender inequality in society. None of the nine
countries in the pilot attained an overall of
above 7 points; hence, none could be said to
be very good or excellent.
Conclusion
This report uses a gender lens to understand
and compare the nine countries from East and
Southern Africa on their respective abilities to
overcome their barriers and distinctly nurture

gender equality in education. For each
country, it highlights key areas they need to
consider, in order to improve their
performance in achieving gender equality in
education. Specially, corruption is emerging to
be the primary issue in the region that has a
negative impact on education. Thereby, while
many countries such as Kenya, Uganda,
Swaziland and Malawi have the political will
and the right polices that promote gender
parity in education, they have to address
issues of corruption.
Socio-economic-political require attention in
Ethiopia and Zimbabwe if they have to climb
up the ladder and reach the levels of their
neighbours.
In countries like Uganda and Swaziland, the
issue of retention and transition is important.
Drop-out and repetition rates are high
especially among the girls due to early
pregnancies, early marriage, negative
attitudes
towards
girls’
education,
vulnerability due to HIV and AIDS etc. The
limiting socio-cultural factors need to be
addressed if gender parity is to be realised.
An emerging issue in all the countries is that
even though almost near parity between girls
and boys has been achieved at primary school
level, this is not maintained from secondary
level and higher education. In almost all the
countries there seems to be less investment
in ECD.
Overall, the score-card has helped to identify
areas of weakness in the education systems of
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the selected countries using representative
indicators. It is imperative that governments
and all education stakeholders pay adequate
attention to these findings with a view to
achieving the global educational goals.

need to remove gender stereotypes in this
very important area of training especially in
the age of information technology. Women
cannot afford to be left behind when the
whole world moves towards high technology.

From the ranking of the score card, it is clear
that in order to attain gender equality in
education, it is crucial that one looks beyond
the usual indicators of parity and expenditure
in education. Thus, it can be concluded that
gender equality cannot be fully achieved
unless a broad spectrum approach is applied.

Recommendations

The MDGs are a good beginning as they focus
on different aspects of development, all of
which need to be achieved if there is to be
meaningful change. Of particular concern for
all the countries is the area of transparency
and accountability where all of them scored
less than 5 points. This still remains the
plague that continues to keep Africa behind
the rest of the world. It is an area all civil
society, FAWE included, must engage with
governments so that the vice of corruption is
eradicated.

Namibia: While Namibia ranked number one
amongst the nine countries overall, education
stakeholders in Namibia should focus their
attention on implementation of some of the
very good gender and education policies that
already exist. Of interest for FAWE Namibia is
the issue of TVET. Establishing a TVET centre
where gender equality is a key component
would help to lobby the government to
replicate to the rest of the country. Such an
initiative may also help to change the gender
stenotypes on career choice.

In recent years, Kenya for example has been
riddled with reports of corruption particularly
in the education sector. FAWE Kenya’s voice
must be heard loud and clear condemning
corruption in education as gender equality
will be impossible to achieve as long as
corruption scandals continue.

Although the country scored first on
corruption index, it should not relax but try to
compete with other countries which get much
better scores than this. Gender stereotypes
on career choice can also be addressed
through media campaigns which can be led by
FAWE Namibia.

Other issues that cut across all the countries
were regional disparities, where girls were
worse off in the areas where governments
had not invested enough. It is important that
when advocating for gender equality, the
issue of human rights and equality for all
people regardless of their geographical
locations is emphasized.

Kenya: Overall ranked well (second) on the
score card and it was observed to have done
well in almost all the indicators save the
corruption Index and gender inequality in
society. At the launch of this score card (May
2011), reports from the Treasury indicated
that over Kes 4.2 billion was missing from the
Ministry of Education. This money has been
misappropriated from the much lauded Free
Primary Education initiative introduced in
2003. There are fears that the FPE programme

TVET is another area that requires a lot of
focus by all the countries piloted. There is
need for a general regional campaign on the

For each of the individual countries ranked,
they have to look more especially at areas
where they scored poorly. These areas are
summarised below for the respective
countries.
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could be in jeopardy should the Kenyan
Government be cut out completely by
international and local donors, a programme
that has been lauded by groups such as the
Global Campaign for Education since its
introduction as it allowed an extra 1.5 million
children to enrol in school for the first time.
However, budget shortfalls – including those
due to corruption – have prevented many
more students from receiving educational
funding. From this score card, Kenya scored
highly on official expenditure on education,
but reality does indicate that not all this
money is going to where it is most needed. It
has been reported that the missing cash
would be enough to cover one year of school
fees for the nearly 4 million Kenyan children
currently out of school. Kenya is rated badly in
terms of GIS, though impressive strides are
being taken to address gender inequality in
society (in terms of policy frameworks). The
key areas for advocacy and education
campaigns need to focus on:
1. Eradication of corruption as all other
gains will be in vain if corruption is
not tackled as a matter of urgency.
2. Teacher shortage which has been a
major concern especially with the
introduction of FPE. If the issue of
corruption and wastage of resources
can be properly addressed, then the
many number of unemployed trained
teachers can be recruited to ease the
burden of teacher student ration.
3. Making sure that the affirmative
action provision in the constitution
that no more than two thirds of
senior positions should be held by
either gender should be an area of
focus in the education sector
especially in higher education. This
will help young women to have role

models of women leaders at every
level of education.
4.

The issue of regional balance in
gender equality can be addressed
through
advocating
for more
innovative ways of reaching boys and
girls in marginalised areas – the use of
mobile schools is one strategy that
can be replicated in more parts of the
country. Such strategies may also help
to keep more girls in schools

Tanzania: Ranked 3rd overall, Tanzania could
have probably scored a little better if the
gender inequality index score was available.
However, like the other countries in this pilot
the key areas for advocacy and education
campaigns need to focus on:
1. Campaign to eradicating Corruption.
Education stakeholders could include
training on anti corruption following a
similar methodology to that of the
Tuseme initiative which has had a
great impact on girls. It would help to
create awareness that gender
equality will be hard to attain as long
as corruption persists since resources
that should benefit boys and girls end
up in the wrong hands.
2. Transition to secondary and higher
education – this is an important area
for advocacy since attainment of
primary school education alone may
not help to achieve the MDGs. The
policies already in place are
commendable, but they need to be
implemented together with changes
in
societal
attitudes
towards
education to higher levels especially
for girls. This needs to be done
together with the campaigns against
corruption as attaining higher
education requires more resources –
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most of which may be wasted
through corruption.
3. Gender stereotypes in choice of TVET
courses is another important area for
advocacy and campaigns by all
education stakeholders including local
communities and village leaders – an
area that is already strong in Tanzania
given their history of Ujamaa.
Swaziland: The indication that high dropout
rates are still a problem in Swaziland is an
area for advocacy because as long as there
are children dropping out of school, then
gender equality will be hard to achieve. FAWE
Swaziland also needs to focus on corruption,
gender and education policies, and quality
inputs. An area for advocacy is gender
stereotypes in TVET, Science and Technology.
The fact that it is indicated from the country
profile that Swaziland parents have
traditionally appreciated the importance of
taking girls to school provides a good basis for
advocacy on gender stereotypes on career
choices. FAWE Swaziland could use campaigns
using the most acceptable methods in the
country to create awareness on the need for
all, regardless of gender, to choose careers
that they are most talented in.
Zambia: Ranked 5th, Zambia faces problems of
female drop-out rates and poor performance.
In order to achieve a sustainable level of
gender equality in education we recommend:
1. The
government
and
other
stakeholders in education need to run
very strong campaigns on the need
for all children to be taken to school
and to remain there. Consultations
with all education stakeholders on
issues of girl retention and
performance needs to be given
priority.

2. Analysis of the factors that contribute
to girls’ retention and performance in
the Copper belt region to be
replicated in regions where girls still
face major challenges.
3. FAWE Zambia can take the lead to
advocate on government expenditure
in education, corruption and gender
inequality in general – including the
role of women in decision making in
all sectors of society.
4. Lobby the Government of Zambia to
invest in ECD.
Gender equality
principles should be emphasised from
the ECD level when attitudes and
perspectives begin to be shaped.
Uganda: Ranked sixth overall, Uganda did not
score well in almost all the indicators besides
quality inputs and public expenditure in
education. This was surprising given that
Uganda was amongst the leading sub Saharan
countries to introduce FPE and affirmative
action policies in favour of girls. Specifically
we recommend:
1. Education stakeholders to have a
concerted
campaign
against
corruption.
2. Public awareness and dissemination
of existing policies and their rationale
so that the people of Uganda can
appreciate the reason why they were
put in place. Of interest here is the
affirmative action policy and universal
primary and secondary education
which needs buying in by all especially
parents who need to appreciate the
need for their participation in the
education of their children. This can
help to reduce the number of children
out of school – and especially the
need to send girls to school.
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3. More organised advocacy on taking
issues of gender parity at all levels of
education. Even though it is indicated
that there is increased focus on
retention, this must be done with a
gender lens to make sure that both
boys and girls are retained in the
entire education system.
4. The government of Uganda must
make sure that the entire country
benefits equally from education
initiatives. If one region is left behind,
then the entire country gets a low
ranking – hence the need for
redistribution of resources to all
regions.
5. Civil society organisations (FAWE
Uganda can lead in this) need to have
campaigns on de emphasising some
non-core requirements in schools like
school
uniforms while lobbying
governments to invest in sanitary
facilities and security in schools as
they have been found to especially
keep girls in the school.
Malawi: Overall, Malawi did not fare well in
all the indicators besides the corruption index,
which cannot be celebrated much given the
general low ranking of all the nine countries.
FAWE Malawi needs to focus on all these
indicators if gender equality in education is to
be achieved. Specifically we recommend the
following for Malawi:
1. On Early childhood education, we
suggest a need to work with
communities where ECD enrolments
remain low to identify causal factors
and identify if there are gender
disparities at this level and the
reasons for the same. Campaigns for
importance of ECD are necessary as
the place to lay foundation in

education. ECD practices need to be
analyzed to establish some of the
gender stereotypes that begin at that
early stage. One of the initiatives
would be to encourage more men to
train as ECD teachers
2. Malawi needs to hold national
education stakeholders consultations
on what would be a relevant
curriculum for the Malawi people regardless of their gender. Any
review of the national curriculum
must be done with a gender lens to
make sure that any changes will
benefit boys and girls, men and
women equally. The consultations
should also look at the challenges
raised in this report as ailing Malawi’s
education and pay special attention
to gender specific challenges related
to access, retention and transition,
teacher training, teaching and
learning materials, TVET and its
relevance especially for girls, poor
implementation of policies etc. Using
this score card, FAWE Malawi can play
a key role of lobbying the
government and other stakeholders
for such consultations to actually
take place.
3. The issue of communities’ attitudes
especially towards girls education is
one that FAWE Kenya together with
other stakeholders could carry out an
participatory research which can shed
light on the reasons for persistent of
such attitudes and together with
communities try out what may have
worked in regions where gender
equality has been achieved.
4. The issue of affirmative action in the
recruitment of female teachers
should be an area of advocacy.
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Ethiopia: Overall, the country scored low on
most indicators. The government of Ethiopia
in collaboration with other education
stakeholders need to design a strategy for
engagement with all stakeholders in
education to look into all the indicators used
in this score card. Priority should however be
given to barriers to education, quality inputs
and gender parity.
Specifically, we
recommend the following:
Some recommendations for Ethiopia
1. Affirmative action policies targeting
girls from the marginalised regions
while at the same time addressing the
reasons for gender inequalities in
these regions
2. Working on issues of transition
especially from primary to secondary
schools, then to universities. More
research and advocacy on this issue is
needed to make sure that there is
gender equality in all levels of
education
3. More investment on TVET and a look
at the gender issues in this sector of
education. This is an area the
Directorate of gender can put
emphasis on – to make sure that TVET
is gender sensitive from access,
retention, curriculum and
employability of TVET graduates
4. Research on gender equality in higher
education especially at post graduate
level is critical because achieving
gender equality in education will
remain a challenge as long as only a
small number of women are accessing
post graduate studies. The directorate
on gender needs to also focus on
factors that reduce girls’ chances into
post graduate studies.

5. Since there is some political will in
Ethiopia as per the score card, gender
advocates need to work closely with
government to make sure that
education resources and teachers are
well distributed around all regions in
the country
6. Data available (gender disaggregated)
should be used for advocacy
especially in regions where gender
inequalities are more pronounced and
also to encourage government to
institutionalise gender mainstreaming
at all levels of education from
enrolment, to classroom practices, to
resources, leadership, teacher
training, employment etc.
7. Need to look at gender as a cross
cutting issue in all sectors of
education – hence policies on
management and leadership must
also be seen to have a bearing on
gender and education.
Zimbabwe: The country scored highly in both
gender parity and gender inequality, which
serves as an excellent example of the need to
look beyond the traditional measurers of
equality as they may not always tell the entire
picture. If one was to look at the obvious
places for gender equality, then Zimbabwe
would rank first overall, yet in all the other
areas like barriers to education, public
expenditure,
corruption,
gender
and
education policies, the country faired quite
poorly.
The
issue
of
the
social/political/economic context was seen to
play a major role in the case of Zimbabwe.
Political will is a critical area of advocacy in
Zimbabwe. Specifically we recommend that
advocacy and campaign efforts should focus
on:
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1. Increased expenditure in education
and programmes that can cushion
parents in the hard economic times.
2. Like the other countries piloted in this
score card, FAWE Zimbabwe can take
up the issue of corruption as a key
advocacy area since even the meagre
resources allocated into education
many not reach the targeted if
corruption persists.
3. There is need for campaigns and
awareness among communities to
take their children especially girls to
school and keep them there. Despite
the challenges the people are facing,

a concerted campaign on the
importance of educating all and
especially girls should be a priority for
FAWE Zimbabwe.
Working with
media and religious institutions may
be effective in this area.
4. Need to lobby for government
support in TVET where many girls are
enrolled – and addressing the gender
gaps therein especially with regard to
choice of courses.
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Appendices

APPENDIX 1
ENGLISH-SPEAKING COUNTRIES IN EASTERN AND SOUTHERN AFRICA
WITH FAWE NATIONAL CHAPTERS
Countries

Remarks

Lead researcher

Selected
Selected
Not Selected – unable to get a lead researcher
Not selected – political situation may have had
challenges accessing data
Not selected – a new state, hence may not have the
structures that can be comparable with the other
states
Selected
Selected
Not selected – Tanzania chosen due to the history of
the two countries (i.e. they are united)

Dr. Emebet Mulugeta
Dr. Simon Kangethe Ngigi

Southern Africa
9
Malawi
10 Namibia

Selected
Selected

11
12
13

Swaziland
Zambia
Zimbabwe

Selected
Selected
Selected

Dr. Grace Chiuye
Immaculate
MogotsiSechogele
Simelane, Nomcebo Olivia
Ms Audrey Mwansa
Sunungurai
Dominica
Mutanga

Total

Nine countries

East Africa
1
2
3
4

Ethiopia
Kenya
Seychelles
Somalia

5

Southern
Sudan

6
7
8

Tanzania
Uganda
Zanzibar

Prof. Penina Mlama
Dr. Aramanzan Madanda, PhD
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APPENDIX 3
Gender
Barriers to
Education
[GBE]

Child labour

HIV
prevalence

Child
marriage

Poverty

Political will
[PW]

Education
policies
[EP] score.

Gender Equality in Education Score Card Methodological matrix
Percentage of economically
Child labour = (100 – Percentage of
www.unicef.org/sowc
active female children ages 7economically active female children
14 years.
ages 7-14). Child labour score ranges 0
-100 with 100 being the best. Score of
100 means no child is engaged in child
labour. This indicator is awarded a
weight of 30
Prevalence of HIV among
HIV prevalence = (100 – Prevalence of
www.unicef.org/sowc
females aged 15 – 24 years.
HIV female % ages15 – 24). A country
that has zero prevalence of HIV among
females aged 15 – 24 was awarded the
maximum. It would be unfair to punish
a country due to HIV prevalence, thus,
this sub indicator will have a weight of
10. However high HIV prevalence is
one among many factors that may keep
a girl out of school.
Percentage of girls married
Child marriage = (100 – percentage of
www.unicef.org/sowc
before 18 years (the social
girls married before 18 years). A
phenomenon of marrying
country that has no girls marrying
young girls below the age of
below the age of 18 will be awarded the
eighteen to fully-grown men).
maximum score of 100. This sub
indicator is awarded a weight of 30
Percentage of the population
poverty score = (100 – percentage of
www.unicef.org/sowc
living below the poverty line
population below poverty line). The
(PPP US$1.25 a day).
score range is 0-100, 100 being the best.
This sub indicator is awarded a weight
of 30
Policy framework to address
Measurement of education policy score (specifically FPE)
gender gaps in education.
was based on the existence of
Countrys’ MoE data bases
These are:
respective policies. If the policy exists
and is fully implemented the country
free primary education
scores the full mark that is 100. If on
[FPE] policy
teenage pregnancy return to the other hand the policy exists but
partially implemented then the country
school [TPG] policy

Determination of GBE
Gender Barriers to Education
[GBE] Index is calculated by
determining weighted average
of the four indicators namely;
Child labour, Child Marriage,
HIV prevalence and poverty.
The weighted average formula
used:
GBE score = ((child
labour*30) + (Child
Marriage*30) + (HIV and
AIDS prevalence*10) +
(poverty*30))/100. GBE index
was determined by dividing the
GBE score by 10

Determination of PW
Political will index is
determined by calculating the
weighted average of EPE, PEE
and TI scores. EPE and PEE
are each awarded a weight of
16 while TI is awarded a
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scores 50. Lack of policy leads to the
policy on orphans and
vulnerable children [OVCs] penalisation of the county with a score
of zero. The EP score was determined
policy on physical and
by multiplying the average of score for
sexual harassment [PH]
all the policies by ten, that is: EP score
policy on legal ban on
= (FPE + TPG + OVC + PH + PP + BS
physical punishment [PP]
+ TB + SF + SB + NCI + ENCs +
Policy on establishment of
ENUv + GRT + GRUv) /14*10. EP
boarding schools [BS]
Policy on gender responsive score, range - 1 to 10.
text-books [TB]
Policy on school feeding for
all primary school children
[SF]
Policy on award of
scholarship and bursaries
[SB]
Other Non-cash incentives
for girls [sanitary towels,
uniform] [NCI]
Policy that Favour
enrolment of girls to
Secondary schools [ENSc]
Policy that favour
enrolment of girls to
universities [ENUv]
Policy favouring one third
of either gender in
recruitment of teachers
[GRT]
Policy favouring one third
of either gender in
recruitment of university
lecturers [GRUv]
Public
expenditure
on

Total public expenditure
(current and capital) on
education expressed as a

The measurement of this indicator is
based on the Education for All (EFA)
Fast Track Initiative (FTI) benchmark

http://www.uis.unesco.org

weight of 12. Thus PW score is
determined as follows =
((EPI*16) + (PEE*16) +
(TI*12)) / 44. The score ranges
from 1 to 10, ten being the
best.
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Education
[PE]

Corruption
index [TI]

Educational
resources and
opportunities
[ERO]

Gender
parity in
education
[GPE]

Gender Equality in Education Score Card Methodological matrix
percentage of Gross domestic
that low income countries have the best
product (GDP). Public
chance of achieving universal primary
expenditure on education
education if they spend at least 20% of
represents government
their public expenditure on education.
political will into financial
Countries that have attained the EFA
support.
FTI benchmark of 20% are awarded the
maximum score of 100. Determination
PEE score for countries that have not
attained the FTI benchmark is based on
the formula [(PEE/20)*100]. To arrive
at the PEE index, the country's PEE
score is divided by 10. This results to a
numerical score, PEE index ranging
from 0 - 10, ten being the best.
Transparency international
TI is determined by use of raw
http://www.transparency.org
(TI) corruption index.
transparency international (TI)
corruption index. The TI ranges from 0
– 10, 10 indicating the least corrupt
Basic education traditionally
http://www.uis.unesco.org
Girls without Primary Education
refer to only 9 years of
= (100 – NER of Girls in Primary
schooling, i.e. up to age 15 or
School). The score ranges from 0-100
more precisely lower
with zero being the best. A score of
secondary level. Gender parity zero indicates all girls have primary
in education has the goal of
education.
the equality of the genders in
Girls without secondary Education
education. Gender parity in
= (100 – NER of Girls in Secondary
education is measured through School). The score ranges from 0-100
the use of four sub indicators
with zero being the best. A score of
namely:
zero indicates all girls have secondary
• Gender parity in primary
education.
education (girls without
Women without Basic Literacy
primary education),
= (100 – female adult literacy rate). The
• Gender parity in secondary
score ranges from 0-100 with zero
Education (girls without
being the best. A score of zero indicates
secondary education),
all women have acquired basic literacy.
• Gender parity in literacy
Primary completion rate for
(women without basic literacy.
females
Basic literacy for the
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population greater than 15
= (100- Primary completion rate for
years of age is an important
females). The score ranges from 0-100
indicator of the historical
with zero being the best. A score of
importance accorded to
zero indicates all primary girls have
investments in education and
achieved 100 percent completion.
adult education in particular.
A literate person according to
Determination of gender parity in
UNESCO refers to a person
education [GPE]
who can, with understanding,
The average of the four sub indicators
both read and write a short
namely Gender parity in primary
simple statement on his or her
education [GPPE], Gender parity in
everyday life.
secondary Education [GPSE], Gender
• primary completion rate for
parity in literacy [GPL] and primary
females
completion rate for females [PCR] was
used to determine [GPE]. GPE score is
determined by the formula:
GPE = [(100 - (GPPE + GPSE + GPL +
PCR) / 4) /10].
Gender parity in education score ranges
range 0-10, with 10 being the best.
Quality inputs [QI] is
http://www.uis.unesco.org
Teacher shortage
measured through the use of
Determination of teacher shortage is
Three sub indicators namely:
based the actual primary and secondary
Teacher shortage: the
school aged population. Measurement
number of teachers
of teacher shortage is based on the
required.
Education for All [EFA) Fast Track
initiative benchmark of 40:1pupil:
Untrained Teachers: the
teacher ratio. Thus teacher shortage is
number of untrained
determined by dividing the difference
teachers by the actual
between required and actual teachers
number of teachers and
engaged across primary and secondary
multiplying the divided by
by the number of required teachers and
100
Teacher-pupil ratio: number then multiply by 100.
of teachers in relation to the The formula adopted:
Percent shortage = [100 – (((Required
number of students in a
teachers – Actual teachers) / Required
class.
teachers) x 100)].
The required number of teachers is

Determination of QI
QI score is determined by
calculating the arithmetic
average of for the three sub
indicators namely Teacher
shortage, Untrained Teachers,
Teacher-pupil ratio.
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determined by dividing total student
population across primary and
secondary by 40. That is:
Required teachers = total student
population)/40. If there is no teacher
shortage the country is awarded the
maximum score of 100. To get the
teacher shortage index, the country's
Percent shortage is divided by 10 to
arrive at the numerical value range 0 10, ten being the best.
Untrained Teachers
The measurement of this sub indicator
is determined by dividing the number of
untrained teachers by the actual number
of teachers and multiplying the divided
by 100.
The formula used:
Percentage trained teachers = [100 (untrained teachers/actual
teachers)*100 is used to calculate
Percentage of trained teachers. The
score for this sub-indicator are
equivalent to the percentage of trained
teachers. The score range is 0 – 100,
100 being the best. If all teachers are
trained the country scores the maximum
100 marks. To obtain the trained
teacher index, the country’s score is
divided by 10 to get a numerical value
(index) range 0 -10, ten being the best.
Teacher-pupil ratio
Teacher pupil ratio is arrived at by
dividing the total number of students
across primary and secondary by the
number of teachers across the two
levels. The formula used: teacher pupil
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Gender
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index (GII)
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ratio = (number of pupils enrolled in
primary and secondary schools/ number
of primary and secondary school
teachers). Determination of teacher
pupil ratio score is based on the EFA
minimum Fast Track Initiative
benchmark of 40:1. Thus, if a country
teacher pupil ratio is less or equal to
40:1, then the country scores maximum
score of10. If the country’s pupil
teacher ratio is higher than 40, then the
following formula is applied to
determine the teacher pupil ratio: [10(teacher pupil ratio/10). The teacher
pupil ratio index range is 0 – 10 with
ten being the best.
The Gender Inequality Index
GII varies between zero (when women
http://hdr.undp.org
is a composite measure
and men fare equally) and one (when
reflecting inequality in
men or women fare poorly compared to
achievements between women the other in all dimensions). Thus,
and men in three dimensions:
higher values of the GII indicate worse
reproductive health,
achievements. For this reason and for
empowerment and the labour
the sake of uniformity of scoring, to
market. The health dimension
rank the country on basis of GII the
is measured by two indicators: following formula is used:
maternal mortality ratio and
GIS = (1 – GII)
the adolescent fertility rate.
The empowerment dimension
is also measured by two
indicators: the share of
parliamentary seats held by
each sex and by secondary and
higher education attainment
levels. The labour dimension
is measured by women’s
participation in the work force.
The Gender Inequality Index
is interpreted as a percentage

Determination of gender
inequality in society [GIS]
GIS = (1 – GII)
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loss to potential human
development due to shortfalls
in the dimensions included.
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APPENDIX 4
COUNTRY RANKING BY THE FOUR DIMENSIONS
A. Gender Barriers to Education (GBE)
Country

Child
labour
female

HIV prevalence
female 15-24

Child
marriage

Poverty

Barrier to
education
[weighted]

Gender
Barriers to
education
score

Rank

Kenya

75

98

75

80

78.8

7.88

1

Namibia

88

98

91

51

78.8

7.88

1

Swaziland

91

93

95

37

76.2

7.62

3

Tanzania

72.9

98

75

66

73.97

7.397

4

Zambia

88

96

58

36

64.2

6.42

5

Uganda

64

98

46

48

57.2

5.72

6

Zimbabwe

86

97

66

0

55.3

5.53

7

Malawi

60.6

97

61

26

53.98

5.398

8

Ethiopia

52.9

0

51

61

49.47

4.947

9

B.

Political Will Score (PW)

Country

Educational
policies
[EP]

Kenya

8.2

Public
expenditure on
education
[PE]
10.0

Corruption
index
[TI]

Political will
score
[PW]

Country Rank

2.1

7.7

1

Tanzania

7.9

9.0

2.7

7.3

2

Namibia

5.4

10.0

4.4

7.0

3

Ethiopia

5.7

10.0

2.7

6.8

4

Malawi

5.4

9.5

3.4

6.6

5

Zambia

7.5

7.0

3.0

6.4

6

Swaziland

4.3

10.0

3.2

6.4

7

Uganda

3.9

9.5

2.5

5.9

8

Zimbabwe

5.0

2.5

2.4

3.5

9

96

97
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C.

Educational Resources and Opportunities (ERO)

Country

Zimbabwe
Namibia
Zambia
Uganda
Swaziland
Kenya
Tanzania
Malawi
Ethiopia

Gender parity in
education
[GPE]
7.3
6.7
6.8
5.9
7.3
6.7
5.7
5.6
5.3

Educational Resources and
Opportunities
Score
[ERO]
8.3
7.9
7.7
7.4
7.0
6.9
6.5
5.9
5.5

Quality inputs
[QI]
9.8
9.9
9.2
9.7
6.7
7.4
7.8
6.3
5.8

Rank

1
2
3
4
5
6
7
8
9

D. Gender inequality in society (GIS)
Country

Gender inequality
index
(GII)
0.466
0.546
0.577
0.583
0.59
0.594
0.627
0.627
d.n.a.*

Namibia
Swaziland
Uganda
Zimbabwe
Tanzania
Malawi
Kenya
Zambia
Ethiopia

Gender inequality
in society
(GIS)
0.534
0.454
0.423
0.417
0.41
0.406
0.373
0.373
.

Rank

1
2
3
4
5
6
7
8
-

*Data not available
Gender Equality in Education (GEE); overall country ranking
Country

Namibia

Gender Barriers
to education
[GBE]
7.9

Kenya

7.9

Tanzania

7.4

Swaziland

7.6

Zambia

6.4

Uganda

5.7

Malawi

5.4

Ethiopia

4.9

Zimbabwe

5.5

*Data not available

Political
Will [PW]

6.8
7.2
6.9
6.1
6.1
5.6
6.3
6.5
3.4

Educational Resources
and Opportunities
[ERO]
7.9

Gender
inequality
index [GII]
0.534

GEE
score

Rank

6.663

1

6.9

0.373

6.543

2

6.5

0.41

6.215

3

7.0

0.454

6.037

4

7.7

0.373

6.060

5

7.4

0.423

5.637

6

5.9

0.406

5.406

7

5.5

d.n.a.*

5.336

8

8.3

0.417

4.866
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APPENDIX 5
DATA SOURCES
Child labour: This data was sourced from the world development indicators (WDI) –
www.data.worldbank.org - Economically active children, (% of economically active children, ages 714) - last retrieved in May 2011). Where unavailable, other secondary sources - state of the world
children 2009 www.unicef.org/sowc – inter-governmental, national or civil society publications
available in the public domain.
HIV and AIDS prevalence: This data was procured from world development indicators (WDI) –
www.data.worldbank.org world development indicators (WDI) – www.data.worldbank.org as HIV
and AIDS prevalence as a percentage of ages 15 – 24. In cases where data was not available other
secondary sources - HIV Sentinel Surveillance, 2007.
Child marriage: Data on Percentage of women aged 20-24 who were married before the age of 18
years was sourced from http://www.unicef.org/sowc (1999-2007 tables 9)
Poverty: Data on poverty described as Percentage of the population (both men and women) living
below the poverty line (US$1.25 a day) http://www.unicef.org/sowc 2009
Education policies: data on education policies was obtained from participating countries’ ministries
of education
Expenditure on education: Data on public expenditure on education as % of total government
expenditure was sourced from the UIS database www.uis.unesco.org (last retrieved may 2011) for
the latest available year. Other secondary sources – state of the world children 2009
http://www.unicef.org/sowc were made use of.
Transparency and accountability: The Corruption index was procured from the transparency
international www.transparency.org
Teaching staff - Primary (number of primary school teachers): Data was obtained from the UIS
database www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources
– ministry of education management information systems was used.
Teaching staff – Secondary (number of secondary school teachers): Data was obtained from the UIS
database www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources
– ministry of education management information systems was used.
Total pupil enrolment at primary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
Total student enrolment at secondary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
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Number of female pupil enrolment at primary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
Number of female student enrolment at secondary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
Number of untrained teachers at primary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
Number of untrained teachers at secondary level: Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources –
ministry of education management information systems was used.
Primary school Net Enrolment Rate (NER): Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources
http://www.unicef.org/sowc 2009 data was used.
Secondary school Net Enrolment Rate (NER): Data was obtained from the UIS database
www.uis.unesco.org (last retrieved may 2011). Where unavailable, secondary data sources
http://www.unicef.org/sowc 2009 data was used.
Adult literacy rate: Data was obtained from the UIS database www.uis.unesco.org (last retrieved
may 2011).
Primary completion rate: Data was obtained from the UIS database www.uis.unesco.org (last
retrieved may 2011). Where unavailable, secondary data sources
http://www.moibrahimfoundation.org/the-ibrahim-index 2010 data was used.
Gender Inequality Index: Data was obtained from http://hdr.undp.org (last retrieved April 9 2012).
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APPENDIX 6
DATA COLLECTION TOOL
GENDER EQUALITY REPORT CARD IN EDUCATION FOR AFRICA BY
FORUM FOR AFRICAN WOMEN EDUCATIONALISTS (FAWE)

Gender Equality in Education Questionnaire
Introduction
The objective of this tool is to enable FAWE develop a Gender Equality Report Card for the East and
Southern Africa Region. The main purpose is to use the indicators for gender difference and evaluate
the integration of a gender perspective across the different EFA goals and assess the realities and
results in the different countries.
Instructions:
Please use this Ms Word Template to supply all the data required.
For each of the variables, a web link has been provided.
Use this link to access the data source.
To access the database, click on the www link.
Use the 2010 data from the web link or latest available (if latest data is not 2010, please indicate the
year against the data, e.g. 20% (2009). Should be accompanied with a narrative).
The same condition as above applies for data gathered from country's EMIS
The data required should be entered in the white/non coloured spaces provided.
Please note that in cases where the global data provided in the www link does not reflect the reality
on the ground, insert both i.e. the country figure as in the www link and what you construe to be
actual figure. Authenticity of data source is critical. In such a situation provide a foot note on the
same.
Name of Country Lead (indicate your name)
Country (select by marking with and ‘X’)

Country

[X]

Kenya
Uganda
Tanzania
Ethiopia
Zambia
Malawi
Zimbabwe
Swaziland
Section A: Barriers to education
I. Socio cultural Barriers

Percentage
Male
Female

http Link
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1.
2.
3.
4.
5.

Economically active children, (% of economically
active children, ages 7-14)
HIV and AIDS prevalence as a percentage of
ages 15 – 24
Percentage of women aged 20-24 who were
married before the age of 18 (child marriage)
Teenage mothers (% of women) ages 15-19 who
have had children or are currently pregnant

http://data.worl
dbank.org
http://data.worl
dbank.org
http://data.worl
dbank.org
http://data.worl
dbank.org
http://data.worl
dbank.org

Percentage of women [15-49] undergone FGM

II. Poverty
6. Percentage of the population (both men and
women) living below the poverty line
Section B: Education policies to address gender
disparity

Percent

I. Free primary education

Free

7.

http://hdr.undp.
org

Partial

Not
Free

Indicate whether primary education is free,
partially free (i.e. parents pay some levies) or
not free.

http://www.unic
ef.org
Implementation

Assess existence of policy and extent of
implementation (mark with an "X" where appropriate)
8. Teenage pregnancy return to school policy
9. Policy on Orphans and Vulnerable Children
(OVCs)
10. Policy on sexual harassment in school
11. Legal Ban on physical punishment
12. Policy on establishment of boarding schools
13. Policy on gender responsive text-books
II. Educational incentives (mark with an "X" where
appropriate)
14. Policy on school feeding for all primary school
children
15. Policy on award of scholarship and bursaries
16. Other Non-cash incentives for girls or boys
[sanitary towels, uniform]
II. Affirmative action policy in education (mark with an
"X" where appropriate)
17. Policy that favour enrolment of girls to
secondary schools
18. Policy that favour enrolment of girls to
universities
19. Policy favouring one third of either gender in
recruitment of teachers
20. Policy favouring one third of either gender in
recruitment of university lecturers
Section C: Expenditure on education (insert the country
figure as a percent)
21. Total public expenditure on education as % of
total government expenditure

Fully

Partial

No
policy
Country’s MoE
Country’s MoE
Country’s MoE
Country’s MoE
Country’s MoE
Country’s MoE

Country’s MoE
Country’s MoE
Country’s MoE

Country’s MoE
Country’s MoE
Country’s MoE
Country’s MoE
Per cent
http://www.uis.
unesco.org
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Section D: Transparency and accountability (insert the
country's corruption index by TI)

TI Index
http://www.tran
sparency.org

22. Corruption index [TI]
Section E: Educational resources
I. Educational infrastructure (insert the country figure
as a percent)
23. Permanent well maintained classrooms percentage of schools without Permanent
classrooms
24. Availability of drinking water - percentage of
schools without drinking water
25. availability of separate, functional toilets percentage of schools without separate and
functional toilets
26. Available changing rooms for girls - percentage
of schools without changing rooms for girls
II. Quality inputs (insert the country figure e.g. 300,000)

Per cent
Country’s MoE
Country’s MoE
Country’s MoE
Country’s MoE
Actual
figure

27. Teaching staff - primary (number of primary
school teachers)
28. Teaching staff - secondary(number of secondary
school teachers)

http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
Country’s EMIS

29. Total pupil enrolment at primary level
30. Total student enrolment at secondary level
31. Number of female pupil enrolment at primary
level
32. Number of female student enrolment at
secondary level
33. Number of untrained teachers at primary level
34. Number of untrained teachers at secondary
level
Section F: Gender Parity In Education (in %)
35. Preschool Net Enrolment Rate (NER)
36. Primary school Net Enrolment Rate (NER)
37. Secondary school Net Enrolment Rate (NER
38. Adult literacy rate
39. Primary completion rate
40. Secondary completion rate
41. Transition rate primary-secondary (progression
to secondary school
Section G: Gender Equality in society [range 0 – 1]
42. Country’s Gender development index (GDI)

Country’s EMIS
Male

Female
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
http://www.uis.
unesco.org
EMIS

http://hdr.undp.
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43. Country’s Gender Empowerment Measure
(GEM)
44. Gender inequality index(GII)

org
http://hdr.undp.
org
http://hdr.undp.
org

