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ABSTRACT

Girls in rural areas face a number of challenges in their pursuit of basic education,
empowerment and gender equality. This thesis explores the extent to which gender
equality and empowerment of women have been achieved in education in ward 33 of
Mt Darwin. At the centre is what Zimbabwean government and civil society
organisations such as Campaign for female education (Camfed) have done to
implement strategies addressing challenges affecting implementation and
achievement of MDG 3. A multi-method research strategy, including focus group
discussions, questionnaires administration and interviews, was used in the data
collection process. The findings of the study show reciprocal linkage between
education, empowerment and gender equality. Ward 33 requires integration in
approach from assisting agencies and the general populace if Millennium
Development Goal 3 is to be achieved. Results showed the multiple barriers girls
face in the process of accessing education within the homes, along the way to
school and within the school system itself. Camfed and government’s interventions
have been pointed out to contributing to the achievement of MDG 3 in the ward.
Women'’s quest for equality is evident. Specific actions recommended after this
research include the need for MOESAC to strategically post qualified teachers in
rural areas, sensitization and empowerment programmes targeting men, civil society
organisations and government ministries working with women to intensify advocacy,

capacity building and leadership trainings for women.



Overall recommendation is that there is need to implement MDG 3 beyond 2015 if
rural women are to be integrated into the MDG 3 empowerment and gender equality

agenda.

Key words: MDG 3, rural areas, girls’ education, gender equality, women

empowerment.
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CHAPTER 1

INTRODUCTION

1.1 INTRODUCTION

According to Breines, Connell and Eade (2000:35), inequality is a form of structural
violence and it obstructs development. Breines et al (2000:35) argue that gender
equality should be measured primarily by the factor of economic parity. Recent
statistics show that despite the rising participation of women in education and in the
labour force, imbalanced economic power between men and women still exists. A
major transformation between men and women at economic level would contribute to

the construction of a culture of peace and development.

Zimbabwe, like many countries in the developing world, has not been spared from
gender inequalities and power imbalances in education, decision making and
economic interdependence between men and women. According to the Human
Development Report (2005:39), Millennium Development Goal 3 (MDG 3) in
particular focuses on promoting gender equality and empowerment of women. MDG
3’'s main target is the elimination of gender disparity in primary, secondary and
tertiary education. Its indicators include women’s share in paid employment and
women'’s representation in national parliaments. For the purposes of this study, the
researcher will focus on investigating factors affecting rural girls’ primary and
secondary schooling, specifically homing in on the decrease in girls’ humbers in
secondary schools. The research will also look into how primary and secondary

education affects gender equality and empowerment of women in rural areas. Of

1



importance is also a focus on possible interventions by the community, government
and civil society in ensuring education for girls in rural areas is prioritised, with a view
to attaining parity in the access to, and retention and completion of education and

achieving gender equality and empowerment of women in the long run.

1.2 BACKGROUND TO THE STUDY

In 2000, a total of 189 world leaders met in New York at the World Millennium
Summit. These world leaders agreed on eight goals, known as the Millennium
Development Goals (MDGSs), that nations needed to achieve by 2015, United Nations
Development Programme (UNDP) (2012:2). Eurostat (2010:3) describes the MDGs
as eight goals to be achieved by 2015 that respond to the world’s main development
challenges. The MDGs are drawn from the actions and targets stated in the
Millennium Declaration, which was adopted by the United Nations General Assembly
after the summit. Eurostat (2010:3) explains that the MDGs synthesise, in a single
package, many of the most important commitments made separately at international
conferences and summits in the 1990s. The researcher views MDGs as the driving
force for nations to fast-track their poverty alleviation implementation strategies in
order to accord every human being the right to live free from extreme poverty. The
MDGs touch on the critical areas of development: eradication of poverty; the need to
achieve universal education; promotion of gender equality and empowerment of

women; reduction of child mortality rates; improving maternal health; combating



HIV/AIDS and malaria; environmental sustainability; and expansion of a global

partnership for development.

One key goal, MDG 3, agreed upon by all nations, relates to the promotion of gender
equality and the empowerment of women. MDG 3 has one target, which is the
elimination of gender disparity in primary and secondary education by 2005, and at
all levels of education by 2015. MDG 3 has three indicators: 1) ratios of girls to boys
in primary, secondary and tertiary education; 2) the share of women in wage
employment in the non-agricultural sector; and 3) the proportion of seats held by
women in national parliaments. Given these indicators for measuring progress, it is
safe to argue that gender parity in education will ensure a balance between women
and men in paid employment. Gender parity will also positively affect the positions of

leadership women assume in parliament and even in their local communities.

The background of Zimbabwe’s position on MDG 3 is critical to understand in this
research. To ascertain that MDG 3 is critical to meeting all the other MDGs, the
Government of Zimbabwe, according to the Zimbabwe 2010 Progress Report
(2010:16), has prioritised MDGs 1, 3 and 6 and these are highlighted vividly in
National frameworks. The Zimbabwe 2012 Millennium Development Goals Progress
Report (2012:9) highlights that Zimbabwe has achieved gender parity at primary and
secondary school levels, but the proportion of women in decision making positions is
still very low. According to the Zimbabwe 2012 Millennium Development Goals
Progress Report (2012:32), the Net Enrolment Ratio (NER) for girls in primary and
secondary levels is actually higher than that of boys i.e. 97.9 percent and 97.5

percent respectively. The Zimbabwe 2010 Millennium Development Goals Status
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Report (2010:7) reiterates that girls comprise of 35 percent of the pupils in upper
secondary school and secondary completion rate is higher for boys than girls. Given
these statistics, this writer's major interest is to determine the extent to which these

sentiments relate to girls’ education in rural areas as well.

Makoni (2011:13) gives an overview on the gender machinery articulating that
Zimbabwe created the Ministry of Women Affairs, Gender and Community
Development after independence to manage the participation of women in
development. According to Makoni (2011:4), Zimbabwe is a signatory to a significant
number of international treaties. However, the constitution of Zimbabwe articulates
that an international treaty signed or ratified to by Zimbabwe will not become part of
domestic law unless domesticated through an act of Parliament. This complicates the

implementation of international instruments signed.

MDG 3 is a vital goal since attainment of the other goals is dependent on it. Graca
Machel (Camfed 2010:1) echoes that the struggle for education must be won. And
when the struggle for education is won, other struggles against poverty, war,
ignorance and disease will be easier to accomplish. This demonstrates the centrality
of MDG 3 in the battle to achieve the remaining seven MDGs. The United Nations
Industrial Development Organisation (UNIDO 2008:2) notes strongly that in most
developing countries, gender inequality is a major obstacle to meeting the MDG
targets, which is a particular challenge for women, since they constitute three fifths of
the world’s poor. Therefore, achieving the other goals will not be feasible without
closing the gaps between men and women in terms of their vulnerability, capacities,

access to resources and opportunities in life.
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According to the Africa Partnership Forum (APF) Support Unit Report (2007:8), UN
Secretary-General Ban Ki Moon stated that ‘the Millennium Development Goals are
still achievable only if we act now’. It is against this backdrop that this research seeks
to assess what progress has been made by civil society and government players to

ensure that rural women and girls are part of the empowered population by 2015.

Education is a means to economic, social, spiritual and political freedom. The
researcher agrees strongly with former UN Secretary General Kofi Annan’s sentiment

that:

Education is a human right with immense power to transform and on
the foundation of education rest the cornerstone of freedom,
democracy and sustainable development and building good

governance (UNICEF 1999:5).

Given Africa’s economic growth challenges, and particularly Zimbabwe’s
economic meltdown in the decade from the year 2000 to 2010, education

remains a critical intervention.

Given the link between education, economic empowerment of women and gender
equality, the study deduces how primary and secondary education and equality and
empowerment affect each other, even when the girls become adults. The research
therefore includes the views of women and men who completed primary school, but
did not go on to high school; and women and men who started secondary school and

did not finish it. A cohort of men and women who finished secondary education was



also important in this research in order to understand their views on education vis-a-

vis economic empowerment of women and gender equality.

1.3 STATEMENT OF THE PROBLEM

The United Nations Educational, Scientific and Cultural Organisation (UNESCO
2007:2) states that the world’s 774 million adults lack basic literacy skills and 64 per
cent of these are women. This share, according to UNESCO (2007:2), has not
changed since the early 1990s. According to the Zimbabwean Ministry of Education,
Art, Sports and Culture (MOESAC) (2005:3), enrolments and completion rates,
especially in secondary education, have remained skewed in favour of boys. The
United Nations Children’s Fund (UNICEF) (1999:4) notes that although in most
districts girls’ completion rates in primary schools have been higher, the challenges
girls face in order to transit to secondary schools, and to remain in school once
enrolled, are tremendous. UNICEF (1999:4) acknowledges that the situation is even
worse in rural areas. Owing to inequalities in education at a tender age, women in
rural areas suffer economic marginalisation and economic disempowerment, even in
adulthood. The Department for International Development (UK) (DFID 2009:28)
recognises that poverty will not end until women and men have equal rights. These
include rights to have an accessible education, a life free from enrolment and
completion of education barriers, the right to economic empowerment and gender

equality.

Even though this picture is gloomy, gender inequality and disempowerment of girls

and women in rural areas of Zimbabwe have not received adequate scholarly



attention in the publications and research. It is still not clear what constitutes women
and girls’ needs in the implementation of gender equality strategies. The roles of
each of the stakeholders working to alleviate inequalities and disempowerment are
not clearly defined. The voices of men and women in rural areas like ward 33
articulating the challenges they have faced and the strides made towards the
achievement of MDG 3 has been a missing link in Zimbabwe'’s literature on progress
made on MDGs. Specific activities and actions being taken by civil society and
government ministries in ward 33 to ensure gender equality and women

empowerment remained unclear.

Research was hence needed to be able to determine the factors affecting economic
empowerment, equality and education in rural areas. Having consulted men and
women in Ward 33 community, rural voices have been taken into account in
explaining the extent to which government and civil society are implementing
interventions targeted at addressing the disempowerment and inequalities affecting
women and girls in rural areas. This study is premised on the reality that girls and
women in rural areas face unique challenges in their pursuit of education and
economic empowerment. It therefore seeks to bring out the specific barriers affecting
rural girls in their quest for education, equality and empowerment. The study also
investigates government and civil society’s initiatives in Ward 33 to ensure equality

and empowerment of women are realised.



1.4. GENERAL OBJECTIVE

e To investigate the extent to which gender equality and empowerment in

education have been achieved in Ward 33 of Mt Darwin

1.4.1 Specific objectives

e To ascertain the factors affecting girls’ primary and secondary education
access, retention and completion rates in Ward 33 of Mt Darwin in Zimbabwe

e To establish the extent to which girls’ access to, and completion of primary
and secondary education has influenced their economic empowerment and
gender equality

e To determine the role that Camfed and the Government of Zimbabwe are
playing in ensuring the overall development of the girl child in rural

communities in Ward 33

1.5 MOTIVATION FOR THE STUDY

Several factors motivated the writer to study this topic. The personal narrative as

outlined explains the writer’s drive to undertake this study.

Personal narrative

Having been born and raised on a commercial farm in Zimbabwe in the
1980s, a decent education was a far-off reality. My three sisters and | would
help our mother tend to the commercial farm so she could earn her wages,

pay our fees, and buy us great floral dresses for our upkeep. | cannot
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remember her buying us shoes, despite the long 11 kilometre distance we
travelled by foot to school every day, even when | was only six years old. |
understand this was beyond my parents’ reach. Now as an adult, in as much
as | would not want the same to happen to any child in the world, this
experience gave me a good appreciation of what need looks like and what it

means to be making a difference.

My sisters dropped out of school soon after finishing Grade 7. Transitioning to
Form 1 was a mere dream for me, despite my strong drive of wanting to
become a pilot. It dawned on me soon after Grade 7 results at my rural
school were published that | was the best student with five units. A well-
wisher volunteered to pay my fees and | went to the nearest secondary
school, which was about 17 kilometres away from my rural home. After two
weeks, the well-wisher recommended that | move to the nearest boarding
school so that distances could be a thing of the past.

| sadly did not know that my enrolling in Form 1 was not a guarantee that |
would finish Form 4. The well-wisher never paid my fees until in Form 2. The
only option that was left was for me to drop out of school. For a full year at a
boarding school, determination and perseverance became my fees and my

levies.

My opportunity to continue in school resurfaced when Camfed, a non-
governmental organisation, identified me for support when | was on the verge

of dropping out of school, and started to pay my fees.

So many members of my family and community look up to me for support and
inspiration. | remember very well the words my mother used to always say to
me ‘Ndiwe uchatozotichengeta, Winnie, dzidzanesimba mwanangu’ (We look

up to you to take care of us in the future, Winnie, do your very best in school.)

| finished Form 6, enrolled at the University of Zimbabwe, and completed a

degree in psychology. | went on to do Honours in Development Studies. | am
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now working and | specialise in putting smiles on families’ faces by ensuring

that children like me benefit from their right to education.

My parents were my reason to press on. | had an obligation to take care of
them, which | needed to fulfil. My sisters remained my anchor in times of want
as they would go and do piece jobs in other people’s fields and ensure | had
all I needed in boarding school. Camfed was the biggest surprise life ever

gave me.

Bumpy as it may be, the road to success for a rural girl is a worthy journey.
After all the hustle, ridicule from fellow students and hard work, | still stand
and say all a rural girl needs is an education. When she is educated,

everything changes for the best.

Camfed Impact Report (2010:30) notes that by living in an environment of extreme
poverty, rural women and girls in sub-Saharan Africa remain critically excluded from
education and economic opportunities. Furthermore, because rural areas are isolated
traditional environments, uneducated women gain little knowledge to effect change in
their lives. Hence, poverty, and its associated problems, from gender inequality to
HIV and AIDS, endures from one generation to the next. Having worked for Camfed
for the past 10 years, the researcher has been inspired by the great positive change
rural girls can realise in their own lives and those of their families and the community
at large. She has appreciated the vast potential of economic empowerment and
gender equality that can be unleashed when rural girls have an opportunity to

complete secondary education.
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What the writer saw from childhood inspired her want to dig deeper and find out the
role community stakeholders can play in the fight to attain gender equality and
empowerment of women through girls being able to access school, remain in it, and
complete primary and secondary education. Lewis (2012:2) explains that the cycle of
poverty is a social phenomenon whereby poverty-stricken individuals exhibit a
tendency to remain poor throughout their lifespan and in many cases across
generations. This is because the poor cannot afford education, and the illiterate
cannot hope to earn enough to overcome poverty and be able to send their children
to school. This research subscribes to the notion that education can break the cycle
of poverty in families and communities. What is not clear is the impact of
interventions in rural areas to ensure the education system is made accessible and
the availability of conditions that allow retention and completion, especially for girls.
Above all, the trends that are skewed in favour of boys in the district, as far as
secondary school access, enrolment and completion rates are concerned, have
incited the researcher to find out more about what can be done for girls so that they

enjoy the benefits of education in the same manner as boys.

1.6 SCOPE OF THE STUDY

This research focuses on MDG 3, and specifically Target 1, which looks at gender
parity in primary schools by 2005 and in secondary and other levels of education by
2015. Owing to the size and scope of this research topic, this study concentrates on

girls’ access, retention and completion opportunities in primary and secondary
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schools. Further to this enquiry, the researcher attempts to link the impact of
education on economic empowerment of women and gender equality. The education
cycle in Zimbabwe starts at primary level, Grades 1 to 7; goes on to lower secondary
level, Forms 1 to 4 (O Level), and upper secondary, Forms 5 to 6 (Advanced Level);
and ends at post-secondary level, including universities and polytechnic colleges.
The researcher chose to dwell on the primary and lower secondary levels. In Ward
33, no institution yet provides upper secondary. The few people who go to Advanced

Level (Form 5 to Form 6) do so outside the ward and normally stay with relatives.

This study does not address post-secondary education. However, this is not to
downplay the importance of opportunities for tertiary education. Educational
Pathways International (2010:1) states that university is a critical component of
human development worldwide. It provides not only the high-level skills necessary for
every labour market, but also the training essential for professionals who drive
economies and governments, and make critical decisions for societies and
communities. This same report describes how 24 developing countries experienced
higher economic growth, reduced incidence of poverty, a rise in the average wage,
an increased share of trade in gross domestic product (GDP), and improved health

outcomes by simultaneously raising their rates of participation in higher education

Completing primary education sets a firm developmental foundation for individuals,
and completing O-Level exams with good passes (five subjects) that include
mathematics and English affords a student the opportunity to join tertiary colleges
and polytechnic colleges. UNICEF (2011a:6) correctly notes that by not finishing

primary education, children lack the literacy, numeracy and life skills that are the
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foundations for lifelong learning. For the purposes and size of this research, the study

concentrated on primary and the lower level of secondary education.

Empowerment socially, economically and politically is not possible without educating
women, who constitute 52 per cent of the Zimbabwean population, as reported by
Towindo (2012:4). The 2012 census recorded 100 women for every 93 men in
Zimbabwe. As such, empowering women means empowering the majority of
Zimbabweans. Empowerment of girls through the school system translates to their
participation and involvement in all other facets of life, and secondary education is

vital to basic empowerment and gender equality attainment.

Camfed was chosen because the organisation’s interventions are skewed towards
women’s empowerment and gender equality. Also, girls’ education has been
Camfed’s area of speciality since its inception in 1992. Camfed’s interventions are
programmes and not projects, meaning the organisation works with communities for
the long term, and sustainability is evident in the organisation’s work. Given the
nature of its programmes, Camfed has fostered stronger relationships with
community members. Hence, the researcher is confident that Camfed adequately
represents the civil society organisations that deal with issues of retention, access
and completion rates of girls’ secondary education, gender equality and women

empowerment.
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1.7 LITERATURE REVIEW

Gender equality and economic empowerment are related concepts that should be
analysed with care if one is to do research that seeks to check progress and efforts
being made to ensure female citizens of a country are on the national educational
agenda. Parity in education, which is articulated as the key target of MDG 3, is not
the only variable affecting women empowerment and gender equality. This study will
analyse control over income (economic power), resources and the overall household
responsibility women have and how their education could have a bearing on their
current status. UNDP (2008a:330), using the gender and empowerment measure
(GEM), examined whether women and men are able to actively participate in
economic and political life and take part in decision making. The results of this study
are clear: in most countries, industrial or developing, women are not yet allowed into
the corridors of economic and political power. However, the GEM study results are

silent on what men and women think about this status quo.

Zimbabwe’s economic crisis from 2000 to 2010 had some impact on education as a
system. The current literature does not show clearly to what extent the government
and civil society have implemented MDG 3 in respect of the challenges Zimbabwe
faced during the economic crisis. With only one year left before 2015, which is the
timeframe in which all the MDGs should be achieved, it is important for this study to
seek to understand what other researchers have discovered in relation to

empowerment and gender equality in rural areas.
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The researcher acknowledges the existence of a body of knowledge in the form of
published books, published articles and journals, United Nations (UN) papers and
researches that were done in the area of gender equality and women empowerment.
This literature review connects discussions on women empowerment and gender
equality to the issue of girls’ access to education in rural areas, identifying gaps from

the literature and addressing those gaps in this survey.

According to De Beer and Swanepoel (2002:134), people’s participation in
development implies empowerment, and empowerment implies people’s ability to
participate in development. Rowlands (cited in De Beer 1995:102) argues that
genuine participation means that people must have power to influence the decisions
that affect their lives. Without empowerment, participation becomes ineffective.
Monaheng (1998:38) ascertains that human-centred development requires that
people whose lives are affected must have the power to influence the process of
development and participate fully in determining their own needs. That said, the
guestion arises as to how women can participate when the social and economic
relationships in their homes and communities are unequal. This question thus
necessitates this research, to look at education in rural areas and how it affects
women’s economic empowerment and gender equality. The Government of
Zimbabwe has signed several protocols and declarations in which gender equality
and empowerment of women have been emphasised. Among these declarations are
Education for All (EFA), Convention to Eliminate all Forms of Discrimination against

Women (CEDAW), Beijing Platform for Action (BPfA), and MDGs, from which this
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paper draws inspiration. The literature review in chapter 2 analyses some of these

declarations and interrogates how they have affected women in rural areas.

Civil society organisations have been known for their complementary efforts in
assisting government. The literature review also looks closely at how Camfed, as a
non-governmental organisation, has been instrumental in fighting gender inequalities
and promoting women’s empowerment in rural areas. The programmes run by the

organisation have also been critically articulated in this study.

The literature review provides more detailed definitions and explanations of the key
terms for this study. Among other terms, empowerment, gender equality, parity in
education and development are explained. Chapter 2 also covers the theoretical

framework underpinning this study, that is, the rights-based framework (RBF).

1.8 MOUNT DARWIN AND WARD 33 SCOPE

The study with the objectives outlined above was conducted in the northern part of
Mt Darwin district. According to ZimStat (2012:26), Mt Darwin district has a total
population of 212 190 people. Of this population, 109 120, that is 51.4 per cent are
female, while the remaining 103 070 (48.6 per cent) are male. The district has 40
wards and the particular area in the district in which this study was conducted is

Ward 33.

The major economic activity in this ward is farming, and most are peasant farmers. A

few farmers grow cotton commercially. Owing to the ward’'s proximity to the
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Mozambican border, some forms of informal and formal trading take place within this
society. For example, a wild fruit called masau is used for trade with other regions. It

makes a strong beer called kachasu.

There are two vocational training establishments in the district, namely Chaminuka
and Border Gezi training centres. Border Gezi is a youth training centre, while
Chaminuka accepts enrolment for all ages. Courses at these training centres include
motor mechanics, building, agriculture (farming), carpentry, metalwork, horticulture

and food and nutrition.

The researcher works for Camfed, an organisation whose niche is empowering
communities to realise the potential in their girl children to transform communities
when the girls become educated. The organisation works with mother support
groups, young women school-leavers, school committees, traditional leaders, school
administrators, schoolchildren and communities at large in the bid to advance girls’

education for gender equality and empowerment of women.

The vision of the Ministry of Education Sport Arts and Culture (MOESAC) is of united
and well-educated Zimbabweans with Unhu/Ubuntu, who are patriotic, balanced,
competitive and self-reliant. The vision of the Ministry of Women Affairs Gender and
Community Development (MOWAGCD) is of prosperous and empowered women
and communities that enjoy gender equality and equity. MOWAGCD’s mandate is to
spearhead women’s empowerment, gender equality and equity for community

development.
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1.9. IMPORTANCE OF THE STUDY

Women'’s realities in rural communities create a strong basis for this research. Kehler
(2006:112) argues that socio-economic development and level of service are closely
interlinked with gender. Women constitute the majority of the poor and live mostly in
rural and informal settlements, which have little or no provision of services, including
education. This study therefore puts on the agenda what the Zimbabwe Government
is doing to ensure empowerment and equality through educating girls and rural

women.

The recommendations of this study will be tools for government ministries, civil
society and community stakeholders to refocus educational interventions to include
specific interventions for rural areas centred on access to, retention in and

completion of secondary education, which leads to empowerment and equality.

Women make up about half the adult population and often contribute more than their
fair share to the society, yet their personalities, interests and activities have not
received attention commensurate with their energy in history (Arkpabio 2007:1). The
MDG Achievement Fund (2012:1) states that 65 per cent of the world’s poorest are
women and girls. This alone provides enough evidence to certify why the researcher
has interest in looking at the extent to which MDG 3, Target 1, has been achieved.
Getting the information on what is happening in Ward 33 will provide important facts

for stakeholders who are responsible for making a difference in rural communities.
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1.10 CHAPTER OUTLINE

Chapter 1 introduces the research by providing the background to the research topic.
The statement of the problem is also outlined, thereby leading to the objectives of
this particular research. In a nutshell, chapter 1 contains an outline of the rest of the

dissertation.

Chapter 2 gives a clear indication of the literature that has been covered. It has put
the study in a scope in which it can be understood as far as primary and secondary
education, economic empowerment of women and gender equality are concerned.
This chapter indicates how other researchers link empowerment and equality with
education. In this chapter the study unveils definitions of major terms and
operationalizes these terms. It allows the writer to give her opinions and judgement
over findings in books and sources that were used in the literature review. The
theoretical and conceptual frameworks underpinning this study that show the inter-

relatedness of education, empowerment and gender equality is given in Chapter 2.

Chapter 3 describes the research setting. It gives information on Mt Darwin and ward
33, which is where the fieldwork have been documented. Research instruments are
discussed in detail in chapter 3. This chapter gives the researcher an opportunity to
explain sample designs, techniques, sample size and to acknowledge any
shortcomings in the research design and methodology. This is also where the data-

gathering process is explained and justified.

Chapter 4 builds on chapter 3 by explaining, presenting and discussing the research

results. The main findings are interpreted and summarised. Chapter 4 explores

19



various factors that influence secondary education, women empowerment and
equality in Ward 33, as have been informed by the survey. Of importance in this
chapter are the voices of the community, and of Camfed and government ministries
on what is being done at various levels of community hierarchy to ensure that
empowerment and equality remain at the heart of community planning and

development.

Chapter 5 discusses the main recommendations in line with the main objectives of
the study, in relation to the conceptual framework chosen, the literature reviewed and
the data collected. This is done with the aim of showing connections and
relationships among the concepts that are under study. The study findings in relation
to the objectives this study was set to investigate are determined. Chapter 5 also
shows the implications of the results and suggests recommendations for the way

forward.

Chapter 6 being the final Chapter gives a summary of the whole study. This include
a summary of the problem statement and the methodologies used, further
recommendations, insights, knowledge and inspiration drawn from the study and

specific actions and next steps now that the study is done

1.11 CONCLUSION

Chapter 1 discusses issues relating to the background of the study, the research

guestion, objectives, what motivated the writer to want to carry out this survey. It
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provides the importance of this research. It introduces overall outline of this study.

Chapter 1 gives way to Chapter 2 that details the literature reviewed.
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CHAPTER 2

LITERATURE REVIEW

2.1 INTRODUCTION

This literature review looks critically into the schools of thought and information by
various authors who have written on gender equality and women’s empowerment
and education. Literature from published authors, UN publications, newspaper
articles and journals has been used. This chapter allowed the researcher to learn
what has been done by other scholars, and relate that information to the current
study. This analysis verifies, confirms and, in other instances, gives a different
perspective to the data that were collected in the study. Chapter 2 attempts to give
conceptual and operational definitions of the key terms in this study. The historical
background of education in Zimbabwe and the links between education and
empowerment and education and gender have been unravelled. This chapter
reinforces Hofstee’'s (2006:91) position that a good literature review is
comprehensive, critical and contextualises one’s own research from a wide range of

other researches that had been done before.

2.2 DEFINITION OF TERMS

This section looks at the conceptual and operational definitions of terms used in the
study. Calmorin and Calmorin (2008:235) refer to conceptual definitions as the

meanings of terms that are usually taken from the dictionary, encyclopaedia and
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published books. Calmorin and Calmorin (2008:235) describe the operational
definition of terms as being based on the observed characteristics and how they are
used in the study. Therefore key terms have been explained using conceptual
definitions that have been operationalized in order to give lucid meaning to this

particular research.

2.2.1 Definition of empowerment

Empowerment, and in particular women’s empowerment is a critical concept in this
study, as stated in MDG 3: to promote gender equality and empowerment of women.
Griffin (2003:11) defines empowerment as a process of awareness and capacity
building leading to greater participation, to greater decision-making power and control
and to transformative action. McFadden (1999:85) looks at empowerment as the end
result of challenging existing power structures and relations. Upadhye and Madan
(2012:1), like MacFadden (1999) state that women empowerment can be viewed as
a process in which women challenge existing norms and culture to effectively
improve their status in the family, as well as in society. Kabeer (2001:19) explains
strategic choices that one acquires through empowerment. These include choice of a
livelihood, where to live, whether to marry, whom to marry, whether to have children
and how many, and freedom of movement. Kabeer (2001) limits empowerment to
choices one would have unlike Narayan (2005:5) who adds the notion of control of
one’s resources after the choices have been made. The preceding definitions,

however, do not explain the process of achieving empowerment or factors that affect
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empowerment, let alone in rural communities. But the definitions do provide a scope
through which this study looks at the extent to which activities to fulfii MDG 3 are
undertaken. The researcher concurs with Lincoln, Travers, Ackers and Wilkinson
(2002:274), who argue that men have gained a lot of power not only through their
individual qualities (for example physical strength) but through the long-established
patriarchal societies in which people live. The researcher posits that empowerment is
strongly linked to education because it unravels societal and patriarchal norms,
thereby making women understand their authority and real value as human beings
who deserve to have their human rights observed. In terms of Griffin (2003) and
McFadden’s (1999) definitions, education is the bridge that leads to individuals’

awareness and capacity building, which are among the indicators of empowerment.

Empowerment in this study is thus viewed through the lens of the importance of
ensuring girls receive the education they require and deserve, which leads to their
future economic wellbeing. The literature review also investigates the extent to which
education influences equitability in the distribution of resources and wealth in the
home and community, which are key components of the conceptualisation of
economic empowerment in this particular research. The meaning that the whole
discussion brings is that people are not empowered or disempowered in a vacuum,
but in relation to other people or groups whose lives intersect with theirs. In this
research, the lives of women and girls intersect with those of boys and men in their

communities.
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2.2.2 Definition of gender equality

Gender equality, given its close link with empowerment and being an integral part of
MDG 3, is an important term to define in this study. Reeves and Baden (2008:2)
define gender equality as access to resources and opportunities for boys and girls,
men and women. Reeves and Baden (2008) leave ‘resource access’ hanging. They
do not spell out the equitability need in the access to these resources. Gudhlanga,
Chirimuuta and Bhukuvhani (2012:4537) fill the gap in Reeves and Baden’s (2008)
definition by explaining that gender equality is a social order in which men and
women share the same opportunities and constraints. Gender equity, according to
Gudhlanga et al (2012:4537), recognises the differences between men and women
and accommodates these differences in order to stop the continuation of inequalities
that prevail in communities. MDG 3 measures empowerment of women and gender
equality by parity in education United Nations Population Fund (UNFPA) (2012:221).
This alone, according to the researcher, is an acknowledgement of the vital role

education plays in gender equality.

According to the 2008 UNDP Gender Equality Strategy (2008:2), gender refers to the
social attributes and opportunities associated with being male and female and the
relationships between women and men, boys and girls. The UNDP Gender Equality
Strategy (2008:2) explains that these attributes and relationships are socially
constructed and are changeable, time specific and contextual. Gender determines
what is expected, allowed and valued in a woman and man in a given context.
Subramanian (2003) in this vein notes that masked as culture, these gender

ideologies become stubbornly defended as traditional and immutable. Following the
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latter definition, through the study the writer wishes to bring out what gender equality
in the rural context actually entails and what civil society and government are doing

about it.

2.2.3 Parity in education

Subrahmanian (2003:2) defines gender parity as achieving equal participation of girls
and boys in all forms of education, based on their proportion in the various age
groups in the population. The UNESCO International Institute for Educational
Planning Report (UNESCO-IIEP) (2011:6) reiterates that parity is not a game of
numbers. The UNESCO-IIEP Report argues that while there has been undoubtedly
progress towards gender parity in terms of number of boys and girls enrolling into
schools in many countries, this has not translated to equality. The report (UNESCO-
IIEP 2011:25) notes that gender differences in achievements have remained
significant, even in countries where gender parity has improved. According to the
researcher, this signifies underlying factors that need to be tackled beyond parity.
Hence rural areas must be looked at to understand how girls and women are being
affected by inequalities and gender disparities in education. This writer agrees with
Takyi-Amoako (2008:196), who notes that access to, and duration and quality of
education are all critical elements of an education system if the right skills are to be
conferred. In the same vein, the harsh effects of poverty on women and girls should
not be ignored. Policy change at the highest level — with little being done to challenge
and manage household crises that at times emphasise women subordination due to
its link with restricted domestic systems — may result in little or no change. However,

in the context of rural areas, the cultural mindset shift and peculiar challenges
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associated with gender roles and scarce amenities cannot be ignored. According to
this research, parity in education entails the creation of an equal, enabling
environment for boys and girls to access, progress through and completing
secondary school. According to Unterhalter (2012:67), gender equality and parity in
education have received prominence in international treaties and declarations, but
little has changed in the national and local arena. This researcher looks not only at

the national arena, but at remote and normally abandoned rural areas.

Yet the cycle of education from primary to secondary school should equip girls and
boys to become economically independent and empowered in their adult life. This
research therefore explores the accessibility of education to boys and girls,
conscious of the context and practical circumstances in which children — especially

girls — live in rural communities.

The writer posits that gender parity in education alone does not tell us the rate of
access, retention and achievement for boys and girls. Parity does not give
information about the equality component in relation to accessing education,
progressing through school, and living in a gender-equitable society after school.
Acknowledging the importance of a gender-equitable society, this research
concentrates on what parity in education translates to when one is out of school, that

IS, in the area of economic empowerment.

2.3 THE LINK BETWEEN EDUCATION AND EMPOWERMENT

There is a direct and inseparable link between education and women’s

empowerment. This section demonstrates the link as explained by a number of
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authors. It explains the connections between education and empowerment in relation
to this particular study. To summarise the definitions (section 2.2 above),
empowerment is a social order in which men and women’s opportunities and
constraints are not determined by whether one is born male or female.
Empowerment is a process of awareness and capacity building to greater
participation and greater decision making, the ability to challenge existing power
structures and relations that are not in tandem with one’s ability to take control of
one’s life and destiny. Empowerment is explained as the redistribution of authority

and power across gender, races and individuals (Rowlands 1995).

Education demystifies the longstanding disempowerment of women. According to Nai
(2003:47), education provides the necessary literacy and financial skills in the
modern world. Hoyda and Ankerbo (2003:5) mention five benefits of education:
education makes interaction easier; it significantly improves one’s self confidence; it
makes oppressed groups come together and demand redress; it opens up job
opportunities; and it increases a country’s skilled human capital. Raynor (2006:117)
relates how women in rural Bangladesh are viewed as burdens because of the large
dowry families have to pay off when marrying a girl; the perceived wasted investment
on families when they educate a girl who will be lost after marriage; and the risk a
family reputation runs when a girl breaks the moral codes of purity. The researcher
identifies with Raynor (2006:117), who recognises how through education, these
women’s burdens are turned into capabilities. The researcher, however, views
education as the necessary link that changes in technology, competition and

expertise require for one to survive sustainably in the current world.
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Nai (2003:48) explains how the World Bank views women education as a critical
contribution towards human capital. The human capital approach values the effect of
education on economic production, microcredit, sustainability and income generation.
Such critical impact brought about by education should not be undermined, as it
leads to direct economic empowerment for women when they lift themselves out of

abject poverty.

Education empowers women to promote and access better healthcare and benefits
for women and their children. Nussbaum (2003:344) indicates that education is very
much linked to marriage options, the chances of being subjected to violence, dowry
demands, and financial empowerment, if not financial independence. This notion
acknowledges the empowering change of one’s life experiences and destiny that is
brought about by education. Nai (2003:49) acknowledges that education strives to
change norms and conditions that are detrimental to the interests and welfare of
women. Tasli (2007:29) explores the empowerment approach and how challenges
existing structures in societies that celebrate women’s oppression and subordination.
Women’s gender disempowerment, according to Batliwala (1994:130), is rooted in
the minds of both women and men, and strengthened and protected through social
cultural norms. Education hence presents women and girls with the ability to question
and develop a strong will to change the aversive status quo. This breaks the
traditional and cultural roles and responsibilities of women. Thus through education,
the social and cultural norms that dictate women’s place as being in the kitchen are

challenged. Women through education are seen outdoors, exploring their potential,
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and ensuring a sustainable income, which in most cases enables them to make

decisions over themselves and their surroundings.

Education is not the only factor affecting empowerment, but it is a critical element in
enlarging the gap between the rich and the poor, the powerful and the powerless, the
elite and the common. MDG 3, by having parity in education as its key indicator,
spells out how education is a key determinant in gender equality and empowerment

of women.

2.4 THE LINK BETWEEN EDUCATION AND GENDER EQUALITY

Education is closely linked to gender equality. In the years between 1980 and 2010,
member states around the world, including Zimbabwe, signed a number of protocols
and passed several laws to remove gender inequalities between men and women.
This section brings out the important link between education and gender equality,
and looks at empowerment and gender equality as two related terms that have cause
and effect. This section elucidates how education is such an important tool to
equality. Education, being a key tool to empowerment, opens up avenues for women
to challenge inequalities between men and women and demand equality (Batliwala
1994:136). A World Bank Report (2005:64) explains that gender equality means
equal access to opportunities that allow people to pursue a life of their own choosing
and to avoid extreme voice inequality in decision making. The Global Monitoring
Report (2008:106) brings out the three major elements in equality: equality in
resources, equality in rights, and equality in voice. According to the researcher,

gender inequalities in the home that limit women’s opportunities to unleash their
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potential are significantly dealt with when a woman is educated. Through education,
a woman’s voice is amplified as further opportunities to express self-open up, even

outside the household.

On one side, economic power gives way to better education opportunities (Freire
2000). On the other hand, an opportunity for a better education paves the way for
economic opportunities, as is noted by Stromquist (2009:67). Carr-Hill, Okech,
Katahoire, Kakooza, Ndidole and Oxenham (2001:6) acknowledge that
transformation in societal beliefs and practices in the direction of equality can be
complex to explain, but formal education emerges as an important means to achieve
societal equilibrium. According to Stromquist (2008:26), formal education serves a
larger sector of the community at one goal. Nath (2001:59) shows that discrimination
exists, but with improved progress of the family, the girl is given priority too. Both
Stromquist (2008) and Nath (2001) acknowledge the contribution education plays in
gender equality realisation. Stromquist (2008), however, does not necessarily pay
attention to possible factors such as poverty and economic wellbeing in the family
that may impact on education and perpetrate gender inequalities within a family. Nath
(2001) and Stromquist (2008) agree that education affects gender equality in as

much as it determines the economic status of a family and individual communities.

Early marriage is associated with domestic violence and increased vulnerability to
HIV and AIDS (LeFevre, Quiroga and Murphy 2007:139). This reduces girls’
economic advancement opportunities and accelerates gender inequalities between
boys and girls, men and women. Families, especially the poor in rural areas, allocate

their last resources to education, prioritising it over competing needs such as food
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and health. The preceding argument entails that inequality minimises one’s chances
of being educated, thereby limiting the capabilities one can demonstrate and
demand. It hence follows that education and equality are related concepts that affect
each other directly in most cases. Lack of education leads girls to marry early,
become pregnant early and start child rearing. According to UNICEF (2001:7), on
average, women with seven more years of schooling marry four years later and have
2.2 fewer children than those with no education. Child rearing at a younger age is not
compatible with schooling, which generally results in the young person being socially
excluded in society. The International Centre for Research on Women (2006:1) adds
that child marriage, which is associated with lower levels of schooling, not only
affects the individual girl, but is a barrier to international development goals. ICRW
(2006:2) like (UNICEF 2004:4) comments that a lost opportunity for a girl has wide-
reaching repercussions for her children and total wellbeing. Duflo (2012:1054)
confirms the notion posed by UNICEF in regard to poverty and the sacrifices families
make for girls’ education, especially when a family is in crisis. Duflo (2012:1054)
reiterates that the differential treatment of boys and girls that goes in favour of boys
become acute when the family have challenges and are forced to choose between
the girl and the boy. It inculcates the idea that all children have the same equal rights

and deserve equal treatment regardless of whether they were born male or female.

Education has a major impact on the acceptance of gender equality as a
fundamental social value. Education is central to enhancing gender equality. It is a
way of making known social cultural norms that for centuries have accepted gender

inequalities as normal and a way of life. The Swedish Agency for Development

32



Evaluation (SADEV) Report (SADEV 2010:3) notes that education plays a crucial

role in socialisation and the transmission of social norms and values.

In conclusion, education is a crucial means of enhancing gender equality and
empowerment, which improves one’s quality of life. Education, which leads to
equality, is essential for the ability to exercise one’s rights to empowerment (Sleeter
1991:144). Education can be vital in changing attitudes into accepting equality and
embracing empowerment, which is fundamental. Without education and equality,

girls and women'’s progress and advancement are less likely to be attained.

2.5 AN ANALYSIS OF THE CONCEPTUAL FRAMEWORK

According to Miles and Huberman (1994:18), a conceptual framework describes
beliefs one holds about the phenomena being studied. This can be called idea
context of the study. Miles and Huberman (1994:18) explain that a conceptual
framework can either be presented graphically of in narrative form. It explains things
to be studied and the presumed relationships among them. This writer premised this
study on the rights based framework. The section below explains how education,
empowerment and equality are viewed as a rights issue and hence non-negotiable if

development is to take place in rural areas.

2.5.1 Rights-based framework

When one looks at the consequences of not being educated, and its adverse impact
on gender equality and economic empowerment, education qualifies as a right and

not a privilege. As expressed at the Dakar Declaration (2000), Unterhalter (2012:73)
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argues that achieving equity in education entails putting in place a rights-based
empowerment framework that targets the most vulnerable and transforms power
hierarchies in learning spaces, communities and policy structures in order to give the
poor and vulnerable girls a voice and ensure that their right to quality education is
sustained. Martin and Boesen (2007:11) reveal that poverty is not merely about lack
of resources. Even when the resources are there, the poor may not access them
simply because of who they are, and where they live, and because of neglect or lack
of concern from the rights holders and the duty bearers. Martin etal (2007:4) argue
that rights-based development starts from the ethical position that all people are
entitled to a certain standard in terms of material and spiritual wellbeing. Gender
equality and economic empowerment as a right is then not questionable if they
contribute to making a human being whole and better. The Dakar Declaration,
Education for All (EFA) and ultimately MDG 2 confirm this notion of making girls’

education a basic right.

In the context of this research, girls and women are entitled to economic
empowerment, gender equality and emancipation through education. Women also
have the right to enjoy equality, just as their male counterparts do, be it in the school
system or in the home. Section 2.11 explains international treaties that the
Zimbabwean government signed on empowerment of women and gender equality.
These treaties stress the principles of ethics and of social justice. Governments
therefore have obligations to put in place equitable laws and systems that enable

individuals to enjoy their rights and to seek judicial recourse under the rule of law

34



when they have been violated (UNDP 2010:17). The rights-based approach to

women empowerment therefore looks at all women as rights holders.

According to Subramanian (2003:3), countries that have committed to these
international instruments have clear obligations to progressively realise the right to
education and gender equality in and through education. Rights here are framed in
terms of states’ obligations toward their citizens, for which they can be held
accountable. However, this right to education cannot be analysed in isolation from
the circumstances children and girls face in the communities, given the gender roles
and imbalances between men and women. The women’s empowerment framework,
as highlighted by Longwe (1995), emphasises the rights-based approach when it
states that women and men have equal control over factors of production without
dominance or subordination. Mukhopadhyay, Smyth and March (1999:93) explain
how the women’s empowerment framework looks at practical issues affecting women
and girls, and how these can be addressed with the view to women and girls enjoying
their full potential. This research acknowledges that laws may be there that state the
rights of women and men, but without education that liberates women and men from
the bondage of poverty and ensure positive conscientisation, those rights remain a
dream. The rights-based approach has hence been chosen to give direction to this
research, as it does not leave room to negotiate women empowerment and
realisation for gender equality, but looks at this as the ultimate way to handle

inequalities if girls and women are to be integrated in development.

The rights-based approach to women empowerment and gender equality is critical as

it reinforces the need for policy makers and programme implementers to view
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education, empowerment and equality as prerequisites to human development. The
human rights framework gives no option to decision makers but to ensure that every
human being, regardless of gender or location, enjoys equality (UNESCO 2007:7).
The human rights framework, however, ignores important aspects of societal norms
and engraved values such as patriarchy, which regard men as superior to women. In
this vein, this study reveal how such norms affect equality and how government and
civil society in Ward 33 are dealing with these to ensure that empowerment, equality
through education become a reality for all. UNESCO (2007:13) acknowledges that
education has been formally recognised as a human right since the adoption of the
Universal Declaration of Human rights in 1948. Having MDG 3 for the researcher is a
targeted reminder for member states to ensure education can offer all citizens, even
in the most marginalised of places, an opportunity to prioritise women empowerment
and gender equality with education at the centre. In conclusion, the rights-based
framework, as is brought out by Martin etal (2007:12), seeks to hold governments
and other duty bearers accountable and enables the rights owners to claim those

rights that will be due to them

2.6 TRENDS IN EDUCATION IN ZIMBABWE

Primary completion rates (Table 2.1 below) show significant improvement in primary
schools, where there is now near parity in the country (MOESAC 2005:4). Table 2.2
for secondary schools shows a huge margin between boys and girls as far as
completion is concerned. It reveals that boys have better chances of completing

secondary school than their girl counterparts. By province, Mashonaland Central,
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where Ward 33 is located, is the second worst province, in which girls have the

lowest completion rates. This statistic is captured in Table 2.3 below.

Table 2.1: Primary completion rates trend by gender, Zimbabwe 2000-2004

Years Female Male Total Parity index
1995-2001 72.16 74.17 73.18 0.97
1996-2002 68.86 70.11 69.49 0.98
1997-2003 66.99 67.69 67.34 0.99
1998-2004 67.99 67.26 67.62 1.01

Source: Zimbabwe National Strategic Plan for the Education of Girls, Orphans and other
Vulnerable Children, 2005-2010

Table 2.2: Secondary school completion rates Form 1-4 by gender and parity index
Zimbabwe 2000-2004. (All figures below are given as percentages)

Years Female Male Total Parity index
1997-2000 73.69 82.09 78.07 0.90
1998-2001 74.42 82.16 78.44 0.91
1999-2002 70.96 83.43 77.27 0.85
2000-2003 67.47 71.96 69.80 0.94
2001-2004 70.66 75.27 73.05

Source: Zimbabwe National Strategic Plan for the Education of Girls, Orphans and other
Vulnerable Children, 2005-2010
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Table 2.3: Secondary school completion rates by gender and province, Zimbabwe
2004

Province Female Male Total Female | Male Total
Harare 90.67 94.89 92.73 |12.15 |19.40 |15.67
Manicaland 71.89 76.49 74.36 |8.41 12.34 | 10.46
Mashonaland | 55.03 64.07 60.04 |7.16 10.21 | 8.75
Central

Mashonaland | 68.94 75.50 72.46 | 8.56 9.99 9.30
East

Mashonaland | 68.36 73.93 71.39 | 4.72 9.94 7.44
West

Source: Zimbabwe National Strategic Plan for the Education of Girls, Orphans and other
Vulnerable Children, 2005-2010

Figure 2.1 is an analysis from the Camfed (2012:7) female dropout survey report that
was carried out over a cross-section of rural districts in Zimbabwe. The analysis
brought out the major causes of girls’ drop-out. In percentage, the drop-out causes
are ranked from the most common to the least. Financial challenges are the most
common cause of dropping out of school that was mentioned, followed by family
problems and then marriage. Problems with other students at school, distances to
school and caring for sick family members, though referred to, were the least

mentioned causes for girls’ dropping out of school.
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Figure 2.4: Analysis of female dropouts in rural Zimbabwe (Camfed, 2012:7)

2.7 HISTORICAL BACKGROUND OF THE EDUCATION SYSTEM IN ZIMBABWE

Zimbabwe was a British colony from 1898 to 1980, so for a century Zimbabwe
assimilated white influence. For decades, the whites established themselves as the
superior race, imposing an education system that worked to enhance their own
interests. After independence, Zimbabwe introduced the Economic Structural
Adjustment Programme (ESAP), which again impacted on the education system of
the country. The African Development Bank Group (ADBG) (1997:3) explains that
implementation of ESAP intensified the poverty situation in Zimbabwe. The period
from 2000 to 2010 is known in Zimbabwe as the decade of economic crisis. All the
economic and political changes and developments, at times positively and at other
times negatively, influenced the parity, empowerment and gender equality of the

Zimbabweans.
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2.8 ZIMBABWE EDUCATION SYSTEM BEFORE INDEPENDENCE IN 1980.

Education before independence was controlled to work to the advantage of the
colonisers and not for the empowerment and equality needs of Zimbabweans.
Kanyongo (2005:65) iterates that the colonial government ensured that missionaries
would not ‘overeducate’ Africans. Kanyongo (2005:65) argues that Africans were
given education that was practical in nature and designed only to produce loyal
labourers. Agricultural and industrial education subjects such as carpentry and
woodwork were included. These prepared Africans to be labourers, but not to the
extent that they could compete with Europeans. Zindi (2005:43) gives more clarity to
the whole discussion by saying that in the 1920s and 1930s many whites believed
that Africans were intellectually inferior to them and were suitable only for carrying
out repetitive manual labour. Fusing Zindi (2005), Kanyongo (2005) and Nherera’s
(2005) arguments, the researcher is of the opinion that this pre-colonial education
system further removed the black majority from the corridors of empowerment and
equality. This situation was even worse for the blacks in rural areas, who were
disadvantaged from the onset, because they were moved to infertile lands, where
poverty was inevitable. Critical institutions such as schools, even when they were
built in 1980-1990, were starting to transform a very raw community whose minds
had been twisted to honour the white men, to send their boys to schools only enough

for them to get a white collar job and not to challenge the status quo.
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2.9 ZIMBABWE'’S EDUCATION SYSTEM AFTER INDEPENDENCE

Pupils cannot reach their full potential when denied equal educational opportunities.
The post-independence era tried by all possible means to redress the negative
aspects of the pre-colonial era as far as access and equality are concerned. The
researcher concurs with Zindi's (2005:44) claim that ‘when Zimbabwe achieved
independence in 1980, it inherited an education system based on inequality of
opportunity between coloureds, Indians, Europeans and Africans’. Zindi (2005:44)
notes that despite the change in political power in 1980, some Group A schools
continued to be dominated by whites, who up to 1980 possessed economic power.
This statement supports the reality that economic power has a direct effect on
education and vice versa. The whites who had the money continued to do well in
sending their children to good schools. This is contrary to the black majority who did
not have their economic power in as much as educational situations changed
immediately after independence. Cogniscent of Zindi's (2005:44) advice, Shizha and
Kariwo (2011:5) posit that the after-independence gains in education are being
undermined by factors such as the brain drain and HIV/AIDS. Shizha and Kariwo
(2005:44), unlike Zindi (2005:44) argue that the post-independence status quo is
explained not only by the effects of colonisation, but by aftermath factors such as
skilled personnel moving to other countries and the effects of the HIV pandemic.
Chapman and Austin (2002:4) bring a different approach to this discussion. They
observe that there is general tension in Zimbabwe and at times a direct trade-off
between the political necessity to expand enrolment in schools and the moral

imperative to increase equity, the educational desire to raise quality, and the
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overwhelming need to control costs. The above discussion thus brings out four
factors that have affected the Zimbabwean educational system, that is, colonisation,
the political and economic fluidity of the country, the HIV pandemic and the brain

drain.

Having said that, the writer acknowledges that the Zimbabwean government has
made massive strides in empowering the black majority through education.
According to Makoni (2000:221), when the Zimbabwean government attained
independence in 1980, it committed itself to the provision of universal free primary
education and a massive expansion of secondary schools. According to Makoni
(2000:221), at secondary schools, enrolment rose by 950.5 per cent; secondary
schools increased from 177 to 1484 in 1989; and the teacher/pupil ratio shifted from
1:36 before independence to 1:45 after independence. These margins reflect great
effort and commitment on the part of government. In his journal, Makoni (2000)
acknowledges that the figures do not tell much about gender disparities in enrolment
and access to schools. The writer agrees with Makoni (2000) and points out that in
as much as seeing Zimbabweans in schools was crucial, the empowerment and

equality component between boys and girls remained on the sideline.

Despite the increase in access to and enrolment of children in schools after
independence, the proportion of girls in schools decreased by 1.51 per cent from
43.31 per cent in 1980 to 41.80 in 1988 (Makoni 2000:221). The researcher assumes
that this decrease speaks more to gender differences that were not taken into
account when the whole education system was being designed and expanded.

Mukhopadhyay, Smyth and March (1999:57) iterate that in many societies, women
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and girls do almost all the productive work in the home and community. Post-
independence education policies did not address women’s subordinate role in the
home and community. Oxaal and Baden (1997:5) support Mukhopadhyay’s (1999)
sentiments by arguing that factors such as social and cultural attitudes and policy
priorities are significant in explaining why in most developing countries women’s
enrolment overally is lower than that of men. Oxaal and Baden (1997:6) note
women'’s subordinate role, which at the time of writing this dissertation is still visible in
rural areas, hence the need for this research to investigate what has been done so
far, given the MDGs that have clearer goals to empower women and ensure gender
equality in rural areas. Briefly, the literature shows that after independence, the
education system was transformed in terms of numbers, but no significant change

was noticed in the effect of education on livelihoods.

2.10 ECONOMIC STRUCTURAL ADJUSTMENT PROGRAMME AND THE DECADE

OF CRISIS

Literature reviewed showed economic difficulties such as those faced during the
Economic Structural Adjustment Programme (ESAP) and years between 2000-2010
which are commonly termed the decade of crisis, when Zimbabwe hit inflation rate of
above 4000 per cent. This so much affected the education sector in a very bad way

(Dhliwayo, 2001:4).

Dhliwayo (2001:2) explains that the goal of ESAP in fiscal operations was to reduce

government expenditure through the removal of subsidies, cost recovery, civil service
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rationalisation and parastatal reform. Dhliwayo (2001:7) comments that ESAP had
detrimental effects on the education system as it resulted in swelling numbers of
children dropping out of school. Dhliwayo (2001: 27) argues that teachers’ wages
dropped and this impacted heavily on the education system at large. Makoni
(2000:222) gives the example of the Mexican debt crisis, which reduced education
expenditure from 5.5 per cent to 3.9 per cent between 1982 and 1983. Vedova
(1989:7) in Makoni (2000) reports that during the 1981/1982 Costa Rican crisis, drop-
out rates increased and enrolments decreased. This notion supports MOESAC'’s
(2005:4) statement that when a family is faced with a financial crisis, the first area
they look at to cut costs is education. In rural areas, the most disheartening thing is
that owing to poverty, families are pushed even harder to send boys to school
instead of girls, on the understanding that boys will invest back into the family. Girls,
on the other hand, will marry and, if educated, will enrich the family into which they

marry.

Makoni (2000:225) presents a 55.95 per cent enrolment of boys against 44.05 per
cent for girls between 1990 and 1993. This analysis shows a significant widening
gender disparity gap in enrolment after the introduction of ESAP. Makoni (2000:227)
acknowledges the existence of certain disadvantages for girls, even before ESAP. In
as much as this study looks objectively into factors affecting girls’ enrolment and
access to schools other than economic hardships brought about by ESAP, the

researcher is of the opinion that economic hardships impact further on education.

44



2.11 PROTOCOLS, DECLARATIONS AND LEGAL FRAMEWORKS SUPPORTING

GENDER EQUALITY AND WOMEN EMPOWERMENT

Zimbabwe, like many African states, has signed protocols and policies in which it has
been agreed by heads of state to end gender inequality and empower women at
regional and international level. Every person possesses rights that describe to what

he or she is entitled (UNICEF 2012:6).

The African Union Solemn Declaration on Gender and Equality in Africa (SDGEA)
commits African leaders to report on progress of gender equality and women’s

empowerment on the continent

The declaration calls heads of African states to reaffirm their commitment to the
principle of gender equality. Heads of States agreed to expand and accelerate efforts

to promote gender equality at all levels.

Among other declarations is the Convention on the Elimination of All Forms of
Discrimination against Women (CEDAW). UNICEF (2011:15) argues that by
accepting the 1979 CEDAW Convention, states committed themselves to taking
measures to end discrimination, which includes exclusion of women in all facets of
life. MDG 2 advocates for universal primary education for boys and girls. MDG 3, on
which this study is premised, aims at empowering women and ensuring there is
gender equality globally. In signing the 1995 Beijing Platform for Action (BPfA),
governments committed to promoting an active Vvisible policy of gender
mainstreaming in all their policies. Reilly (2005:188) affirms that the Beijing Platform

for Action (BPfA) was a campaign that sought to situate emerging global
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commitments to women within human rights frameworks that were informed by
feminist principles. BPfA is a sign in Zimbabwe’s political will to see women

economically empowered and to have women'’s rights to equality observed.

In Zimbabwe, the latest Gender Policy Implementation Strategy and Work Plan
covers the period 2008-2012 (MOWAGCD 2007:1). This strategy seeks to
operationalize the commitment of government to gender equality and women’s
empowerment derived from regional, national and international statutes, conventions,
declarations and decisions. As stated in MOWAGCD (2007:1), the National Gender
Policy is the key policy framework for achieving gender equality and women’s

empowerment.

Several statutes are in place to provide the legal framework for the attainment of
gender equality and women’s empowerment. These, according to the National
Gender Policy (2007:1), include the Matrimonial Causes Act (1986), Sexual
Discrimination Removal Act (1920), Minimum Wages Act (1948), Equal Pay
Regulations Act (19850, Sexual Offences Act (1997) and Domestic Violence Act
(2006). At regional level, according to UNDP (2008:6), Zimbabwe signed the
Southern African Development Community (SADC) Declaration on Gender and
Development. This declaration seeks to ensure equal participation of women and
men in development, and SADC member states must put in place mechanisms and
processes for the eradication of violence against women and children. Following the
discussion above, Zimbabwe, as a member of the African Union (AU), has signed the
Protocol of the African Charter on Human and People’s Rights on the Rights and

Welfare of Children. Zimbabwe is therefore signatory to several regional and
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international conventions and agreements that seek to empower women and ensure

gender equality.

2.12 CONCLUSION

Defining key terms like empowerment, gender equality and parity in education made
the literature reviewed relate to this study. Chapter 2 explored the link between
education, empowerment and gender equality. The Rights Based Framework which
is guiding this study was explained. The Zimbabwe education system enrolments and
completion rates were analysed thereby putting Zimbabwe’s education system in a
context it can relate to gender equality and empowerment of women. Zimbabwe’s
education system before and after independence was discussed. Chapter 2 explains
the protocols, legal frameworks and declarations supporting gender equality and
empowerment of women It ends by discussing the economic adjustment programme

and the decade of crisis that had detrimental effects on education
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CHAPTER 3

RESEARCH METHODOLOGY

3.1 INTRODUCTION

This chapter gives a description of the procedures and processes that were involved
in collecting primary data for this research in which a case study method was used.
Dooley (2001:3) explains that research methodology is the means through which
data are collected and put together to substantiate study findings. The writer utilised
guestionnaires, one-on-one interviews and focus group discussions as data
collection tools for this research. Chapter 3 outlines details of the road travelled to
obtain the research data. An explanation is given of the tools, samples of the
research subjects, how and why this was done, discoveries made in the process, the

challenges, and details of the data collection methods.

3.2 RESEARCH AREA

This research was carried out in a rural setting, that is, Ward 33 of Mt Darwin district
in Zimbabwe. Geographically Ward 33 is located 70 kilometres from Mt Darwin town
centre. The ward is part of Mt Darwin North constituency. Ward 33 comprises
Chigango, Gomo, and Zambezi villages. The research was conducted in two of these

villages, that is, Chigango and Zambezi. Two of three villages were selected to
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ensure the validity of the research and elicit a balanced opinion of the survey to allow
generalisation of findings. The two villages share geography, climate and scenery.
Interventions in the ward are the same because the ward has one councillor, Mr
Mutopa. The only secondary school in the ward is in Chigango village, while both

villages have a primary school.

Ward 33 was chosen purposively by the researcher as the area of study owing to its
remoteness, which is typical of rural areas in Zimbabwe. Bernard, Pelto and Werner
(2000:42) note that in purposive sampling, the key informants should be well versed
in the topic and willing to share information. Having grown up in Ward 33, the
researcher had some assurance that the population would share their experiences
on education, empowerment and equality openly. Furthermore, Ward 33’s
remoteness, its proximity to the border with Mozambique and, among other qualities,
the scarcity of schools qualifies this ward as a true reflection of rurality in Zimbabwe.
The researcher was interested in finding out the extent to which equality and
economic empowerment have been implemented in rural areas that are seldom
sampled for investigation, owing to being hard to reach and because of the costs
associated with doing research in these communities. The researcher’s assumption
is that indicators of economic empowerment and gender equality are contextual. The
way in which rural women and men perceive equality and empowerment is likely to
be different from the way the same concepts are perceived in urban areas. Hence, it

was worthwhile to choose Ward 33 of Mt Darwin as the area for this research.
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3.2.1 Economic activities in Ward 33

The Ward 33 community practises subsistence agriculture. The few farmers who
cultivate cash crops grow cotton. Cotton thrives in this area owing to its resistance to
drought and heat. An insignificant population grows tobacco. The area falls in region
IV of the geographical precipitation zone, whose rainfall is very low. Natural region 1V
Is a semi-extensive farming region, covering about 38 per cent of Zimbabwe. Periodic
seasonal droughts and severe dry spells during the rainy season are common. Crop
production is therefore risky, except in certain favourable localities, where limited
drought-resistant crops such as sorghum and rapoko are grown. Farming is based on
livestock and drought-resistant fodder crops. The most common fruit is masau, which
the communities sell in major cities and barter with other communities outside the

ward.

As part of the data-gathering technique, the researcher was interested in
understanding activities by Camfed and government to enhance the economic
empowerment of women and gender equality. Given the close interconnectedness
between gender parity in education, empowerment and gender equality, the
researcher wished to elicit how the economic activities in this area bear on the
economic empowerment of women and on gender equality of the men and women in

Ward 33.
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3.3 RESEARCH METHODOLOGY USED

Qualitative and quantitative research, focusing mainly on collecting qualitative data
was done. Focus group discussions, one on one interviews and questionnaires were

the data collection methods that were used.

3.3.1 Qualitative data

Qualitative data collection using focus group discussions and one-on-one interviews
was done for this research. Flick (2002: x) defines qualitative research as a type of
research that intends to approach the world ‘out there’ (not in specialised research
settings such as laboratories) to understand, describe and sometimes explain social
phenomena from the inside by analysing people’s or individual's experiences and
unpacking how people construct the world around them, what they are doing and
what is happening to them in terms that are meaningful and offer rich insight. Punch
(2004:4) simplifies the qualitative research definition as empirical research in which

the data are not in the form of numbers.

Patton (2002:17) acknowledges interviews as one method of collecting qualitative
data. For example, the following open-ended question was asked: ‘Are there
activities being implemented by MOESAC, Camfed or MOWAGCD that aim at
empowering women economically and ensuring gender equality in this ward?’ As a
follow-up, the next question was ‘If your answer above is yes, explain what these
activities are?’ Such questions ensured that respondents would give as much
qualitative information as possible, since they were not restricted in what they could

say. Probes in interviews and focus group discussions yielded in-depth responses
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about people’s experiences, perceptions, opinions, feelings and knowledge. As an
example, in one of the focus group discussions, women were asked why they said
they did not make decisions in the home. One respondent answered: ‘What can we
make decisions on in the home, as poor as we are.” The researcher asked what they
meant and why they described themselves as too poor to make decisions when they
were married women. These probes brought out more information that was not
anticipated by the writer. Qualitative data made the data collection process so

informative and interesting.

Data that were collected consisted of verbatim quotations with sufficient context to be
interpretable. For example, on explaining their powerlessness as women and how
they are not valued by their husbands, one respondent was asked why they did not
go back to school to further their studies, if they thought lack of education was their
major enemy in economic empowerment and gender equality. The respondent
replied that the husband would say: ‘What on earth would you produce even when
you go to school. You failed to attend school when you were at your mother’s house
and you want to do it here? Now this is not the place where you can do that.” Such
verbatim statements made the researcher understand the struggles the women are
facing in their quest for equality and economic empowerment. They illustrated the
kind of lives they lead in their homes and their low negotiation skills and powers as
the men came out so strongly to give decrees and laws in the home. The researcher
observed activities and interactions at first hand. This made understanding of views
and interpretation of opinions more objective and reliable. Patton (2002:17) explains

that data from these kinds of observations consist of rich, detailed descriptions,
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including the context in which the observations were made. According to Cassel and
Symon (2005:21), a qualitative research interview is a method that most research
participants accept readily. Women enjoyed talking about their experiences in
economic empowerment and gender equality, whether it was to share enthusiasm or
to air complaints. During focus group discussions, one could pick up the underlying
understanding and emotions associated with the responses participants gave. These
could have been necessitated by personal experience or by what they observed in
the communities as far as gender equality and women economic empowerment are
concerned. The researchers had an opportunity to probe and seek clarity when an
ambiguous response was given. In the end, they had information that was
satisfactory and could be directly linked to the topic under study, and that made

interpretation easy and cleared a lot of assumptions.

3.3.2 Quantitative data

Mouton (2005:132) states that quantitative methods allow for replicability,
generalizability, and reliability on planning programmes. He stresses how useful the
anonymity of responses is to sensitive topics. To emphasise Mouton’s argument,
Punch (2004:33) states that quantitative data bring out the voices of the respondents
and relate their minds to the study. Quantitative methods assisted the researcher to
learn how many, how often and the extent to which the respondents agreed with a
particular concept. Closed-ended questions determined what proportion of the

audience had certain opinions, behavioural intentions, attitudes to and knowledge of
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gender equality and women empowerment. They ensured that at the end the

researcher had a clear percentage of respondents that were of a particular view.

Quantitative research assesses the extent to which policies on paper have been
implemented. For example, 28 per cent of respondents argued that they understood
gender equality, unlike the remaining 72 per cent. Quantitative data allowed
comparability and assessment of claims that were made during the study. It also

enabled the researcher to understand discrepancies.

3.4 THE CASE STUDY METHOD

In a case study method of data collection, a researcher does an in-depth study of a
phenomenon with a particular group(s) of people or objects (Ranjit 2005:203).
Creswell (2003:61) defines a case study as an exploration of a bounded system
through in-depth data collection involving multiple sources of information-rich text.
The researcher concurs with Morgan and Smircich (2003:96), who argue that the
suitability of a research method derives from the natur