Summative Evaluation
of UNICEF Support for
Education in Zimbabwe
EDF 2012 – 2015
GPE 2014 – 2016
Commissioned by UNICEF Zimbabwe

Evaluation Report
(RFP No. LRFP ZIM/2017 - 9131685)

16 April 2018

Prepared by
Matthew Smith, Team Leader
Penny Chideme, Education Specialist
Catherine Dom, Senior Evaluator
Christine Fenning, Evaluator and Researcher
Beth Hodson, Economist and Analyst
Lancelot Kajokoto, Education Specialist
Abby Riddell, Senior Evaluator

Proposal contacts:

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

ACKNOWLEDGEMENTS AND DISCLAIMER
The Evaluation Team expresses its gratitude to all informants, including school children,
teachers, parents, government officials at national, provincial and districts levels, as well as
to staff of various international development agencies, who kindly took the time to meet us
and give us their view of the education programme interventions in Zimbabwe. Their
support, time and hospitality is highly appreciated.
A special thanks goes to the UNICEF Education Team in Zimbabwe, and especially to Mr.
Kenneth Russell, focal point for this evaluation, for their role in mobilising the evaluation, for
assisting with the planning and facilitation of the inception and evaluation missions and
various meetings in Harare that launched the evaluation process, and for supplying data and
documentation to the evaluation team.
Thank you also to Mr. Shandirai Mugari for his help in arranging the many meetings at the
Ministry of Primary and Secondary Education.
Thank you to Roy Carr-Hill who provided additional support with the data analysis.
Professional Quality Support was provided by Mokoro's Technical Evaluation Manager,
Stephen Lister, and Education Specialist, John Patch.
Full responsibility for this Evaluation Report remains with the authors, and the views it
contains should not be attributed to the United Nations Children’s Fund (UNICEF).

ii

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Contents
Acronyms ____________________________________________________ viii
Executive Summary ______________________________________________ xi
1.

2.

3.

4.

Object and Purpose of the Evaluation ___________________________ 1
1.1

Purpose of the evaluation ___________________________________________ 1

1.2

Scale and Complexity of the object ___________________________________ 2

1.3

Theory of Change _________________________________________________ 6

1.4

Context _________________________________________________________ 6

1.5

The key stakeholders involved ______________________________________ 10

1.6

Evaluation methodology and limitations ______________________________ 10

Methodology _____________________________________________ 11
2.1

EDF and GPE ____________________________________________________ 11

2.2

School Improvement Grants Case Study Evaluation _____________________ 12

2.3

Contribution Analysis _____________________________________________ 13

2.4

Evaluation ethics and quality assurance ______________________________ 13

Evaluation Findings ________________________________________ 15
3.1

Introduction ____________________________________________________ 15

3.2

Context ________________________________________________________ 15

3.3

Assumptions ____________________________________________________ 22

3.4

How relevant are the EDF and GPE Programmes? (EQ 1)_________________ 28

3.5

Human Rights and Cross-cutting Issues (EQ2) _________________________ 33

3.6

Effectiveness (EQ3 & EQ 4) ________________________________________ 43

3.7

Efficiency (EQ5) _________________________________________________ 60

3.8

Management, Coordination and Partnership (EQs 6 &7) __________________ 70

3.9

Sustainability (EQ 8) ______________________________________________ 78

School Improvement Grant __________________________________ 84
4.1

Introduction ____________________________________________________ 84

4.2

Implementation _________________________________________________ 84

4.3

Relevance ______________________________________________________ 89

4.4

Effectiveness ____________________________________________________ 90

4.5

Efficiency _______________________________________________________ 94

4.6

Contribution ____________________________________________________ 97

4.7

Conclusion ______________________________________________________ 98

iii

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

5.

Contribution, Conclusions, Lessons Learnt and Recommendations_____ 99
5.1

Introduction ____________________________________________________ 99

5.2

Contribution Assessment __________________________________________ 99

5.3

Conclusions ____________________________________________________ 106

5.4

Lessons Learnt and Key Recommendations ___________________________ 109

Annexes

___________________________________________________ 118

Annex A Terms of Reference ____________________________________ 119
Annex B Maps _______________________________________________ 131
Annex C

Timeline of how different interventions were rolled out by both GPE
and EDF _____________________________________________ 132

Annex D Post-Independence Country Chronology ____________________ 135
Annex E

Detailed Stakeholder Analysis ____________________________ 137

Annex F

Results Frameworks and Theories of Change _________________ 141

Annex G Evaluation Matrix ______________________________________ 162
Annex H Limitations to the evaluation _____________________________ 180
Annex I

Survey ______________________________________________ 184

Annex J

EDF Expenditure tables, per priority ________________________ 193

Annex K Interview Guides – Approach and Topic Guide ________________ 195
Annex L

Survey Questionnaire ___________________________________ 204

Annex M Detailed timeline of the evaluation including delays ___________ 214
Annex N Schools Visited ________________________________________ 216
Annex O Evaluation Mission Schedule & People Consulted ______________ 218
Annex P

Team Roles and Responsibilities __________________________ 232

Annex Q Context _____________________________________________ 237
Annex R Documents Consulted __________________________________ 244
Tables
Provision of financial support by donor to EDF, Pledge Amount vs. Amount
Received (US$) .......................................................................................... 4
EDF & GPE – total budget ........................................................................... 5
Government Policies ................................................................................... 8
EDF and GPE Theories of Change – Summarised Evaluation Findings on
Assumptions ............................................................................................ 23
School Expenditure per Student by Level of Education and School Category,
2013........................................................................................................ 34
Mainstreaming of cross-cutting issues through EDF ..................................... 38

iv

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Achievement of EDF targets ...................................................................... 41
Extent to which EDF met its end-of-programme targets (2015), by key activity
............................................................................................................... 44
Extent to which GPE met its end of programme targets (2016), by activity .... 48
Overall performance in English and Mathematics since 2012 ........................ 51
Budget GPE and EDF ................................................................................ 60
EDF Funds budgeted, pledge and received.................................................. 61
EDF Funds committed ............................................................................... 62
GPE budget and spend .............................................................................. 64
Value for Money ....................................................................................... 67
M&E system of EDF and GPE – Evaluation Findings ..................................... 75
Lump Sum Grants provided by SIG ............................................................ 85
Overview of eligible/ineligible uses of SIG funds, 2013-2016 ........................ 88
Shift in schools that qualify for SIG ............................................................ 96
Fees paid to auditing firms to conduct independent SIG verification studies ... 97
GPI values for enrolments: 2012-2016 ..................................................... 100
GPI values for ECD enrolments: 2012-2016 .............................................. 100
Detailed Stakeholder Mapping.................................................................. 137
Alignment EDF / GPE Areas of intervention ............................................... 141
EDF and GPE Theory of Change – Assumptions ......................................... 160
Evaluation Matrix .................................................................................... 163
Risks and their influence on the evaluation ............................................... 181
Key steps in the survey ........................................................................... 184
EDF funds budgeted and committed, per priority area ............................... 193
EDF Priority 1: budget and spend............................................................. 193
EDF Priority 2: budget and spend............................................................. 193
EDF Priority 3: budget and spend............................................................. 193
EDF Priority 4: budget and spend............................................................. 194
Schools visited ....................................................................................... 216
List of people consulted .......................................................................... 226
Team roles in the evaluation.................................................................... 234
Government Policies ............................................................................... 241

v

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Figures
Figure 1

Strategic Planning Context ........................................................................ 2

Figure 2

Education System in Zimbabwe ................................................................. 8

Figure 3

Zimbabwe’s education budget, 2012-2016 ............................................... 16

Figure 4

Education budget composition, 2012-2016 ............................................... 17

Figure 5

Breakdown of Zimbabwe’s Education Budget 2016.................................... 18

Figure 6

EDF and GPE financial contribution 2012-2016 ......................................... 19

Figure 7

EDF and GPE contribution, excluding employment cost ............................. 19

Figure 8

Reasons for not attending school ............................................................ 21

Figure 9

Children turned away from school due to non-payment of fees .................. 21

Figure 10

Income distribution P1 & P3 schools, 2012 vs 2016................................... 22

Figure 11

Combined percentage of school's income from parental contribution .......... 29

Figure 12

Mean performance in English and Mathematics by school location since 2012
............................................................................................................ 35

Figure 13

Educational attainment by sex – highest level completed by population aged
15 years and above, 2014 ...................................................................... 37

Figure 14

Overall assessment of interventions, % who rated each intervention 5/5 .... 49

Figure 15

Funds Committed through the EDF and GPE, USD .................................... 61

Figure 16

Budget and spend by priority area ........................................................... 62

Figure 17

GPE: Planned and budgeted spend, '000s USD ......................................... 64

Figure 18

GPE Implementation Plan 2015-2016 ....................................................... 65

Figure 19

SIG as a percentage of school income: 2016 ............................................ 85

Figure 20

SIG as a percentage of Registered P3 schools’ income: 2014-2016............. 86

Figure 21

SIG as a percentage of Satellite Primary Schools’ income: 2014-2016 ......... 86

Figure 22

SIG as a percentage of school income for Satellite secondary schools: 20152016 ..................................................................................................... 87

Figure 23

Shift in SIG disbursements, by province ................................................... 96

Figure 24

Female pass rate in the average (median) primary school, by grant class:
2012-2016 .......................................................................................... 101

Figure 25

Male pass rate in the average (median) primary school, by grant class: 20122016 ................................................................................................... 101

Figure 26

Number of schools by grant class, 2012 vs 2016..................................... 102

Figure 27

Number of pupils by grant class, 2012 vs 2016 ....................................... 103

Figure 28

Number of teachers by grant class, 2012 vs 2016 ................................... 103

Figure 29

Pupil teacher ratio in the average (median) primary school: by grant class,
2012 vs 2016....................................................................................... 104

Figure 30

Income distribution, P1 and P3 schools, 2012 vs 2016 ............................ 106

Figure 31

EDF Logical Framework ........................................................................ 144

Figure 32

GPE Logical Framework ........................................................................ 154

vi

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Figure 33

Inferred Theory of Change – GPE .......................................................... 158

Figure 34

Inferred Theory of Change – EDF .......................................................... 159

Figure 35

Survey responses by province (4/12/2017) ............................................ 185

Figure 36

Combined percentage of school's income from parental contribution ........ 186

Figure 37

Overall assessment of interventions, % who rated each intervention 5/5 .. 186

Figure 38

Are applying what was learnt, % who received training ........................... 187

Figure 39

Materials and equipment received are being used, if applicable ................ 187

Figure 40

17% of survey respondents reported their school participated in ZALP, of
whom most of their learners… .............................................................. 188

Figure 41

15% of survey respondents reported their school participated in Fit for Life, of
whom most of their learners… .............................................................. 188

Figure 42

How many times have District Education Personnel visited your school in the
last 12 months? ................................................................................... 189

Figure 43

Compared with last year, District Education Personnel have visited your
school.... ............................................................................................. 189

Figure 44

After their previous visit, District Education Personnel … ......................... 190

Figure 45

Number of women on an SDC ............................................................... 190

Figure 46

Role of District Office personnel in the preparation of the SDP ................. 191

Figure 47

Main uses of SIG by schools.................................................................. 191

Figure 48

Rating quality of support received from cluster school, scored out of 5 ..... 192

Figure 49

How ready is your school to implement the new curriculum (on a scale of 1 to
5) ....................................................................................................... 192

Figure 50

Zimbabwe GPE Annual Growth Rate ...................................................... 238

Figure 51

Zimbabwe GNI per capita (Atlas method, current USD) ........................... 238

Figure 52

Levels of poverty in Zimbabwe’s districts (2011/12) ................................ 239

Figure 53

Human Development Index 1990-2016 .................................................. 240

Figure 54

Education System in Zimbabwe ............................................................. 241

Boxes
Box 1

Steps in Contribution Analysis .......................................................................... 13

Box 2

Employment costs........................................................................................... 18

Box 3

Example of school addressing water and sanitation issues with SIG..................... 89

Box 4

Examples of what an SDP may contain ............................................................. 93

vii

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Acronyms
AfDB

African Development Bank

AusAID

Australian Aid Programme

BEAM

Basic Education Assistance Module

BSPZ

Better Schools Programme Zimbabwe

CABRI

Collaborative Africa Budget Reform Initiative

CA

Coordinating Agency

CPE

Country Portfolio Evaluation

DAC

Development Assistance Committee

DFAT

Department of Foreign Affairs and Trade (Australia)

DFATD

Department of Foreign Affairs, Trade and Development
(Canada)

Danida

Danish International Development Agency

DiD

Difference-in-Difference

DFID

Department for International Development

DRR

Disaster Risk Reduction

DSI

District School Inspector

EC

European Commission

ECD

Early Childhood Development

ECG

Education Coordination Group

EDF

Education Development Fund

EFA

Education For All

EMIS

Education Management Information System

EMTP

Education Medium Term Plan

EQ

Evaluation Question

ER

Evaluation Report

ERI

Early Reading Initiative

ESA

Education Sector Analysis

ESPR

Education Sector Performance Review

ESSP

Education Sector Strategic Plan

ET

Evaluation Team

ETF

Education Transition Fund

GER

Gross Enrolment Rate

GPA

Global Political Agreement

GPE

Global Partnership for Education

HACT

UN’s Harmonised Approach to Cash Transfers

viii

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

ICE

Independent Comprehensive Evaluation

IFAD

International Fund for Agricultural Development

IR

Inception Report

JC

Judgement Criteria

KAP

Knowledge, Attitudes, and Practices

LANES

Literacy and Numeracy Education Support Programme

M&E

Monitoring and Evaluation

MICS

Multiple Indicator Cluster Survey

MoESAC

Ministry of Education, Sports, Arts and Culture (now the
MoPSE)

MoF

Ministry of Finance

MoFP

Ministry of Finance and Planning

MoHTE

Ministry of Higher and Tertiary Education

MoPSE

Ministry of Primary and Secondary Education (formerly the
MoESAC)

NFE

Non-Formal Education

NGO

Non-Governmental Organisation

OECD

Organisation for Economic Co-operation and Development

OOSC

Out-Of-School Children

OSISA

Open Society Initiative of Southern Africa

OVCs

Orphaned and vulnerable children

PCR

Primary Completion Rate

PED

Provincial Education Department

PEFA

Public Expenditure and Financial Accountability

PLAP

Performance Lag Address Programme

QS

Quality Support

RBM

Results-Based Management

RCT

Randomized Controlled Trial

REACH

Renewed Efforts Against Child Hunger and under-nutrition

RFP

Request for Proposals

SDC

School Development Committee

SDP

School Development Plan

SES

Socio economic status

Sida

Swedish International Development Cooperation Agency

SIG

School Improvement Grant

S/N

Serial Number

STERP

Short-Term Emergency Recovery Programme
ix

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

SUN

Scaling Up Nutrition

TCDP

Teacher Capacity Development Programme

TDIS

Teacher Training and Development Information System

TOC

Theory of Change

TOR

Terms of Reference

TPS

Teacher Professional Standards

TREG

Technical Research and Evaluation Group

UN

United Nations

UNDP

United Nations Development Programme

UNEG

United Nations Evaluation Group

UNICEF

United Nations Children's Fund

USD

United States dollar

VfM

Value for Money

WFP

World Food Programme

ZALP

Zimbabwe Accelerated Learning Programme

ZDHS

Zimbabwe Demographic and Health Survey

ZELA

Zimbabwe Early Learning Assessment

ZIMSEC

Zimbabwe Schools Examination Council

x

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Executive Summary
Overview
1.
This Evaluation Report is for the summative evaluation of UNICEF Support for
Education in Zimbabwe, as provided through the Education Development Fund (EDF I) from
2012 to 2015 and the Global Partnership for Education fund (GPE I) from 2014 – 2016.
2.
The terms of reference (TOR) (UNICEF, 2017c, section 1.4, and also in Annex A)
state clearly that the main objective of this evaluation is “to assess the effect of the UNICEF
support for education in Zimbabwe as provided through EDF and GPE”.
3.
The EDF priority areas examined were specifically: Schools and Systems Governance,
Teaching and Learning, and Second Chance Education. For GPE the following areas were
covered: Professional development for better teaching and learning, Supervision and
management of teacher performance and development, and Strengthened strategic planning
leading to the MoPSE’s Education Sector Strategic Plan.
4.
The total budget for EDF, for the period under review, was USD142,192,801.00, and
for GPE it was USD23,600,158.00. In total the budget for the two programmes was
USD165,792,959.
Purpose and objectives
5.

Eight evaluation objectives were specified in the TOR, namely to,


Assess the programme design (including theory of change (TOC)1),
coordination, management and administrative structures;



Assess the effect of EDF and GPE interventions on the revitalization of the
education sector and the extent to which they have contributed to the system
“achieving universal and equitable access to quality education services for all
Zimbabwean children”;



Evaluate performance of the EDF and the GPE against outcome and impact
indicators and identify factors contributing to change;



Assess the effect of the programme on capacity of the education system at
national, provincial, district and school levels;



Examine whether, and how, financial resources were utilized to ensure best
value for money (VfM);



Identify and document innovations and critical lessons that can be learned
from the implementation of the EDF and the GPE and their policy and
programmatic implications;



Assess the effect of contextual and organisational factors on implementation
progress and programme effectiveness; and,

1

No explicit TOC existed for either programme. The evaluation team has inferred them (see Annex F, Figure 33
and Figure 34).
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Assess whether the various components [of] the two programmes have been
implemented in a cost-efficient way to deliver value for money without
compromising quality of interventions.

6.
In addition, the TOR, requested that the service provider provide a “multi-method
case study of the SIG [School Improvement Grant]…this sub-study should suffice as a standalone evaluation” including assessing the effect of SIG on schools, the extent to which SIG is
providing VfM, and the extent to which it is efficient.
Intended Audience
7.
The evaluation was commissioned by UNICEF’s Harare Office, albeit Annex E provides
a detailed stakeholder analysis of the intended audience for this evaluation report which
includes not only UNICEF but the relevant government ministries in Zimbabwe, relevant
development partners, and a wide range of other key stakeholders working in the education
sector.
Approach
8.
The full evaluation approach and tools, as agreed with UNICEF, are outlined in the
Inception Report (Mokoro, 2017b). Accordingly, this is a theory-based mixed-methods
evaluation, which included an extensive review of relevant documentation, in-depth
interviews with key role-players (more than 100 were consulted, excluding those teachers,
learners and parents who we spoke to during our visits to schools), site visits to schools (17
schools visited, mainly rural primary and secondary schools randomly selected from five
different provinces), and a survey that was distributed to all schools across Zimbabwe (of
which 2612 provided usable responses out of approximately 8,600).
9.
Unusually for an evaluation of this nature nearly every risk identified as part of the
Inception Report (IR) was experienced by the evaluation team (see pp 52 – 53 of the IR for
the full list and Annex H). Whilst the team managed to mitigate the risks to an extent,
several risks encountered do nevertheless have implications for the evaluation, such as the
inordinate delays in the provision of documents and data to the Evaluation Team by UNICEF,
UNICEF’s very weak programme-wide M&E systems, the low response rate to the survey,
and the paucity of analysable data within both programmes which meant an over-reliance on
Education Management Information System (EMIS) data for all quantitative analysis done
during the review.
Key Findings
10.
The critical question the evaluation set out to answer is “did the UNICEF supported
education interventions, as funded through the EDF and GPE, achieve the intended results?”
Our evaluation has largely found in the affirmative. Despite a challenging context (not only a
deteriorating social, economic and political context, but also due to development partners
such as the EU and GIZ failing to meet initial commitments), both GPE and EDF achieved
remarkable successes in delivering the expected outputs.
11.
Moreover, it is our view that EDF and GPE have been influential in contributing to the
positive results noted, such as in ensuring schools continued to function (especially those
without substantial support from parents) through SIG, the development of School
Development Plans (SDPs) and improving significantly the financial management of schools
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and districts, the use of teacher resource centres and the equipping of schools with Early
Childhood Development (ECD) kits, Science kits and the like. In addition, the programmes
have played a positive role by reinvigorating school monitoring through the fuel supplement.
12.
However, as we argue in the report, what GPE and EDF cannot yet be credited with is
the systemic capacity development and systemic functioning of the sector, which has yet to
be fully realized. As we note in the report, this will only happen once the Government of
Zimbabwe provides meaningful financial support to the non-employment costs of the sector.
13.
Relevance: UNICEF delivered well an increasingly ambitious range of interventions,
with a fairly robust internal and external logic (complementarity etc., support to the
Education Sector Strategic Plan (ESSP), and with relevance to the needs and ambitions of
the sector (both words are important). However, the ambitions of the programmes,
developed in the relative optimism of 2011-12, were based on critical assumptions that
proved unfounded over time (and indeed, increasingly unfounded, with the lack of increased
school financing by parents and decreasing levels of public funding for non-staffing costs as
cases in point) whilst at the same time, ambitions continued to grow (the new curriculum for
instance).
14.
The design of the two programmes was not adjusted as certain assumptions proved
to be false, and this thereby undermined their bedrock. For instance, the deterioration of
Zimbabwe’s economy coupled with the President’s decision to increase teachers’ salaries led
to a ‘perfect storm’ and the Government of Zimbabwe’s ‘own contribution’ never
materialised. Yet GPE and EDF continued as planned, and arguably adjusted too slowly to
the economic crisis (i.e. the breadth of neither programme was trimmed).
15.
Effectiveness: Whilst both programmes have been remarkably effective in
promoting gender issues, the gains made on geographical and wealth disparities remain
problematic. We found, for instance, that whilst the SIG has undoubtedly done much to help
support the most vulnerable children, just as real change was beginning in the support given
to orphaned and vulnerable children (OVCs), their payments were excluded and support to
the most fragile, rural schools was cut significantly.
16.
Both EDF and GPE were remarkably effective in meeting expected targets, and in a
number of instances far exceeded the initial targets (e.g. the end of programme target for
ERI was to train 31,354 teachers, yet GPE trained 44,342 Grade 1-3 teachers; EDF expected
to train 8,000 education managers in financial management, yet by the end of the
programme 9,459 education managers had been trained), albeit questions remain over the
quality of the outputs and the extent to which outputs are being used as planned (such as
with regard to Teacher Training and Development Information System (TDIS), EMIS,
Teacher Professional Standards (TPS) and so on). Moreover, to some extent activities that
were particularly resource-intensive (such as those related to Out of School Children)
stopped once initial support ended. Nevertheless, there was strong synergy between
programmes, in addition to a wide range of complementary programmes that ensured that
both GPE and EDF covered far more work than they could have done individually.
17.
Efficiency: From an efficiency perspective, we found that GPE and EDF had
delivered within budget (including responding to unplanned budget shortfalls), that both
programmes had been effective in promoting a strong culture of value for money, and that
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UNICEF had been efficient in developing a strong partnership model which promoted
effective coordination with all the key role-players.
18.
However, whilst the management of both GPE and EDF has been largely efficient, the
evaluation team found that the absence of a programme-wide approach to M&E hampered
the ability to track progress effectively, requiring reporting against sector outcomes and not
merely outputs. For instance, there is a significant difference between providing training (an
output measure) and tracking whether or not trained teachers are implementing what they
have learnt (an intermediate outcome); similarly, there is a difference between measuring
how many schools received SIG (an output measure) and assessing whether or not SIG has
changed the school environment (another intermediate outcome). This output focus,
together with the absence of any revisiting of critical assumptions, resulted in little overall
reflection and no formal lesson learning, with a strong reliance on others (such as DFID or
service providers) to provide meaningful data to track progress against expected outcomes.
19.
Impact: Moreover, by not tracking outcomes it makes it extremely difficult to
develop a nuanced view on the effect both EDF and GPE are having on the sector. So whilst
both programmes had an enormous scope, and were remarkably successful in delivering
interventions, had GPE and EDF tracked outcomes more consistently management of these
programmes would have had a better sense as to the key levers for change. In turn this
could also have helped with prioritising which activities to promote, i.e. those that were
proven to contribute to expected outcomes.
20.
UNICEF has done well to manage and coordinate the two programmes in what began
as a new role for it with the Education Transition Fund (ETF), albeit the administrative
burdens imposed by GPE were much more considerable than for the EDF. This had
implications not only for a very lean UNICEF staffing structure, but also for government
officials who were diverted from their own strategic work to work on GPE. Nevertheless, to a
large extent UNICEF did manage to ensure that much of what was delivered occurred within
Ministry of Primary and Secondary Education (MoPSE) structures, and thus helped to
promote a strong sense of local ownership of the two programmes. However, by placing
strong emphasis on existing structures (albeit this may change in the future as a result of
the forthcoming MoPSE organisational review), the support at school level was often viewed
as another layer of compliance (e.g. the robust SIG guidelines, TPS reports, fuel levies, EMIS
and so on) rather than as either capacity or institutional development.
21.
Expected equity gains made by both GPE and EDF have not been fully realised, albeit
nor have key equity indicators deteriorated during the period under review. For instance, our
analysis of school income found that between 2012- 2016 the level of inequality between P1
vs. P3 schools, and S1 and S32 schools has not improved at all, and that the Gender Parity
Index overall displays a slight gender disparity towards male pupils in the period 2012-2016.
However, in terms of educational performance girls continue typically to outperform boys
(e.g. the Zimbabwe Early Learning Assessment (ZELA) found girls outperforming boys in
English and Mathematics routinely throughout the period under review), and the Gender
Parity Index.
2

The Zimbabwe EMIS data system identifies three categories of schools for primary and three for secondary
schools, based on the socio-economic status: P1, P2, P3 and S1, S2, S3, with P1 and S1 being the schools with
the highest income and P3 and S3 the ones with the lowest income.
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22.
Sustainability: We note throughout the report the challenges facing the
sustainability of both the GPE and EDF programmes. The need to ensure a more sustainable
financing policy for the sector and other major policy challenges meant that UNICEF was
caught between a rock and a hard place due to the emphasis of working with government.
Development partners should have provided more adequate support. Yet, UNICEF was left
exposed. Thus, there needs to be a review of the way the partnership is working ensuring
that development partners take greater responsibility for their investments.
23.
The interventions brought in by the GPE and the EDF were based on four key
assumptions regarding sustainability (i.e. that Government has the capacity to facilitate
policy reform quickly, that Government HR deployment and management practices align with
training, that MoPSE will align its implementation with GPE and EDF, and that all parents will
continue to pay fees), none of which was fulfilled. Thus the overall sustainability of the two
programmes was compromised. The lack of involvement of the Finance Ministry remains
problematic. And the key issue of sustainability is integrally linked to equity concerns. This
ties in with the earlier point that it might have been more prudent to have been less
ambitious and focused on fewer interventions, thus ensuring they had a better chance of
being sustainable. Currently the bulk of interventions, whilst undoubtedly important, are
likely only to survive with further support both in terms of resources and of ongoing capacity
building.
School Improvement Grant
24.
A standalone case study was conducted as per the request in the TOR (see Chapter
4). SIG has been a remarkable success in terms of national coverage, targeting the most
fragile schools, and ensuring schools received the grant in a relatively timeous manner.
However, it has fallen short of its initial, albeit overly ambitious, intent to provide a “single
consolidated comprehensive school grants programme providing adequate levels of funding
for all non-salary resource needs”. The SIG programme’s success foundered as time went
on, on unrealistic assumptions when the economic, political and social conditions changed.
25.
However, the SIG process has helped schools in a variety of different ways, not only
in terms of creating a better environment for learners but also in helping to strengthen the
financial management of schools. Moreover, SIG has also been effective in ensuring that
schools were compliant in the use of funds, with very few instances of ineligible expenditure.
Verification studies done by auditors found that most activities being implemented by schools
with SIG funds were specified in the SDP. Nevertheless, visits to schools by the evaluation
team found that many schools were in fact using income received to then pay a significant
proportion of it to cover the Better Schools Programme Zimbabwe (BSPZ) levy.
26.
With the strong focus on compliance and preventing irregular expenditure, SIG has
been remarkably efficient with the funds, especially being responsive and flexible to budget
shortfalls. However, whilst this is laudable, it has meant a noticeable shift away from its
planned roll-out, and its commitment to protect the most vulnerable within the schools,
namely OVCs. This shift has been particularly damaging for the most disadvantaged schools
exacerbated by the lack of communication with schools as to why they were no longer
receiving funds (whereas 100% of P3 schools had received SIG in 2015, only 37% of P3
schools received the grant in 2016).
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Conclusions, based on lessons learnt
27.
As a result of the evaluation, the evaluation team came to a series of conclusions
based on lessons learnt from the evidence gathered, including:


Schools visited were largely overwhelmed by all the interventions introduced
simultaneously, and thus they would have benefitted from better sequencing
and prioritising before rolling out fewer interventions.



Both EDF and GPE should have reacted more quickly and decisively to the
failure of the Government of Zimbabwe to meet its commitments to the two
programmes. This should have included trimming the programmes, and
mobilising the development partners to take greater ownership of their
investments to ‘help steer the ship’.



Financial management issues have trumped equity issues, especially with
regard to SIG. Better forward planning might have prevented this situation from
occurring.



The absence of a programme-wide approach to monitoring and of a clear
articulation of programme M&E with the emerging sector-wide monitoring
process has hampered the ability to track progress and report against sector
outcomes and link this in a plausible manner to programme progress.



The absence of an appropriate change management process within MoPSE may
have undermined the effect certain interventions had at school level.



Continuous dialogue on sustainability issues and a clear plan for gradual
decrease of external funding of the sector would have helped ensure that the
sector is better equipped to cope with steep drops in resourcing (e.g. SIG 2016)
or resource provision ending.



The approach to addressing inequality varied per activity, especially with regard
to wealth inequalities. Whilst comprehensive data on this may be available only
infrequently, greater use should have been made of existing data (such as the
ZELA report 2015, the EMIS data on school fees and funding, and reports from
outside of the sector), that indicated that such inequalities were not reducing.



Teachers need ICT training; they require training in developing materials for the
new curriculum and syllabus interpretation.



Much of the success of the new curriculum will hinge on the availability of
relevant textbooks to all schools. Currently there is a dearth of these books in
rural schools, despite the success achieved by the ETF previously.

Key Recommendations
28.
Recommendations are set out on the following pages, based on the findings we
made during field work. We would suggest that they are still relevant to the current phase.
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#
1.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Organisational
Review

The organisational review holds
promise for the effectiveness and
efficiency of the education system.
Planning for teacher education,
whether under separate ministries
or consolidated, should incorporate
the needs of the new curriculum
and continuous assessment as well
as the different interventions such
as PLAP, ZALP and ERI into the preservice training as well as feedback
from the TDIS and TCDP.

Use the organisational review to
promote better planning, in so doing:

Within the next 3
months (March – May
2018) as part of the
Organisation Review

GPE and EDF
management team in
conjunction with
MoPSE

Greater effort must be made to
ensure that MoPSE and MoHTE
work together, especially
considering the wide array of
initiatives aimed to strengthen
teacher skills, and more recently
the focus on an ambitious
curriculum reform.

a) develop a holistic plan for
teacher education;
b) promote a more appropriate
change management
approach that moves away
from an emphasis on
inspection;
c) ensure MoPSE and MoHTE
work together in a more
systematic way.

xvii

Where applicable,
MoPSE to facilitate
greater interaction with
MoHTE
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#
2.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Relationships
with Partners

Both EDF and GPE should have
reacted more quickly and decisively
to the failure of the Government of
Zimbabwe to meet its commitments
to the two programmes. To date
the Education Coordination Group,
which should have functioned as a
forum where such issues were
discussed, did not and focused
instead on operational issues.

Ensure development partners play a
more proactive role, especially at the
strategic level, by:

Within the next 3
months (March – May
2018) as part of the
next ECG and bilateral
talks between UNICEF
and relevant
development partners.

MoPSE, UNICEF in
conjunction with
development partners.

UNICEF should have considered
linking up more closely with other
agencies, potentially better able to
do so, such as WB with MoFP (WB
not an EDF or GPE funder but
active in education and ECG
member). Synergy needs to be
explored with the World Bank to
ensure complementarity in the
different activities being supported
within the sector.

a) reviewing existing partnership
with development partners to
ensure they take greater
responsibility for their
investments and meet their
financial commitments;
b) ensuring that the ECG allows
UNICEF and Development
partners can raise concerns
about the education strategy
and the financing of the
sector;
c) linking up more closely with
other agencies working in the
sector such as the World
Bank.
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#
3.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Equity

The opportunity presented by the
development of a School Financing
Policy affords discussion of a
number of issues requiring
attention, provided no ‘no go zones’
are left unaddressed in the
discussion. A prominent place
should be given to equity issues.
The development of the school
financing policy should also address
the need to target learners unable
to afford school fees and levies
(various options need to be
explored such as BEAM or an
equivalent, or calibrating the use of
SIG funds or some other
adaptation; attention also needs to
be paid to the mechanisms used to
identify these most vulnerable
learners).

Ensure that equity is central to the
School Financing Policy, by:

As applicable, when
policies are developed,
including discussions
around the School
Financing Policy.

MoPSE, assisted by
UNICEF.

a) ensuring that all policies
developed, including the
school financing policy, are
reviewed from an equity angle
to ensure policy does not
exacerbate inequality;
b) exploring more creative ways
to target the OVCs (including
re-assessing whether SIG now
contradicts existing UNICEF
policy regarding vulnerable
children).

xix

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

#
4.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Textbook use
and replacement
policy

Much of the success of the new
curriculum will hinge on the
availability of relevant textbooks to
all schools. Currently there is a
dearth of these books in rural
schools, despite the success
achieved by the ETF previously.

In the development of a School
Financing Policy, discussions should
also focus on developing a textbook
use and replacement policy that would
incorporate, for instance:

Within the next 3
months (March – May
2018) as part of
discussions around the
School Financing Policy.

UNICEF in conjunction
with MoPSE and
development partners.

As above with regards to the
opportunity presented by the
development of a School Financing
Policy, a textbook use and
replacement policy is needed. Our
analysis found that many schools
simply do not have the textbooks
and other materials to implement
the new curriculum. This would be
a helpful addition to innovations
already rolled out – assuming that
textbooks for the new curriculum
will become more available – and
accessible.

a) modelling different
approaches that could be
applied to different school
contexts;
b) examining all the inputs
needed and reaching an
agreement on who is funding
what and in what proportion
(bearing equity considerations
in mind – hence targeting
which includes textbooks).
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#
5.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Teacher training
and assessment

As above with regards to the need
to promote a culture change
needed to ‘support’ and not merely
‘inspect’ teachers, especially in
using continuous assessment and
the new curriculum. This also
includes ensuring that interventions
such as TDIS and TPS are
embedded as realistically as
possible in school management to
ensure their sustainability. This
would include ensuring that
Clusters should be fully utilised as
the nearest hub to schools, not
relying solely on the educational
hierarchy for this purpose. Realistic,
forward planning should incorporate
analysis of assessment data as well
as any needs assessments of
teacher qualifications in order to
marry qualified teachers with the
most disadvantaged schools.
Teacher deployment could
incentivize even temporary postings
to such schools.

Greater emphasis is needed to
demonstrate how tools such as TDIS
and TPS can be used to assist the
management of schools by:

Within the next 6
months (March –
August 2018)

UNICEF in conjunction
with MoPSE.

a) empowering Cluster Schools
to demonstrate that effective
forward planning incorporates
the analysis of assessment
data;
b) linking the educational needs
of schools with teachers who
are appropriately qualified.
c) More support provided to
teacher training which would
include encouraging use of
the cluster system to provide
in-service training; focussed
workshops; mentoring;
coaching and other means of
developing the teacher cohort
(that do not involve expensive
conferences / course that take
teachers away from the
classroom).
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#
6.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Monitoring and
Evaluation

The absence of a programme- wide
approach to monitoring and of a
clear articulation of programme
M&E with the emerging sector-wide
monitoring process has hampered
the ability to track progress and
report against sector outcomes and
link this in a plausible manner to
programme progress.

Developing a system-wide approach
to M&E that would include:

With immediate effect,
and completed by May
2018

UNICEF in conjunction
with MoPSE

A programme-wide M&E system
needs to be urgently developed to
reduce over-reliance on others for
data, to ensure data are captured in
a systematic and compatible
manner, and to allow better
alignment between EDF and GPE
with sector wide M&E
Moreover, UNICEF is currently not
systematically ensuring valid and
reliable data is collected on both
EDF and GPE supported activities. It
is critical that a consolidated
database is developed, which can
then be easily linked to EMIS, to
allow for more complex and
necessary statistical analysis

a) ensuring the M&E system is
better at measuring progress
towards intermediate
outcomes;
b) providing a better early
warning system re limitations
and constraints both EDF and
GPE face;
c) developing a consolidated
database, aligned to MoPSE’s
M&E Framework (and hence
reduces transactions costs
and avoids duplication) which
records all EDF and GPE
activities, which is compatible
with the EMIS database.
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#
7.

8.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

ICT

Teachers need ICT training; they
require training in developing
materials for the new curriculum
and syllabus interpretation. At
present many rural schools have
little or no access to ICT, which will
severely hamper efforts to roll out
the new curriculum.

Future programming needs to
incorporate an appropriate level of
ICT interventions, with an emphasis
on

Within the next 6
months (March –
August 2018)

UNICEF in conjunction
with MoPSE and
development partners,
including potential new
partners

Schools reported that they received
funds late, and/or were not
informed that they were receiving
funds in the most recent
disbursement of SIG

Thought needs to be given to:

Within the next 6
months (March –
August 2018)

UNICEF’s SIG team in
conjunction with
MoPSE

SIG

a) promoting synergy with other
ICT initiatives in Zimbabwe
such as the work the World
Bank are doing by providing
TA, to assist MoPSE, to
develop an ICT policy for the
sector
b) learning applicable lessons
from other successful ICT
interventions conducted by
UNICEF in other regions.
a) How the decision to grant or
withdraw SIG funding is
communicated to schools,
b) Whether the onerous approval
system is the most efficient
(and whether any steps can
be done in less time),
c) Whether the current funding
formula is not unfairly
penalising schools who are
just outside the current SIG
threshold
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1.

Object and Purpose of the Evaluation

1.
This chapter: 1) outlines the purpose of the evaluation; 2) discusses the scale and
complexity of the evaluation; 3) refers to the Theory of Change; 4) provides a snapshot of
the context of key social, economic, demographic and institutional factors; 5) refers to the
key stakeholders involved and 6) documents the limitations of the evaluation.

1.1

Purpose of the evaluation

2.
This Evaluation Report is for the summative evaluation of UNICEF Support for
Education in Zimbabwe, as provided though the Education Development Fund (EDF I) from
2012 to 2015 and the Global Partnership for Education fund (GPE I) from 2014 – 2016.
3.
While the evaluation is summative in nature, there is also an emphasis on lesson
learning. The following paragraph from the terms of reference (Annex A, section 2.0)
summarizes the reasoning:
“Having invested a total of over US$130 million, the critical question to be answered is, did
the UNICEF supported education interventions, as funded through the EDF and GPE, achieve
the intended results? There is also a need to understand why interventions succeeded or
failed and to document lessons to inform future programming and policy. This question, and
the associated questions that it raises, are best answered by a summative evaluation. While
there was a process evaluation (2015) and annual reviews of the EDF, and a mid-term
review of the GPE, a summative evaluation will allow for a robust look at the UNICEF
Education programme as a whole and its effect on revitalizing the Zimbabwe education
sector. The evaluation will examine inter-linkages, connectivity, cohesiveness of the
programme and their cumulative effect on Zimbabwe’s education system. The findings and
the process will be critical to programme accountability as well as learning for all
stakeholders.”

4.
The two programmes are presented in further detail in section 1.2. The EDF priority
areas examined were specifically (MoESAC & UNICEF, 2013a, p.1):
(a) School and System Governance (linked to MoESAC Education Medium Term Plan
(EMTP) Strategic Priority 5);
(b) Teaching and Learning (linked to MOESAC EMTP Strategic Priorities 1, 2, 4); and
(c) Second Chance Education for the EDF (linked to MoESAC EMTP Strategic Priority 6),
5.

For the GPE the following areas are covered:
(a) Professional development for better teaching and learning,
(b) Supervision and management of teacher performance and development, and
(c) Strengthened strategic planning leading to the MoPSE’s Education Sector Strategic
Plan (ESSP) (2016-2020).

6.
The evaluation aimed to be national in scope because UNICEF’s support is provided
on a national scale. While not intended to be an evaluation of the national education system,
the evaluation assessed, to the extent possible and as agreed during the inception phase
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with UNICEF, those aspects of institutions, process and/or mechanisms that had a significant
role in the implementation of the GPE and the EDF.
7.
Considering the high-level investment, it was critical for this evaluation to seek to
understand why interventions have succeeded or failed and to document lessons to inform
future programming and policy.
8.
The focus of the evaluation was therefore on the overall contribution of EDF and GPE
to the sector, in so doing also exploring the effectiveness and efficiency of EDF and GPE
programmes as a whole.
9.
The purpose of this evaluation report (ER) is to present the findings of the evaluation
team, including, as requested by the TOR, a specific focus on the School Improvement Grant
(SIG) implemented under the EDF, as well as to outline lessons to be learned and make
suggestions and recommendations for UNICEF and other education stakeholders in
Zimbabwe to consider.

1.2

Scale and Complexity of the object

Overview
10.
Figure 1 below provides an overview of the relationship of the EDF and the GPE with
wider government strategies, and specific strategies/plans in the education sector.
Figure 1

Support programmes

Strategic Planning

2009

2010

2011

STERP
2009-2010

2012

Strategic Planning Context
2013

2014

2015

2016

Zimbabwe Medium Term Plan
2011-2015

Education Medium Term Plan
(EMTP 2011-2015)
Interim Ed. Strategy
2010-2011
ETF I
2009-2011

EMTP Operational
Plan
2013-2015
ETF II/EDF I
2012-2015
“Year
GPE I
0”
2014-2016

Basic Education Assistance Module (BEAM)

2017

2018

2019

2020

Zimbabwe Medium Term Plan
2016-2020

Education Sector Strategic Plan
(EMTP 2016-2020)

EDF II
2016-2020
GPE II
2017-2020
BEAM active?

Source: updated from MoESAC & UNICEF, 2013b, Figure 7.

Programme objectives & activities
11.
The EDF (shown above as ETF II and renamed in 2013 as explained earlier) and the
GPE were both aligned to assist the Government in achieving its objective of providing
universal and equitable access to quality education for all Zimbabwean children.
2
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12.

13.

The EDF (2012-2015) covered the following thematic areas:


School and System Governance



Teaching and Learning



Second Chance Education

To complement the EDF, the GPE (2014-2016) had the following three components:


Professional development for better teaching and learning



Supervision and management of teacher performance and development



Strengthened strategic planning leading to ESSP 2020.

14.
Both programmes encompassed a vast array of different activities across the country.
Table 24 in Annex F, provided by UNICEF as background information, shows this well. It also
helps to explain how the two programmes were designed to closely complement each other,
and to align in their common goal of assisting the Ministry of Primary and Secondary
Education (MoPSE) to achieve “universal and equitable access to quality educational services
for all Zimbabwean children” (UNICEF, 2013a, UNICEF, 2013c, MoESAC, 2013c,UNICEF, n.d.a).
15.
Table 24, summarising outcome, output and activity levels for the two programmes,
provides an overview of what the evaluation team examined. However, it is important to
note that due to time and resource constraints and as agreed at inception stage with UNICEF
(Mokoro, 2017b, ¶91), individual interventions were not to be examined in depth.
16.
Cross-cutting issues – gender, HIV and AIDS, Disaster Risk Reduction, Protection,
and Disability – were integral parts of the EDF programme design. In the programme
document (MoESAC & UNICEF, 2013a) they are both included in the logframe, and
addressed in a separate section highlighting the programme’s commitment to these issues.
The GPE programme design document is less specific with regard to gender. However, the
logframe does include indicators disaggregated by sex and disparities are discussed.
17.

These aspects were a specific focus of the evaluation.

Implementation and funding partners
18.
UNICEF was appointed as grant manager for both the GPE and the EDF, which were
set up to be governed by the same Steering Committee to ensure alignment and
complementarity.
19.
The majority of the EDF activities were led by the MoPSE (formerly MoESAC).
However, specific programme components were implemented by UN agencies, NGO
partners, and other partners such as private sector institutions. The GPE programme design
also recognized the importance of the Government’s leadership (see MoESAC & UNICEF,
2013b). Similarly to the EDF, specific programme components were implemented by the
ministry and NGO partners.
20.
Contributing funding partners to the EDF included the UK Department for
International Development (DFID), Finland, the European Commission (EC), Germany, the
United States Fund for UNICEF through the Open Society Initiative of Southern Africa
(OSISA), Norway and the Swedish International Development Cooperation Agency (Sida).
3
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21.
Data on what each development partner provided to EDF can be found in the EDF
Final Report (UNICEF, 2016a) and is set out in Table 1 below
Provision of financial support by donor to EDF, Pledge Amount vs.
Amount Received (US$)
Donor

Pledge Amount in USD (includes
UNICEF HQ recovery)

Amount Received

$38,155,020.00

$35,868,463.51

Finland

$6,434,304.00

$6,047,927.49

European Commission

$6,086,976.00

$5,842,904.00

$16,602,820.00

$15,783,589.00

$958,515.40

$836,068.15

United State Fund for UNICEF
(OSISA)

$3,000,000.00

$907,005.59

Germany (amount pledged for
EDF I and II)

$20,604,450

$19,019,403.43

Germany (EDF II)

$9.090,900.00

$8,447,090.45

Germany (new grant)

13,586,956.52

$11,326,369.93

$6,689.38

$6,689.38

DFID

European Commission (EDF II,
new contribution)
Finland (TVET)

Norway
SIDA

$500,000.00

OSISA

$954,579.44

DFID

$1,869,158.88
$12,307,692.31

Total

$115,462,110.74

$118,762,362.22

Source: UNICEF, 2016a, Annex 2.

22.
GPE is funded by donors and administered by the GPE Secretariat. UNICEF as GPE
Managing Entity is responsible to “receive transferred funds and implement activities in
support of the government’s education plan…, keeping other members of the Local Economic
Group (LEG) or in this instance the ECG (Education Coordination Group) informed of
progress” (GPE, 2016a). DFID was nominated as the first GPE Coordinating Agency (CA). As
such DFID (as outlined in GPE, 2016a) was expected to “have a central role in facilitating the
work of the local education group under the leadership of the government”. The CA “also
coordinates and facilitates the development partners’ engagement with the GPE, and thereby
serves as the communication link between the local education group and the Secretariat”.
DFID themselves have noted that they took this as a fairly ‘hands-off’ role, compared to their
role as EDF funder.
23.
The EDF has a dedicated Steering Committee (SC) whereas the GPE programme is
directly overseen by the ECG which was formed in the course of preparing for the GPE grant.
With the establishment of the ECG the EDF SC was deemed to report to the ECG. In practice,
meetings of the EDG SC and of the ECG are often held ‘back to back’.

Commitments
24.

The total budget for the EDF1 and the GPE1 is shown in Table 2 below.
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EDF & GPE – total budget
Fund
EDF

Total budget in USD
142,192,801

GPE
Total

23,600,158
165,792,959

Source: MoESAC & UNICEF, 2013a, MoESAC & UNICEF, 2013b

25.
The evaluation includes a Value for Money analysis as well as other efficiency
analyses, as per the agreed approach, exploring how efficient the two programmes have
been in disbursing funds against commitments, and to what extent the programmes have
delivered within budget.

Monitoring & Evaluation
26.
The GPE and EDF programme designs anticipate continuous monitoring and
evaluation at all levels (MoESAC & UNICEF, 2013a and MoESAC & UNICEF, 2013b).
Monitoring data and evaluation reports were expected to provide critical background
information for the evaluation, in providing not only a sense of the trajectory of the two
programmes but also indications on their success (i.e. whether expected outputs were met)
and effects (such as per the findings of the successive Zimbabwe Early Learning
Assessments funded by the EDF). The programmes’ M&E design also shaped the instruments
to be used in the evaluation – for instance, SIG verification reports have shaped survey
questions, and so on. The evaluation matrix (Table 26 in Annex G), agreed at inception
stage with UNICEF, makes reference to where monitoring and evaluation information was
planned to be used and analysed further during the evaluation.

Logical Frameworks
27.
The respective logical frameworks for the EDF and GPE programmes can be found in
Figure 31 and Figure 32 in Annex F, along with the theories of change (TOCs) inferred by
the Evaluation Team. It should be noted (as explained in the IR) that the evaluation is
focussed at the intermediate outcome level within the respective logical frameworks and not
the long-term outcome/impact level.

Previous evaluations
28.
A number of relevant evaluations and monitoring exercises of the EDF and the GPE
have been conducted and are listed here. For the EDF these include:




29.

For the GPE these include:



3

Zimbabwe Early Learning Assessment (ZELA) 2015 (ACER, 2015)
Zimbabwe Early Learning Assessment (ZELA) 2016 (ACER, 2016)
Review of Zimbabwe’s Education Development Fund – June 2015 (AESA &
Edburgh, 2015)
National Assessment on Out of School Children in Zimbabwe (MoPSE, n.d. a)3
Teacher Professional Standards. Final Baseline Report – 2015 (Mutyambizi,
2015)
GPE Mid-Term Review. Revised Report – 2015 (Chikutuma et al, 2015).

The fieldwork for this assessment was conducted in 2015. However, the report itself is not dated.
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30.
In addition to these the Evaluation Team reviewed a wide range of documents
related to the programmes, the sector and the national context (see bibliography in Annex
R).

EDF II and GPE II
31.
Both programmes were continued after EDF I and GPE I came to an end in December
2015 and December 2016 respectively.
32.
The second round of the EDF runs from 2016 to 2020 and continues to support the
MoPSE to “strengthen equitable access to quality primary and secondary education for all
children in Zimbabwe, with a focus on vocationally relevant skills and special attention to the
needs of vulnerable and out-of-school young people” (MoPSE & UNICEF, 2016). The main
donors are DFID, Germany, and the Government of Sweden. EDF II focuses on the three
intervention areas:


Thematic area 1: Equitable Access



Thematic area 2: Quality Learning



Thematic area 3: Systems strengthening.

33.
GPE II has been programmed to run from 2017 to 2020 and comprises the following
five programme components (MoPSE & UNICEF, 2016):


Component 1: Providing a strong policy, legal and regulatory framework



Component 2: Implementing the new curriculum



Component 3: Equity and access in education: inclusive education, non-formal
education, accelerated learning



Component 4: Institutional strengthening



Component 5: Programme support, management and monitoring.

34.
As can be seen, the EDF II and GPE II are not a mere continuation of exactly the
same activities as under EDF I and GPE I. However, they have been designed with the
intention of ‘taking over’ from where EDF I and GPE I had left things. The presence of these
two successor programmes was therefore an important factor to consider in both the
conduct of the evaluation and the analysis of the information obtained during its course, as
for most respondents they were not able to distinguish between the different iterations of
these programmes.

1.3

Theory of Change

35.
The Inception Report provides a detailed discussion of the Theory of Change (ToC)
developed for conducting this evaluation, and hence it has not been duplicated here. Details
can also be found in Annex F.

1.4

Context

36.
This section provides, first, an overview of significant political, economic and social
contextual factors in Zimbabwe that are relevant to the evaluation and to understanding the
UNICEF-supported education programmes in the wider country context; and second, an
overview of the main features and trends of the education sector that the EDF and GPE were
6
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aimed to support. A chronology of important national events has been included in Annex D
and Annex Q provides more detail.

Political, economic and social context
37.
Zimbabwe enjoyed one of the strongest economies in Africa. However, due to the
political and economic events of the late 1990s and early 2000s, both agricultural and
industrial output plummeted, and Zimbabwe was consistently ranked in the top five in the
Fragile State Index4 2006-2010.
38.
Politically and economically controversial measures, including politically-motivated
large-scale violence, were inter-twined throughout the 1990s and the 2000s, with the
consolidation of power in the hands of President Mugabe and his ZANU-PF entourage.
Following the declaration of a national emergency in December 2008 a government of
national unity was formed between the ZANU-PF and its main political opponent, the
Movement for Democratic Change (MDC). Elections in 2013 saw ZANU-PF take the majority
in Parliament and full control of the executive.
39.
From an economic perspective, crisis point was reached in 2008, with one of the
highest hyperinflation rates ever recorded globally5 and the economy contracting for several
years in a row. Stabilisation measures, both politically with the formation of the coalition
government and economically with the introduction of the US dollar as a means of exchange
in 2009, led to a rebound in economic growth with GDP growth of 10.6% in 2012 and 4.5%
in 2013. However, this was short-lived, with growth rates consistently declining to 0.6% in
2016 and which may have been negative in 2017. Gross National Income has improved since
its low point in 2008, though with growth tailing off in recent years it has reversed again.
40.
While the official rate of inflation is currently low at 0.78% (ZimStat, 2017, local
analysts have estimated that inflation on the price of basic goods is as high as 20%-70%,
and some academic studies indicate that it may be even higher (Hanke & Bostrom, 2017).
41.
The evaluation period (2012-16) thus should be understood as one during which the
initial rebound after the 2006-2008 crisis faded away and with it the optimism that the
government might adopt measures that would allow economic recovery to take root. While
there are reasons for measured optimism, future prospects for Zimbabwe’s economy
continue to be very dependent on the political situation which is changing rapidly (see PostIndependence Country Chronology in Annex D, specifically November 2017).
42.
Combined with declining living standards, the very high prevalence of HIV/AIDS
reached in the 1990s and first half of the 2000s took a huge toll on human development.
One of the legacies of the peak reached in HIV/AIDS prevalence is the large number of
orphans of school–going age at different levels.
43.
Finally, in 2016 drought seriously affected rural communities – 67% of the population
nationwide, with only 50% of average grain yields realised. At its peak, it was estimated that
4.1 million of the estimated total population of 16 million were ‘food insecure’ (DFID, 2016).

4

Previously known as the Failed State Index, this measure takes account of twelve indicators of stability,
including economic, political and social; compiled by The Fund for Peace.
5

The exact figure is contested.
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Whilst measures were taken to mitigate the effects of the drought, survey evidence shows
that in rural areas, 2015/16 and 2016/17 were consecutive poorest consumption years since
2009; and over 2014-16, the proportion of households consuming borderline or poor diets
rose from 33% to 55% (ZIMVAC, 2016).

Education sector in Zimbabwe
44.
Figure 2 below provides a visual summary of the education system in Zimbabwe as at
2015.
Figure 2

Education System in Zimbabwe

Source: MoPSE, 2016a

45.
The most relevant national and education government policies/documents since 2008
are listed in Table 3 below.
Government Policies
Policy
Zimbabwe Global Political Agreement (GPA, 2008)
Zimbabwe STERP 2009 (GoZ, 2009)
Education Interim Strategic Investment Plan (MoESAC, 2011)
Education Medium Term Plan (MoESAC, 2013c, MoESAC, 2013d)
The National Gender Policy (MoWAGCD, 2013)
National Action Plan for Orphans and Vulnerable Children Phase II (MoLSS, 2011)
National Non-Formal Education Policy (MoPSE, 2015b)
Education Sector Strategic Plan (MoPSE, 2016a)
The National Gender Policy6

6

Year
2008
2009
2011
2013
2013
2011-2015
2015
2016
2017

Launched in July 2017, document not available online yet. Copy requested, but response not yet received.
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46.
In its 2011 Education Strategic Investment Plan (MoESAC, 2011), the then Ministry of
Education, Sports, Arts and Culture (now the Ministry of Primary and Secondary Education,
MoPSE) listed six key objectives:







Restoring the Professional Status of Teachers
Improving School and System Infrastructure
Restoring the Quality of Teaching & Learning
Reinvigorating Education System Governance
Focus on Disadvantaged Learners
Revitalize Sport, Arts and Culture.

47.
The Education Medium Term Plan and its Operational Plan which followed in March
2013 outlined the framework for consolidating the macro-economic stability achieved under
the Short-Term Emergency Recovery Programme (STERP) and advanced the mandate to
support the restoration of economic stability and growth in Zimbabwe (Article III of the
Global Political Agreement (GPA) (MoESAC & UNICEF, 2013b).
48.
The Government has recently revised objectives for the sector in the new Education
Sector Strategic Plan (ESSP) for 2016-2020. A new curriculum framework was approved in
2016 enhancing the coverage of science, technology, engineering and maths (STEM
subjects) as well as including an increased focus on life skills.

EDF and GPE in post-crisis support
49.
Zimbabwe had the reputation for many years of having one of the best education
systems in Africa. Indeed, long before the Education For All (EFA) movement started,
Zimbabwe had achieved record levels of access to education, with mass education afforded
from Independence onwards. However, resources did not keep pace and already in 1990, a
team of educationists commissioned by the Swedish International Development Agency was
stating that government funding for anything else than teachers’ salaries was totally
inadequate (Colclough et al., 1990). This was then further aggravated by the long-term
deterioration of the political and economic situation described above, with severe fiscal
consequences, and by budget policies which failed to address this imbalance (see below). In
the period of the evaluation, as further discussed below, teachers’ salaries consumed almost
the whole education budget, and government-funded investment in infrastructure,
maintenance and teaching and learning materials all but ended.
50.
The crisis years took their toll on the sector, notably with 20,000 qualified teachers
leaving the country and a number of schools closing for several months in 2008. Quite
remarkably the enrolment decline was modest, showing the resilience of attitudes to
education in Zimbabwe, but exam pass rates plummeted, with for instance the grade 7 exam
pass rate falling from above 70% in 2006 to just 30% in 2011.
51.
As an emergency response the Education Transition Fund (ETF) was set up in
September 2009 to reduce drop-out rates, to procure and distribute teaching and learning
materials for primary schools and ensure better management of educational resources by
training School Development Committees, and to improve access of the then Ministry of
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Education, Sports, Arts and Culture (MoESAC)7 to high quality technical assistance (MoESAC
& UNICEF, 2013a). The ETF was revised in late 2010 and cost savings were reprogrammed
towards secondary school books; the objective of the revised ETF was furthermore to
strengthen the MoESAC’s capacity to plan for, provide and monitor educational services
through the provision of high quality technical assistance.
52.
In 2012, implementation of a second round of the ETF started. The goal was to
support recovery and revitalisation of the education sector by assisting the MoESAC to realise
its objectives of achieving universal and equitable access to quality and relevant basic
education for all Zimbabwean children. As seen in Table 3 above, the MOESAC had in the
meantime formulated its 2011-15 strategic plan (MOESAC 2011), which the ETF II was to
support. Shortly after the formation of the ZANU-PF government in 2013 the ETF II was
renamed the Education Development Fund (EDF), at the Ministry’s request (DFID, 2017a),
with an implicit shift toward a goal more ambitious than the ETF’s recovery focus.
53.
In May 2013, following a process launched under the Unity Government and shortly
before the elections and transition to the ZANU-PF government, the Global Partnership for
Education (GPE) Board endorsed Zimbabwe’s application for membership. This secured
Zimbabwe a GPE grant of USD23.6 million over three years.

1.5

The key stakeholders involved

54. The full inception report provided a detailed stakeholder analysis. Details of the key
stakeholders involved can be found in Annex E.

1.6

Evaluation methodology and limitations

55.
The full evaluation approach and tools, as agreed with UNICEF, are outlined in the
Inception Report (IR) (Mokoro, 2017b), further discussion pertaining specifically to the
survey can be found in Annex I, and the list of schools visited can be found in Annex N.
Accordingly, this is a theory-based mixed-methods evaluation, adopting an approach deemed
to be appropriate to the stage reached by the EDF and the GPE in Zimbabwe to date, and to
the nature of the data available for review.

Limitations
56.
Unusually for an evaluation of this nature, nearly every risk identified as part of the
Inception Report was experienced by the evaluation team. The full list of risks is set out on
pp 52-53 of the IR (Mokoro, 2017b) and discussed in more detail in Annex H.

7

The MoESAC was renamed Ministry of Primary and Secondary Education (MoPSE) by the new government after
the 2013 elections, and subsequently the portfolios of sport, art and culture were transferred to a new ministry in
2015, the Ministry of Rural Development, Preservation and Promotion of Culture and Heritage.
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2.

Methodology

2.1

EDF and GPE

57.
The evaluation used a theory of change (TOC) approach (see TOCs in Annex F,
Figure 31 and Figure 32). While no TOC was explicitly formulated, the ET inferred a theory
of change from programming documents and available logical frameworks (e.g. MoESAC &
UNICEF, 2013a, MoESAC & UNICEF, 2013b, DFID, 2012, EMIS, 2014, MoPSE, 2014a). The
purpose of the TOC is to map out the causal chain in which the two programmes were
meant to bring about change.
58.
The ET used a pragmatic mixed methods approach in addressing the evaluation
questions (EQs). A wide range of different instruments were employed to triangulate8
evidence from different sources. The ET sought both triangulation and complementarity9
between methods, and within methods where appropriate (e.g. comparing the perspectives
of different stakeholders interviewed).
59.
In terms of the quantitative component, the evaluation sought to10 examine whether
education-related expenditure (EDF & GPE) is associated with changes in the outcomes the
programmes expected to achieve (namely an improvement in learning outcomes and
equitable student access). This was done using descriptive statistics (frequencies of different
interventions cross-tabulated with variables such as registration category, grant
classification, level, fees per pupil, expenditure and income of school).
60.
A survey of schools was also conducted and was developed and piloted in close
consultation with UNICEF and MoPSE. In consultation with UNICEF it was decided that a
survey questionnaire would be sent out to all schools11 along with the EMIS questionnaire
and school heads would be requested to return this questionnaire in a separate envelope
through the District Office. The questionnaire consisted of a series of closed questions (see
Annex L). The survey did not include pupils due to issues of validity and reliability.
61.
With regard to the qualitative component, the ET employed a comprehensive
consultative approach, consulting a wide range of stakeholders – within the timeframe – and
ensuring that the views of all key stakeholders were considered, reflected and triangulated.
The evaluation matrix delineated which qualitative methods were used to gather information
in order to answer the specific evaluation questions.
8

Confirming and corroborating results reached by one method with other results reached by another method.

9

Results obtained by a method help better understand those obtained by another method. In-depth theorybased approaches may help understand reasons why a project led to unexpected results; qualitative methods
may help clarify concepts and define variables; and large-scale data sets may be analysed by multivariate and
case-based methods (Stern et al, 2012).
10

The evaluation did not employ a Difference-in-Difference (DiD) methodology, as initially envisaged, since all
schools in Zimbabwe have received a certain level of support through the GPE and the EDF.
11

Not a random sample as initially envisaged. A number of options were discussed with regard to the survey with
various stakeholders during the inception mission in Harare. While the adopted approach was not ideal because
distribution of the questionnaires occurred through a government channel, it was the most pragmatic approach
given the resources and time available. Furthermore, the questionnaire was designed so as to include questions
that were not unduly sensitive. (Nonetheless, see Annex H for limitations). Other as well as more sensitive areas
of inquiry were covered through in-depth interviews and FGDs.
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62.
The qualitative approach involved both semi-structured interviews and field visits to
schools. The semi-structured interviews (their role identified throughout the evaluation
matrix) was carried out with a mix of GoZ MoPSE (and provincial/district level) officials,
school heads, select teachers, development partners and select others with current and
historical knowledge of UNICEF (see Table 35 in Annex O for a full list of those interviewed).
63.
In addition, visits were made to 17 schools. Support through GPE and EDF
interventions is national in scope. Visiting all, or even a statistically representative sample, of
schools was beyond the scope of the evaluation, and therefore, as outlined in the IR, the
team adopted a purposeful sampling strategy for organising the field visits to schools (see
Annex N for a full list of the schools visited).
64.
During each school visit, apart from semi-structured interviews referred to above, the
following took place:


Focus groups – with teachers, secondary school students, and
parents/SDC/community members (with appropriate ethical considerations
taken into account).



Semi-structured interviews – with a mix of Ministry of Education (and
provincial/district level) officials, school heads, select teachers, and
development partners.



Observation – an observation grid was developed for taking into account a
select few classrooms/schools (see Annex K).

65.
A Value for Money (VfM) analysis was also conducted in order to examine the
extent to which the two programmes are economic, efficient, effective and ethical. A VfM
rubric can be found in the IR and was used to test the different components of VfM (namely
economy, efficiency, and effectiveness) in addition to equity, bearing in mind UNICEF’s
strong commitment to promoting equity through all its efforts. A mixed-methods approach
was used to answer each component of the rubric including using existing VfM reports done
by the programmes, verification studies, interviews, and an analysis of the expenditure data
of the two programmes.

2.2

School Improvement Grants Case Study Evaluation

66.
The ET also conducted a stand-alone case study evaluation of SIG. As per our
discussion above, the key approach used was to explore the extent to which SIG has
contributed, if at all, to any of the observed results. Using a very similar approach to what
has already been described, the key features of our approach included:


A document review of all relevant SIG documentation (including financial
reports, SIG Verification Studies, Audit reports and other reviews conducted
on the SIG process)



Interviews with key role players in the SIG process



Incorporating SIG-related questions into the instruments used during the field
visits to Districts and schools



Incorporating SIG-related questions into the survey that was sent to all
schools.
12
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67.
As noted in the IR, to avoid duplication of effort, especially bearing in mind the tight
time frame of this evaluation and the limited resources, where applicable all research
instruments included a sub-section that spoke specifically to SIG.

2.3

Contribution Analysis12

68.
For both our assessment of SIG, and our overall assessment of EDF and GPE, we
conducted a contribution analysis. Contribution analysis sets out to verify the theory of
change behind a programme and, at the same time, takes into consideration other
influencing factors. Causality is inferred from the following evidence:
1. The programme is based on a reasoned theory of change: the assumptions
behind why the programme is expected to work are sound, plausible, and agreed
upon by at least some of the key players;
2. The activities of the programme were implemented;
3. The theory of change is verified by evidence: the chain of expected results
occurred;
4. Other factors influencing the programme were assessed and were either shown
not to have made a significant contribution or, if they did, the relative
contribution was recognised.
69.
As highlighted further in Box 1 below, the steps necessary in a contribution analysis
were followed in this evaluation.
Box 1 Steps in Contribution Analysis
1. Set out the attribution problem to be addressed.
2. Develop the postulated theory of change.
3. Gather existing evidence on the theory of change.
4. Assemble and assess the contribution story.
5. Seek out additional evidence.
6. Revise and strengthen the contribution story.

7. Develop the complex contribution story.
Source: adapted from Mayne (n.d.) PowerPoint.

2.4

Evaluation ethics and quality assurance

Ethical standards
29.
Mokoro is committed to the highest ethical standards in all the work we undertake.
We refer explicitly to the OECD DAC evaluation guidelines (OECD DAC 2010, OECD DAC,
2012) whenever designing or implementing an evaluation. Any ethical dilemmas that may
arise can be referred to the Ethics Sub-committee of Mokoro's Council (Board of Directors);
the committee comprises independent directors not engaged in day-to-day research or
consultancy. Everyone who works with Mokoro is bound by our Code of Conduct which sets
12

Contribution analysis explores attribution through assessing the contribution a programme is making to
observed results (Mayne, 2008).
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out the principles of behaviour that are expected from anyone associated with Mokoro and is
consistent with the UN Evaluation Group Ethical Guidelines for Evaluation (UNEG, 2016). The
Code is incorporated into all contracts issued by Mokoro to its consultants and associates,
and it therefore forms an integral part of the corporate undertaking made by Mokoro to its
clients. Mokoro is also aware of UNICEF’s guidelines for ethical standards in research,
evaluation, data collection and analysis (UNICEF, 2002, UNICEF, 2015, UNICEF, 2015) and
ensures full compliance with the standards set out in these documents.
30.
Two key requirements are always to safeguard the independence of the ET and to
safeguard the rights and interests of its informants. Mokoro recognises UNICEF’s strict policy
of zero tolerance concerning unethical, unprofessional or fraudulent acts.
31.
As recommended by UNICEF CO, permission for the evaluation was sought and then
received from the Medical Research Council of Zimbabwe

Mokoro's Quality Support system
32.
Mokoro's QS System is enshrined within the organisation’s corporate governance, as
well as being an integral part of any assignment undertaken by Mokoro consultants and
associates. Mokoro is absolutely committed to ensuring the delivery of high quality products
which meet clients’ expectations and requirements. Quality Support is applied to all
assignments. For all assignments, at least one person is designated as QS. The QS has an
advisory and support role. For larger assignments more than one QS may be designated
(e.g. to ensure that technical, methodological and geographic experience are all covered).
33.

The purpose of Quality Support is:





to demonstrate (both to clients and to consultants) that Mokoro is serious about
quality, and has the right systems in place to maintain it;
to promote the exchange of ideas, cross-fertilisation and learning across Mokoro;
to give non-threatening support to people working for Mokoro;
to provide a professional reference point should concerns arise about an assignment.

34.
For this assignment, Mokoro's designated QS experts were Stephen Lister (evaluation
specialist) and John Patch (education specialist) (see Annex P).
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3.

Evaluation Findings

3.1

Introduction

70.
Chapter 3 begins by noting several important education sector trends over the period
under review, and then it provides a discussion of public financing of the sector. The
evaluation team (ET) believes it was important to highlight these issues up front, as the
challenging context helps explain the extent to which EDF and GPE were successful.
71.
The remainder of this chapter then reports on the main findings of the evaluation. To
ensure a logical flow the structure of the narrative follows the EQs faithfully, albeit our
assessment of the School Improvement Grant (SIG) is a stand-alone chapter (Chapter 4).
72.
Where applicable, EDF and GPE are dealt with together. There was considerable
coherence and complementarity between the two programmes; moreover, both are now well
into their second respective phases, where the emphasis on complementarity has been
further accentuated. It was found it to be illogical to attempt to artificially separate the two.
In the view of the ET, this combined approach was all the more logical in that MoPSE does
indeed see EDF and GPE as one broad range of activities supporting the Ministry’s priorities.
In the past two years UNICEF and MoPSE have developed ‘joint’ or combined annual work
plans – a good example of success in applying the ‘one plan, one budget’ so often
undermined when there are several sources of funding. However, where specific
interventions are discussed (such as the Early Reading Initiative (ERI), the Performance Lag
Address Programme (PLAP) and so on) GPE or EDF is referred to specifically, as appropriate.

3.2

Context

Recent sector trends
73.
Over the course of the EDF I and GPE I, that is, the 2012-2016 period which is the
subject of this evaluation, many of the key sector indicators began to recover from crisis, as
follows:


Access: The grade 7 Primary Completion Rate (PCR) improved from 68% in 2011 to
80% in 2015, with gender parity. It declined slightly in 2016 to 79%. The Secondary
Gross Enrolment Rate (GER) increased from 72% in 2012 to 75% in 2015 and again
to 76% in 2016 (with gender parity).



Learning outcomes: The pass rate for primary grade 7 improved from 31% in 2011 to
42% in 2015 and again to 43% in 2016. The O-Level (secondary Form 4) pass rate
improved from 19% in 2011 to 28% in 2015 (male: 30%; female: 25%) and again to
30% in 2016 (disaggregation by sex not yet available).



Gender Parity Index (GPI): In 2015 the GPI for Primary and Secondary Gross
Enrolment (girls/boys) stood at 0.97 for primary and 0.98 for secondary, which is well
within the target range of 0.95–1.05.

74.
However, as highlighted notably in the TOR (Annex A), these achievements remained
deeply uneven on many dimensions, to which this evaluation has paid specific attention:
15
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a. Rural communities face significant access constraints to education (and other)
services compared to their urban counterparts – this is a major concern, especially as
72% of Zimbabwe’s children live in rural areas (UNICEF, 2017c, section 1.1). These
access constraints are also varying widely across different locations in the country.
b. Children with disabilities are the most vulnerable and disadvantaged, with an
estimate of 90% of them not attending school in 2013 (MoPSE, 2016a p.8).
c. The picture is mixed with regard to gender equity in terms of access and school
performance. For instance, whereas the high GPI in enrolment is a notable
achievement, the most recent ZimSec data (2016, data provided in hard copy to the
ET) reports that the O level exam pass rate for female candidates was 40.43%
compared to 45.29% for male candidates.
d. Wealth inequalities: the ESSP notes that in the lowest wealth quintile attendance at O
level secondary school is 35.3% compared to 81.3% in the top quintile. Similarly,
30.7% of children of secondary school age in the lowest quintile were not attending
school compared to 8.1% for the top quintile (MoPSE, 2016a, p.56).
Financing education – the Government Budget
75.
At first glance, education is a priority for the Zimbabwean Government, as reflected
in the share of the budget that the Ministry of Primary and Secondary Education (MoPSE)
enjoys: over the period considered, Education consistently received more funds than any
other Ministry. The share of the Budget allocated to Education during 2012-2016 was high
and increasing until 2016 (see Figure 3), when the education budget decreased, reflecting
both a decrease in the total government budget and a reduced share for education.
Figure 3

Zimbabwe’s education budget, 2012-2016

Source: UNICEF, 2016c
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76.
In 2016, Education was allocated 20.3% of the total Government Budget,
representing 5.7% of GDP. Similar figures were obtained in previous years: in 2012, the first
year considered in this report, the Education Budget represented 19.6% of the total
Government Budget, and 6.8% of GDP. This compares well with an average budget
allocation of 16.5% across Sub Saharan African countries, and 4.2% of GDP.
77.
However, and as shown in Figure 4, the vast majority of the Education Budget is
spent on employment costs for the salaries of teachers and other civil servants working in
the sector.
Figure 4

Education budget composition, 2012-2016
(USD millions)

Source: Zimbabwe Treasury, Budget Estimates; Mokoro analysis; USD nominal values

78.
Figure 5 below illustrates the 2016 Education Budget broken down by type of
expenditure and further, by area of expenditure for employment costs. In 2016, over 98%
of the Education Budget was spent on employment costs, of which the vast majority (over
97% of the total education budget) was spent on Secondary, Junior and Infant Education.
Box 2 below provides further information on employment costs.
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Figure 5

Breakdown of Zimbabwe’s Education Budget 2016
Breakdown of Zimbabwe's Educa on Budget 2016,
USD thousands
-

I. Admin and General
II Educa on coordina on and development

50,000

100,000 150,000 200,000 250,000 300,000 350,000 400,000

8,407
436
273,694

III Secondary Educa on

372,043

IV Junior Educa on

142,730

V. Infant Educa on
B. Goods and services
C. Maintenance

3,973
398

D. Current transfers

1,325

E. Programmes

1,545

F. Acquisi on of fixed capital assets
G. Capital transfer

4,915
965
A. Employments costs

Other expenditure

Source: Zimbabwe Treasury, Budget Estimates “Blue Book”; Mokoro analysis

Box 2 Employment costs
As the Budget figures do not differentiate the employment costs of teachers compared with other
civil servants, the Evaluation Team made some indicative calculations based on the number of
teachers (as per EMIS) and the education budget. These indicate that in the secondary sector, a
teacher’s basic salary amounts to $230 per teacher per month, while in the primary sector it is $207;
if allowances are included (these comprise housing, rural, transport and other allowances), the
figures increase to $501 and $427 respectively. These figures overestimate the average salary
received by teachers as they make the assumption that all employment costs for Secondary and
Junior Education go to teachers and make no allowance for pay scales, e.g. higher salaries for head
teachers. However, the figures do provide a high-level sense check. (Though note: user fees paid
by the parents also make a strong contribution to teachers’ salaries.)
A series of measures were proposed in the 2016 Education Budget with a view to saving $170 million
per year on employment costs. However, the 2017 Budget shows no sign that any such savings
have been made.
The high percentage of the funds going on employment costs may also reflect, inter alia:
 the comparatively high wages in Zimbabwe (due to high cost of living);
 the “sweating” of capital assets which were a legacy from previous years.

79.
The trends highlighted above inevitably prompt the question as to whether
employment costs are too high. On the one hand, the employment and retention of teachers
are possibly the single most important factor in any education system. On the other hand,
with the MoPSE budget so heavily skewed, in 2016 the government spent just USD7 million,
18
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on a total education budget of USD810.4 million, for all other education expenditure (DFID,
2017a). As such, the education system remained heavily dependent on donor support and
parental contributions.
Financing education: EDF and GPE, 2012-2016
80.
Compared to the total education budget the contribution of the EDF and GPE appears
very small (see Figure 6).
Figure 6

EDF and GPE financial contribution 2012-2016
USD millions

Source: Zimbabwe Treasury, Budget Estimates; UNICEF; Mokoro analysis

81.
However, the importance of this contribution can be more clearly appreciated when
compared to government budget excluding employment costs, as in Figure 7.
Figure 7

EDF and GPE contribution, excluding employment cost13
2012-2016, USD millions

Sources: Zimbabwe Treasury, Budget Estimates; UNICEF; Mokoro analysis

13

Employment costs are excluded for the Education Budget.
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82.
It can be seen that between them and over the period of the evaluation, EDF and
GPE contribution to funding of non-wage items, such as equipment and infrastructure,
teaching and learning materials, oversight and monitoring and capacity development, is of
comparable importance to funding provided by the Government.
Financing education: parental contribution
83.
Donor funding is, however, much smaller than the parental contribution to education.
The Government of Zimbabwe has traditionally funded all types of schools, and traditionally
as well, parents have paid fees on top of the government’s funding. All schools therefore
receive both types of funding. However, with the government’s contribution for anything
other than employment costs steadily decreasing and not recovering after the 2006-2008
crisis, over time the parental contribution has become quasi-equivalent to the government
budget for education, and indispensable to sustain the non-wage costs of the sector. The
World Bank Public Expenditure Review (GoZ & WB, 2017b), for instance, reported that in
2014 parental contributions amounted to USD779 million, almost as much as the total
Education Budget for that year.
84.
De facto, schools are therefore dependent on an inequitable system of fees and
levies to fund most of the non-wage costs. Inequitable because, as also well documented in
a number of analyses (GoZ & WB, 2017b, DFID, 2016a), as fee rates vary significantly
between schools, the system makes the quality of education provided in schools directly
linked to parents’ ability to pay.
85.
This is confirmed once more by the Evaluation Team’s analysis of EMIS school
income data for the different categories of schools14, indicating that in 2016:15


The median fee for primary P3 schools was $48, and more than eight times more for
P1 schools, at $395;



In secondary S3 schools the median fee was $138, and seven times higher for S1
schools, at $981.

86.
These variations include every school in Zimbabwe, from modest rural schools to elite
boarding schools, and at both extremes of the range there are a number of outliers. But
these are median values and not means, and orders of magnitude are rather striking.
87.
Moreover, there is ample evidence that many schools fail to collect the full amount of
fees that they expect. In 2015, in a nationally representative survey of schools, school
heads reported a proportion of 60% of pupils with fee arrears (nation-wide average). The
issue was significantly more acute in rural areas (63% of pupils with arrears vs 51% for
urban schools), as well as in satellite schools16 compared to registered schools (68% of
pupils with arrears in satellite schools vs 59% in registered schools). There were large

14

The Zimbabwe EMIS data system identifies three categories of schools for primary and three for secondary
schools, based on the socio-economic status: P1, P2, P3 and S1, S2, S3, with P1 and S1 being the schools with
the highest income and P3 and S3 the ones with the lowest income.
15 EMIS data is self-reported and unverified; findings should be considered indicative and with reference to other
information. The World Bank findings also appear to be based on EMIS data.
16

The Schools Expansion programme developed the notion of satellite schools to increase accessibility for
learners. A satellite school falls under the jurisdiction of a nearby registered school.
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variations between provinces (lowest proportion in Harare with 46% and highest in Midlands
with 71%) (ACER, 2016). The ET’s own analysis of EMIS data suggests that in 2016, some
rural schools raised as little as 5% of expected revenues through fees and levies, leaving
these schools with massive shortfalls in their ability to purchase even basic school materials.
88.
The consequence of this financing system is that, in a context of economic hardship,
a high and apparently rising proportion of children are prevented from attending school due
to an inability to afford education direct costs in the form of school fees and levies, as
illustrated in Figure 8.
Figure 8

Reasons for not attending school

Source: ZIMVAC, 2017

89.
This may be due to a household’s ‘a priori’ decision – as would likely be the case for
respondents indicating that attending school is too expensive. But there is also evidence that
in some cases, and in spite of the non-exclusion policy of the government, schools exerting
pressure for fees to be paid does lead to children being turned away, as indicated in
Figure 9.
Figure 9

Children turned away from school due to non-payment of fees

Source: ZIMVAC, 2017
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90.
The school income data (with the caveat already made regarding the reliability of the
EMIS data) further suggests that inequalities increased over the 2012-2016 evaluation
period. The average income of registered P1 schools increased more than for registered P3
schools, proportionally as well as absolutely. The average income of P1 schools increased by
152%, compared with a 132% increase over the same period for P3 schools. Considering
the entire income-related distribution of schools within each type, Figure 10 starkly illustrates
the dramatic difference between the highest revenues of P3 and P1 schools, and that this
difference increased between 2012 and 2016.
Figure 10

Income distribution P1 & P3 schools, 2012 vs 2016

Source: Mokoro analysis of EMIS data

3.3

Assumptions

91.
Under this heading the list of assumptions underpinning the programmes’ theories of
change is first addressed. The intention here is to present the ET’s overall assessment of
each assumption, while the remainder of this section provides further evidence supporting
the headline assessments. In Table 4 below colour coding is used to give a first-sight
overview of the assessment. The colour shading in the first column reflects the summarised
evaluation findings in the final column as follows:
(red) assumption is not
valid

(amber) assumption is
problematic

(green) assumption is
valid

The serial numbers (S/N) in the first column of the table correspond to the numbered boxes
in the TOC diagrams in Figure 31 and Figure 32 of Annex F.
92.
As noted earlier, the presence of successor programmes that have seamlessly taken
forward key directions set out by EDF I and GPE I is an important factor. In this instance, it
shapes the meanings of the colour codes in that ‘green’ means the assumption did generally
hold during the evaluation period (though there may be a few, but minor, problematic
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aspects); ‘amber’ means that the assumption has been problematic over the evaluation
period, but it may have changed/have begun to be addressed since then; the same may be
true for ‘red’, i.e. that the assumption is not valid – though it may have changed/have begun
to be addressed since then. In the ‘evaluation findings’ column we try to briefly capture
these nuances.
EDF and GPE Theories of Change – Summarised Evaluation Findings
on Assumptions
S/N

General assumptions

EQs
addressed

Evaluation finding

1.

The various activities of the EDF and
the GPE programmes are
interdependent and need to be
supported in order to achieve the
overall objective.

7.1

Complementarity and coherence has
been a strong feature, with
considerable efforts taken to ensure
joint ventures, coordinate donors in the
sector, and division of labour.
Activities were all individually relevant,
although in acutely resourceconstrained context and with early
signals that key assumptions were not
holding, greater prioritisation might
have been needed. Lack thereof means
sustainability and equity issues were
exacerbated. See below discussion on
relevance.

2.

Political and economic situation does
not worsen to civil conflict or collapse
of service delivery. Payroll related
disputes do not lead to industrial
action and unrest.

4.5

There was deterioration but no civil
conflict, collapse of service delivery or
unrest.

3.

No other obstacles arise for children
to access education such as violence,
hunger, cholera.

4.5

See ¶43 above: in spite of measures
taken to address 2015/16 drought,
55% rural households had to adopt
poor/borderline diets (2016), with likely
deterioration in children’s nutritional
status. No assessment made of
effectiveness of school feeding
initiatives – though fieldwork evidence
that it helped attract children to schools
(DFID, 2016b, DFID, 2017a).

4.

The security situation remains at a
level conducive to programme
implementation.

4.5

As per assumption 2 above.

5.

The programme design assumed that
there would be adequate GDP
growth, controlled inflation, relative
currency stability and an adequate
flow of remittances – all factors

4.5

See ¶¶38-41 above. Inadequate GDP
growth following initial rebound in
2010-11. Currency shortage, parallel
market USD/bond exchange rate
increasingly diverging from parity.

Significant political change happened
after the programmes had been
completed, which is likely to affect the
next phases.
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S/N

General assumptions

EQs
addressed

affecting beneficiary wellbeing and
national fiscal health.

6.

In case of natural disasters, it had to
be assumed that the humanitarian
response would be adequate.

Evaluation finding
Continued macroeconomic instability.
The macroeconomic context, much less
favourable than expected at design,
has affected the prospects of
sustainability of both EDF and GPE. As
both are now continued, and especially
considering the recent political
changes, greater attention should be
given to monitoring the macro context
and explicitly addressing the
consequences of the way in which it
evolves.

4.5

There was a large-scale humanitarian
response to the 2015/16 drought, albeit
food security levels deteriorated.

Assumptions about Inputs to
activities (EQ Relevance)
7.

UNICEF is able to effectively work
with all partners, including
Government, as well as having full
access to implement and monitor.

1.1, 1.2

Largely true. UNICEF has built a strong
rapport with MoPSE, with close working
relationships with a wide range of
departments and units. MoPSE reliance
on UNICEF is an aspect to closely
monitor. It has been more challenging
to engage with ministries outside
MoPSE albeit this is now (2016/17)
emerging; UNICEF might also have
considered linking up more closely with
other agencies, potentially better able
to do so, such as WB with MoFED (WB
not an EDF or GPE funder but active in
education and ECG member).

8.

UNICEF’s internal procurement and
contracting systems are able to
effectively expedite and manage
large scale programmes. UNICEF has
the capacity to manage administering
the GPE programme in addition to
the EDF.

6.1, 4.5

UNICEF’s capacity was adequately
reinforced at the onset of the GPE
programme. Teams had separate
management, with senior education
team management maintaining highlevel coherence. Our assessment found
management systems to be both
effective and efficient, with a strong
emphasis on VfM.

9.

Government support (across
ministries) for reformed sectoral
planning and budget processes (e.g.
reformed sub-sector NFE / second
chance programmes) and demand for
timely data grows.

1.1, 1.2, 4.1,
4.3, 4.4

Uncertain/unclear support from key
sister ministries, whose participation
e.g. at Education Coordination Group
meetings has only recently become
more meaningful.
Programmes have made notable gains
in improving data availability in the
sector; however, questions remain
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S/N

General assumptions

EQs
addressed

Evaluation finding
regarding the validity and reliability of
the data as there is no systematic
approach taken to verify the data. For
TDIS and ZELA in particular, systems
and data availability have somehow
preceded demand; more thought now
needs to be given to how data will be
used, by whom and for what objective.

10.

Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial
resources.

8.1, 8.2, 3.3,
1.1,1.2

See ¶¶75-79 above. Deteriorating
trends in government funding of
education non-employment costs – this,
before additional financial requirements
linked to policy reforms (e.g. new
curriculum).

11.

Government HR deployment and
management practices align with
training.

8.1, 8.2, 3.3,
1.1,1.2

TDIS supposed to facilitate better
needs-based deployment of qualified
teachers. This is progressing but not
yet achieved. More broadly, current
civil service pay framework hardly
compatible with a system rewarding
qualifications and performance.

12.

The Ministry will conduct its activities
in support of the project as
anticipated. These include school
visits by District Education
Officers/Inspectors from the District
Office, and monitoring of
performance of Cluster Coordinators
by District Education Staff (MoESAC
& UNICEF, 2013b, p. 18)

8.1, 8.2, 3.3,
1.1,1.2

Has improved, with 34% of schools
surveyed reporting an increase in
interactions with District officers, albeit
the emphasis remains firmly focused on
inspection and control rather than the
more supportive approach that would
be required to accompany the many
initiatives impacting the schools.

Parents/households will continue to
make contributions (including almost
all school level operating expenditure,
but also employment costs for
supplementing teachers’ income, and
for privately employed teachers
(MoESAC & UNICEF, 2013b)) and will
not withdraw their children from
school.

8.1, 8.2, 2.3,
1.1, 1.2

13.

Relying on external resources (EDF
funding fuel for DSIs).

25

See ¶¶84-90 above. Evidence of
increasing inability of households to
afford fees and levies, resulting in nonattendance. Moreover, relying on this
assumption left unchallenged the
deeply inequitable character of the
current education financing system (as
now explicitly recognised and planned
to be addressed through the
development of a school financing
policy).
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S/N

General assumptions

EQs
addressed

Evaluation finding

Activities to outputs (EQ
Efficiency)
14.

Various programme interventions are
interlinked to reduce cost of
education for the most vulnerable
children.

6.1, 4.1, 4.2,
4.3

Duplication of efforts have largely been
eradicated, albeit that without BEAM
and the loss of funding for OVCs
through the SIG contradicts UNICEF’s
strong commitment to equity

15.

MoESAC and MoHTE agree joint
strategic approach in overlapping
area of teacher training policy.

6.1, 4.1, 4.2,
4.3

Preliminary discussions are only now
taking place whereas this should have
been a very early concern, especially
considering the wide array of initiatives
aimed to strengthen teacher skills, and
more recently the focus on an
ambitious curriculum reform.

16.

Consensus reached on major
requirements for curriculum reform
and sufficient local expertise available
to adjust materials.

6.1, 3.3

Curriculum reform was achieved in
design. The assumption should have
included a reference to availability of
financial resources needed to
implement the reform, which thus far
have been highly constrained and
considered to be insufficient by many.

Outputs to intermediate
outcomes (EQ Effectiveness)
17.

Agreement on scope and purpose of
assessments (beyond current ‘end of
cycle’ examinations).

2.1,2.2,2.3,
3.1, 3.2, 3.3

Continuous Assessment introduced but
not well understood at school level;
highly ambitious scope problematic.
Lack of clarity on what ZELA should
become and who should own it. If not
addressed, sector underfunding will
hamper meaningful implementation of
the intended change in assessment
approach.

18.

Curriculum reform process enables
suitable NFE programmes to be
defined and implemented.

2.1,2.2,2.3,
3.1, 3.2, 3.3

The NFE Policy has been widely
distributed. Its scope is understood.
However, there remain tenuous
linkages between income generating
activities, the new curriculum, teacher
training and NFE implementation in
practice. Now at very early stage in
assessing ‘mutual implications’ of these
policy directions.
NFE has not been sufficiently resourced
to be viable. The removal of
government funding for NFE teachers’
salaries exacerbated the issue, making
school offerings more tenuous.

19.

Acceptance of using non-government

2.1,2.2,2.3,
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The Government distanced itself from
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S/N

General assumptions
training providers when and where
necessary

EQs
addressed
3.1, 3.2, 3.3

Evaluation finding
NGOs. Their use in disaster relief
training was discontinued. More
broadly, there was a shift away from
NGOs as implementing agents of
programmes’ components.
MoHTE mentioned opening up to
private sector colleges and had two
applications. Very slowly starting.

20.

Reliable (education) data will be
available through the following
systems: EMIS, TDIS, ZELA,
Students’ Learning Achievement
Tracking (LAT; GPE), Financial
Management Information System
(EDF)

2.1,2.2,2.3,
3.1, 3.2, 3.3

Significant achievement in getting
systems in place hence a wide range of
data being available, although reliability
and validity of data is questionable
even for EMIS which is the most
established. For other systems, more
thought required about use of data, as
a prerequisite to further strengthen
capacity and develop quality assurance
processes (e.g. TDIS at provincial and
DSI level, ZELA).

Intermediate outcomes to
impact (EQs Impact +
Sustainability)
21.

There will be continued support and
commitment by the Government of
Zimbabwe to strengthening and
improving the national education
system, including the development
and implementation of various social
and education policies, e.g. the NFE
policy.

8.1, 8.2, 8.3,
8.4

Commitment at MoPSE level, supported
rhetorically at broader government
level, but (so far) undermined by ‘de
facto’ political economy serving other
priorities. Hence Government/MoPSE
continues to develop strong policies,
but resource-poor approach to
implementation is likely to undermine
gains made to date.

22.

Changes in personnel due to staff
turnover or redeployment would not
be at a level that diminishes the
effectiveness of staff and institutional
capacity development.

8.1, 8.2, 8.3,
8.4

Both programmes were staffed by
highly competent managers, but MoPSE
has seen significant staff turnover and
multiple changes in key leadership
positions.
Relatively high capacity retention at
district level.

23.

A clear implicit assumption is that the
school health initiatives would be
implemented sufficiently to prevent
health benefits of the education
interventions to be diminished by
poor sanitation and hygiene at
schools.

8.1, 8.2, 8.3,
8.4

27

There is definitely much room for
improvement but basics are in place.
UNICEF staff informed the evaluation
team that a health assessment survey
would take place in 2018.
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S/N

General assumptions

EQs
addressed

Evaluation finding

24.

It was assumed that health
interventions would have a positive
causal effect on the attendance and
ultimately the performance of
students.

8.1, 8.2, 8.3,
8.4

Not tested in this evaluation.

25.

A basic implicit assumption was that
the policies and strategies are not
only formulated but also meaningfully
implemented.

8, 2.1, 2.2,
2.3

Continuous challenge in an underresourced sector context.

3.4

How relevant are the EDF and GPE Programmes? (EQ 1)

93.
No one disputed the relevance of either the EDF or GPE interventions, especially as
they built on the ETF school-level inputs, notably textbook distribution of one per pupil which
helped to ‘protect’ a basic level of educational service. ETF addressed such immediate
‘emergency’ needs given the rapid system decline from 2008 during the period of
hyperinflation. The EDF and GPE which followed included a panoply of highly relevant
interventions to further develop a system which had only just been jump-started from its
decline, but which still required basic constituents to operate effectively. Interventions
addressed the needs of teachers whose classrooms were filled with many students who had
dropped out or had never been in education and new school entrants, and also addressed
many of the fundamental needs of an education system having to be rebuilt.
94.
The effectiveness of the long list of interventions will be addressed in section 3.6
which presents the evidence collected from the quantitative and qualitative assessments.
Whilst the implementation and use of the different interventions may vary, as will be seen in
section 3.6, it would belabour the point to consider the individual relevance of each
intervention. Whether the Performance Lag Address Programme (PLAP) or Early Reading
Initiative (ERI) or Teacher Development Information System (TDIS) or the Education Sector
Strategic Plan (ESSP), all were highly relevant to addressing the need to rebuild the
education system from the successful interventions made by the ETF. Particularly as this
evaluation is taking place after follow-on programmes of the EDF and GPE have already
started, respondents who have worked in education service delivery spanning these different
periods were unanimous in assessing the relevance of the programmes’ interventions.
95.
What one can judge are the assumptions that underlie the relevance of the EDF and
GPE programmes. As shown in Table 4 above, three of these assumptions did not hold, and
given their importance with regard to the feasibility of achieving the high ambitions of the
programmes this should, in our view, have led the EDF and GPE stakeholders to question
whether some fundamental reassessment of the programmes’ design might have been in
order. In the following paragraphs this is unpacked further, looking at these household and
macro level assumptions in turn and discussing the evidence and implications of their not
holding, before returning to conclude on the relevance of the programmes as a whole.
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Household level unfulfilled assumption
Parents/households will continue to make contributions (including almost all school level operating
expenditure, but also employment costs for supplementing teachers’ income, and for privately
employed teachers) and will not withdraw their children from school.

96.
Our fieldwork confirms a range of studies referred to in the context section (see ¶87
in section 3.2), and shows that parental contributions to schools were considerably below the
level expected to maintain educational services. Figures of 50-60% of fee collection were
mentioned to the ET as being the very best that could be achieved, and in most of the
schools visited, actual contributions were below that level. In many schools, parents were
said to be willing to contribute labour and/or provide in-kind inputs, but as noted by several
head teachers there are many reasons why schools also need cash.
97.
The question of the extent to which parents were actually paying fees and levies was
also part of the school survey. As Figure 11 shows, out of the schools which responded 63%
noted that less than 50% of school income was received from parental contributions.
Figure 11

Combined percentage of school's income from parental contribution
(incl. fees, levies, & other)

Source: Mokoro Survey data

98.
Further, our fieldwork and other evidence also shows that parents did withdraw their
children from schools (including schools benefiting from EDF and GPE interventions as these
were numerous), some going to other supported schools whilst others were withdrawn (or
dropped out) completely. In the former cases, parents may discriminate between different
schools if they judge the quality of one as better than another, especially as they are having
to pay for their children’s schooling. An example was the satellite school which explained
that its enrolment was decreasing due to the children walking to a ‘better’ school, in spite of
the further distance. This phenomenon echoes the experience in the mid-1980s when ‘upper
tops’ (Forms I and II attached to existing primary schools and then expanded into fully
fledged secondary schools) were used to meet the immediate surge in demand for
secondary education, and these same schools, several years on, were then similarly depleted
for ‘better’ schools.
99.
In the latter cases, as shown in ¶¶88-89 in section 3.2, there is evidence that a
number of children were dropping out or parents were withdrawing them from schools, often
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for financial reasons, however relevant the panoply of interventions from the two
programmes. This was also mentioned in the schools visited by the ET. And the survey data
reviewed in section 3.2 suggest that this might have increased in the latter part of the
evaluation period.
100. MoPSE’s response is that with the non-exclusion policy for non-payment of fees, no
child should be prevented from attending school for defaulting on fees. With UNICEF support
MoPSE is also undertaking a longitudinal study to follow a Grade 6 cohort up to Form 2,
which should provide useful insights on the factors influencing parents’ and students’
expectations from and attitudes to education and school attendance in these crucial years of
transition from primary to secondary level. However, there is also a need for MoPSE to more
explicitly acknowledge that the non-exclusion policy needs monitoring.
101. That said, the non-exclusion policy does not tackle the issue of underfunding of
schools’ operations – even though the low collection of fees is acknowledged in some of the
MoPSE documentation (e.g. the EDF Final Report 2016 (UNICEF, 2016a, p. 24) notes that
`words, as long as schools have little other means of getting resources it should be expected
that pressure will continue to be exerted on parents and students to pay.
102. There was considerable discussion by respondents interviewed of ‘free riders’, those
parents unwilling to pay but benefitting from those who do, in addition to those of the view
that the Government should be paying for education, as it is mandatory under the
Constitution. Generally, there was an acknowledgement of the need for a better balance
between funding sources – by all those met at school level, but also by UNICEF, DPs, and
many in MoPSE. No one advocated for a complete stop to parental contributions but for a
fairer formula. Indeed relying on the assumption discussed here as it stands is just
perpetuating an inequitable school funding system, as highlighted in ¶¶84-86 in section 3.2.

Macro level unfulfilled assumptions
The programmes’ design assumed a) adequate GDP growth, controlled inflation, relative currency
stability and an adequate flow of remittances (all factors affecting beneficiary wellbeing and national
fiscal health); and b) that Government has capacity to facilitate policy reform quickly and contribute
adequate domestic financial resources.

103. The programme design was innovative, given the context of the early 2010s.
Development partners had been willing to contribute to what in essence was an emergency
education programme, virtually pooling their contributions to ETF under UNICEF
management. The continued use of a pooling mechanism with ETF II/EDF rather than
individual projects, helped address the need for consistency across the panoply of
interventions. As noted earlier the EDF design also moved from emergency to development,
maintaining interventions addressing direct needs but in a potentially more developmental
way, such as with the School Improvement Grant (SIG), and including more ‘upstream work’
on policies and the development of ‘system guidance’ such as the Teacher Professional
Standards (TPS), the School Development Plan (SDP) process etc., and capacity
development – all needed to secure gains over the longer term.
104. This transition to development programming and funding took place because the
context was thought to be more stable, as suggested in the macro level assumptions
discussed here. Unfortunately, as shown in ¶¶39-41 in section 1.4 above, these assumptions
30

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

did not hold for long. GDP growth declined to much lower levels than expected as early as
2013, and by then, the World Bank, for instance, was cautious in assessing future prospects
in its Interim Strategy Note, noting that uncertainty over future political developments
threatened to undermine the fragile reforms that had underpinned the economic rebound
seen in 2009-2012 (World Bank, 2013). This lack of GoZ funding, as discussed in Chapter 5,
does increase the likelihood that any improvements noted are down to interventions by DPs
(notwithstanding income from parents).
105. Moreover, whilst the Government was willing to continue covering teachers’ salaries,
no increased budget was available for the many non-salary expenses which, in particular, the
SIG was to cover, and which it was intended to develop as a one-stop place for all nonsalary school expenditure. So rather than being developed as such, the SIG remained as the
aid support to schools, outside any Government funding. The period also saw a reduction in
the number of development partners funding the programmes and reduced amounts of aid
to education, as further discussed later in this report.
106. In summary, the ambitions of the EDF and GPE programmes, developed in the
relative optimism of 2011-12, were based on critical assumptions that proved unfounded
over time (and indeed, increasingly unfounded, with school financing and public funding for
education non-employment costs as cases in point) whilst at the same time ambitions
continued to grow (the development of a full-fledged Non-Formal Education (NFE) policy,
whilst relevant as there was a need for a framework for ongoing NFE initiatives including
those supported by the EDF, serves as an example).

Implications in terms of links to outcomes
107. As many respondents noted to the ET, a redeeming grace of Zimbabwe’s current
context is the embedded culture of education, which overcomes many hardships in keeping
schools functioning with teachers teaching and students in classrooms. In 2008-2009 the
system, whilst affected, survived the migration out of Zimbabwe of so many teachers, and
whilst enrolment declined this was not the massive outpouring that might have happened
elsewhere. This is an important context on which the EDF and GPE was able to build.
108. Nonetheless, the political insecurity and the related economic fragility of the period
under investigation – no less the current post-Mugabe one – overrides most of these other
factors, and makes tenuous what would otherwise be plausible links between various
interventions and their anticipated outcomes. In that sense, trying to attribute outcomes
(and impact) to EDF and GPE in a context of political instability is untenable.
109.
Notably and as will be seen later in this report, in spite of the recognised value of
the many interrelated interventions made possible through the EDF and the GPE, the
remaining threadbare finance for schools, teachers and students stemming from this context
diminishes the potential impact of the two programmes. What was remarkable, however,
was the commitment of head teachers and school development committees in the face of so
many obstacles, as evidenced in the fieldwork.
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Institutional factors
110. One may wonder whether the reading of the context may have been overly optimistic
even at the time of designing the EDF. This is a position taken in some contemporary
analyses such as, for instance, the EU Annex to DFID, 2012, which notes that:
While the Global Political Agreement (GPA) has provided some room for manoeuvre and
opened up some space to launch the beginnings of a recovery strategy, limitations in
coherence and consensus at the political level compromise efforts at sustained recovery. This
reduces many initiatives to either short-term emergency responses, repeated over and over
again, or to uncoordinated separate initiatives that fail to cohere into a recovery strategy.

111. For those holding these views, the context militated against development as opposed
to emergency funding even then, which puts into question the relevance of the programme
design and expected results.
112. The ET’s conclusion in this respect is slightly different. UNICEF and education
development partners (DPs) were not the only ones to believe that there might be a window
of opportunity following the 2009-2012 rebound. It was also hard, presumably, to argue with
the government that they would not get support to develop a longer-term, beyond
emergency perspective. The real questions are a) if the growing mismatch between critical
assumptions and realities should have been questioned earlier on in the course of EDF and
GPE implementation and b) what might have been the form of a reaction, i.e. what kind of
changes might have been made in either programmatic content or focus and/or form of the
dialogue or both.
113. The assumption/reality mismatch was not completely ignored, as shown by initiatives
such as UNICEF support to MoPSE in budget advocacy for instance, UNICEF’s presentation to
the parliamentary Portfolio Committee on Primary & Secondary Education deliberating on the
sector budget in October 2016 (UNICEF, 2016c) and the planned development of a school
financing policy. However, these responses came late (2016) and so far have not seemed to
get much traction on the government side. Arguably too, greater prioritisation should have
replaced further expansion of the scope of the programmes.
114. This late and incomplete response may be explained by a combination of institutional
factors resulting in inadequate high-level oversight, as follows. Firstly, programme and sector
monitoring mechanisms do not appear to have included a systematic review of the
assumptions underpinning the EDF and GPE logframes, which included the three critical ones
highlighted here (see ¶246 in section 3.8 for more on this). DIFD internal Annual Reviews
did so, but whilst these reports were shared regularly there is no evidence that this review of
high-level assumptions/risks led to any attempts to mitigate the risks identified.
115. Secondly, should concerns on high-level risks have emerged, there was no
institutionalised forum that would have allowed UNICEF and the DPs to raise these concerns
with MoPSE and as appropriate at higher levels in government. As further unpacked in
section 3.8 (¶237-240), the Education Coordination Group, which should have functioned as
a forum where such issues were discussed, did not do so and focused instead on operational
issues.
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116. Thirdly, the peculiarity of the aid context in Zimbabwe, with politically sensitive
relations between the authorities and international community actors such as the EU and the
UK, meant that UNICEF was implicitly tasked with a role that arguably went beyond what
could reasonably be expected from the organisation’s country team. As a UN agency,
UNICEF had or was thought to have the room for manoeuvre that these DPs did not have.
Indeed, this is one of the reasons that the UNICEF-managed ETF was such a successful
innovation and was able to attract considerable DP funding. But UNICEF is, by mandate,
apolitical, and the country team had to maintain the good relationship it had established with
MoPSE at operational level to ensure the programmes’ effectiveness and efficiency. This was
in tension with things such as highlighting high-level risks to the programmes’ relevance at
senior levels in government. DPs continually relied on UNICEF, instead of at least attempting,
notwithstanding the challenge, to make use of the space provided by UNICEF and take it on
themselves to raise these issues.
117. The combination of these factors meant that high-level risks to the programmes’
relevance were not explicitly raised, hence not addressed. In that sense, and whilst the ET
has rated as ‘green’ the inferred assumption that for the programmes to deliver, UNICEF
should be able to effectively work with all partners, this assumption is related to inputs and
activities. A higher-level assumption should have been that the type of partnership between
the government, DPs and UNICEF was going to allow for tough questions to be tabled and
discussed. This does not seem to have been sufficiently possible.

3.5

Human Rights and Cross-cutting Issues (EQ2) 17

Equity
118. As described in section 1.4 and in Annex Q, Zimbabwe has been facing serious socioeconomic challenges for over a decade, with 62.6% of its population living in poverty and
16.2% in extreme poverty (see ¶9 and Figure 52 in Annex Q). This is further compounded
by extreme weather patterns in recent years, such as the El Niño drought in 2016, adversely
affecting agricultural production (see ¶43). These challenges also have significant
implications for the education system (see section 1.4 from ¶50), as poverty is one of the
main obstacles to access to education. It often forces children to work, taking energy and
time away from education and often making it impossible for children to get an education at
all. A child labour report from 2015 (ZimStat, 2015a) notes that about 50% of children aged
5-17 were involved in economic activities within the seven days prior to the survey. Notably,
children (between 5-14 years of age) in rural areas were more likely to be engaged in some
economic activities (59.6%) than their urban peers (4.64%) (ZimStat, 2015a).18
119. Socio-economic challenges are often linked to geographic location, as shown in
Figure 52 in Annex Q, with increasing difficulties faced by children in (remote) rural
communities, from long distances required to travel to schools (up to two hours in some
17

The full EQ reads: Have human rights and cross-cutting issues (gender, disabilities…) been an integral part of
the programmes?
18

ZELA 2015 Report (ACER, 2016, p. 36) states that the youngest tested age group (7-year-olds) performed
better than older age groups. “A plausible explanation for the relationship between age and performance is the
level of support given by the family to do well at school. Children that are required to work for the family often
start school at a later age.”
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places) to a lack of (education, health, and social) infrastructure, to school infrastructure that
determines how conducive the environment is for learning (also see ACER, 2016, p. 48). The
Government has (re-)introduced minimum standards for schools in 2013 (MoESAC, 2013g,
p. 4) which, for example, indicate that the maximum distance between primary schools shall
be 5km and 10km for secondary schools (a standard which the ET gathers has not been
achieved yet). The Government also established satellite schools19 to reduce walking
distances to school. However, 5-10km on foot is still a fair distance to walk twice a day,
especially for ECD children. It is often children in rural communities that struggle with to
make a livelihood and to pay school fees who also have a long way to travel to school.
Several informants mentioned the negative impact of the long journey to school and some
female students mentioned not feeling very safe. The OOSC National Assessment (MoPSE,
n.d. a) reports that 68.7% of ECD children (3-5 year-olds) are out of school.
120. Significant inequalities can also be observed in terms of level of education, where
primary schools classified as P1 spent on average between $253 and $360 for the period
2012 and 2016, more than 10 times more than P3 schools (our analysis of EMIS data
between 2012 and 2016 found the median ranged from $21 and $30), as shown in Table 5
below. Differences at secondary school level are almost as stark, as shown in the same
table. “In short, though P3 and S3 schools enrol three-quarters of all students in Zimbabwe,
they have next to no resources that can be used on teacher training and learning materials –
two crucial inputs in the educational process.” (Public Expenditure Review, GoZ & WB,
2017b, p. 30). As the PER further notes, parents’ ability to pay determines the availability of
infrastructure and learning materials in a particular school, which perpetuates already
existing inequalities.
School Expenditure per Student by Level of Education and School
Category, 2013
ALL

P1

P2

P3

S1

S2

S3

Ratio
P1/P3

Ratio
S1/S3

2012

28

253

68

21

566

158

70

12.0

8.1

2013

33

268

76

24

708

207

78

11.2

9.1

2014

36

321

88

26

853

249

84

12.4

10.1

2015

40

419

84

28

584

245

85

14.8

6.8

2016

46

360

94

30

951

242

104

12.0

9.1

Source: Mokoro analysis of EMIS database

121. Socio-economic disparities between high and low performing schools also became
evident through four cycles of ZELA research (ZELA 2013, 2014, 2015, 2016). “Socioeconomically advantaged pupils and schools tend to outscore their disadvantaged peers by
larger margins than between any other groups of pupils in English and Mathematics. There
19

ZELA 2015 Report (ACER, 2016, p. 59) also indicates that pupils in registered schools outperformed pupils in
satellite schools in both subjects. The report also mentions the difficulty to attract and retain enough qualified
teachers in areas further away from major towns and cities, something which was confirmed in teacher FGDs.
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are large differences in pupils’ performance between provinces and between urban and rural
areas.” These differences appear to be on the increase (ACER, 2016). Figure 12 below
clearly shows the disparity. The report concludes that while there are significant disparities,
there are also indications that overall socio-economic equity in education in Zimbabwe is
improving (ACER, 2016, p. 44).
Figure 12

Mean performance in English and Mathematics by school location
since 2012

Source: ACER, 2016

122. Struggles to make ends meet are also the cause for migration to neighbouring
countries or to urban areas within Zimbabwe. Migration, including, but not limited to, braindrain of skilled labour20, is a recognised issue but is beyond the remit of this evaluation
(Zanamwe & Devillard, 2009). However, it was mentioned numerous times in conversations
with various informants that parents (leaving their children with grandparents, other relatives
or on their own) and often students themselves (more boys than girls) leave the country to
earn a living in neighbouring countries, meaning that they also leave their education behind.
123. Urban schools generally have better infrastructure than (remote) rural schools,
including ICT infrastructure, which is a main concern, especially regarding the focus of the
new curriculum on ICT and STEM. The ET observed that in rural areas schools often have
only limited or no electricity at all, as well as limited ICT facilities and tools or none at all.
The ESSP 2016-2020 (MoPSE, 2016a, p. 60) notes that “emphasis over the next five years
will be on expanding access to “green” (i.e. sustainable) ICT facilities, services and tools that
promote the acquisition of these 21st century skills by all learners, with a focus on those who
are most disadvantaged” (emphasis added). It is unclear how support will materialise for the
most disadvantaged across the country, when 52% of all households live without electricity,
out of which 72% are rural households without electricity (in contrast to 14% in urban
households) (ZimStat, 2017). Only 39.7% of primary schools and 60.5% of secondary
schools in Zimbabwe had electricity in 2014 (latest data available, ZimStat, 2014b, also see
20

The lack of trained teachers for example is an issue that the EDF and GPE are aiming to address through
teacher training.
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GoZ & WB, 2017b).21 This leaves a large proportion of students disadvantaged, as no
electricity is also an indication of the socio-economic status of a household and a community
and has implications on a number of levels, not least low(er) performance at school (no light
to study/read after dark, no possibility to use computers, let alone the internet to research…)
(ACER, 2016). With schools and parents/guardians struggling to provide/buy even basic
school materials such as pens and paper, let alone pay for school fees (see ¶89 and Figure 9
above), a high risk remains that the inequality gap between urban and rural students,
between the poor and those better off will further increase.
124. The MoPSE’s first goal as included in the ESSP (MoPSE, 2016a, p. 58) is “increased
access to formal and non-formal secondary education, with equity”, stating that “deliberate
focus will be on providing various forms of support to targeted, vulnerable social groups that
face a higher risk of not being able to continue education”.

Gender
125. Zimbabwe launched its first National Gender Policy (NGP) in 2004 to provide a gender
perspective to the principle of ‘Growth with Equity’. A second NGP (MoWAGCD, 2013), in
place from 2013 to 2017, sought to address the shortcomings of the first NGP and emerging
issues under a changing political, economic and social context both on an international and a
national level, such as the new Constitution’s provisions for gender equality, the Medium
Term Plan (MoESAC, 2013c) which emphasised gender mainstreaming into economic
activities and committed to advancing equal participation in productive sectors. The second
NGP’s goal was to “eradicate gender discrimination and inequalities in all spheres of life and
development”.
126. The objectives identified for the education sector are “to ensure equal access to
education for boys and girls and their retention at all levels of education; and to ensure
access to training opportunities for men and women to make possible their equal
participation in the workplace, marketplace and in governance structures”. (UNDP, 2015,
p. 17). A third NGP was launched on 6th July 2017. This policy is also available in Braille.
127. In terms of gender the situation is complex (see section 3.2, ¶73ff). Gender parity
has been achieved at primary and secondary level. Often when gender parity is reached it is
thought that this is sufficient. However, despite all the legal commitments to gender equality
at the international, regional and national levels, women and girls continue to face manifold
challenges in the social, political and economic spheres as a consequence of gender
inequalities, reflected in the country’s gender inequality index of 0.504, which ranks
Zimbabwe 112 out of 188 globally.
128. The NGP (MoWAGCD, 2013), for example, states that gender parity has been
achieved at primary and secondary school levels in terms of enrolment and completion rates
(also see ZimStat, 2016); it also acknowledges that there are challenges in sustaining these
achievements, the main one being school drop outs, which the NGP attributes to “long
distances to be travelled especially in newly resettled areas, incapacity to pay fees mostly
due to orphanhood and unemployment of guardians, pregnancy and early marriage. Gender
stereotyping of subjects in secondary school level, and courses at tertiary level, also presents
21

In some areas this percentage is even higher (see GoZ & WB, 2017b, p. 28)
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challenges.” (MoWAGCD, 2013, pp.4 and 17). For example, looking at school management,
only 23% and 13.4% of primary and secondary schools respectively were headed by female
school heads (ZimStat, 2014b).
129. While the National Gender Policy encourages gender equality and equity, certain
gender norms and gender stereotyping are still evident, for example that “girls are good at
languages, boys are good at science and maths” (informant interviews). Early marriage
remains an issue, particularly in rural areas, and with certain religious groups and has an
impact on girls’ wellbeing. Women and girls are still more likely to suffer abuse and violence.
Even in the limited number of schools that the ET visited stories about girls being raped were
common, whether it was four girls in the past year falling pregnant because they had likely
been raped on their way to school and therefore dropped out of school, or three incidents of
rape of children at a primary school within a week – the school head vividly recounted
dealing with these traumatic events personally. The National Assessment of Out of School
Children (MoPSE, n.d. a) shows that high rates of drop-out occur particularly at the transition
between primary and secondary, with girls facing an increased risk of marriage or
pregnancy22. Figure 13 shows the highest level of education attained by men and women,
showing lower numbers of women from secondary school onward.
Figure 13

Educational attainment by sex – highest level completed by
population aged 15 years and above, 2014

Source: ZimStat, 2016

130. Access to and retention at school (for boys and girls) are still major problems that are
reflected particularly in the programming of the EDF (see Table 7 below), particularly the
SIG (see Chapter 4, which initially could also be used to pay fees for OVCs23, but also
through programme activities on programme and policy level for children with disabilities,
second-chance education, and early learning. The EDF interventions were to complement
ongoing interventions, such as Basic Education Assistance Module (BEAM), or the Zimbabwe
22

One of the strategies suggested in the ESSP (MoPSE, 2016a, p. 58) is to ‘strengthen the policy framework on
school health, HIV & AIDS, Life Skills and Sexuality Education and campaign against schoolgirl pregnancy’.
23

SIG in its revised form only addresses equity across schools, but no longer learners.
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Girls’ Education Challenge (GEC) and the Zimbabwe Girls’ Secondary Education Programme
(ZGSE).
131. BEAM, which was set up to provide financial support to vulnerable children through a
basic education package that covers levies, tuition and examination fees of indigent children,
has become virtually dormant. Established in 2009, and financed by Government, the
National AIDS Council and donors, the fund targeted the OVC population in and out of
school. At the time of the ETF (2012) report it was calculated that BEAM would need a 172%
increase in financial resources to reach all targeted children (CfBT et al.,2012, p.33). BEAM
was poorly resourced from the outset and it was not able to meet the needs of OVCs.
Moreover, as a result of competing government priorities it is only able to disburse funds
periodically. However, schools still use it in their budgeting and as already noted in the 2012
evaluation report (CfBT et al.,2012) the withdrawal of BEAM resources would have a serious
impact on access to education.
132. The Campaign for Female Education (CAMFED) has been working in Zimbabwe since
1993, focusing primarily on promoting girls’ education, e.g. through the Zimbabwe Girls’
Secondary Education Programme funded by DFID (DFID, 2017b). CAMFED has been
providing scholarships, building hostels for girls to avoid them having to walk long unsafe
distances to schools, supporting disadvantaged children to receive an education, tackling the
drop-out of girls from education, and also investigating reasons for the decline in completion
rates. The programme initially started with the support of 32 girls and has grown to reach
thousands.

Have human rights and cross-cutting issues been integral parts of the
programmes?
133. GPE programme design does not specifically mention cross-cutting issues, but
implicitly (considering their global framework) these are integral to GPE programming. The
EDF Programme Document (MoESAC & UNICEF, 2013a) details the mainstreaming of crosscutting issues as listed in Table 6, to which a brief assessment has been added, and has
included various output indicators in the logical framework (see Table 7 below).
Mainstreaming of cross-cutting issues through EDF
Cross-cutting
issue
HIV and AIDS

Mainstreaming

Status assessment



Integration of HIV in life skills (including
for out-of-school education programmes)



Integration of knowledge of the prevention
of HIV and AIDS in the national curriculum
at primary and secondary levels



Teachers engage in in-service teacher
education courses that expand knowledge
of HIV prevalence and prevention in
communities and schools



Incorporation of HIV and AIDS prevention
in the Ministry’s 5 Year Strategic Plan
linked to MoESAC’s developing national
HIV and AIDS strategy
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HIV and AIDS guidance and
counselling has been
mainstreamed into the new
curriculum. Question over
actual implementation.
Any investment in HIV/AIDS
area is long-term, as results
will not be visible in the short
term  requires change of
attitudes. Important to reach
children before they leave
school, i.e. at primary level.
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Cross-cutting
issue

Mainstreaming

Disaster Risk

Reduction (DRR)



Protection24







Status assessment

DRR is embedded within all ETF activities.
Activities to build capacities and reduce
vulnerabilities in order to mitigate the
impacts of rapid change to humanitarian
situation in the sector. Particularly
vulnerable groups are targeted to ensure
reduced exposure to risks (such as out-ofschool children, schools vulnerable to
cholera, girls and female teachers)
The ETF will support institutional and
community-based capacity to
o

Identify, assess and monitor disaster
risks and enhance early warning

o

Use knowledge, innovation and
education to build a culture of safety
and resilience at all levels, and

o

Reduce underlying risk factors and
strengthen disaster preparedness for
effective response at all levels.

Mechanisms for monitoring and reporting
instances of abuse and exploitation are in
place and teaching staff are trained to
refer or directly provide (if capable)
appropriate care services and gendersensitive counselling, particularly for
children who have experienced rape,
domestic violence, sexual exploitation,
child marriage, child prostitution,
trafficking as well as those suffering
psychological trauma. Such referral
mechanisms and teacher school committee
capacity will be strengthened through
activities in ETF, especially though the
school improvement initiative.
Legislative reform to ensure national
policies are in line with the CRC
(particularly relating to corporal
punishment, teachers Code Of Conduct
and ensuring learners have access to
effective reporting for safety issues)

DRR has been included in the
ESSP and the curriculum
framework, a DRR manual for
schools and training of school
staff in the preparation of DRR
plans have been developed.
However, as the ESSP (p. 57)
notes ‘further action is needed
to build the skills for the
implementation of disaster risk
plans and strategies and for
procuring and prepositioning
relevant materials’.
DRR did not feature in
conversations with informants.

School counsellors are in
place. While counselling was
mentioned, it did not yet seem
to have a very prominent
place. This is an area to be
continually improved. The
ESSP also recognises this.
In February 2017 the
Zimbabwe High Court declared
corporal punishment
unconstitutional25, but in
practice it is still used at
schools as well. Awareness
raising is a critical.
Unclear to what extent the
ETF/EDF assisted with
monitoring.

The ETF will assist in monitoring the levels
of harassment experienced by learners and

24

Based on Caritas CARE Oxfam and World Vision Australia – Minimum Agency Standards for incorporating
Protection into Education Programmes and INEE ‘Minimum Standards for Education in Emergencies, Chronic
Crises and Early Reconstruction.
25

http://www.endcorporalpunishment.org/news/03/2017/zimbabwe-high-court-declares-corporal-punishmentunconstitutional.html
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Cross-cutting
issue

Mainstreaming

Status assessment

support MoESAC in putting in mechanisms
to prevent it.
Disability



School improvement initiatives will ensure
a more conduce environment for children
with disabilities



Legislative reform to ensure national
policies consider the special needs of
children with disabilities



Specialized teacher education programmes
linked to teacher certification systems



Revised national curriculum with special
consideration given to children with special
needs

While significant effort has
been put into this from
UNICEF side both on policy
development level as well as
on programmatic level with the
provision of critical technical
equipment (e.g. hearing aids;
see Table 7), and distribution
of Braille textbooks, children
with disabilities remain a
marginalised group. Many
challenges remain, teachers
need to be better trained to
identify and support children
with disabilities. A screening
tool for identification has been
developed but according to
UNICEF staff it has not been
institutionalised.
A supplement to the ERI and
PLAP modules has been issued
with the aim to strengthen
teachers’ responsiveness in the
implementation of literacy and
numeracy activities to special
education needs among
learners (MoPSE, n.d. f).
The ESSP puts emphasis on
inclusive education.
The principles underpinning
the curriculum (MoPSE, 2015d)
are, amongst others,
inclusivity, equity and fairness,
life-long learning, gender
sensitivity, respect, and
diversity.
While the goal is to develop an
inclusive education policy, the
intermediate step taken is to
develop an Inclusive Education
Guiding Framework (UNICEF &
MoPSE, 2017).
Lack of resources and attitudes
towards children with
disabilities are major factors
that impact on the inclusive
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Cross-cutting
issue

Mainstreaming

Status assessment
education of children with
disabilities.

Source: EDF Programme Document (MoESAC & UNICEF, 2013a p. 23), except assessment column

Relevance
134. Looking at the wider country context and the education system (see section 1.2), the
relevance of the integration of cross-cutting issues – HIV/AIDS, DRR, Protection, Disability,
Gender – is clear. A lot of work remains to be done to ensure equal opportunities for
men/boys and women/girls, to ensure that the poor are not left behind, that disabled
children are included in all aspects of society, that HIV/AIDS is contained, and that children
are safe in their various environments. A discussion of the relevance of the overall EDF and
GPE programmes and of assumptions that did not hold can be found in section 3.4.

Effectiveness and Efficiency
135. Table 7 below shows the achievement of the cross-cutting issues related indicators
by the end of the programme. The indicated outputs have been successfully achieved and all
cross-cutting issues have been included in policies/frameworks.
Achievement of EDF targets
Output

Indicator

End of Programme
Target (2015)

Achieved by end of
programme

Thematic Area 1:

1.1 Relevant national
education sector plans
available and used for
budgeting and planning
purposes.

Evidence generated
from EMIS &TDIS, field
(incl. joint) monitoring
visits, research studies
& evaluations feeds into
the development of
MoPSE's 2016-2020
sub-sector plan

ESSP being developed
with data from a
range of sources
including EMIS (2009,
2012, 2013 AND
2014), MICS, OOC
assessment and other
studies supported by
EDF.

1.4 Number of primary
and secondary schools
receiving SIG

5,700 P3 schools
including satellite
schools

6,057 schools, 5,270
P3 registered and
satellite primary and
787 satellite
secondary, received
SIG

1.7 A national
deworming programme
for schisto and soiltransmitted helminths
implemented in
affected districts in
partnership with MoHC

Deworming programme
in 28 districts reaches 2
million children (1 m
children for schisto and
1 m children for
helminths)

2.3 million children
treated for schisto
and 2.4 million for
soil-transmitted
helminths

2.7 Number of special
schools provided with

100% of special schools
are provided with

100% of schools have
been provided with

School and System
Governance

School Improvement

Thematic Area 2:
Teaching and Learning
Provision of Teaching
and Learning Material
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Output

Indicator
critical technical
equipment for the
visual and hearing
impaired, physically
and mentally
challenged and children
with speech and
language difficulties

End of Programme
Target (2015)
equipment

Achieved by end of
programme
equipment

Number of out-of-school
children assessed and
mapped to inform sector
strategy and post-2015
agenda.

Report on the
National Assessment
of Out-of-School
Children and Youth
completed.

Thematic Area 3:
Second Chance
Education
Policy Sector Analysis

3.1 National
Assessment on Out of
School Children and
Non-Formal Education
Policy developed.
Costed sub-sector
strategies for second
chance education are in
place.

Non-Formal Education
Policy developed and
distributed nationally.

Return to Mainstream
Education

3.2 Number of children
with access to the
Accelerated Learning
Programme (by gender,
disability)

30,000

32,301 children
(18,088 male and
14,213 female)
accessed the ZALP
classes, including 270
learners (175 male
and 95 female) with
disabilities

Out-of-School Technical
Education

3.3 Number of children
and young people with
access to life skills
based technical
education (by age,
gender)

50,000

26,226 students
(16,417 male and
9,809 female)
graduated from the
technical skills
training course out of
30,634 (19,119 male
and 11,515 female)
who enrolled.

Source: EDF Final Report 2016 (UNICEF, 2016a)

Sustainability
Regarding the sustainability of cross-cutting interventions, lack of funding remains an issue,
especially as these interventions are relatively low priority in the bigger picture. The MoPSE
has a dedicated department for inclusive education who are committed and that is a good
start. Actual implementation and change, however, will depend on an attitude change across
the country at all levels.
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3.6

Effectiveness (EQ3 & EQ 4)26

Were planned outputs achieved?
136. In this section of the report the extent to which the planned outputs for both GPE
and EDF were met is examined (and an illustration is provided of when the different
interventions were rolled out, with a record of the perceptions of the survey respondents to
each of the different interventions – see Annex C). The outcomes of the programmes are
discussed in detail as part of the analysis of the contribution GPE and EDF have made to the
overall goal of the education sector in Zimbabwe, namely “of achieving universal and
equitable access to quality educational services for all Zimbabwean children” (UNICEF,
2013a, MoESAC, 2013,UNICEF, n.d.-a).
137. It should be noted that despite a concerted effort by the evaluation team (and as
already noted above) both GPE and EDF only provided primarily aggregated figures with
regard to activities. In other words, no data were provided regarding which school received
what activity when. Moreover, with regard to certain training activities (such as initiatives to
train teachers on PLAP) no data were provided on the sex of the participants, nor as to
where participants were from (this meant for instance it is not possible to examine equity
issues such as how representative P3 schools were in the training sessions).

Meeting the Education Development Fund programme outputs
138. The overall goal of EDF 2012-2015 (MoESAC & UNICEF, 2013a) is that “strengthened
scope and quality of educational services enhances equitable student access, retention and
achievement, with a focus on vocationally relevant skills and with special attention to the
needs of vulnerable and out-of-school young people.” The goal was to be achieved through
a raft of activities under three distinct thematic areas:




School and System governance
Teaching and Learning
Second Chance Education

139. Table 8 below depicts the extent to which EDF largely met its expected targets, with
the same colour coding as for GPE.
(red) Output was not
delivered

(amber) Output target
was not met

26

(green) Output target
was either achieved
or exceeded

EQ 3 reads: Have the programmes’ planned outputs and outcomes been achieved? EQ 4 reads: What impact
(effect, intended or unintended) have the programmes had so far?
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Extent to which EDF met its end-of-programme targets (2015), by
key activity
Output

Indicator

End of Programme
Target (2015)

Achieved by end of
programme

Output 1:

Relevant national
education sector plans
available and used for
budgeting and planning
purposes.

Evidence generated
from EMIS &TDIS, field
(inc. joint) monitoring
visits, research studies
& evaluations feeds into
the development of
MoPSE's 2016-2020
sub-sector plan

ESSP being developed
with data from a
range of sources
including EMIS (2009,
2012, 2013 AND
2014), MICS, OOC
assessment and other
studies supported by
EDF, albeit there is
little evidence of TDIS
being used at District
or school level

EMIS hubs in MoPSE
including all ICT
requirements, at the
national and provincial
level are established to
allow web-based data
collection and analysis

Fully operational EMIS
hubs at national and
provincial levels (i.e.
have capability to
capture, clean and
manage EMIS data

All the 15 hub sites
have been established
and EMIS software
deployed on the Local
Area Networks. Wide
Area Network
connections are still to
be finalized to enable
web based data
processing

National EMIS data are
available

Published 2014 data

EMIS 2014 report
drafted; awaiting
printing

Number of primary and
secondary schools
receiving School
Improvement Grant

5,700 P3 and secondary
schools

6057 schools, 5270
P3 registered and
satellite primary and
787 satellite
secondary, received
SIG

Number of education
managers trained in
leadership, school
management and
supervision (Indicator
gender disaggregated)

>8,000

9,459 education
managers trained in
financial
management; 6,576
were males and 1,807
females [Gender of
the 995 trained in
October not reported]

Number of monitoring
visits per year by
Education Network
Partners and MoPSE

1,000 school visits per
year undertaken by
ENPs and 10,000
undertaken by MoPSE.

ENP carried out 1,123
school visits while
MoPSE undertook
12,491 school visits.

School and System
Governance

Enhance the quality of
school environments
and support systems
though the provision of
grants to targeted
schools and an
improved capacity of
MoPSE to plan for and
implement educational
needs
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Output

Output 2: Teaching and
Learning

To improve the quality
of teaching and
learning in Zimbabwe
with improvements
measured by a
reformed national
assessment system

Indicator

End of Programme
Target (2015)

Achieved by end of
programme

A national deworming
programme for schisto
and soil-transmitted
helminths implemented
in affected districts in
partnership with
MoHCW

Deworming programme
in 28 districts reaches 2
million children (1m
children for schisto and
1m children for
helminths)

2,053,068 children
took medicines for
bilharzia (schisto)
while 2,388,959 took
medicines for
intestinal worms in
February; and
4,234,982 treated for
intestinal worms and
3,354,296 treated for
bilharzia in October.

Number of teachers
enrolled in professional
upgrading courses, by
gender, level and type
of course

2500

2392 teachers
enrolled in TCDP 1172 Female, 1220
Male. Level of
certification: 452
Diplomas, 1742
Bachelors and 198
Masters degrees.

Number of ECD para
professional teachers
upgraded through inservice training (by
gender)

10,000

9,954 (9,919 females
and 35 males) were
upgraded and
certificated

Curriculum review
process is completed

Syllabi for Basic
Education revised

103 primary and
secondary school
syllabi
revised/developed in
line with the new
Curriculum
Framework

Student: textbook set
ratio for core texts in all
primary and secondary
schools

1 to 1.3 ratio

1:1 for primary, and
1:0.95 for secondary

Number of schools that
are provided with
complementary, early
grade reading materials

5,800 schools have
access to
complementary early
reading materials

Procurement
discontinued

Number of secondary
schools provided with
relevant cost effective
science kits

100% of schools are
provided with science
kits

All the schools were
provided with science
kits (in 2014).

Number of special
schools provided with
critical technical

100% of special schools
are provided with
equipment

100% of schools have
been provided with
equipment
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Output

Indicator

End of Programme
Target (2015)

Achieved by end of
programme

National early learning
assessment is
conducted annually

Annual assessment
completed

2015 ZELA report
completed

National Assessment on
Out of School Children
and Non-Formal
Education Policy
Developed. Costed subsector strategies for
second-chance
education are in place

Number of out-of-school
children assessed and
mapped to inform sector
strategy and post-2015
agenda.

National Assessment
of Out-of-School
Children and Youth
completed.

Number of children
with access to the
Accelerated Learning
Programme (by gender,
disability).

50,000

32,301 children
(18,088 male and
14,213 female)
participated in
Accelerated Learning
Programme (ALP)
classes in 602 sites.

Number of children and
young people with
access to life skills
based technical
education (by age,
gender).

50,000

30,634 students,
19,119 males and
11,515 females,
registered to date.

equipment for the
visual and hearing
impaired, physically
and mentally
challenged and children
with speech and
language difficulties

Output 3:
Second Chance
Education

To develop a ‘second
chance’ education
programme that
provides opportunities
for youth and young
people who have
missed out to re-enter
formal education or
receive relevant skills
training

Non-Formal Education
Policy launched and
public dissemination is
on-going.

Source: UNICEF, 2016a

140. With respect to Output 1: School and System Governance, EDF made noteworthy
progress in meeting its expected targets. EDF contributed to the establishment and
regeneration of a range of data systems to ensure improved evidence-based policy making
within the system. However, as noted below, questions remain regarding the quality of the
outputs of these systems. In particular, concerns have been raised regarding the reliability
and validity of the EMIS data, as little is done to verify the accuracy of the inputs into the
system. Achievements under SIG are discussed in more detail below under the separate SIG
section of the report (Chapter 4). Initial SIG targets were exceeded albeit SIG faced
significant financial pressure after EDF was completed, and this has meant a dramatic
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reduction in the number of schools that received SIG in 2016. Other activities undertaken
under thematic area 1 all exceeded their respective targets – Financial Management Training
provided to education managers exceeded its target, by 18% (with 21.5% of managers
receiving FMT being female), as did the monitoring visits by Education Network Partners, by
11%, and the deworming programme far exceeded its target (providing multiple visits to
more than double the number of children it had hoped to cover).
141. Under Output 2, EDF fell slightly short in meeting its targets. With regard to teachers
enrolled in professional upgrading courses, EDF managed to achieve 95.6% of its target
(with 49% of teachers involved being female), and achieved 99.5% of its target for
upgrading ECD para professionals (of whom 99% were female). EDF also completed the
curriculum review and facilitated the revision of all the primary and secondary school syllabi
in line with the new Curriculum Framework. Furthermore, EDF achieved its target for the
ratio of core textbooks per student, albeit this ratio refers to textbooks distributed at the
outset of EDF and is not applicable to the new Curriculum, for which textbook shortages are
acute. In addition, EDF distributed all the Science Kits and relevant equipment to Special
Schools. Moreover, EDF was successful in ensuring the annual assessment of ZELA.
142. EDF did, however, fail to distribute complementary early reading materials and so
discontinued the activity. According to the DFID Annual Review 2016:
Initial delays were caused by concern over alignment with the new curriculum. Then further
delays were met in the procurement process managed by MoPSE. Given budgetary
constraints, the activity was suspended, and funds redirected. (DFID, 2016b, p viii).

143. Under Output 3 GPE had mixed success in meeting its Second Chance Education
targets. GPE was successful in developing the NFE policy but faced several challenges in
implementing it. With regard to ZALP, GPE met 64% of its target (44% of whom were
females), and 61% of its target under Fit For Life (of whom 37% were female).

Meeting the Global Partnership for Education programme outputs
144. The overall objective of the GPE 2013-2016 is: “To boost learning outcomes in basic
education through continuous professional development of teachers, improved teacher
supervision and management as well as strengthened evidence based policy and strategic
planning.” This was to be achieved through 3 priority areas, namely




Professional development for better teaching and learning
Supervision and management of teacher performance and development
Strengthened strategic planning leading to MoPSE’s ESSP 2016-2020.

145. The activities that fall under each of the three priority areas have already been
described in the Inception Report (Mokoro, 2017b), and the purpose here is to examine the
extent to which GPE met its targets. The GPE, when compared with EDF, was narrower in
scope and the measures used to track progress reflect this. Table 9 below records the extent
to which targets were met27. The data are from UNICEF reports; the colour code reflects the
extent to which the end of programme target was achieved.

27

Data taken from the GPE Final Report, 2017 (UNICEF, 2017b).
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(red) Output was not
delivered

(amber) Output target
was not met

(green) Output target
was either achieved or
exceeded

Extent to which GPE met its end of programme targets (2016), by
activity
Component

Key Activity

End of Programme
Target

Achieved by end of
programme

Professional
development for
better teaching and
learning

Early Reading
Initiative (ERI)

31,354 (Grades 1 – 3
teachers)

44,342 teachers trained in
ERI

Performance Lag
Address
Programme
(PLAP)

41,855 teachers trained in
use of PLAP materials

52,730 teachers trained in
PLAP

Teacher
Development
Information
System (TDIS)

TDIS available in all
provinces and 25 districts
electronically28

TDIS system available in all
districts and teacher data
on 127,000 captured

Teacher
Professional
Standards (TPS)

System evaluated through
analysis of 10% supervision
reports for quality
improvement in supervision
reports29

Training of
 103,764 teachers
 heads and deputy
heads in 8651 schools
 all TiCs in 5933 primary
schools
 two HODs from 2718
secondary schools

National budget reflects
ESSP priorities30

ESSP (2016 – 2020)
developed, approved,
printed and disseminated,
but not adequately
reflected in budget
allocations

Supervision and
management of
teacher performance
and development

Strengthened
strategic planning
leading to MoPSE’s
ESSP 2016-2020

Source: UNICEF, 2017b

146. With regard to activities under Component 1, GPE was very successful in meeting the
targets for the respective outputs. GPE exceeded its target for ERI by 41%, and for PLAP by
25%.
147. With regard to activities under Component 2, GPE was successful in rolling out the
TDIS system, although not all teachers are yet captured in the system. As noted below
(¶193ff), questions remain as to how effective TDIS has been and whether or not it is being
used as planned. With respect to TPS, the training has reached all schools, but it is not
apparent yet to what extent TPS is actually being systematically used as intended. Moreover,

28

The target for end of 2015 was that 100% of all teachers’ data would be captured in the system.

29

Target for end of 2015 was that all supervisors at school and district level had been trained.

30

Target for end of 2015 was that the ESSP had been approved by MoPSE and validated by an external team.
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and as further discussed (¶193ff), important aspects of the system and in particular, teacher
self-assessment, do not appear to have been put into practice.
148. Under Component 3 GPE has delivered its commitments with regard to ESSP.
However, the extent to which ESSP will influence the budget remains to be seen. It can be
argued, nevertheless, that the end-of-programme output indicator for Component 3 was
ambitious and outside the control of GPE. We would suggest that it was therefore not an
appropriate output indicator for GPE.

Major factors influencing achievement or non-achievement of outputs
149. Survey responses point to high levels of satisfaction with the deliverables of both
programmes (Figure 14 below), albeit as noted in Annex I, questions remain as to how
representative the survey is due to potential issues of integrity and confidentiality of the
survey management process and to the low and geographically uneven response rate. We
report the survey findings with these caveats.
150. Unsurprisingly, of the many interventions, SIG was rated the highest by respondents,
followed by the Financial Management Training (FMT) and ERI.
Figure 14

Overall assessment of interventions, % who rated each intervention
5/5

Source: Mokoro Survey data

151. Moreover, respondents also reported high levels of utilisation of what they had learnt
from the training provided by both GPE and EDF (see Annex I, Figure 38), with training on
the interpretation of the new syllabus rated the highest, followed by ERI and FMT. With
regard to the high rate of utilisation of the training on syllabus interpretation, it is important
to note that this was the most recently received training. Moreover, the syllabi were the only
resource that teachers could draw on to start teaching in line with the new curriculum; all
deplored the absence of other resources, and some expressed the view that the training had
been insufficient and/or confusing (see ¶163-164 below).
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152. Information gathered from the interviews with Ministry, development agency
personnel, and NGOs and from the further fieldwork interviews at schools, provincial and
district offices has been consolidated and in the section is presented the resulting
assessment of the effectiveness of the interventions for which there was feedback and a
review of the major factors reported that had a bearing on this aspect.
153. First of all, it is important to note the inclusion in the two programmes of so many
complementary, constituent factors promoting quality education. The programmes together
covered more ground than they would have done individually, with many particular
interventions supported by others, with for instance financial management training
supporting the operation of the SDPs and SIG expenditure, TDCP supporting teacher
professional development whilst the TPS is meant to help teachers, schools and MoPSE to
identify their needs, and ERI and PLAP helping teachers make the most of the ETF
textbooks.
154. Looking at the individual interventions, the overall picture is that they not only were
appreciated but were significant in raising the quality of education service delivery and will
have contributed to raising outcomes. However, respondents also spoke of the problems
experienced in implementing the different interventions, especially when lack of resources at
the school compromised their effectiveness (see ¶163-164 below).

ETF Textbooks
155. Consistently, respondents pointed to the significance of the textbooks distributed
under the ETF, and though this was prior to the EDF under evaluation, without these
textbooks, children at both primary and secondary levels would not have been attracted back
to school, nor done as well as they did. Indeed, although this evaluation is taking place
considerably after the end of the EDF I, no less the ETF, numerous respondents continued to
note the importance of these first textbooks, many of which, though in tatters, were still in
use in the classroom.
156. The other interventions which consistently were reviewed positively at the school
level included the early childhood education focus, the SIG, PLAP, the science kits and the
financial management training. The nuancing of the comments on these interventions,
together with those that may have been appreciated, even if not as wholeheartedly, such as
the TPS, is discussed below.

Early Childhood Education
157. The interventions in early childhood education were appreciated by most
respondents, with the Early Reading Initiative recognised as an important means of
integrating new and returned entrants to the school system and providing them with the
necessary reading skills to progress further.
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Overall performance in English and Mathematics since 2012

Source: ZELA report 2015 (ACER, 2016 p. 21)

158. Table 10 above illustrates that the mean performance in English and Mathematics of
Grade 3 pupils in Zimbabwe increased significantly between 2012 and 2013 and did not
change after 2013. The last column of the table shows that the average performance in both
subjects was significantly higher in 2015 than in 2012, and as the 2015 report (ACER, 2016)
notes ‘the increase was small for English and moderate for Mathematics’ (2015, p.21). The
report also noted subtle differences in the performance of different groups including:


Since 2012, girls have performed better than boys in English and Mathematics.



Pupils in urban areas outperformed pupils in rural areas in both subjects and in all
assessment years.



Pupils eating three or more meals per day outperformed pupils eating two meals per
day in both English and Mathematics.



Parental education, home educational resources, and home possessions (electricity,
piped water, television and radio) suggest only a small impact on overall performance
with the gap decreasing between households with and without these things.

159. As one respondent noted, the reorganisation of ECD/primary into infant (ECD A, ECD
B, Grade 1 and Grade 2) and junior (Grade 3 and above) schooling meant that ECD was
taken more seriously by all, parents and teachers included. ECD kits, together with paraprofessional training kick-started the programmes, and the further teacher training for infant
teachers consolidated and upgraded teachers’ performance. Some respondents alluded to
the preference for TTC-trained teachers that have become “available”, instead of “less wellequipped” para-professionals.
160. In several schools, infant classrooms were better decorated than others, although not
always better furnished. Indeed as with all the interventions, school resource constraints
limited the further investments at the school level that would be necessary to capitalise
further on these interventions, refurbish premises and replenish toys and learning materials.
In a good number of the schools visited, the staff also regretted the lack of complementary
reading materials (whose procurement under EDF was aborted as discussed in ¶142 above)
which as one head teacher said, would “make reading more fun” for the children hence
helping strengthen their skills.
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Curriculum reform and syllabus development
161. The curriculum reform was viewed generally as a positive step forward, certainly
theoretically, though with significant implementation problems in schools, especially those
poorly resourced and attended by the most disadvantaged students. Recognition must be
made of the efforts taken to introduce the reforms, including: 1) The curriculum review was
preceded by broad consultations where about one million people gave their views which
were compiled by a team of six experts who came up with the first ever curriculum
framework for the education system in Zimbabwe. 2) A total of 104 syllabi were developed
for all learning areas (subjects) in the new curriculum and this was done by subject experts
(subject panels). These were distributed to all schools nation-wide for implementation. 3) All
teachers who were phasing in in 2017 were trained in 2016 in preparation for implementing
the syllabi. This may not have been adequate, but training is never a once-off event.
162. Those particularly in favour of the reform, however, felt that it would cater well for all
children, including those not gifted academically, that it was interesting and would be
enjoyable for learners. However, respondents were unanimous that the curriculum could not
be implemented without adequate resources, most of which are currently absent in the
schools visited. Nevertheless, UNICEF argues that an assessment of existing textbooks had
revealed that most of them were around 80% usable with the new curriculum. Efforts were
made to develop modules to cover the 20% gap. It is therefore the new areas that needed
urgent attention (and procurement of these textbooks was in progress at the time of the
evaluation).
163. Some felt that regardless of preparation, it was necessary to get on with it, or
nothing would ever change. Thus, it was better to cast a blind eye on the requirements for
effectiveness in the classroom and just get started, adapting as one goes on. Others viewed
the reform more cautiously, stipulating that much more preparation ought to have taken
place before the launch to ensure that everyone was on the same page and with the ability
to go forward. Whichever view was taken, the reality on the ground is portrayed in the
following comments made to the ET.
















Teachers are overloaded with requirements and without resources (ICT, textbooks)
Too many subjects, no time for learners to focus on their own interest
Too many projects requiring resources – students don’t have
Too much time, congested timetable
We only have publishers’ sample texts – nothing else
Good idea but no resources, hence students can’t do tasks
Requirements too high for rural school with disadvantaged children struggling to
speak English in households with no English
Can’t do 10 projects
No science lab, no A-level science subjects, no texts
Often no Wi-Fi so impossible to search
Told to use the internet – not available
Training helped but also very confusing and too little
Some facilitators lacked sufficient knowledge
No link with TTCs
Syllabus not enough for teachers to teach
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School doesn’t have internet yet syllabus requires it
Can teach theory only as lack computers, textbooks, laboratories
Students have to do exams without practicals
Timetable too long for Grade 3
Lack of teachers in many new areas
No textbooks or out of date ones, useless in some areas
Some textbooks badly written
Workshops on lesson planning but no chance to raise challenges as before
Agriculture takes too much time that is not available.

164. Probably the most worrying comments were that “our children will be backward”; a
“competence gap” will be created given the lack of resources for the curriculum, which
poorer schools (as those we visited) cannot afford, compared with better-resourced schools
who will be able to afford new textbooks, the equipment needed to teach practicals in
sciences and ICT etc. In that sense, the roll-out of the new curriculum may be compromising
any equity gains made through the two programmes.

OOSC Assessment, NFE, Fit for Life, ZALP31
165. Non-formal education, like vocational training, has always been a second-best option,
for those who drop out or are unable to progress for various reasons, whether lack of
resources, automatic promotion without learning and hence failing at exams or getting
discouraged, or lack of motivation. The poorly monitored non-exclusion policy has added to
such numbers. Income-generating activities also have a chequered history: in the early days
of Independence, “education with production” was also introduced, but never wholeheartedly, and the Ministry sought to reap the benefits itself, rather than their being sown
back into the schools.
166. With support from the programmes, the Ministry completed a nation-wide
assessment of Out-Of-School Children (OOSC) (MoPSE, n.d. a). As discussed earlier, financial
constraints are a major reason for children to be out of school. Other (often related)
reasons were mentioned in the schools visited. For instance, girls drop out due to early
marriage or pregnancy; students most prone to dropping out also include children from
child-headed households, such as those whose parents have left for South Africa, and as
reported to us in some schools, those who don’t see the point of continuing their schooling,
especially when there are few jobs once they’ve finished. Feeding programmes were seen to
be an attraction for OOSC, but offered in only one of the schools visited32.
167. Generally, the paucity of school resources, already noted, has made it harder for
schools to attract OOSC. Chapter 4 below discusses the effect of SIG policies in this respect.
In addition, and in spite of the NFE policy which is meant to make NFE a responsibility of
every school, the evidence is mixed about the extent to which a) this is happening, i.e.
31

NFE refers to the policy issues surrounding Non Formal Education, Fit for Life was aimed at improving the
agricultural skills of out-of-school learners, and ZALP was aimed at improving literacy amongst adult learners in
Zimbabwe.
32

A large-scale school feeding programme was undertaken as response to the drought and schools were
provided with maize distributed by the government up until August 2016. Schools were then encouraged to
continue feeding programmes with their own means, such as asking parents to contribute food, school gardening,
and/or mobilising resources to purchase food through IGAs. In the schools visited this had mixed success.
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schools are effectively offering some form of NFE, and b) what is offered succeeds in either
reintegrating dropouts into the formal system, or providing those who for any reason would
not do so, with some form of education useful for their lives.
168. Several schools mentioned offering Part-Time Continued Education (at secondary
level). However, there is a tension between competing to raise one’s school exam pass rates,
and trying to help children who dropped out, or failed in a number of subjects, to (re-)sit and
pass exams: as those students are often weaker (or perceived to be), there is the risk that
they will ‘dilute’ the school’s exam results. It is a recognised problem that weak students are
discouraged from sitting exams, as noted for instance in the analysis of the 2016 O-level and
A-level exam results by the MoPSE secondary education department (MoPSE, 2017a, MoPSE,
2017b). To our knowledge, this issue has not been addressed, however. Of note is the fact
that in some schools visited, the reformed curriculum was judged to be so crowded that
Part-Time Continued Education students were told to come to routine classes as teachers no
longer had time to provide after-class sessions.
169. Income-generating activities were introduced in several of the schools visited as a
means of funding NFE in addition to addressing it and attracting OOSCs. In one case, it was
the agriculture teacher who took on the classes. When the fees charged ran to $10/month
(to incentivise the agriculture teacher), learners stopped coming. Vegetable gardens, maize
fields, orchards, poultry and garment-sewing comprised other innovations, some more
successful than others, some plagued by lack of water, its cost or distance, and other startup costs. Some schools organised functional literacy training programmes for driving
licences. These income-generating activity NFE schemes usually attracted adults rather than
children.
170. Several schools reported that they had never heard of the Fit for Life programme,
and others commented that whilst they had found ZALP useful, it seems to have disappeared
(having been replaced by PLAP, though PLAP is for the formal sector). With regard to PLAP,
very large classes and the documentation required reduced the feasibility of its being
implemented in such environments. The replacement of ZALP is borne out in the survey,
with only 17% of respondents reporting that their school participated in ZALP, and only 15%
reported having participated in Fit for Life. Nevertheless, the survey results do point to some
positive outcomes of the two programmes. With regard to ZALP, 57% of the schools who
reported having participated claimed that most of the learners were ‘reintegrated at this
school’ (see Figure 40 , Annex I)
171. With regard to Fit for Life, 48% of those who responded to this question reported
that most of the learners ‘continued farming on their own’ and 23% reported that they had
‘returned to school’ (see Annex I, Figure 41).

Continuous Assessment
172. Continuous assessment is challenging even in well-resourced and trained
environments. In Zimbabwe, it was developed recently as required by the new curriculum,
and thus only introduced in 2017. In spite of some acceptance that it was a good way
forward, especially as it enables students to demonstrate what they know in different ways
and not simply as a once-off, high-stakes exam, continuous assessment has yet to be
implemented effectively.
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173. At school level there were different interpretations of what it was meant to be: in one
school it was thought to mean a test or exam every other week. Teachers have been
overwhelmed by the tasks needing to be assessed, and in practical terms it has been very
challenging given the numbers of students and subjects requiring such assessment. The
tasks were also set centrally, without consideration for schools’ very different abilities to
provide what also needed for students to undertake them (generally ICT, but also equipment
like microscopes, etc.) Teachers reported that they did not feel properly trained, given
information but no guidance as to how to carry out the assessments properly and in a
standardised way. Science equipment is lacking in many schools so that it is not possible to
do experiments. Replenishing the necessary equipment is expensive and as with all the
various inputs needed in schools, resources are insufficient. Parents are failing to buy the
required files for students; in many schools there is no electricity, no internet and only
makeshift ICT, which means it is difficult for students to be assessed for example on
switching on/off a computer or sending a text message on a smartphone. Some recognised
that the tasks would, indeed, encourage practical learning, but there was no allocation for
them in the timetable. The real issue with continuous assessment, it was reported, was that
most students from poor backgrounds failed the tests, for all the above reasons.
Nevertheless, it should be recognised that continuous assessment is in its first year of
implementation and further support is required to ensure all teachers are able to administer
it.

Information and Communication Technology (ICT)
174. The lack of computers and an internet connection and typically an ICT teacher in
such schools is the story to report from field visits. This is when electricity is available, which
is by no means the case in all the schools. In one school even the phone network was
patchy. As was said, “Schools with access to the internet will fare better. This school will
plunge further behind.” Computers were not supplied to schools as part of the two
programmes, and their lack impeded the roll-out of the new curriculum. The team took note
that an ICT in education policy was developed and validated at technical level (with World
Bank support). However, without definite funding, MoPSE did not take it up for Cabinet
approval and it is unclear when this might be done.

Teacher Professional Standards (TPS)
175. There were conflicting views on the effectiveness and support given to the
introduction of Teacher Professional Standards. Head teachers, PEDs and DSIs were
certainly more positive than teachers, commenting that they found it very useful and were
thus able to hold teachers to account. One respondent said that it should have been
introduced long ago, another, that TPS helped teachers to know what was expected of
them; and some used TPS as a supervision tool. Some commented on the use of the tool to
identify gaps in skills and to help them assess whether Results-Based Management (RBM)
goals had been met as well as leading to teachers’ upgrading. The TPS was used at the
start- and end-of-year meetings to set goals and review progress. However, heads also
referred to the onerous forms, which were a ‘headache’ to complete, whilst for one of them,
the supervision tool was a paper-pushing exercise.
176. Teachers, on the other hand, did not generally find the TPS as useful. It was “a bit
too much”. The standards set expected unrealistic things to be done, e.g. classroom-based
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action-oriented research, or for some, the dress code which could not be implemented. One
commented that in view of teachers being paid so little, it should not be expected that they
would be motivated to fulfil all the standards. Nonetheless, some felt that the TPS pushed
them to improve and motivated them towards higher qualifications. However, it was also
felt that there was too much paperwork at the expense of actual teaching. One teacher who
had been trained in TPS had forgotten all about it, having received training in so many
different things.
177. Importantly, teachers spoke of the lack of mechanisms or fora for voicing their
concerns or helping them with the challenges exposed, for instance, in the self-assessment
part of TPS. That is, they couldn’t see where the support would come from for them to
address any identified gap – apart from their own initiative at their own costs. This suggests
that the lack of a genuinely supportive approach to teacher management undermines the
effectiveness of the TPS. So too, does the lack of prioritisation among standards, for instance
emphasising the dress code alongside what really matters for teaching and learning.

Teacher Capacity Development Programme (TCDP)
178. Some of the teachers at most schools visited had benefitted from the programme.
However, a comment made was that teachers’ absences were felt to be disruptive as there
were no replacements for them. Others commented that information was not widely
disseminated on the programme, nor information on the criteria for selection. Some
suggested, however, that whether by design or coincidence, it appeared that disadvantaged
districts and schools had more teachers admitted to the programme. Some PEDs and DSIs
were unhappy that selection was done centrally and not at their level, as they felt they knew
the needs of their provinces and districts better. Another comment was that having been
afforded the upgrading, teachers should be bonded for some time to the area. An
international development partner questioned the assumption behind the programme more
fundamentally: that upgrading teachers from a diploma to a B.Ed would result in better
teaching, a question raised by head teachers with whom the development partner had met.

Planning, the ESSP, EMIS and TDIS
179. These are discussed in the next section, on effects of the programme on systemic
capacity.
What effect has the programme had on the capacity of systems?
180. Capacity development has focused on many different areas and in terms of launching
the use of ERI, PLAP or ZALP, for instance, has been very effective. To look at the effect of
the two programmes on systemic or institutional capacity is different, however, as one is
looking not only at the effectiveness of the individual training, but also at the fit across the
different levels and particular areas. There are three systemic areas that are covered by the
two programmes under evaluation:




Planning and policy analysis (school, cluster, district, province, national and EMIS)
Curriculum (including Continuous Assessment and Non-Formal Education)
Teacher development and deployment (including the TDIS and EMIS interface).
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Planning and policy analysis
181. Considerable effort went into planning, especially prior to GPE acceptance, as well as
with the development of the ESSP, supported by the GPE. Additionally, school data
collection was revamped with the support given to EMIS.
182. Thanks to the programmes, an EMIS is now produced annually in good time. This is a
major achievement. It is based on district gathering of school-level data, which are sent to
head office. It is an onerous process, however, and there is no effective data quality
assurance system. Interviews with school heads suggested that it takes them about a week
to complete the EMIS questionnaire as in effect it is a short book. The survey is distributed
through the District Office, sent back through the District to the Provincial Office, where the
data are captured. Although it is intended that the District Office should check the data, due
both to the length of the survey and the lack of transport, in practice this is not feasible.
Thus in practice, and except in the cases of major queries, there is no evidence that the
EMIS data are reliably checked. In our own research we found missing data, or examples of
data that should probably have been checked such as significant jumps in the income of
schools between different years, and little evidence that any effort is made to verify what
has been captured.
183. With regard to planning, the ESSP was mentioned by many as a major achievement.
It is very ambitious. It was developed as an important basis for GPE support and has been a
rudder for other programmes. Numerous respondents also highlighted the success of
planning at the school level, with the formulation of a School Development Plan (SDP) in all
schools, and at district level where impressive operational plans have been constructed that
show the status of the sector and prioritised areas for the year (MoPSE, 2016b) and are
intended to be used as the basis for attracting funding. The intention is that over the
medium term, the plans of the different levels in the sector will be aligned, with the ESSP
providing the overarching framework and a two-way process, from Head Office down and
from districts up, of plans being reviewed to take account of each other. This, however, is a
major undertaking. While the initial building blocks are in place and there has clearly been
effective capacity development in planning, it is not possible to be confident that the twoway process is fully operational yet. The ESSP, for example, was not mentioned by anyone
at the school level.
184. School development planning was largely seen as linked to SIG and focusing on
schools’ infrastructure development needs with little to no attention to teaching and learning,
a finding not unlike that for SIG programmes in other countries33. In some schools there
were sections on teaching/learning objectives in the SDP, though teachers generally did not
associate teaching/learning objectives with the development of the SDP - nor the link
between the SDP objectives and teachers’ individual objectives that schools routinely set out
at the start of the year. It also appears that the SDP process (like the TPS) was rolled out
without reference to the schools’ pre-existing use of Result-Based Management, something
that several schools mentioned unprompted (all schools visited indeed had an RBM file on
their shelves).
33

Can school grants lead to school improvement? An overview of experiences of five countries, Working paper
Elodie DEFFOUS In collaboration with Anton De GRAUWE and Candy LUGAZ IIEP, UNESCO, Paris, April 2011.
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185. Some felt that the role of clusters, a crucial node in the cascade training approach
that was adopted as the main means of rolling out the school level EDF and GPE-supported
innovations, ought to be enhanced especially in terms of planning. MoPSE, however, was
loath to add to cluster responsibilities as administrative responsibilities in particular could
work to the detriment of time-in-school for both the clusters and their associated schools.
186. More fundamentally, policy analysis and planning become a surreal undertaking in an
environment of severe underfunding by Government beyond teachers’ salaries and
allowances and given the unrealised budgets at school, cluster, district or provincial level.
Normally such plans would be used to discuss different approaches to school finance, but
such discussions have been off the agenda for the most part. There is now the intention of
developing a school financing policy. However, what has been missing has been the
necessary emphasis on prioritisation given the limited budgets – and building the capacity for
such prioritisation. Indeed, although systemic inequalities are described with relevant data,
policy discussion is limited with regards to how best to address the inequalities identified.
187. So on the one hand, one could say that in planning, there has been systemic capacity
building, but on the other hand, it has been stunted by policy cul-de-sacs until fairly recently.

Curriculum development
188. Curriculum reform is the second area of systemic capacity development undertaken
by the programmes. This has just begun and is a two-decade-long project of introduction.
Besides the reform of the formal education curriculum, work on learning content and
measurement has also included the launch of Continuous Assessment and the Non-Formal
Education Policy. The work supported by the programmes was thus meant to be allencompassing from Early Childhood Education through Secondary Education.
189. The reform is a huge undertaking, and in Early Childhood Education, the sequencing
has been thought out better than in the further education levels, as teachers have been
trained following the use of para-professionals, manuals have been written and distributed,
and materials have been produced for the classes. Such sequencing has not occurred for
the rest of the grades, with schools having to play ‘catch-up’ in developing teachers’ skills,
acquiring appropriate textbooks and managing the NFE offering in the absence of teachers’
salaries. Teachers’ training on syllabus interpretation has provided a starting point, but
further training and mentoring through skilled supervision has not been comprehensive, nor
have teachers’ manuals been produced as yet. The reform was conceived systemically, and it
is still early in the process, but developing capacities fully will require more focus on better
guiding further roll-out and a more realistic approach to sequencing the different steps.
190. Lack of financial resources, however, will impede systemic capacity development if
left unaddressed. As several teachers pointed out, if they are taught things that they cannot
implement at their school because the equipment is lacking, this will be useless. Building the
capacities of the teaching force in an effective manner will also depend on the effective
adaptation of the teacher training curriculum. Discussions to this effect, which arguably
should have been undertaken at the same time as the formulation of the school curriculum,
are only starting now, and it was not clear to the team that the different stakeholders
(MoPSE, MoHTE and the Teacher Training Colleges themselves) agree on how much has
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already been ‘aligned’ and what needs to be done to ensure that the TTCs equip teachers
with the skills required by the new curriculum.
191. Finally, the articulation between the formal education curriculum, Non-Formal
Education as defined in the new policy (but as noted earlier, yet to be designed in a clear
range of offerings), and the technical and vocational education sector (not under MoPSE),
has yet to be further defined. This is in spite of the new curriculum’s stated goal: to cater
for all children, including non-academically gifted ones, with a strong focus on life skills. So
far, the processes of rolling out the NFE policy on one hand, and the new curriculum and
continuous assessment on the other hand, have evolved fairly separately from each other
and even in their current stage, raise questions such as, how to apply continuous
assessment to students attending PTCE, how to set aside time for NFE in the very full
timetables required by the new curriculum, etc. Furthermore, some stakeholders were of the
view that the emphasis on life skills was just cosmetic and gave examples of how science
teaching continues to lack contextualisation and is not linked, for instance, with another
mainstay of the curriculum, namely agriculture.

Teacher Development and Management
192. The third area of systemic capacity development is Teacher Development and
Management (including deployment). Much has been done in this area, not least the
development of the TPS and TDIS as well as the TCDP.
193. The TDIS, initially developed separately, has subsequently been linked to EMIS. The
idea behind this is that it would connect the dots, providing all the required information in
one place, not only for students and schools but also details on teachers, their development
needs and a record of their upgrading. The TDIS data are meant to support better
deployment in that one should be able to look at oversubscribed and undersubscribed
schools and their associated teaching force, and address imbalances. One should also be
able to identify the most pressing professional development needs of the teaching force in
place.
194. The reality has proved to be more challenging. First, there remain issues of
connectivity which prevent higher levels from accessing the supposedly regularly updated
data captured at district level. Second, although the data are meant to be updated monthly,
this isn’t done in some districts and there is no system for ensuring compliance. In some
instances, this is likely to be due to insufficient computer skills at district level. Notably, it
seems that of the nearly 150 TDIS staff trained in the district offices, all were subsequently
recruited by other branches of government. More generally, there seems to be a lack of
demand for the data at the district level, with operational units continuing to rely on reports
from inspectors, which are not fed into the TDIS, to prioritise measures that the district
might take to support teachers. Lastly, as noted earlier, teachers themselves are not fully
embracing the self-assessment that is part of the whole TPS/TCDP package, partly because
they do not see where support would come from for them to address their ‘gaps’.
195. In addition, some provinces and districts clearly are unhappy with head office’s
selection of applicants for TCDP, so it may be that some teething problems will need to be
ironed out before the system can be said to be fully up and running.
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196. Finally, a crucial part of teacher development is supervision and mentoring. Although
the TPS has been used as a benchmark for such supervision both at the school and district
levels, it takes time for supervision to develop into a support system rather than just being a
system for inspection. Further development of the ethos of supportive supervision will need
to occur as an integral part of further strengthening systemic teacher development and
management capacity.

3.7

Efficiency (EQ5) 34

197. In this section we examine three aspects of efficiency, namely a) the extent to which
GPE and EDF was implemented within budget, b) the culture of efficiency instilled across
both programmes, and c) the extent to which the two programmes can be considered as
Value for Money (VfM)35.
Were programmes implemented within budget?

Expenditure
198. The financial data provided to date forms the background from which we can
construct an understanding of the work done by both EDF and GPE.
Budget GPE and EDF
(1)
(2)
(3)
(4)

EDF
128,474,015
106,641,594
103,895,432
7,816,084
111,711,516
21,832,421
5,069,922

Budgeted
Received
Spent on programme activities (*)
Budgeted UNICEF HQ recovery costs
Total (3)+(4)
Funding gap (1)-(2)
Cut in UNICEF recovery costs?

GPE
23,600,158

Total
152,074,173

23,600,428
???

127,495,860

(*) For GPE, spend in 2016 was provisional
Source: UNICEF, 2016a and UNICEF, 2017b
199. EDF budgeted for expenditure of $128.474 million, whilst the GPE budgeted for
$23.6 million (Table 11 above). The total includes UNICEF’s expected 7% recovery cost
($7.8 million for EDF).
200.

34

Figure 15 below illustrates the expenditure flow over the period of this review.

EQ 5 reads: Did the programmes’ work achieve their targets within the allocated timeframe and resources?

35

Although VfM is typically considered as more than just an efficiency issues (after all the discussion below is
modelled on the 4E approach – namely Economy, Efficiency, Effectiveness, and Ethics), for the purposes of the
flow of the document VfM is considered at this juncture of the report.
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Figure 15

Funds Committed through the EDF and GPE, USD

Source: UNICEF, 2016a and UNICEF, 2017b

EDF expenditure vs budgeted amounts
201. EDF disbursed all funds received, although it suffered a major funding gap in its final
year. The EDF budget of $128 million (Table 12) was met with only $106 million received,
and a shortfall of $21.8 million (17%).
EDF Funds budgeted, pledge and received
Funding Overview
Budget (incl. 7% HQ Recovery Cost)
Funds Pledged
Pledge with MoU
Funds Received

USD
128,474,015
115,462,111
101,875,154
106,641,594

Funding gap
13,011,904
26,598,861
21,832,421

Source: UNICEF, 2016a

202. UNICEF committed all the funds received. Indeed, UNICEF spent more than the funds
received, but disbursed less than in the original budget, as shown in Table 13. Information
from UNICEF was not forthcoming on whether this meant UNICEF foregoing some of their
recovery costs.
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EDF Funds committed
Funds and disbursals
Net committed by EDF for activities in 2012-2015
HQ Recovery Costs
Grand Total
% of Budget committed
% of Funds Received committed

USD
103,895,432
7,816,084
111,711,516
87%
105%

Source: UNICEF, 2016a

203. When figures are examined by the key priority areas of EDF (Figure 16 below) it can
be seen that the funds committed are less than those initially budgeted. As already discussed
a major reason for this shortfall was development partners failing to disburse all the funds
they had originally pledged to provide to the shared pool. However, budgets shared with the
evaluation team do not reflect the lower figure for the funds received, and the question
remains as to why published budgets did not reflect this shortfall.
204. All priority areas spent reduced budgets, but the amount by which they were reduced
varied. The difference is unevenly distributed, no doubt to protect SIG as much as possible,
but this has meant different priority areas arguably suffered to different degrees. The data
suggest that the drop in spend is not a reflection of efficiency gains in implementing the
EDF, but rather the result of fewer activities having to be undertaken due to the shortfall in
resources (for instance, the sharp drop in the number of schools that received SIG in 2016
when compared with the two previous years). See Table 29 in Annex J, which illustrates the
variable reductions per EDF priority area; it is, for example, noteworthy that Priority 3:
Second Chance Education disbursed only 53% of its agreed budget.
Figure 16

Budget and spend by priority area

Source: UNICEF, 2016a
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205. When we look at each EDF priority area, we note, unsurprisingly, that under Priority
1: School and System Governance the majority of the funds were allocated to SIG.
Furthermore, whilst SIG takes up the lion’s share of the budget it also spends the allocated
budget almost fully (97% spent), whereas Sector Wide Programming considerably
underspends (only 66% of the budget spent) as seen in Annex J, Table 30.
206. An analysis of the dispersal of funds for Priority 2: Teaching and Learning also shows
considerable variations in actual spending compared to budget, across the different activities
(see Annex J, Table 31). The large spend in 2013 for Purchase and delivery of teaching and
learning materials (as a result of the distribution of textbooks), accounts for 36% of the total
spend on priority 2, 2012-2015. The teaching quality spend was on an upward trajectory
over the three years, but overall there was a large underspend in this category.
207. In Priority 3 ‘Second Chance Education’, there was an underspend across all areas,
particularly within Policy Sector Analysis (only 2% of the budget was spent). See Annex J,
Table 31.
208. Within Priority 4 (‘Others’), which was largely concerned with EDF-related support
costs, expenditure was typically lower than the agreed budget for most categories (see
Annex J, Table 33). There was a notable underspend in Communications and Visibility (only
12% of the budget spent) and also a significant underspend in M&E and Direct Programme
Management costs.

GPE expenditure vs budgeted amounts
209. GPE has a budget of $23.6 million, 87% of which is allocated to three components
(Table 14 below). Of the 3 components, Component 1: ‘Professional development for better
teaching and learning’ accounts for 67% of the total budget; Component 2: ‘Supervision and
Management of teacher performance & development’ accounts for 18% and Component 3:
‘Strengthening strategic planning leading to ESSP 2020’ only 2% of the total. According to
the figures supplied, $10 million or 43% of GPE’s total budget had been spent as of 31st
October 2015; 100% had been spent by the end of 2016. The GPE report explains this
expenditure behaviour as follows:
While the GPE focal teams in the first year took time establishing the necessary systems and
processes to implement the several subcomponents of the GPE and ensure subnational
understanding of the GPE interventions and activities to be undertaken, implementation
became smooth and picked up speed once it took off. (UNICEF, 2017b, p32)
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GPE budget and spend
Component

Total GPE
Budget

Cumulative
Spend
31/10/15

Cumulative
Spend
31/12/2016

1. Professional development for better
teaching & learning
2. Supervision & management of teacher
performance & development
3. Strengthened strategic planning leading to
ESSP 2020
Total Component costs
Project management costs
Harare Overheads
Total GPE costs

$15,707,081

6,811,263

17,411,842

$4,215,617

1,813,252

3,078,627

$590,000

231,858

721,305

$20,512,698
$2,061,667
$1,025,635
$23,600,158

8,856,373
514,422
738,414
10,109,209

21,211,774
1,202,337
1,186,317
23,600,428

Source: UNICEF, 2017b

210. Provisional figures provided to the Evaluation team show that the GPE disbursed
100% of its budget, with 90% of the total budget spent on the 3 components and 10% on
management. Figure 17 below illustrates the extent that expenditure varied from the budget.
Of note is the finding that project management costs have been significantly less than
planned (only 60% of planned budget was spent) and that Harare overheads (i.e. the
management fee for GPE) was slightly higher than planned (115% compared with budget).
Figure 17

GPE: Planned and budgeted spend36, '000s USD

Source: UNICEF, 2017b

211. The GPE budget provides detail on the intended allocation of the funds for GPE. The
pattern of planned spending indicates priorities within GPE. However, actual expenditure

36

All figures reflect budget not actual spend, as expenditure data were not provided to the Evaluation team.
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data would need to be analysed before we could determine expenditure to outputs, which
as, previously noted, was never provided to the Evaluation Team.
212. The budget does helpfully give an indication as to what level within MoPSE GPE funds
would target. As Figure 18 below illustrates, the majority of the funds are destined for
district level, though this does vary according to the different components of GPE. When one
excludes programme management overheads, it can be seen that $7,438 million was
allocated for districts, $5,583 million to activities at national level, and only $181,774 was
allocated to provincial offices. When the GPE Implementation Plan for the final year37 was
examined it could be seen that the emphasis was primarily on funding activities at district
level, whilst initiatives were also being funded at national level to support district level
implementation. In all three priority areas very little financial support was provided to
provincial offices.
Figure 18

GPE Implementation Plan 2015-2016

Source: UNICEF, 2017b

A culture of efficiency
213. Before examining the extent to which both EDF and GPE were delivered within
budget, it is important to recognise the strong emphasis that the management of the
programme has placed on being efficient and ensuring a strong VfM ethos. Examples include
the following.
214. Firstly, the pooled fund approach ensured a good level of coordination between
MoPSE and interested development partners. As noted by one of the DPs, EDF and GPE have
37

Similar figures are available for Implementation Plans 2014 and 2015; however, it would be far preferable to
analyse the actuals spent if these could be obtained.
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been/are “the only actors in the field”. As a result the sector is not (or is less) crowded by at
times contradictory interventions – a “blessing” which avoided duplication of efforts and
made it easier for consistency to be maintained.
215. Secondly, the emphasis on the use of existing structures (i.e. the link between head
office, PEDs, District Offices, Cluster schools and the individual schools) meant that no
parallel process was created which would have been inefficient. This had the added benefit
of keeping the costs of communication low and allowed for relatively efficient distribution of
guidelines, materials and the like (original documents were typically distributed from the
centre and then duplicated at district level for each school), as well as cost-efficient largescale training through a cascade training approach (see below for more on this). Moreover,
using existing structures also contributed to a sense of ownership by MoPSE.
216. Evidence from the survey suggests that schools are witnessing the efficient use of
District Office personnel that has received attention from both programmes. For instance,
when survey respondents were asked to reflect on whether or not they have seen an
increase in visits by District Education personnel, 34% reported they had seen an increase
(see Annex I, Figure 43).
217. Respondents also noted that District Office personnel had carried out their duties,
with 76% of respondents reporting that the DSIs had provided the school with
recommendations which they need to follow up on, 75% reported that they had been
provided with a debriefing, and 71% were provided with a copy of the report. Only 7% of
schools claimed they were provided with no feedback (see Annex I, Figure 44).
218. Cluster schools were also important in keeping training costs down by providing
localised support and training, without participants having to expend limited resources on
travelling. Our survey found, for instance that the Cluster school had been particularly
efficient in cascaded training with regard to accessing ERI facilitators (38% of respondents
reported they had used the ERI facilitator at their respective cluster school 4 or more times
over the past 12 months). However, such efficiency may have involved a trade-off with
training effectiveness with regard to more complex training, such as on the new curriculum
or continuous assessment, with some teachers in our field visits noting that the facilitators
were themselves out of their depth. The SIG study also uncovered weaknesses in key
communication flows when using clusters, which don’t fall as neatly within the hierarchy of
the Ministry; it also found that at times, information available at province and district level
was not communicated to schools, or not clearly enough, such as information on school
eligibility for the SIG.
219. Thirdly, both programmes achieved a level of complementarity that reduced
duplication of effort and thus contributed to efficiency gains. For instance, to keep
monitoring costs down, both GPE and EDF made a concerted effort to ensure that field visits
were coordinated and thus any team that went out reviewed a range of activities. Thus any
monitoring/field visit done by UNICEF would monitor all UNICEF-supported programmes
regardless of the source of funding. For instance, the SIG verification reports also refer to a
range of non-SIG related activities that were inspected by the auditors, such as whether
textbooks were available, whether ECD kits had been received and so on.
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220. Fourthly, programme management took a number of specific steps to ensure
efficiency gains were achieved by striving to be cost-conscious. Examples included using DOs
to conduct school monitoring after costs of using NGOs were deemed too high (cost
comparison: NGO costs $454.83 per school visit, DO using the fuel levy did the school visits
on average at $16.09 per visit), and moving workshops from hotels to UNICEF venues and
Government training centres or institutions.
221. Fifthly, in a range of different activities both GPE and EDF demonstrated efficiency in
upgrading teachers through in-service training. For instance, of the planned 7,500 ECD para
professional teachers upgraded through in-service training, 7,390 were certified and
appointed to a school post (a 98.5% success rate).

Value for Money
222. The Value for Money analysis was done by considering the 4Es (Economy, Efficiency,
Effectiveness and Equity), and our assessment for each criterion can be seen in Table 15
below. It was found that within both programmes there was a strong commitment to being
cost-conscious, allocating resources to quality outputs within budget and with a reasonable
commitment to equitable practices (including a strong emphasis on promoting national
procurement). Whilst timeliness was an issue in terms of delivery of outputs, there were
often extenuating circumstances as to why activities were not completed in time.
223. Both programmes could have been more results-focussed. As further explained below
in our assessment of the programmes’ M&E, while EDF and GPE have been effective in
tracking outputs, the absence of a programme-wide approach to monitoring and of a clear
articulation of programme M&E with the emerging sector-wide monitoring process has
hampered the ability to track progress and report against on sector outcomes and link this in
a plausible manner to the programmes’ progress. ECG agendas, for instance, were very
much focused on micro-management issues. Moreover, whilst DFID was reviewing sector
performance and linking it to the EDF outputs in the Annual Reviews of their contribution to
the EDF, reviews were not done for the GPE (DFID does not directly fund GPE) and there
was no vehicle for looking across the two programmes’ outputs in relation to sector
performance.
224. Table 15 looks at the generally accepted 4Es of VfM, and therefore uses the
standardised scale typically used in these assessment (namely a rating of satisfactory,
partially satisfactory, and unsatisfactory).
Value for Money
4Es
Economy

VfM Principle
Efficiency in
managing
costs

Standard
Cost
consciousness

Rating
Satisfactory
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Comment
Decision making and
implementation have been noted
throughout to be profoundly costconscious. For instance, UNICEF
managed to encourage MoPSE to
drive workshop costs down by
renegotiating rates (e.g. costs for
the Curriculum Review workshops
were reduced by 16.6% when
UNICEF encouraged MoPSE to get
better rates).
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4Es

Efficiency

Effectiveness

Equity

VfM Principle

Efficiency in
how well
inputs are
converted into
outputs

Effectiveness
in how well
outputs are
converted to
outcomes

Equitable
practices

Standard
Encouraging
Competition

Rating
Satisfactory

Resource
allocation

Satisfactory

Timeliness

Partially
satisfactory

Within budget

Satisfactory

Efficient
business
processes

Satisfactory

Results
focussed

Unsatisfactory

Additional
Resources

Satisfactory

Equity

Partially
satisfactory
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Comment
Both programmes adhered to
stringent procurement rules of
UNICEF (for instance the
verification studies were
conducted by auditing firms that
changed over the years as a
result of annual competitive
tender processes. Similar
examples can be found with the
ECD kits, Science kits and so on).
Inputs were largely of a
satisfactory nature and in line
with adequate budgeting. There is
little evidence of activities being
delivered over budget.
Not all activities were delivered on
time, albeit delays were often
outside of the control of either
GPE or EDF. Moreover, as already
noted there were delays in the
procurement of materials, which
in turn delayed disbursement of
the materials.
Analysis of the budgets of both
programmes found they were
both delivered within budget.
The strong emphasis within SIG
(such as the HACT system
ensuring acquittals before further
disbursement) to eliminate
wasteful expenditure is a good
example of the steps taken by
both programmes to eliminate
any fraud.
Much of the plans for
programmed activities focused on
the delivery of outputs. Very little
of the reporting focussed on
results and sector performance.
The complete absence of a
programme-wide monitoring
system which tracks progress
against MoPSE’s sector plan
makes it very difficult for either
programme to move beyond
focussing on deliverables.
Both programmes were delivered
within budget and additional
funds were not necessary, albeit
shortfalls in SIG, for example,
meant that activities were
reduced to meet budget
constraints.
Discussed above in a separate
section, where we noted certain
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4Es

VfM Principle

Standard

Rating

Comment
concerns about the extent to
which GPE and EDF have
promoted equity. To briefly recap
a) Almost all activities were
supported by Zimbabwean service
providers, and there were very
few instances where international
TA was used to implement
activities. Where such activities
occurred (such as with the ZELA
assessments done by the ACER,
the international support was
partnered with local service
providers (ZimSec and a local
consultant).
b) Intervention designs are
equity-aware, some addressing
particular equity aspects, viz. SIG
targeting
c) Other equity issues were
abandoned, viz. OVCs in SIG
funding despite loss of BEAM
d) Inequities have been
exacerbated due to EDF and GPE
support of interventions requiring
the allocation of school resources
(curriculum, ECD, NFE, etc.) in
the face of the inadequacy of SIG
funding to offset the considerable
existing inequalities between
schools.

225. As noted above, the management of both GPE and EDF placed a strong emphasis on
being efficient, underpinned by a commitment to VfM. Within both GPE and EDF efforts to
drive costs down were based on a three-fold approach, namely i) using government training
centres and other low-cost venue options; ii) supporting government-led monitoring; and
iii) ensuring UNICEF’s standardised rates harmonized with GoZ rates for subsistence and
travel were systematically applied across both programmes.
226. However, whilst the approach to being efficient and leveraging maximum value from
the investment is laudable, it has had an adverse impact on the effectiveness of certain
initiatives. As already noted, the use of MoPSE structures may have led to significant cost
savings, but, for example, the quality of monitoring carried out within these structures has to
be questioned. District Inspectors continue to emphasise compliance above all else and this
undermines a number of key principles on which both GPE and EDF are based – especially
concerning mentoring, facilitation and support. Moreover, as we note in our discussion of
SIG, the efficiencies gained by eliminating fraud have had the unintended consequence of
preventing schools from subsidising the fees and levies of the most vulnerable children in
their respective communities.
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3.8

Management, Coordination and Partnership (EQs 6 &7)38

227. In this section we explore the extent to which the management of EDF and GPE was
effective, the extent to which partnership arrangements and overall coordination were
appropriate, and provide a detailed assessment of the M&E UNICEF implemented to track
the process of EDF and GPE.

UNICEF management of EDF and GPE
228. UNICEF has done well to manage and coordinate the two programmes in what began
as a new role for it with the ETF. As noted by one of the DPs, the establishment of the EDF
pooled funding system can be seen as a model that could be useful in other contexts,
allowing coordination and consistency between interventions and alignment with government
priorities without bringing up the challenges associated with sector budget support. The fact
that some development partners have pulled out since is not a reflection on UNICEF but is
because of the development partners’ changing aid priorities. The administrative burdens
imposed by the GPE were much greater than for the EDF from the start, necessitating not
only a considerable amount of time from the GPE team at UNICEF on the 2.5 year
application process, but also time and participation by Government, both during and after
the launch of the programme. Interviews with MoPSE officials suggest that this has diverted
Government personnel from their own strategic work.
229. We were told that when GPE began, it was like having two different programmes at
UNICEF, with GPE having its own manager and personnel and similarly for EDF.
Programmatic work had clear lines of demarcation. The two programmes came together in
supporting the medium-term plan and since 2015-2016, there has been a conscious attempt
to better integrate the two programmes at operational level (in addition to ECG high-level
coordination) especially with single workplans developed by the relevant MoPSE units.
However, for UNICEF the challenge remains of GPE’s separate budget and programme
document. Indeed, there has been an interesting tension between EDF and GPE being seen
as ‘one pool’ and the joint work plans of MoPSE and UNICEF on the one hand, and funders’
desire to be able to attribute separately the achievements of their contributions on the other.
UNICEF importantly has been able to respond to funders’ concerns in that respect. However,
the question might be asked whether it would have been better if GPE had simply pooled its
funding into EDF.
230. At operational level, it is unlikely that UNICEF would have preferred this, given the
much more demanding planning and reporting requirements (micro-management) of GPE,
which would have had to apply to the whole pool. It might also have curtailed greater fund
flexibility, such as when, under EDF, it was decided at ECG level that monitoring would no
longer be done through contracts with NGOs and funds were instead used to finance fuel
subsidies for monitoring by the districts.
231. At strategic level, one of the DPs noted that the coexistence of the two programmes
had allowed a ‘de facto’ division of labour to emerge over time, in which EDF and associated
structures focused on the “heavy lifting work on the technical side” whereas the GPE was
38

EQ 6 reads: Have the programmes been well managed? EQ 7 reads: were the two programmes coherent and
well-coordinated?
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better able to address “policy rich issues”, one reason for this being that GPE, with its more
‘hands-off’ ‘global fund’ financing and oversight mechanisms, was seen as “more neutral”. In
the ET’s assessment, however, and as further unpacked in the ‘partnership’ part of this
section below, discussions on ‘policy rich issues’ have been rather light (with for instance,
little traction until recently on school financing), notwithstanding the GPE presence in the
partnership.

Working with MoPSE structures
232. For both the EDF and the GPE, UNICEF’s management has prioritised working with
and through MoPSE structures at all levels. At Head Office level this relied on a range of
thematic working groups, each led by the MoPSE Director or Principal Director most
concerned with the topic and whose membership included the relevant MoPSE units and
members of the UNICEF team, which were planning for and ensuring the implementation of
annual work plans (now combined as explained above) for the activities supported by the
two programmes. Whilst some of these working groups were said to have been less efficient
than others, most stakeholders expressed appreciation of the good collaboration that had
been established over the years. However, as noted by some UNICEF team members, it was
not yet the case that programme-related activities were undertaken as part of the MoPSE
routine/normal work; there was still heavy reliance on ‘extraordinary’ means such as
workshops etc. to, for instance, produce the annual EMIS. Others highlighted the need to
pay attention to a possible tendency for MoPSE to rely on UNICEF too much.
233. One major feature of the programmes was to simultaneously capacitate and rely on
subnational structures to ensure implementation at these levels. Both EDF and GPE focused
on the district level and built up latent capacities in their administration as well as at the
school level. Zimbabwe stands out as having more underlying capacity at these levels – as
well as among head office civil servants – than one might expect. Districts today are on the
whole quite capable of handling their tasks. EDF and GPE never focused that much on
provinces and they were not a limiting factor.
234. With regard to SIG, which was a significant component financially but also because of
its intensive management requirements, the use of District Offices for monitoring and
tracking SIG funds has worked well, once the recruitment and training of those responsible
had been completed. Similarly, SDPs are now widespread, no doubt as a result of their
requirement for receiving SIG funds. However, as noted in Chapter 4 below, the next step in
working with government structures, which was for SIG to subsume all school finance and
not merely external funds, did not materialise (though, of course, this is all but a moot point,
given the lack of school finance outside of SIG.). Nonetheless, financial accounting would
seem to take precedence over the accounting for use of funds prioritised by educational
issues tackled at the school level. However, the process of disbursing SIG payments (the
responsibility of Head Office) has been too lengthy for efficient fund utilisation by the
schools, with disbursements made as late as August or even November, as the ET evidenced
this year.
235. In relation to fund allocation and disbursement, one particular process that was
raised as a concern was the GPE direct funding of District School Inspectors (DSIs). Unlike
EDF funding for SIG, for which the Finance Director in MoPSE ‘signs the paysheet’ and which
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she considers therefore MoPSE to be accountable for, this does not apply to the GPE funding
of DSIs. The MoPSE Finance Director pointed out that it is then difficult for MoPSE to
intervene if there are accountability issues with some districts. The process of allocation of
GPE funding to DSIs also seemed to be less well owned by MoPSE, with concerns raised
about risks of a lack of balance between underfunded and overfunded areas. The Ministry of
Finance (MoF) expressed a similar concern when raising the issue of lack of detailed
information on DPs’ funding to the sector.
236. The ET noted that an organisational review of MoPSE is now being undertaken. This
may provide an opportunity to review and streamline processes of fund disbursement,
potentially seeking greater consistency in ways of involving the appropriate directorates at
head office and at sub-national levels. More broadly, an examination of the operation of the
Ministry could improve overall management considerably. Some major issues will no doubt
be raised in such a review, such as the adequacy of the prevailing practices of top-down
decision making in a system in which developed capacities are strong at the sub-national
level and, as some stakeholders noted, actually greater and more stable at that level. The
review would also be an opportunity to review and present options to strengthen the interministerial coordination needed around sector development issues (see below).

Partnership and coordination
237. Several stakeholders from UNICEF and MoPSE told us that one of the great
achievements of EDF and GPE was the better partnership and a common sense of direction.
No doubt the ESSP contributed to that as well, providing a compass of sorts. Further, the
ECG comprised a forum where issues could be discussed.
238. However, there were many fundamental issues that were not raised in the ECG that
would have been hard to avoid in any dialogue associated with budget support39. This
ranged from school finance and the huge inequity issues generated from an arrangement in
which parental contributions provide anything that is not employment costs (with additional
donor funding), linked to the paucity of government finance beyond teachers’ salaries and
allowances and the unchanged de facto prioritisation of the government budget not enabling
greater operational school finance (see ¶¶ 96-106 in section 3.4); the resulting practice that
even district operations are funded as a proportion of the levies charged by schools,40 with
little transparency in the management of these funds and no oversight on their use; the
implementation of the ‘non-exclusion’ policy (not monitored and non-compliance resulting in
pupils dropping out, see ¶¶84-89 and ¶¶96-102 above); the disconnect between pre-service
and in-service teacher education (see ¶190 above); and the necessary sequencing of an
increasingly ambitious reform programme in an increasingly resource-constrained context
(see ¶¶112-113 above and in section 3.7 above).

39

Budget support was clearly not an option, but our point is the issues should nevertheless have been raised.

40

The Better Schools for Zimbabwe Programme (BSZP) which was initially funded by the Netherlands, in 1996,
initiated this practice as a response to the complete collapse of funding for subnational structures by the national
government. At the time, funding mobilised from schools was matched by donor funding. The practice of ‘taxing’
schools has continued to this day whilst external matching funding was phased out. There is no defined
accountability system for these funds and the idea of establishing such a system appears to be a sensitive issue
(CfBT & SNV, 2012).
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239. This is not to say that such issues couldn’t have been raised in the ECG. However,
with development partners ‘fronted’ by UNICEF for the EDF, a local pool fund with in-country
donor participation, UNICEF was as noted earlier somewhat left on its own to address these
difficult issues, with DPs not raising them nor voicing openly any concerns. ECG members
including DPs also let the agenda focus on implementation details instead, while the issues
mentioned above were called ‘long-term’ and left unaddressed for too long, as de facto ‘nogo zones’. Nor was there, to our knowledge, any concerted attempt to engage with MoF on
the more intractable financing issues mentioned above. Only recently has the school
financing policy idea come up in spite of the continued deterioration of non-wage education
funding.
240. Ministries with a stake in the education sector, in particular the Ministry of Finance
and Planning (MoFP), the Public Service Commission (PSC), and the Ministry of Higher and
Tertiary Education (MoHTE) are represented at the ECG but have tended to send junior
representatives. There is little communication between these ministries and they do not
engage at ECG meetings. That and the tacit understanding that ‘difficult issues’ were not
raised in the ECG have meant that major questions are left unanswered. More recently there
have been some signs that this might be changing with e.g. the Director of Budget/MoFP,
attending some of the meetings. However, to seize this opportunity there would also be a
need to refocus the ECG agenda onto more strategic issues.
241. Nonetheless, UNICEF was attracted to the area of curriculum reform, perhaps
especially in view of Minister Dokora’s interest in achieving this. Following the national
consultation that is said to have underpinned it, the development of the new curriculum itself
was a less participatory process, which was raised by several of the teachers we spoke to.
Moreover, whilst the strong leadership shown by the Minister was in some ways a positive
factor, it also led to decisions that curtailed the possibilities for Zimbabwean experts to learn
from experience elsewhere in any detailed manner, and may also have kept at bay
potentially valuable inputs, including from an implementation planning viewpoint, from
UNICEF and local partners. The lack of preparedness, sequencing and communication
surrounding the launch of the new curriculum sets it apart from other sub-national
interventions such as the introduction of ECD.
242. Coordination of partners goes beyond the EDF and GPE specifically to include other
members of the ECG, e.g. UNESCO, the World Bank and ECOZI, an umbrella organisation of
NGOs working in education. This appears to be work in progress. UNESCO suggested that
UNICEF may not always have used all sector partners to best effect. In particular, they noted
that UNESCO had been insufficiently involved in sector development areas for which they
have expertise and/or a comparative advantage, a case in point being their role in higher
education, the UNESCO National Commission being based in MoHTE, which should be an
advantage for engaging with MoHTE in relation to teacher training issues. The two UN
agencies are currently in the process of exploring how to collaborate better. Whilst this may
have been useful earlier on, it is only recently that the UNESCO office in Harare has
expanded its capacity.
243.
There also seems to be a somewhat outstanding issue around the role of NGOs in
the education sector in relation to the EDF and GPE. In initial stages of the programmes
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NGOs were contracted as implementing agents for disaster preparedness training, for
monitoring and for the delivery of NFE programmes. This was discontinued, possibly for a
mix of reasons. On the one hand, such a move was logical considering the shift from
emergency to development ‘mode’ (made explicit with the ETF/EDF name change), hence
the idea of better targeted capacitation of MoPSE perennial structures i.e. districts and
clusters; on the other hand, there may also have been some acquiescence in Government’s
suspicion of NGOs’ programme participation more generally. Some concern was expressed to
the evaluation team about the rapidity of this shift as well as the lack of integration of NGOs’
roles in NFE work, where it was felt that they still had value added to bring to the
partnership.
244. That said, at the same time as UNICEF enacted this shift, it also seems to have been
instrumental in getting ECOZI, an umbrella organisation for NGOs working in education, as a
full ECG member. This has, in principle at least, provided NGOs with an opportunity to move
from being implementing partners to full-fledged policy dialogue partners. Experience in
other countries suggests that this is the kind of shift that requires time to be effective; may
at times raise issues of representativeness of the umbrella organisation; and is accompanied
by the loss of at least one source of funds for NGOs, which is never easy to adjust to.
245. Generally, there seems to be a case for further strengthening of sector coordination
with actors that are not direct EDF/GPE stakeholders (grant managers, funders or
implementing agents i.e. mainly MoPSE at this stage), possibly through establishing a more
formal system for the ECG agenda to be set out and prepared, which reaches out to these
other stakeholders.

EDF and GPE Monitoring and Evaluation
246. Our evaluation also carried out an assessment of the Monitoring and Evaluation
(M&E) conducted by both GPE and EDF. Table 16 below provides a summary of our overall
assessment of seven functional areas. It is our view that there is little evidence within either
GPE or EDF of a robust M&E system, although individual managers make a concerted effort
to track progress of their own activities. Our assessment highlights three major weaknesses:


First, whilst the different managers have been effective in reporting against outputs,
the absence of a coherent approach to M&E makes it very difficult for the
programmes to report at the outcome level. As they stand, the programmes are
reliant on other sources to provide the outcome data required, such as the annual
EMIS and ZELA. We do not argue here that the programmes should create their own,
separate data collection system, but that the reliance on sector systems should have
been accompanied by a greater focus on ensuring data reliability (for EMIS) and/or
on ensuring clarity on where the system would be ‘housed’/which government
structure would take responsibility for it (for ZELA).



Second, whilst the different managers have worked collaboratively to provide high
quality reports on the progress of both programmes, there is no attempt to capture
data in a systematic way that would lend itself to statistical manipulation. This is a
missed opportunity for UNICEF and does require urgent attention. As it stands at
present, despite all the different activities that have been rolled out, we simply do not
know what intervention which school got when.
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Third, and as alluded to in the VfM section, there is as yet no clear articulation of how
EDF/GPE M&E fit with(in) the broader sector M&E, including a regular, consolidated
review of sector outcomes. With regard to sector M&E, a positive development is the
conduct of joint annual sector reviews since 2015. However, these require further
strengthening (at the moment they hardly focus on outcomes). Whilst experience in
other countries indicates that it takes several years for such annual reviews to
become effective as an umbrella oversight mechanism, UNICEF with MoPSE needs to
develop a clear plan towards this aim and this may have been paid insufficient
attention in future programming.
M&E system of EDF and GPE – Evaluation Findings

Functional Area

Questions

Response
(Yes, No)

Comment

M&E
Capabilities,
Roles and
Responsibilities

Is there an M&E plan
for either GPE or EDF?

No

Whilst no formal plan exists each
programme has clear layers of M&E
that begin with a menu of general M&E
indicators that are customised per
programme so that programmes collect
data across each activity, but what is
collected is not similar and thus makes
it difficult to aggregate the data (for
instance not each activity is able to
report on the gender of participants).
Moreover, there is no clarity on how
EDF and GPE M&E fit within the
broader sector M&E.

Are relevant UNICEF
staff identified with
clearly assigned M&E
responsibilities?

No

Each manager is responsible for M&E
(and does an effective job in keeping
track of progress), but there is no
person assigned to centrally coordinate
M&E.

Have relevant staff
received the required
M&E?

No

Whilst managers of each activity
clearly had considerable practical
knowledge of M&E, and there is a
strong ethos to work together, there
does not seem to be a common
understanding or approach to M&E
within either programme.

Have
recipients/grantees
received M&E training?

No

Considerable effort has been made to
ensure that those responsible for SIG
within the different schools are fully
conversant with the reporting
requirements of SIG, and DSIs were
trained on HACT, albeit this is more
about financial reporting, acquittals
and so on as opposed to M&E. It is
not apparent however, if similar
training has happened for any of the
other activities.

Are there operational
indicator definitions
meeting relevant

Yes

GPE and EDF have clearly defined
indicators, including annual targets and
end-of-programme targets.

Training

Indicator
Definitions
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Functional Area

Questions

Response
(Yes, No)

Comment

Have technically sound
data sources been
identified for all
indicators?

Yes

Albeit problems have already been
noted with regard to the reliability and
validity of EMIS.

Are baseline values
available and have
feasible targets for the
mid-line and end-line
been set?

Yes

EDF put considerable effort into setting
baseline values, but the same rigour
does not appear for GPE.

Do both programmes
meet their respective
reporting
requirements?

Partial

Both GPE and EDF routinely report
against the output indicators, but have
failed to routinely report against
expected outcomes. Nevertheless, both
EDF and GPE have generated a vast
volume of reports, which appear to
have been produced within agreed
timeframes and are of high quality.

Does the programme
respond to deviations
noted in reports and
provide follow-up
action points?

Yes

Action steps are identified as part of
the reporting process of both
programmes, and efforts appear to
have been taken to address
challenges. Nevertheless, as noted
above there seems to have been little
reflection on the fact that key, initial
assumptions underpinning both
programmes were incorrect and no
appropriate steps were taken to adjust
them.

Are there standard
collection and
reporting forms that
are systematically
used?

No

Whilst managers of activities have their
own reporting templates, there is no
standardised approach to data
collection and reporting within either
programme.

Are data recorded with
sufficient
precision/detail to
measure relevant
indicators?

Yes

Although there is no centralised
approach to M&E the managers have
worked collaboratively to produce data
which allow both GPE and EDF to track
progress against its indicators.

Does clear
documentation of
collection, aggregation
and manipulation steps
exist for data?

No

This is not done systematically and
there is a heavy reliance on activity
managers to produce relevant data.
Because each manager may use a
different approach it is not possible to
manipulate the data captured other
than to provide descriptive statistics.

Are data quality
challenges identified

Yes/No

Activity managers routinely conduct
field visits to check on progress of

standards that are
systematically
measured across the
programme?

Reporting
Requirements

Collection and
Reporting
Forms and
Tools

Management
Processes and
Quality
Controls
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Functional Area

Questions

Response
(Yes, No)

and are mechanisms in
place for addressing
them?

Evaluation

Comment
activities. However, no attempt is
made to check data in a systematic
way (other than through the SIG
Verification Process).

Are there clearly
defined and followed
procedures to identify
and reconcile
discrepancies in
reports?

Yes

SIG Verification Process is efficient in
this regard, but there is little evidence
that other activities within GPE and
EDF receive the same level of scrutiny.

Are there clearly
defined and followed
procedures to
periodically verify
source data?

Yes

As above grant managers do site visits
to verify data and use other methods
(e.g. interviews) to triangulate the
data.
However as also already discussed, as
programme M&E relies on data sources
external to the programmes more
attention should have been paid to
institutionalisation and quality
assurance of the systems producing
this data.

Is management able to
obtain adequate and
timely information on
any changes to either
assumptions or risks?

No

As already noted, neither GPE nor EDF
appears to have revisited initial
assumptions made about their
programmes.

Does the data
collection and
reporting system of
GPE and EDF link to
the MoPSE reporting
system?

No

Whilst GPE and EDF are reliant on
MoPSE’s EMIS system (and other
government data collection systems)
there is no direct link between UNICEF
systems and MoPSE (other than shared
financial information that flows during
the SIG approval process). Thus,
there is as yet no clear articulation of
how EDF/GPE M&E fit with(in) the
broader sector M&E, including a
regular, consolidated review of sector
outcomes.

Is there a requirement
for evaluations?

Yes/No

Whilst there have been mid-term
reviews of EDF and GPE, there is not a
systematic approach to evaluation
within either programme. For instance,
whilst ZELA has been extensively
evaluated other activities such as ERI,
PLAP, ZALP and so on have not been
as rigorously interrogated.
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3.9

Sustainability (EQ 8)41

247. This evaluation is taking place one to two years after the two programmes being
evaluated have finished and when follow-on programmes are up and running. Thus, on the
one hand, the ET has the benefit of greater hindsight. On the other hand, given the
presence of EDF II and GPE II it was not feasible to ask respondents to address solely the
targeted time period. Moreover and for the same reason, as most responses indicated, the
sustainability issue has been ‘carried over’ to at the earliest the post-EDF II/GPE II period.
248. With this in mind, in this section we focus first on sustainability of the programmes’
achievements taken as a whole, before looking at the sustainability of a number of individual
interventions for which some issues have emerged.

Overall sustainability
249. Much is made of the fact that EDF evolved from an emergency to a development
programme. However, the current fragility of the political and economic context of
Zimbabwe is quite at odds with the greater stability in 2012 that underlay the shift to an
education development programme and the construction of an Education Medium Term Plan,
followed by an Education Sector Strategy Programme.
250. All four assumptions on which sustainability would be based cannot be judged as
fulfilled (as noted in Table 4 above):


Government has capacity to facilitate policy reform quickly and contribute adequate
domestic financial resources.



Government HR deployment and management practices align with training.



The Ministry will conduct its activities in support of the project as anticipated. These
include school visits by District Education Officers/Inspectors from the District Office,
and monitoring of performance of Cluster Coordinators by District Education Staff



Parents/households will continue to make contributions (including almost all school
level operating expenditure, but also employment costs for supplementing teachers’
income, and for privately employed teachers and will not withdraw their children from
school.

251. The most seriously unfounded assumptions with the gravest consequences are the
first and fourth. They have the same root cause, a serious decline in economic growth if not
yet a contraction, with impacts at macro level but also, importantly, at household level. This
changing context since the initial design of EDF and GPE has been discussed in section 1.2.
MoPSE, of course, understands the inadequacy of government financial resources, but
appears to be less sensitive to the challenges faced by the households on whose finance
schools are dependent. To our knowledge there is no systematic attempt by the education
sector to look beyond its own data and take on board the household picture, such as that
portrayed in the ZIMVAC reports. Even the ZELA reports’ analyses, full of insights on critical
policy issues such as how learning outcomes are correlated with schools’ and students’
backgrounds, appear to be under-utilised for policy adaptation purposes.

41

EQ 8 reads: How sustainable are these programmes?
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252. MoPSE, however, is not entirely to blame, nor UNICEF on its own. As noted earlier
the focus of the ECG was too operational and not sufficiently policy-oriented. With the right
agenda it might have been possible to insist on MoFP and MoHTE senior presence and to
begin to consider the sequencing and ultimate sustainability of the programme elements that
were created as building blocks to such systemic sustainability but required sufficient
finance, an appreciation of the increasing burdens placed on households, and the countering
of the widening resultant inequalities. As explained in section 3.8 on partnership, the
development partners allowed UNICEF to front for them and did not undertake the roles in
which they might have been more effective in steering the two programmes.
253. The views of a number of assessment documents covering the period are noted
below:


For the programme to be sustainable after 2015, the Government has to start
contributing to the grant and eventually take over the funding of the grant (CfBT,
2013, p. 51).



While the shift to upstream work in Zimbabwe since 2008 has been successful,
sustainability of results and of upstream work itself is not assured. It is a large
amount of funding from donors, rather than government, that is maintaining and
developing the education system, and furthermore, funds via the ETF (sic EDF) are
managed by UNICEF and not government. Whilst there are context-specific reasons
for this, in the longer term there is a need for a shift to a more sustainable model.
(Fölscher et al., 2014).



“The key weakness to address in future… is sustainability …. higher involvement of
the finance ministry” not just sectors. (Fölscher & Hodson, 2015 p.xii.)

254. The ETF no less the EDF and GPE were always going to be special cases, given the
political and economic fragility of Zimbabwe. There are a number of points to make. First of
all, by supporting the vast array of initiatives, all geared towards better/higher standards,
they exacerbated the need for more resources for the system and hence raised the
sustainability issue. New interventions also require revisiting earlier ones, even when these
have hardly been institutionalised. A case in point is ZALP, relying on the ‘compressed
curriculum’ approach, to allow secondary dropouts to complete especially O levels through
schools providing these NFE classes. Yet now with continuous assessment how are these
learners to be marked as they are unlikely to have the time to complete the tasks?
255. The second point alluded to by several stakeholders is an unaddressed tension
between strengthening formal and non-formal education. Both are needed as the discussion
in this report shows, and the direction of travel should be to lessen the need for NFE as
more and more learners are able to complete their O levels through the formal system. But
the issue is how to achieve this in a tightly resource-constrained environment. Not only has
continuous assessment made the task of NFE more difficult – even if it is an accepted way
forward for the formal system – but the Government has removed NFE teachers’ salaries,
thus making the whole offering of NFE tuition much riskier. To the loss of teachers’
incentives have been added student fees and levies, further crippling what was already a
second-best offering even in its heyday following Independence.
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256. For those NFE offerings outside formal school integration, there is not much clarity at
the school level, in spite of the NFE Policy. There is a range of ongoing programmes and
others that have been implemented then not pursued, and it is unclear from the EMIS data
or the survey how widespread these offerings are, while our field visits revealed that
implementing such programmes was often challenging. Issues such as how NFE is/should
be related to TVET and what are the programmatic vehicles for pursuing the policy are only
now being looked into, yet they have a major bearing on the sustainability of what the two
programmes have achieved thus far in ‘regenerating and reorienting’ the sector. Looking
ahead to such programming should entail a review of past and existing programmes.
257. Thirdly, in a context where public and external resources are finite, the drive towards
higher standards ensuing from the programmes will exacerbate the gap between elite and
poorest schools because equalisation measures as they stand will not be sufficient. The
poorest schools were already struggling to cope with the more basic standards before the
curriculum reform was introduced. Without considerably expanded targeted resources to
such schools the gap will only increase. These schools lack infrastructure, textbooks,
computers, electricity, water, and a large proportion of the fees and levies due to them
(which are on a lower scale than for the best-resourced schools), so they have fewer funds
for their refurbishment or for upgrading the standard of their education offerings. A wellestablished/endowed school, performing better, in a more affluent context, with healthier
learners and more qualified and better motivated teachers, will ‘run with’ the various
initiatives much more easily than a poor school in a struggling community.
258. The multiple expectations for the use of SIG money have now included the start-up
of income-generating activities, seen from different angles as: a) a more sustainable means
of funding the waiving of fees and levies for OVCs; b) as a way to generate funding to
organise NFE classes; and c) to reinstate school feeding programmes. These applications of
SIG monies, of course, are in addition to everything else they are meant to fund at the
poorest schools. Simply increasing the proportion of SIG that can be used for IGA will not
address the reason why some schools may continue to prioritise more immediate needs.
259. There is also the question of the feasibility and desirability of this systematic drive to
get schools starting IGAs. Once again, this raises equity considerations, as such initiatives
will have better results for schools in a better economic environment; while they may result
in making less able/less well-endowed schools worse off (e.g. with drought or poultry
diseases leading to lost investment). The ET was told of a plan to strengthen the uptake of
IGAs in schools by calling on the private sector, with enterprises that would ‘support’ schools
to start an IGA with loan funding – raising even more strongly the issues of risk to schools,
and of marginalisation of the neediest schools that are unlikely to be attractive propositions
for private profit-oriented enterprises.
260. As has been pointed out, there are several areas not discussed in ECG meetings that
relate to these sustainability challenges. The elephant in the room is the extent to which
education financing is actually prioritised in the government budget when one sees that the
necessary government inputs to replace or at least add to the SIG did not materialise, whilst
defence expenditure, travel costs and other allowances continued to rise. Furthermore,
although all realise that it is not sustainable to use external funding as the main means of
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trying to address equity issues across schools and learners, the ‘solutions’ that were most
readily evoked were to enhance households’ livelihoods and/or capacitate communities to
raise more funding, and, as just mentioned, ‘public private partnerships’. Far fewer
mentioned the fact that public funding should increase – and it is only recently that an
opportunity to address this issue more squarely has emerged with the agreement to develop
a school financing policy.
261. Thus, the level of ambition nurtured by the programmes aggravates both the
sustainability and the equity issues. Yet, when we raised the issue of ambition vs. resource
constraints, many stakeholders, on both UNICEF and MoPSE sides, said the same thing: “We
cannot wait until everything is in place to start, we need to start with what we have” (for
example, the new curriculum and an emphasis on inclusive education in mainstream
schools). So on the one hand, the programmes help ensuring that a generation of students
does not continue to miss out on education; on the other, they support a system in which so
far donor money substitutes for government funds, thus taking the pressure off the
Government to finance the system adequately. There is value in starting with what’s there,
up to a point, although more prioritisation should have been applied. At the same time,
given that just starting and going ahead with what’s there won’t address the sustainability
and equity issues, there needs to be at least the start of a genuine dialogue about them.
262. This is the dilemma of education aid in such fragile political and economic contexts
and it makes the lessons or recommendations from programmes such as the EDF and the
GPE in Zimbabwe illuminating for development partners working in similar contexts. In
Zimbabwe, it is too early to know, but attention needs to be paid to seizing any opportunity
that may arise to initiate such a genuine dialogue on the role of government in financing
education, under the new government.

Sustainability of selected individual interventions
263. Will individual interventions be sustainable? It would be unfair to judge the new
curriculum at this early stage of roll out. Enough has been said about the necessary
resources for it to be effective in the poorest schools. No doubt where the different inputs
can be funded, from textbooks to replenished science kits, computers and so forth, once
teachers have also been adequately trained and mentored, they probably will be sustainable.
However, the ‘fit’ of the new curriculum with the country’s needs, which is an important
requisite for it to be sustainable, will as noted earlier require further tailoring of the role of
NFE and its offerings.
264. The development of teacher training, teacher supervision and mentoring has been
foreseen by the introduction of TPS and if fully utilised, TDIS. However, the culture change
from inspection to supportive supervision will have to be nurtured to make a difference,
especially to teachers that have not been adequately trained in the new approaches both for
the curriculum and for continuous assessment. The building blocks are there; the way they
are used will need careful monitoring and support, as well as coherence between the two
education ministries, and in-service and pre-service training. Similarly, if cluster centres are
to be utilised as school supports, they will need to be resourced. The sustainability of many
of the interventions will rest on nurtured culture changes and the resources to replenish
supplies, vehicles, fuel for monitoring, textbooks and other teaching and learning materials
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for schools. Part of this culture change is in moving away from a ‘top-down’ command
approach which has permeated not only the educational hierarchy but exists within schools
as well. This is a long-term undertaking. Associated with such a culture change is the need
to emphasise better and more information and communication on interventions before they
are rolled out.
265. TPS have been introduced in schools. This is an important foundation for clarifying
teachers’ roles and what is expected of them. Lack of resources for adequate teachers’
housing and school and classroom refurbishment, however, is likely to reduce the
effectiveness of the rollout of many interventions. TPS are not sufficient for raising teachers’
morale and status in rural areas without adequate accommodation, not to mention monetary
incentives. Satellite schools that continue to be under-resourced will likely suffer the loss of
students given any alternative choices with better plants and teaching – especially if reliance
on fees and levies remains.
266. The NFE Policy was a major undertaking. It provides the foundation for further policy
analysis especially as the economic, political and social context changes. Nonetheless, it is
quite risky to predicate NFE on resource-scarce schools, as can already be seen from this
evaluation. The sustainability of the NFE Policy in practice will be dependent on school
resourcing. SIGs will need to be used to improve the quality of education delivery and not
only to purchase consumables if the NFE Policy is to be implemented successfully: that
would be a true reflection of the move from an emergency to a development programme.
SDPs have been given a solid base but to be sustained, need the resources necessary to
keep classrooms filled.
267. NGOs have suffered a loss of for a variety of reasons, not least the shift in their role
from implementation agencies to dialogue partners as a logical adjunct to the development
focus of the EDF, no longer an emergency programme. Their further roles in such areas as
NFE could be sustained if they are appropriately integrated in the capacity development
envisioned by the system as a whole.
268. Data gathering has come a long way with EMIS and TDIS, even with the teething
problems of reliability, regular inputting and use. The para-statal ZIMSEC has similarly
developed further under the two programmes, viz. the 2016 ZELA Report (Damson, 2016)
being the first such report without ACER, though focused on methodology and not yet on
analysis. However, all these data sources – and the data gathering at sub-national levels
(Province, District and school) – need to be used for policy analysis and targeting by decision
makers at those different levels if they are to be the bedrock from which to steer the
education system.
269. This is a long-term undertaking and will require further capacity building for such
use. In turn, this should take precedence over gathering ever more data. For some of the
systems, such as TDIS and ZELA, before expanding them there needs to be greater clarity
about their use, by whom and for what purpose, also as a pre-requisite before sustainably
building capacity. Similarly, continuous assessment in schools should serve the purpose that
ZELA has done nationally in identifying strong and weak areas of learning in junior and
secondary education. Guidance manuals such as for TPS and TDIS can help sustain the
systems but only if the systems continue to be used and provide meaningful feedback for
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those having to use them. Unless data entry graduates from workshops to routine work to
accomplish the tasks, it will not be sustainable. The sustainability of any data gathering
requires meeting the needs at the levels of those inputting the data, not merely those at the
top.
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4.

School Improvement Grant

4.1

Introduction

270. The School Improvement Grant’s long-term goal is to create a single consolidated
comprehensive school grants programme providing adequate levels of funding for all nonsalary resource needs’ (MoESAC & ETF II, 2013, p10). In the short to medium term the
objective of the SIG is ‘to provide adequate and well-targeted levels of funding to financially
constrained schools to cover non-personnel and non-capital resource demands in the school
which will enable it to at least meet a minimum set of school functionality criteria’ (MoESAC
& ETF II, 2013, p.11).
271. According to the design document (January 2013) the original intent of SIG was to
ultimately lead to the abolition of school fees which would in turn contribute to better
enrolments, in particular of OVCs and those in special needs education. It was also intended
that SIG would significantly improve the overall education experiences of pupils. Over time,
as discussed below, the actual focus of SIG has changed, albeit there remains an on-going
debate within the programme as to whether SIG should focus on learning and teaching
versus those who argue it is important to get the basics right first (e.g. provision of teaching
and learning materials, school furniture, classrooms and so on).
272. CfBT & SNV, 2012 (p.34) found that “P3 and satellite schools which fall within poor
communities have benefitted least from the allocation of government funds and are likely to
benefit most from the grant”. It goes on to note (p.35) that in the long term the only
sustainable strategy is to move “towards fee reduction for all schools and towards
completely fee-free education for OVCs and the marginalised”.
273. In order to achieve these aims the SIG design document (MoESAC & ETF II, 2013)
spelt out a pilot phase, a roll-out phase, an expansion phase, and an integration phase. The
latter is meant to be the point when ‘the programme becomes MoESAC’s principle
mechanism for funding schools, replacing fees and levies’ (p.5). The four-part roll-out of SIG
was to follow these steps:





Pilot phase (2013) – one district
Roll Out Phase (2014-2015) – special needs school, primary satellite, P3, secondary
satellite and S3 schools
Expansion (post 2015) – special needs school, primary satellite, P3, secondary
satellite and S3 schools and extended to P2 schools if funding allows
Integration – all schools, eliminate user fees, all areas of SDP will be covered

274. The extent to which SIG has made progress towards contributing to the long-term
goal, achieving its intermediate objective, and effectively implementing the planned roll-out
is assessed in this section of the report.

4.2

Implementation

275. For the period under review SIG disbursed $59.4 million between 2013 and 2016. By
far the largest contributor to SIG was DFID who contributed $38.888 million. SIG was
disbursed to 132 schools during the pilot phase, 5215 schools during 2014, 5996 during
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2015, and 3194 during 2016. The number of schools who received SIG declined sharply in
2016 as a result of certain donors failing to meet their commitments and other donors
leaving the sector.
276.
SIG used a differential scale to determine who received what grant (provided to
each school per category regardless of the school size), as indicated in Table 17.
Lump Sum Grants provided by SIG
Satellite P

P3

Satellite S

S3

Special

2013

$4,312

$4,366

$6,280

$10,000

$20,000

2014

$4,312

$4,366

$6,280

$10,000

$20,000

2015

$6,500

$3,000

$6,500

N/a

$20,000

2016

$4,000

$4,000

$4,000

N/a

$5,000

2017

$4,500

$3,000

$5,000

N/a

$10,000

Source: Information provided by UNICEF

277. It should be noted that 2013 was the pilot year, and funds were therefore only
disbursed to schools in the Goromonzi district. We discuss below the reasons why the grants
have diminished over time, primarily as a result of development partners not meeting their
commitments, and the impact this has had on affected schools. Nevertheless, it should be
noted that the grants make a noticeable contribution to school income, as illustrated in the
following graphs. Figure 19 illustrates the contribution of SIG versus school income for the
most recent year, with the greatest contribution being that for Primary satellite schools42.
Figure 19

SIG as a percentage of school income: 2016

Source: EMIS data, Mokoro own analysis

278. For the median P3 Registered school SIG represented 35% in 2014 and 23% in 2015;
the median P3 school would not have received SIG in 2016, but for the 30th percentile
school it represented 21% of school income. (See Figure 20 below.)
42

The percentiles were calculated separately for each school type.
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Figure 20

SIG as a percentage of Registered P3 schools’ income: 2014-2016

Source: EMIS data, Mokoro own analysis

279. For the median satellite primary school (Figure 21 below) SIG represented 80% in
2014, 91% in 2015, and 37% in 2016.
Figure 21

SIG as a percentage of Satellite Primary Schools’ income: 2014-2016

Source: EMIS data, Mokoro own analysis

280. For the median satellite secondary school (Figure 22 below) SIG represented 72%
and 25% in 2015 and 2016 respectively.
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Figure 22

SIG as a percentage of school income for Satellite secondary
schools: 2015-2016

Source: EMIS data, Mokoro own analysis

281. All P3 registered schools received SIG as did Special Schools, but in 2016, as a result
of the drop in funding, a threshold was introduced. Only P3 schools with an income of
$10,000 or less received funding. What this meant in practice was that whereas 100% of P3
schools had received SIG in 2015, only 37% of P3 schools received the grant in 2016. This
was far less the case for satellite schools, which went from 95% receiving SIG in 2015 to
85% in 2016, due to the higher cut-off point ($15,000 to $10,000) and to the fact that
satellite schools have lower income on the whole.
282. From the outset it was agreed that key features of SIG implementation would include
a strong financial management system to ring fence the funds but that would nevertheless
be reliant on existing structures within the Ministry. The key features of SIG include:


The preparation of a School Development Plan (developed in conjunction with the
School Development Committee), which was ratified by the DSI and which spelt out
the school’s priorities based on an assessment of its needs. The SDP signalled which
items the school wanted SIG to fund. Table 18 below lists eligible and ineligible uses
for SIG funding, which have shifted over time.



Following UNICEF financial procedures (Harmonised Approach to Cash Transfers –
HACT) as outlined in the SIG manual (which also formed the core of the FMT
training)



Payment of grant direct to school bank account, following UNICEF disbursement
procedures and once the MoPSE Director of Finance had signed off on the ‘Paysheet’.
o
o

This includes a dedicated school bank account, and the requirement of
schools to acknowledge receipt of funds to the District Office
Reporting of school grant disbursement and expenditure using the Funding
Authorization and Certificate of Expenditures (FACE) form – which is meant to
report expenditure against annual work plan
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o

Enormous responsibility being placed on the District Office to receive all
documentation and provide reports to Provincial Office



Accounting for the grant using UNICEF liquidation procedures



Independent verification through an audit/verification process43



Dedicated Grants Management Team (GMT) set up in the Ministry – to manage,
administer and monitor the SIG operating through their existing structures (again
with emphasis on the role of DO in this process).

283. Table 18 provides a list (not comprehensive) of important allowed uses of SIG funds,
to illustrate certain shifts that have occurred over time.
Overview of eligible/ineligible uses of SIG funds, 2013-2016
Year
2013

2014/2015

Eligible
 Replacing fees or levies for OVCs
 Teaching and learning materials
 Workbooks and exercise books
 Pens & Pencils
 Teacher support materials
 Recurrent costs – maintenance,
materials, school running costs
 Travel and subsistence to attend
training events
 As above
 Special needs provision
 Construction and rehabilitation of
school learning rooms for which funds
have been approved

Ineligible
 Funding capital
expenditure (building
construction and major
rehabilitation)
 Office equipment
 Purchase of vehicles
 All types of personnel
salaries




2016







As above
Building materials for school
construction - only satellite schools can
construct school buildings using SIG
Income generating activities to support
school44
Inputs to support school feeding and
school development programmes
WASH related activities - Toilets and
toilet blocks, hygiene equipment such
as wash basins and other hand washing
structures based on school priorities





As above
Construction and
rehabilitation of
infrastructure for which
funds have not been
approved
All types of personnel
salaries
No levy or fee for OVCs
should be charged to SIG
Teacher housing, hostels,
dormitories and boarding
houses
No payment for labour or
technical support for
construction

Source: Mokoro analysis of SIG criteria provided by UNICEF

284. The main shifts include excluding OVC funds (in 2016), first allowing (in 2014) then
gradually reducing (in 2016) the scope for construction and rehabilitation, expanding the
43

The SIG Design Document (MoESAC & ETF II, 2013, p.28-29) notes that the intention was to set up an
independent auditing and verification agency to have oversight over use of funds. This was instead replaced by
outsourcing for auditing funds through a competitive tender.
44

Inputs for viable income generating activities such as seeds, plants, fertilizer, animal husbandry (chickens,
piglets, rabbits etc), apiaries (bee-keeping), feeds and small irrigation equipment (water tanks, gardening tools,
drip kits) – up to 10% of SIG can be used on this line item. In 2017 this was increased to 20%.
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emphasis on income generating opportunities and related school feeding activities (2016 and
further in 2017, not shown), and a recognition of the importance of WASH in the school
environment.
Box 3 Example of school addressing water and sanitation issues with SIG
‘School has built two toilet blocks and not far from the toilet blocks there are handwashing facilities x2
(instead of a row, there are 10 taps around so children don’t have to queue. It is open at the top so
children don’t drink this – and the school have also provided a Jojo tank which has clean water for
drinking’

4.3

Relevance

285. The design of the SIG was based on a solid analysis of the situation45 and provides a
compelling argument for SIG, albeit that Zimbabwe does present a different case for
infrastructure/improvement grants of this nature. The usual argument for SIGs is that funds
are spent better at school level with local knowledge determining priorities, small repairs
being done more efficiently than by central procurement or public works agency. Whereas in
Zimbabwe SIG provides an opportunity to increase the volume of expenditure on improving
the environment for learners as opposed to ensuring greater efficiency.
286. The arguments for SIG and its direct relevance to the Zimbabwean context have
already been well described in this report. In brief, the current education budget requires a
supplementary fund that in effect provides ‘an operational budget’ for the poorest schools in
Zimbabwe. As already noted above, whilst the budget may allocate funds for operational and
capital items, actual expenditure has been cut back, with funding of personnel crowding out
other items. Capital expenditure has therefore become largely non-existent for the majority
of schools.
287. As has already been noted above, avenues of funding for schools have diminished
significantly and are closing fast (such as the collapse of BEAM). Most of the schools visited
by the evaluation team (and this finding is also supported by the SIG verification reports
conducted by independent auditing firms), found that they had not received BEAM for the
past two to three years, although some respondents recall a ‘small portion being paid in
2015’, whilst others reported receiving a small payment recently to cover fees ‘from the 2nd
term of 2014’. The overarching impression is that BEAM is facing a notable backlog and is
struggling to find resources to provide much needed fees and levies for OVCs.
288. Another avenue of funding which could have supplemented SIG has had the
unintended consequence of being a burden on schools instead. The Better Schools
Programme Zimbabwe (BSPZ) was initially established in 1996 with a grant from the Royal
Netherlands Government, to focus on in-service training of teachers, sports competitions and
development of district resource centres. External funding has since been discontinued and
the BSPZ is now supported by a school levy per child, which varies enormously between
Provinces – in Bulawayo each child pays $1 per term of which $0.25 goes to the cluster,
$0.50 to the District Office and $0.25 to the Provincial office; in Manicaland the BSPZ is
45

See ETF, 2012, ‘Situational Analysis for the School Grants Program – prepared by Ministry of Education, Sport,
Arts and Culture & UNICEF, November 2012.
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$0.50 per child, in Matebeleland schools are paying up to $3 per child. The ETF (2012)
report (CfBT & SNV, 2012) found that “what was apparent was that schools were now
financing the District and Provincial operations, instead of the higher structures supporting
the schools” (p.32). Visits to schools by the evaluation team found that this situation
remains, and many schools were in fact using income received to then pay a significant
proportion of it to cover the BSPZ levy. MoPSE and UNICEF agree that there is a loophole,
especially considering that there is no accountability system in place for the use of BSPZ
funds by PEDs and DSIs. But this is a ‘difficult issue’ which MoPSE officials referred to the
level of the Minister or Permanent Secretary to address. Field visits suggest that funds are
also not always used for activities that most directly support schools, with the example of
Masvingo DSIs having undertaken to build new office premises for themselves and the PED
intending to do so in the near future.
289. Schools have therefore become heavily reliant on fees and levies to pay for any
operational costs at the schools. However, again as already noted, most schools are
struggling to collect even half the expected fees and levies. Our fieldwork confirmed that
schools are not able to collect the fees necessary to pay for their running costs,
refurbishment, and maintenance, no less their teaching and learning materials. Many parents
do not pay, pay only in the first term or pay only a proportion of the fees due. In some
schools visited, their budgets are less than one third of what they would expect if all
students’ fees were paid in full. And as the schools visited were poor schools (mostly P3, S3
and satellites, just one or two P2 or S2), fee levels were already at the low end of the range
(i.e. $16 per term).
290. Some of the school fees levied from parents are diverted to the BSPZ to fund the PED
and DSI, in spite of school budgets being diminished by only partial collection of fees owing.
Some respondents viewed this diversion of funds as an added burden on parents that should
be the responsibility of government to finance.
291. A compelling argument can therefore be made that the poorest schools should
receive the grant. With this in mind it is worth reflecting on the issue of the threshold that
was introduced in 2016 for P3 schools. Whilst the cut-off point of $10,000 Registered P3 is
understandable it is actually quite worrying, with the potential for all sorts of unintended
consequences. For instance, if one school has an average of $9,999 and another $10,001,
the first school will be much better off – and this is not just the case for a few schools: our
analysis of EMIS suggests that over 10% or roughly 500 schools earn over $10,000 but
under $12,000. Thus a large number of schools do not receive the grant by the narrowest of
margins. With the collapse of other funding sources for schools and the non-payment of
school fees and levies, the relevance of SIG to schools cannot be overstated.

4.4

Effectiveness

292. To implement SIG the programme drew on lessons learnt from grants of this nature
elsewhere and implemented a series of key features that include criteria for disbursement
(non-personnel and capital expenditure projects), targeting schools with the greatest needs,
ensuring local ownership supported by effective plans (i.e. the SDPs), strong support and
monitoring from the centre but empowering locally to manage finances.
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293. Whilst the preference of the design team of SIG was to provide a per capita grant
(i.e. targeting the poorest of the poor/ most vulnerable) this approach was abandoned due
to the paucity of enrolment data (MoESAC & ETF II, 2013 p.17). Thus the design team
developed a formula to enable targeting of poorest schools, rather than the individuals in
schools (it should be noted that at the time of the design BEAM was still operating, albeit
with insufficient funds). The costing model developed took into account number of schools
that qualified as per criteria, number of schools per grant type, and average enrolment per
school type. The model also had embedded within it a verification agency to monitor and
audit school records, a training and support budget to ensure appropriate levels of financial
management, and training specifically on the programme for DSIs and Provincial officers.
294. The SIG was clearly welcome and was often the only form of non-salary support at
the school level. Head Teachers trained in financial management aided the SDPs tasked with
prioritising their limited finance and this training was greatly appreciated. Detailed
discussion of the SIG is in sections 4.1 and 4.2. Here we are presenting some of the views
collected from respondents.
295.
There were quite different understandings of the purpose and hence appropriate
assessment of SIG amongst respondents. Some saw it as focused on quality and hence able
to be measured against learning outcomes, while others viewed it mainly as a protection of
basic education services – which tallies with its origins, coming after the ETF. Similarly,
there were different views on the appropriate sequencing of its coverage as well as the
criteria for distribution. Because SIG could never cover all the material needs of all schools
and because Government funding is focused almost exclusively on teachers’ salaries and
allowances, it is understandable that the role of SIG is contested, especially in view of
development partners seeking attribution. Indeed, some would argue that SIG (and the
international development funds of the EDF and GPE more generally) serves to take the
pressure off the government to fulfil its responsibility for funding basic social services such
as education. But of course, the counter argument is that a generation would be lost in
terms of education were such funding not forthcoming.
296. Both EDF and GPE have a focus on equity. Yet SIG funds cannot be used for fee/levy
waivers for OVCs, and in the absence of BEAM, large numbers of students are continuing to
drop out or are not accessing education in Zimbabwe today. The non-exclusion policy is
clearly not monitored, judging from the picture formed from our school visits. The biggest
criticism of the SIG was that it was stopped at particular schools and with poor
communication about this, causing considerable disruption to schools’ plans.
297. SIG has also been effective in ensuring that schools were compliant in the use of
funds, but what we found is that ensuring schools follow the rules is not the same as
ensuring that funds are used to greatest effect. Based on the views of the independent
auditors and as subsequently witnessed by the evaluation team, the heavily bureaucratic
process followed by SIG has been effective in the disbursement of funds. For instance:


The 2016 SIG Verification Report prepared by Deloitte in July 2017 (Deloitte, 2017)
found that less than 1% of the amount disbursed was not adequately accounted for
and/or for ineligible expenditure – i.e. 99% schools visited accounted for their funds
(95% in 2015).
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The 2014 SIG Verification Report prepared by Ernst & Young in January 2015 (Ernst
& Young, 2015a), found that 92% of schools could account for all SIG funds.
The Grant Thornton Verification report of the Midlands and Mashonaland East, in
December 2015 (Grant Thornton, 2015) found that 3.36% of schools had
expenditure not accounted for.

298. What these auditors’ reports have verified is that to a large extent schools were
following the procedures that had been in place, and that the only area of weakness in the
process was where schools had prepared inadequate bank reconciliations and/or their cash
books had not been updated. The success of the process had to do with the systems put in
place (i.e. there was a step-by-step approach spelt out which schools had to follow,
otherwise they did not receive the grant). Success of the process was also no doubt due to
the training provided by the programme to familiarise all key role-players (in particular
school heads, district office personnel and provincial office staff) with the procedures and to
ensure that information flowed through the hierarchical structure.
299. However, and as illustrated elsewhere in the report, the compliance nature of the
process has reshaped the programme away from its original intent. This can be seen in the
shift in eligible uses of SIG funding over time (see Figure 18 above).
300. Whilst SIG has been effective in ensuring that schools spent the funds based on
eligible criteria, the changes in these criteria have not always been in response to school
needs but rather to eradicate ineligible funding (despite the auditors reporting extremely low
instances of unaccounted funds).
301. Whilst changes have undoubtedly occurred as result of meeting shifting needs of
schools (such as the inclusion of contribution to infrastructure followed by narrowing this to
satellites as neediest in that respect), the use of SIG for IGAs was not a demand from
schools. There is no evidence of any systematic analysis being done of what SIG had been
used for, before the annual decisions on eligible/ineligible uses for the next year. For
example, the increase of the proportion that can be used for IGAs from 10 to 20% was
made before UNICEF and MoPSE had analysed the 2016 use of funds (in the verification
report) and discovered that very few schools had actually used anything for IGAs for 2016.
Just increasing the proportion will not address the issue of the schools’ low uptake of that
use.
302. With regards to the decision to exclude fees and levies for OVCs, it would appear that
this was done for financial control reasons. The programme was concerned that schools
were withdrawing cash as OVC fees and levies from the SIG account and depositing these
fees into the school account. After which, it becomes increasingly difficult to account for
these funds.
303. Whilst this points to an effective practice of closing a loophole, it has created a major
problem for schools receiving SIG as they are meant to fill this gap by seeking funds from
BEAM, but as already noted this is unlikely to happen. Moreover, an original intent of SIG
was to target OVCs and by excluding levies and fees for OVCs SIG will no longer be effective
in contributing to this objective. Moreover, at its height (in 2015) SIG data makes the claim
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that over a million OVCs were being supported with access to education through the grant.
This total will have dropped significantly since the criteria have changed.
304. A key feature of the SIG process has been the use of School Development Plans
(SDPs), prepared by School Development Committees. To a large extent the role of SDCs
and SDPs in the SIG process has been effective, primarily because the SDP identified how
the school intended to use SIG funds. Thus the SDP formed the basis for the request for
funds, and it was the SDP that was approved by the DO before the school was considered
for a grant. The verification studies done by auditors found that most activities being
implemented by schools with SIG funds were specified in their SDP (see for instance the
Deloitte, 2017 and the Ernst & Young, 2015a reports). This was also observed during the
school visits by the evaluation team.
Interviews at the schools had found that there was often a ‘good relationship between the
school and the SDC’, and that SDCs were ‘instrumental in shaping the plans’. Visits to
schools found that the training for SDCs had been effective, and as one school principal
noted “we were able to prepare the SDP without too much trouble. The process was
straightforward and the guidelines were very useful in this instance”. Moreover, both survey
data and school visits testify to the SDCs being an effective reflection of the communities
within which the school is located (SDCs typically include the school principal, pupil
representatives, parents, the local councillor, and community leaders). For instance, 68% of
survey respondents reported that their SDC has 2 to 3 women as members (an SDC usually
has 7 members in total) (see Figure 45, Annex I).
305. However, whilst the view was that SDPs had helped schools develop plans for
prioritising needs and identifying resources, schools have come to question the process now
that SIG disbursements have either decreased or disappeared as a result of cuts to the
budget. Whilst many schools had their plans displayed prominently in the office of the school
principal, and interviews with SDCs confirmed that they had played an active role in
developing the SDPs, there were those who questioned the efficacy of such plans with few
options open to the school for resourcing such plans. As one school principal noted:
The big issue for the school is that we prepared the SDP, got SIG funding for two years and
without any explanation were not told we no longer qualify for SIG. SIG had played a big role
in bridging the gap between the needs of the school and what parents were paying. We are
not at all sure therefore how the SDP will be implemented.

Box 4 Examples of what an SDP may contain


Renovation of the school: replacing broken window panes and window sills



Patching of classroom floors



Procurement of furniture



Procurement of a water tank



Construction of a laboratory



Paying school fees and levies for orphaned and vulnerable children (OVCs)



Procurement of 30 computers
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306. A further area of concern is the role the DSI plays in supporting and facilitating the
development of SDCs. As noted elsewhere in the report, the strong commitment to
compliance prevails. Thus many schools that were visited (and the survey responses also
reflect this finding) reported that the DSI receives the SDP, signs it off and little to no
feedback is received. In addition, a number of schools did not have the actual plan (other
than a summary displayed on the wall) as they had submitted it to the DSI and never
received it back (this is particularly prevalent in schools that do not have the facilities to
make copies as a result of not having electricity and/or a functioning copier). This does call
into question the usefulness of the SDP if the school no longer has the full plan. Responses
from survey respondents illustrate the prevailing view that District Office personnel play an
irregular role with regards to SDPs, namely approval rather than either facilitating drafting or
providing feedback on the SDP (see Annex I, Figure 46).
307. Whilst the management of SIG has been effective in ensuring a rigorous approach to
oversight, the system is geared more to compliance than to checking the extent to which the
SDPs are relevant to schools’ needs and SIG will thus be used effectively within the school
context. An unintended consequence of schools adhering to the SIG guidelines, but not
necessarily its intent, was witnessed in one of the schools visited. The school had a serious
shortage of classrooms and far too many toilets because two NGOs had focused on water
and sanitation and would not do anything else. However, the proportion of SIG funds they
could use for construction materials was not enough to allow the school to finish in a timely
way what the SDC had managed to start by putting up the structure.

4.5

Efficiency

308. Within the context of a significant budget reduction, the SIG programme has
displayed a number of important efficiency gains to keep the grant process operating.
Nevertheless, it has also been inefficient in certain areas. For a funding programme of this
nature to be efficient and effective it needs to be predictable, reliable and timely. Our view is
that SIG does not satisfactorily meet these three criteria, albeit as we note below there are
several extenuating factors, including factors outside of the control of the programme.
309. Three areas were identified where inefficiencies need to be addressed. The first
relates to the complex approval process for the payment of the grant to each school. SIG is
reliant on MoPSE structures to approve the pay sheet process. The process is multi-layered
and within each layer approval is necessary before information is passed on. At each layer,
an increasing amount of information is produced which is ultimately done by interns. To date
the process is extremely ponderous, and made more difficult by the slow recruitment of
interns on an annual basis (typically students, who cannot work full time on the exercise
because they are also studying) and the capturing of data is erratic. Payments can only be
made once the Pay sheets have been signed off and uploaded into the system. Further
thought needs to be given as to how the process can be expedited.
310. A second area of inefficiency is the Financial Management Training provided to school
principals and other designated members of each school, although its delivery has
contributed to the success of the SIG. The roll out of the training was provided to heads
across the school system (more than 8500 schools), it focused on issues that heads found of
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relevance (school visits by the evaluation team found heads to be unanimous in their
satisfaction with the usefulness of the training), and the training was accompanied by a
manual which heads also reported to be extremely helpful (albeit the SIG verification studies
report a mixed picture regarding how many schools actually still had the manual – for
instance the Verification Study performed by Grant Thornton in the Midlands and
Mashonaland East in 2015 found that 47% of schools did not have it). However, from an
efficiency point of view it is expensive to have stand-alone training on a core aspect of
school administration, especially when relying on a private provider for it. It would be far
more efficient if the financial management training was embedded within the training of
teachers (i.e. as part of the teacher training curriculum) and/or embedded in training that
school principals receive prior to becoming a school head.
311. Thirdly, communication between SIG and schools has been problematic. All the
schools we visited were unaware whether they had qualified for SIG, or why previously they
had or had not received SIG. Our sense from the field visits was that nearly all schools were
only going to receive funding from November 2017 onwards (significantly later than in
previous years) and thus they were uncertain as to whether they had qualified for SIG.
312. However, there have been a number of important efficiency gains achieved by SIG.
Firstly, SIG has been remarkably efficient in delivering the correct amounts to the targeted
schools. SIG verification studies report no instances where incorrect funds were received.
Moreover, the SIG manager reports very few instances where funds were returned as a
result of incorrect bank details. This must be seen as an achievement bearing in mind the
scale and the vagaries of the Zimbabwean banking system.
313. In addition, the SIG verification studies found very few instances where schools
received the funds very late (although this is not the case for 2017, with probably close to
100% of schools not receiving funds until November 2017). For example, the SIG Verification
Report prepared by Ernst & Young in January 2015 (Ernst & Young, 2015a) found that only
4% of the 450 schools in the report had not received funds by November 2014, and followup studies by Ernst & Young a few weeks later found that all but one school had received
the funds. Survey responses verified the finding, as did school visits, that on the whole funds
were received and usually in a timely manner (50% of schools reported that they received
the funds when they expected them, 41% reported that the funds arrived later than
expected, and 8% reported that the funds arrived earlier than expected).
314. Secondly, SIG has had to make a major shift in determining which schools qualify for
SIG. Whilst this adaptation suggests that SIG has been efficient in being both responsive and
flexible to the funding crisis, it has meant a noticeable decrease in the number of schools
that receive SIG. In overall terms the total disbursement per year has fluctuated from $1.213
million in 2013, to $23.357 million in 2014, to a high of $24.413 million in 2015, followed by
a sizeable decrease in 2016 when $9.905 million was disbursed. Figure 23 below displays the
fluctuating SIG disbursements per province for the period 2013-2016 (though it should be
that in 2013 SIG was piloted only in one district).
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Figure 23

Shift in SIG disbursements, by province

Source: Mokoro analysis of SIG data provided by UNICEF

315. In practical terms, SIG adapted its targeting model, based on the need for much
more stringent targeting as funds decreased, albeit this has created a number of issues with
regards to the effectiveness of SIG already noted above. For instance, it has arguably
undermined the effectiveness of the SDP and increased the financial challenges of
economically fragile schools.
316. Table 19 lists the changes made concerning which schools qualify for SIG. Again,
while SIG did this in an efficient manner and had no choice in limiting the disbursement, the
failure to explain to schools the reasons has been particularly demoralising for those schools
that no longer qualify and has led to schools questioning, as already noted, the value of
financial planning processes such as SDPs.
Shift in schools that qualify for SIG
Satellite Primary

P3

2014

pilot district
Goromonzi
All

pilot district
Goromonzi
All registered

2015

All

All registered

All

2016

P3 schools with
average annual
income of less
than 10,000

P3 schools
with average
annual income
of less than
10,000

Satellite schools
with average
annual income
of less than
15,000

2013

Satellite
Secondary
pilot district
Goromonzi
Satellite
Secondary in
the pilot district
Goromonzi
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S3
pilot district
Goromonzi
Registered
Secondary in
the pilot
district
Goromonzi

Special
Schools
All
All

All special
schools
All Special
schools
recommended
for funding
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201746

Satellite Primary

P3

income of less
than $20,000

income of less
than $15,000

Satellite
Secondary
income of less
than $20,000

S3

Special
Schools
income of less
than $100,000

Source: Information provided by UNICEF

317. Thirdly, efficiency gains have been achieved with little or no reported wasteful
expenditure of SIG funds by schools. On the whole the verification studies found very few
examples of ineligible funding (typically around 1-3%, whilst several studies such as the
2014 Ernst and Young report found ‘no incident of fraud’ amongst the 450 schools it
inspected across the country).
318. Fourthly, SIG has also achieved efficiency gains through consolidating the verification
process by using competitive tendering to ensure value for money. As Table 20 illustrates,
SIG has managed to reduce the costs of verification studies without noticeable impact on the
number of schools visited or the integrity of the verification process.
Fees paid to auditing firms to conduct independent SIG verification
studies
Year

Name of Audit Firm

2016

Deloitte

$137,486.40

320

2015

Deloitte

$121,761.48

600

2014

Fees

Ernst & Young

$89,650

Grant Thornton

$80,907

Ernst & Young

$247,500

Number of schools verified

450

Source: Information provided by UNICEF (email from 14 December 2017)

4.6

Contribution

319. Key successes of the SIG process include a number of points raised above with
regards to targeting the poorest schools, the role SIG has played in construction, and the
important realisation that WASH is critical to the school environment. With regards to the
school environment, SIG has made an important contribution to improving the environment
of learners, with school visits noting a range of improvements. While a vast range of
improvements were noted, they were often specific to the context of the school. An
illustration of this is the primary school that built a small swimming pool (smaller than a
cattle dip) in which to train ECD children to swim in response to the drowning of a pupil in
the local dam. Figure 47 in Annex I identifies the main uses of SIG by schools, with school
furniture predominating as most schools continue to struggle to seat learners with increasing
pupil numbers and more classrooms.
320. In addition, the contribution made to the learning experience should not be
underestimated with many schools having used SIG to purchase teaching and learning
materials. However, evidence of schools using SIG for income generating activities was often
not noted in visits to schools, although there were isolated instances where schools had, for
46

In addition, all schools (P3 registered and Satellite), regardless of income, with an enrolment of under 60
pupils received $2000.
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example, purchased sewing machines (but had not been able to use them as they had no
funds to purchase fabric and the responsible teacher for this activity had since moved on). At
the special school visited by the team SIG had made an important contribution not only for
general maintenance but it had also helped finance a Braille embosser and paper which had
been used extensively to assist visually impaired pupils.

4.7

Conclusion

321. As noted above, the full contribution that SIG is making to the realisation of its
objective was not fully determined by the evaluation team for the reasons outlined in Annex
H. This is a missed opportunity as to date we do not know which schools got what, what the
schools allocated the SIG funds to, and what effect this has this had on individual schools.
While the emphasis of SIG has been placed on ensuring compliance, there has been little
research to establish the contribution SIG has made in improving the environment on pupils.
Nevertheless, SIG has been found to be relatively efficient in spreading available grants ever
more thinly.
322. With the strong focus on compliance and preventing irregular expenditure, SIG has
been remarkably efficient with its funds, especially through being responsive and flexible to
budget short falls. However, whilst this is laudable, it has meant a noticeable shift away from
SIG’s planned roll-out and its commitment to protect the most vulnerable children in the
schools, namely OVCs. For the schools affected by the changes in eligibility criteria, the
effect has been particularly damaging, made more difficult by schools receiving no
explanation as to why they are no longer receiving funds. Moreover, our assessment also
found that grant making could have been deployed more effectively, and that there were
inefficiencies in schools making plans for grants which never arrived
323. Nevertheless, the management of SIG has been very effective in ensuring schools
received the grant, and has been effective in verifying that schools spent the funds as they
had planned. While it is disappointing that the SIG is no longer available to finance fees and
levies for OVCs, it is encouraging that SIG has responded to an extent to the needs of
schools including allowing expenditure on sorely neglected WASH components of the school
environment. Moreover, the strong management of SIG has also ensured laudable efficiency
gains, in particular when bearing in mind the fluctuating SIG budget.
324. There is no doubt that SIG has been of enormous value in providing a stopgap in
terms of non-salary finance, but it is not inherently sustainable nor does it yet appear to be a
sustainable institution with a long-term future. Moreover, the extent to which SIG will
contribute to its long-term goal of ‘the attainment of free universal primary education’ by
replacing fees and levies of those in the poorest schools does not yet seem possible. Whilst
this is a laudable goal it is unlikely to be achieved in the foreseeable future with SIG’s
current budget. In addition, the absence of a viable exit strategy is problematic as current
budget forecasts for the sector provide no signal that MoPSE is in a position to maintain the
grant scheme once funding from development partners ends.
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5.

Contribution, Conclusions, Lessons Learnt and
Recommendations

5.1

Introduction

325. In this the final section of the report we first provide an overall assessment of the
contribution EDF and GPE have made to the sector, and we then provide a general
conclusion, including lessons learnt, with corresponding recommendations.

5.2

Contribution Assessment

326. The Inception Report (Mokoro, 2017b) outlined the approach to be undertaken by
the evaluation team in order to assess the extent, if any, to which the EDF and GPE have
contributed47 to any progress MoPSE has made towards realising its objective of ‘universal
and equitable access to quality educational services for all Zimbabwean children.’
Accordingly, in this section we first briefly review the plausibility of the assumptions
underpinning the programmes’ theories of change and the extent to which they held; we
then look at selected sector outcomes; and we finally propose a number of plausible links
from the programme outputs to these outcomes.

Summary review of programme assumptions
327. A first step in assessing contribution is to assess the extent to which the theory of
change (ToC) is based on plausible assumptions. The ET’s assessment of the programmes’
assumptions is found in Table 4 in section 3.3 above.
328. In summary, the ET’s analysis found that the programmes are based on a reasoned
theory of change: assumptions behind the different causal pathways for both EDF and GPE
are relatively plausible. Furthermore, to a large extent those assumptions under the direct
control of EDF and GPE were found to be true. However, the assumptions that GoZ would
contribute financially to a number of initiatives to ensure their viability and sustainability and
more generally that adequate growth and other macro factors would provide a conducive
context have largely proven to be incorrect. Similarly, the other education financing-related
assumption – that households would (be able to) continue to meet most of schools’ nonwage requirements (which, in addition, rose as a result of programme activities) – did not
hold and may even be considered as undesirable, given the equity issues which it raises. Our
analysis also suggested that a number of capacity-related assumptions did not fully hold.
329. As noted in sections 3.4 on relevance, 3.6 on effectiveness and 3.7 on efficiency, on
an individual basis programme interventions were largely relevant, and both programmes
have largely been effective and efficient in implementing what was expected. But as noted in
3.9 on sustainability, the fact that critical financial and capacity-related assumptions did not
hold raises sustainability issues which were not addressed in the course of EDF I and GPE I.
The programmes have thus done some of the right things partly correctly in view of the
expected change. However, given that there were early signs that critical assumptions would
47

As noted in the IR (Mokoro, 2017b, p.44) ‘Contribution analysis explores attribution through assessing the
contribution a programme is making to observed results. It sets out to verify the theory of change behind a
programme and, at the same time, takes into consideration other influencing factors.’
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not hold, doing the right thing might have entailed calling for an assessment of these
assumptions and a possible change of tack or, as argued above, further prioritisation, as well
as a stronger push to put sensitive issues on the table.

Trends in selected sector outcomes
330. Turning now to sector outcomes, as already noted throughout the report a range of
noteworthy changes have occurred such as:


Improvements in pupil performance in English and Mathematics in Grade 3 between
2012 and 2015 (ACER, 2016 and see Table 10 above);



Increased survival rates at Form 4 – from those entering Form 1 (MoPSE, 2017a).

331. In addition the ET’s own research, based on EMIS data, has found that over the EDF
I/GPE I period gender parity has remained strong, and there were noticeable improvements
in pass rates at all the key stages (i.e. Grade 7, O level and A level).
332. In terms of gender parity, while there has been little change overall from an already
relatively good basis, at ECD level there have been noticeable improvements. Using EMIS
enrolment data we calculated the Gender Parity Index, or ratio Female/Male enrolment (GPI
1 indicates equality; GPI > 1 means more girls than boys are enrolled; GPI < 1 means male
enrolment exceeds female enrolment)48. Table 21 shows that overall there exists a slight
gender disparity towards male pupils, without change over the time period considered.
GPI values for enrolments: 2012-2016
Year
2012
2013
2014
2015
2016

Median GPI
Enrolments
0.97
0.98
0.97
0.97
0.97

Lower Quartile GPI
Enrolments
0.88
0.89
0.89
0.88
0.88

Upper Quartile GPI
Enrolments
1.06
1.06
1.06
1.06
1.06

Source: EMIS data, Mokoro own analysis

333. At ECD level, however, there are signs that parity is improving, i.e. the GPI is
converging on 1 as Table 22 illustrates for the period 2012 to 2016.
GPI values for ECD enrolments: 2012-2016
Year
2012
2013
2014
2015
2016

ECD Median GPI
Enrolments
1.02
1.01
1.00
1.00
1.00

ECD Lower Quartile GPI
Enrolments
0.84
0.85
0.84
0.85
0.86

ECD Upper Quartile GPI
Enrolments
1.23
1.21
1.18
1.16
1.16

Source: EMIS data, Mokoro own analysis
48

It was suggested to the ET that GPI should be calculated taking into consideration the peculiar demographics
of Zimbabwe, that is, that there are fewer women than men in the country, which is unusual. However, the GPI
calculated here is on enrolment numbers, without reference to population. Moreover, it is doubtful that
demographic data available would be reliable, in view notably of the resurgence of migration to South Africa
which may be more pronounced among men. Finally, this unusual demographic trend is presumably at least
partly linked to the HIV/AIDS epidemic and the differential between male and female numbers affected may
hopefully be less pronounced.
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334. In terms of pass rates, noticeable changes were found, as Figure 24 and Figure 25
below illustrate. Pass rates have improved across the different types of school at primary
level. However, while pass rates have almost doubled in P3 schools for both female and male
pupils, P3 schools still lag behind P1 and P2 schools by a noticeable amount. This suggests
that equality may have increased (proportionate increase is greater for P3 than P1 and P2),
but a gulf remains across the primary school spectrum.
Figure 24

Female pass rate in the average (median) primary school, by grant
class: 2012-2016

Source: EMIS data, Mokoro own analysis

Figure 25

Male pass rate in the average (median) primary school, by grant
class: 2012-2016

Source: EMIS data, Mokoro own analysis
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335. These improved outcomes have been obtained in spite of the sharply deteriorating
economic and unsettled political context over the period 2013–2016 discussed in section 1.4
and Annex Q, and of a number of sector-specific factors that would also be expected to
undermine the delivery of quality education. These include the fact that teacher salaries are
paid irregularly and/or incorrectly, and as recalled earlier in this section, the decreasing
ability of parents to contribute via fees and levies due to more acute economic hardship. In
addition, additional challenges arose, as we found, as pupil teacher and pupil classroom
ratios got worse over the period covered in the evaluation.
336. Analysis of EMIS data found that while the number of teachers and classrooms
increased, the growth did not kept pace with pupil numbers. Classrooms are now more
overcrowded than ever as Figure 26 and Figure 27 illustrate. Figure 26 shows that at primary
level there has been a slight increase between 2012 and 2016 in the number of schools.
Figure 27 shows that pupil numbers have grown between 2012 and 2016.
Figure 26

Number of schools by grant class, 2012 vs 2016

Source: EMIS data, Mokoro own analysis
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Figure 27

Number of pupils by grant class, 2012 vs 2016

Source: EMIS data, Mokoro own analysis

337. In Figure 28 below it can be seen that there has been a slight decrease in the
number of primary school teachers, though an increase in secondary school teachers. Thus
there has been an increase in overall teacher numbers between 2012 and 2016.
Figure 28

Number of teachers by grant class, 2012 vs 2016

Source: EMIS data, Mokoro own analysis

338. However, when we consider the average school, subdivided into the three grant
classes (P1, P2, P3), the number of teachers and classrooms has hardly changed between
2012 and 2016, though the number has decreased slightly for P1 and P3 schools. When we
calculate the pupil teacher ratio we find that it has increased for all primary schools, but
more so in P3 schools. It is our observation that overcrowding got worse for primary schools,
especially for the P3 schools, between 2012 and 2016, as shown in Figure 29.
103

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Figure 29

Pupil teacher ratio in the average (median) primary school: by grant
class, 2012 vs 2016

Source: EMIS data, Mokoro own analysis

EDF and GPE contribution
339. It is therefore likely that EDF and GPE have been influential in contributing to the
positive results noted, especially as other factors that could account for improvements were
more likely to undermine rather than support the results achieved.
340. However, one should be cautious about exaggerating the level or extent of the
contributions the programmes have made for a number of reasons:


Both ZimSec and MoPSE have noted a disturbing trend in that a large number of
pupils do not register to take exams, with evidence that weaker students may be
discouraged from sitting them; moreover, poorer students, generally struggling more
at school, are also under-represented as a certain number are likely to fail to pay the
exam fees, particularly at secondary level (the analysis of O level results in 2016
(MoPSE, 2017a), for instance, notes that there is a gap of about 27% on average
between those registered for O level enrolment and those who sit 5 or more
exams).49



The MoPSE OOSC assessment (MoPSE, n.d. a) and a number of surveys suggest that
the number of out-of-school children remains high and may even be rising.



Questions have also been raised about the moderation of examinations and to what
extent acceptable standards are being maintained across the different examinations.

341. With regard to contribution specifically to equity in learning outcomes across wealth
quintiles, the data available are very limited but suggest that this has changed little:

49

The gap between the number of learners registered and the number that sit exams varies enormously between
provinces. Harare is the worst performer in this regard: the gap there is about 37% between those registered
and those who actually write examinations for 5 or more subjects.
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Whilst the upward trend in pass rates is evident across school grant class
classification, as discussed above there remains a large gap between pass rates for
P3 schools and those for P2 and P1 schools.



EMIS, ZimSec and MoPSE exam results data do not allow disaggregation by wealth
categories, so the disaggregation by school type is the closest we have to an
assessment of the contribution of EDF and GPE to equity in learning achievements as
measured by exam pass rates50.



The ZELA series of assessments of maths and English performance of pupils at the
end of the infant education cycle/entry to Grade 3, shows a mixed picture as follows
(ACER, 2016).



o

There was a persistent urban/rural learning gap: urban pupils did consistently
better than rural pupils in both subjects over the 2012-2015 period51, and the
gap between them in mean English scores grew larger and it did not decrease in
maths.

o

There was a slight improvement in equity of learning across socioeconomic
backgrounds: there was still a strong relationship between pupils’ performance
and their socioeconomic background in 2015, with for instance, almost two
thirds (62%) of the pupils of the lowest socioeconomic background with below
grade results in English, vs less than a third (29%) of those of the highest
socioeconomic background. However, there was a slight reduction of the gaps
between socio-economic background for pupils’ performance between 2012 and
2015.

Financially, whilst fees per pupil have increased, the major gap between P1 and P3
schools has not decreased and EMIS data (with caveats about its accuracy) suggest
the gap is increasing (see Figure 30 below).

342. Moreover, the efforts by the two programmes to introduce systemic change within
the sector have also had mixed success, notwithstanding the contribution the programmes
have made to strengthening sector institutional capacity. Expanding on this further:


In terms of planning, capacity has been built and there is evidence of successful
planning at school, cluster and district levels. However, there are currently weak links
between various levels of plans from school to ESSP, and lack of clarity on how they
are to align and be operationalised at each level. So on the one hand, one could say
that in planning, there has been systemic capacity building, but on the other hand, it
has been constrained by policy cul-de-sacs until fairly recently.



In terms of curriculum reform, it is too early to assess the
has been built. Nevertheless, achievements can be noted
However, other aspects to do with, for instance, NFE or
Continuous Assessment have been undermined by schools

extent to which capacity
for instance within ECD.
the new curriculum and
having to play ‘catch-up’

50

Surveys such as the MICS (latest in 2014 – ZimStat, 2014a) and ZDHS (2015; Zimstat, 2015b) do not cover
exam results and whilst they both collect data on the highest grade achieved, this is not comparable and not
distant enough in time to be relevant.
51

The 2016 ZELA technical report (Damson, 2016) does not provide this type of analysis.
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in developing teachers’ skills, acquiring appropriate textbooks and managing the NFE
offering in the absence of teachers’ salaries and so on.
Figure 30

Income distribution, P1 and P3 schools, 2012 vs 201652

Source: EMIS data



5.3

In terms of teacher development and deployment, significant questions remain
regarding the efficacy of the TDIS, and the application of TPS. This suggests that
support around supervision and mentoring will require further development, in
particular the need to change the existing culture.

Conclusions

343. The critical question the evaluation set out to answer is ‘did the UNICEF supported
education interventions, as funded through the EDF and GPE, achieve the intended results?’.
Our evaluation has largely found in the affirmative, at the output level. Despite a challenging
context (not only a deteriorating social, economic and political context, but also due to
development partners such as the EU and GIZ failing to meet initial commitments), both GPE
and EDF achieved remarkable successes in delivering the expected outputs. However, we
remain concerned that that the two programmes paradoxically achieved both ‘too much and
too little’, due to their ambition and especially considering the deteriorating context over the
implementation period. In spite of the complementary interventions made by the two
programmes, there were too many of them and too few resources and too little support,
especially for the neediest schools and learners. Our reflection on capacity development for
instance is that it was ambitious and extensive in providing support to curriculum reform,
TPS and CA but that to ensure expected outcomes are achieved, the intensity of the support
will need to be maintained for the long term and some other aspects, briefly mentioned
below and discussed in earlier sections of this report, will need to be addressed.

52

Within each grant class schools have been categorized by the level of income they receive, i.e. schools in the
10% percentile are those schools that reported the lowest income within their grant class, and those in the 90 %
percentile would be schools that reported the highest income within their grant class.

106

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

344. UNICEF delivered well an increasingly ambitious range of interventions, with a fairly
robust internal and external logic (complementarity etc., support to ESSP), and with
relevance to the needs and ambitions of the sector (both words are important). However,
the ambitions of the programmes, developed in the relative optimism of 2011-12, were
based on critical assumptions that proved unfounded over time (and indeed, increasingly
unfounded, with school financing and public funding for education non-employment costs as
cases in point) whilst at the same time, ambitions continued to grow (the new curriculum for
instance).
345. The design of the two programmes was not adjusted as certain assumptions proved
to be false, and thereby undermined their bedrock. For instance, the deterioration of
Zimbabwe’s economy coupled with the President’s decision to increase teachers’ salaries, led
to a ‘perfect storm’ and the Government of Zimbabwe’s ‘own contribution’ never
materialised. Yet GPE and EDF continued as planned, and did not adjust to the deterioration
of the country context (i.e. the breadth of neither programme was trimmed).
346. We have noted throughout the report the challenges facing the sustainability of both
the GPE and EDF programmes. The need to ensure a more sustainable financing policy for
the sector and other major policy challenges meant that UNICEF was caught between a rock
and a hard place due to the emphasis on working with government. Compromises should
have been questioned, and UNICEF should have been adequately supported by development
partners in what might have been more difficult moments in the dialogue about the
programmes. Yet, UNICEF was left exposed. Thus, there needs to be a review of the way
the partnership is working ensuring that development partners take greater responsibility for
their investments.
347. Whilst both programmes have been remarkably effective in promoting gender issues,
the gains made on geographical disparities are less clear and whilst there is no recent data
on this aspect, it is unlikely that there would have been much gain in relation to wealth
disparities. Linked to earlier points, the SIG, for instance, has undoubtedly done much to
help support the most vulnerable children in the first years, but just as real change was
beginning in the support given to OVCs, payment of their fees was excluded from the SIG
eligible expenditures, and support to the most fragile, rural schools, whilst maintained when
support to better-off schools stopped, was nonetheless cut significantly.
348. Both EDF and GPE were remarkably effective in meeting expected targets, and in a
number of instances far exceeded the initial targets. Moreover, there was strong synergy and
complementary between the EDF and GPE, that ensured that both GPE and EDF covered far
more work than they could have done individually. However, questions remain over the
quality of the outputs and the extent to which outputs are being used as planned (such as
with regard to TDIS, EMIS, and TPS). Moreover, to some extent activities that were
particularly resource intensive (such as those related to Out of School Children) stopped
once initial support ended.
349. From an efficiency perspective, we found that GPE and EDF had delivered within
budget (including responding to unplanned donor funding shortfalls), that both programmes
had been effective in promoting a strong culture of value for money, and that UNICEF had
been efficient in developing a partnership model which promoted effective coordination with
107

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

all the key role players with regard to programme implementation, albeit as noted in para 4,
the partnership fell short of addressing thornier higher level issues.
350. Contributing to this weakness, whilst the management of both GPE and EDF has been
largely efficient, the evaluation team found that the absence of a programme wide approach
to M&E hampered the ability to track progress effectively, which would have required
reporting against sector outcomes and not merely outputs. This output focus, together with
the absence of any revisiting of critical assumptions, resulted in little overall reflection and no
formal lesson learning, compounded by a reliance on others (such as DFID or service
providers) to provide meaningful data to track progress against expected outcomes.
351. UNICEF has done well to manage and coordinate the two programmes in what began
as a new role for it with the ETF, albeit the administrative burdens imposed by GPE were
much more considerable than for the EDF. This not only had implications for a very lean
UNICEF staffing structure, but also for government officials who were diverted from their
own strategic work to work on GPE. Nevertheless, to a large extent UNICEF did manage to
ensure that much of what was delivered occurred within MoPSE structures, and thus helped
to promote a strong sense of local ownership of the two programmes. However, by placing
strong emphasis on existing government structures, the support at school level was often
viewed primarily as adding another layer of compliance requirements (e.g. the robust SIG
guidelines, TPS reports, reporting on district fuel support, EMIS and so on) rather than as
capacity or institutional development. The forthcoming MoPSE organisational review provides
an opportunity to ensure that this emphasis on compliance is balanced with a focus on
whether intended outcomes of this support are being achieved.
352. The interventions brought in by the GPE and the EDF were based on four key
assumptions with regards to sustainability, none of which was fulfilled. Thus the overall
sustainability of the two programmes was compromised. The involvement of the Finance
Ministry remained relatively weak, and did not allow addressing sustainability concerns that
should have been explicitly discussed. The key issue of sustainability is integrally linked to
equity concerns. This ties in with the earlier point that it might have been more prudent to
have been less ambitious, focussed on fewer interventions, and thus ensuring they had a
better chance of being sustainable. Currently the bulk of interventions, whilst undoubtedly
important, are likely only to survive with further support both in terms of resources and
ongoing capacity building. Nevertheless, to build on the successes achieved to date any
further support programme should be more realistic in its ambition, include a realistic
(probably medium to long term) exist plan, and include provisions for regular high level
discussions of the assumptions underpinning this exit plan.
353. SIG has been a remarkable success in terms of national coverage, targeting the most
fragile schools, and ensuring schools received the grant in a relatively timeous manner, albeit
2017 has been less successful than previous years. The SIG process has helped schools in a
variety of different ways, not only in terms of creating a better environment for learners but
it has also helped strengthen the financial management of schools. Moreover, SIG has also
been effective in ensuring that schools were compliant in the use of funds, with very few
instances of ineligible expenditure.
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354. However, it has fallen short of its initial, albeit overly ambitious intent, to provide a
‘single consolidated comprehensive school grants programme providing adequate levels of
funding for all non-salary resource needs’. This objective appears to have been implicitly “put
on the backburner”, as assumptions with regard to the economic, political and social
conditions were increasingly unfounded. SIG’s scale back was the only evidence of
adjustment and responded to donor funding shortfall rather than the changing country
context. Only recently has the issue of school financing been raised again with the intended
development of a related policy.
355. Finally, with the strong focus on compliance and preventing irregular expenditure,
SIG has been remarkably efficient with the funds, especially being responsive and flexible to
budget shortfalls. However, whilst this is laudable, it has meant a noticeable shift away from
its planned roll-out, and its commitment to protect the most vulnerable within the schools,
namely OVCs. This shift has been particularly damaging for the most disadvantaged schools
exacerbated by the lack of communication with schools as to why they were no longer
receiving funds. The emphasis on rules and compliance has also meant that comparatively
less attention was given to how well the SDP process was taking roots, and the extent to
which school plans were adequate.

5.4

Lessons Learnt and Key Recommendations

356. As a result of the evaluation, the evaluation team note the following lessons learnt
during the evaluation after which we provide a series of recommendations that future
programming should take into account:
•

Need for better sequencing and prioritising, before rolling out fewer interventions.
This would have benefitted schools, which were largely overwhelmed by all the
interventions introduced simultaneously.

•

Both EDF and GPE should have reacted more quickly and decisively to the failure
of the Government of Zimbabwe to meet its commitments to the two
programmes. This should have included trimming the programmes, and
mobilising the development partners to take greater ownership of their
investments to ‘help steer the ship’.

•

Financial management issues have trumped equity issues, especially with regard
to SIG. Better forward planning might have prevented this situation from
occurring.

•

The absence of a programme-wide approach to monitoring and of a clear
articulation of programme M&E with the emerging sector-wide monitoring process
has hampered the ability to track progress and report against sector outcomes
and link this in a plausible manner to programme progress.

•

The absence of an appropriate change management process within MoPSE, may
have undermined the effect certain interventions had at school level.

•

Continuous dialogue on sustainability issues and a clear plan for gradual decrease
of external funding of the sector would have helped ensure that the sector is
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better equipped to cope with steep drops in resourcing (e.g. SIG 2016) or
resource provision ending.
•

The approach to addressing inequality varied per activity, especially with regard
to wealth inequalities. Whilst comprehensive data on this may be available only
infrequently, greater use should have been made of existing data (such as the
ZELA report 2015, the EMIS data on school fees and funding, and reports from
outside of the sector), that indicated that such inequalities were not reducing.

•

Teachers need ICT training; they require training in developing materials for the
new curriculum and syllabus interpretation.

•

Much of the success of the new curriculum will hinge on the availability of
relevant textbooks to all schools. Currently there is a dearth of these books in
rural schools, despite the success achieved by the ETF previously.
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Recommendations
#
1.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Organisational
Review

The organisational review holds
promise for the effectiveness and
efficiency of the education system.
Planning for teacher education,
whether under separate ministries
or consolidated, should incorporate
the needs of the new curriculum
and continuous assessment as well
as the different interventions such
as PLAP, ZALP and ERI into the preservice training as well as feedback
from the TDIS and TCDP.

Use the organisational review to
promote better planning, in so doing:

Within the next 3
months (March – May
2018) as part of the
Organisation Review

GPE and EDF
management team in
conjunction with
MoPSE

Greater effort must be made to
ensure that MoPSE and MoHTE
work together, especially
considering the wide array of
initiatives aimed to strengthen
teacher skills, and more recently
the focus on an ambitious
curriculum reform.

a) develop a holistic plan for
teacher education;
b) promote a more appropriate
change management
approach that moves away
from an emphasis on
inspection;
c) ensure MoPSE and MoHTE
work together in a more
systematic way.

111

Where applicable,
MoPSE to facilitate
greater interaction with
MoHTE
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#
2.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Relationships
with Partners

Both EDF and GPE should have
reacted more quickly and decisively
to the failure of the Government of
Zimbabwe to meet its commitments
to the two programmes. To date
the Education Coordination Group,
which should have functioned as a
forum where such issues were
discussed, did not and focused
instead on operational issues.

Ensure development partners play a
more proactive role, especially at the
strategic level, by:

Within the next 3
months (March – May
2018) as part of the
next ECG and bilateral
talks between UNICEF
and relevant
development partners.

MoPSE, UNICEF in
conjunction with
development partners.

UNICEF should have considered
linking up more closely with other
agencies, potentially better able to
do so, such as WB with MoFP (WB
not an EDF or GPE funder but
active in education and ECG
member). Synergy needs to be
explored with the World Bank to
ensure complementarity in the
different activities being supported
within the sector.

a) reviewing existing partnership
with development partners to
ensure they take greater
responsibility for their
investments and meet their
financial commitments;
b) ensuring that the ECG allows
UNICEF and Development
partners can raise concerns
about the education strategy
and the financing of the
sector;
c) linking up more closely with
other agencies working in the
sector such as the World
Bank.
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#
3.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Equity

The opportunity presented by the
development of a School Financing
Policy affords discussion of a
number of issues requiring
attention, provided no ‘no go zones’
are left unaddressed in the
discussion. A prominent place
should be given to equity issues.
The development of the school
financing policy should also address
the need to target learners unable
to afford school fees and levies
(various options need to be
explored such as BEAM or an
equivalent, or calibrating the use of
SIG funds or some other
adaptation; attention also needs to
be paid to the mechanisms used to
identify these most vulnerable
learners).

Ensure that equity is central to the
School Financing Policy, by:

As applicable, when
policies are developed,
including discussions
around the School
Financing Policy.

MoPSE, assisted by
UNICEF.

a) ensuring that all policies
developed, including the
school financing policy, are
reviewed from an equity angle
to ensure policy does not
exacerbate inequality;
b) exploring more creative ways
to target the OVCs (including
re-assessing whether SIG now
contradicts existing UNICEF
policy regarding vulnerable
children).
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#
4.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Textbook use
and replacement
policy

Much of the success of the new
curriculum will hinge on the
availability of relevant textbooks to
all schools. Currently there is a
dearth of these books in rural
schools, despite the success
achieved by the ETF previously.

In the development of a School
Financing Policy, discussions should
also focus on developing a textbook
use and replacement policy that would
incorporate, for instance:

Within the next 3
months (March – May
2018) as part of
discussions around the
School Financing Policy.

UNICEF in conjunction
with MoPSE and
development partners.

As above with regards to the
opportunity presented by the
development of a School Financing
Policy, a textbook use and
replacement policy is needed. Our
analysis found that many schools
simply do not have the textbooks
and other materials to implement
the new curriculum. This would be
a helpful addition to innovations
already rolled out – assuming that
textbooks for the new curriculum
will become more available – and
accessible.

a) modelling different
approaches that could be
applied to different school
contexts;
b) examining all the inputs
needed and reaching an
agreement on who is funding
what and in what proportion
(bearing equity considerations
in mind – hence targeting
which includes textbooks).
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#
5.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Teacher training
and assessment

As above with regards to the need
to promote a culture change
needed to ‘support’ and not merely
‘inspect’ teachers, especially in
using continuous assessment and
the new curriculum. This also
includes ensuring that interventions
such as TDIS and TPS are
embedded as realistically as
possible in school management to
ensure their sustainability. This
would include ensuring that
Clusters should be fully utilised as
the nearest hub to schools, not
relying solely on the educational
hierarchy for this purpose. Realistic,
forward planning should incorporate
analysis of assessment data as well
as any needs assessments of
teacher qualifications in order to
marry qualified teachers with the
most disadvantaged schools.
Teacher deployment could
incentivize even temporary postings
to such schools.

Greater emphasis is needed to
demonstrate how tools such as TDIS
and TPS can be used to assist the
management of schools by:

Within the next 6
months (March –
August 2018)

UNICEF in conjunction
with MoPSE.

a) empowering Cluster Schools
to demonstrate that effective
forward planning incorporates
the analysis of assessment
data;
b) linking the educational needs
of schools with teachers who
are appropriately qualified.
c) More support provided to
teacher training which would
include encouraging use of
the cluster system to provide
in-service training; focussed
workshops; mentoring;
coaching and other means of
developing the teacher cohort
(that do not involve expensive
conferences / course that take
teachers away from the
classroom).
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#
6.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

Monitoring and
Evaluation

The absence of a programme- wide
approach to monitoring and of a
clear articulation of programme
M&E with the emerging sector-wide
monitoring process has hampered
the ability to track progress and
report against sector outcomes and
link this in a plausible manner to
programme progress.

Developing a system-wide approach
to M&E that would include:

With immediate effect,
and completed by May
2018

UNICEF in conjunction
with MoPSE

A programme-wide M&E system
needs to be urgently developed to
reduce over-reliance on others for
data, to ensure data are captured in
a systematic and compatible
manner, and to allow better
alignment between EDF and GPE
with sector wide M&E
Moreover, UNICEF is currently not
systematically ensuring valid and
reliable data is collected on both
EDF and GPE supported activities. It
is critical that a consolidated
database is developed, which can
then be easily linked to EMIS, to
allow for more complex and
necessary statistical analysis

a) ensuring the M&E system is
better at measuring progress
towards intermediate
outcomes;
b) providing a better early
warning system re limitations
and constraints both EDF and
GPE face;
c) developing a consolidated
database, aligned to MoPSE’s
M&E Framework (and hence
reduces transactions costs
and avoids duplication) which
records all EDF and GPE
activities, which is compatible
with the EMIS database.
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#
7.

8.

Issue

Findings

Recommendation & Specific
Actions

Timing

Responsible

ICT

Teachers need ICT training; they
require training in developing
materials for the new curriculum
and syllabus interpretation. At
present many rural schools have
little or no access to ICT, which will
severely hamper efforts to roll out
the new curriculum.

Future programming needs to
incorporate an appropriate level of
ICT interventions, with an emphasis
on

Within the next 6
months (March –
August 2018)

UNICEF in conjunction
with MoPSE and
development partners,
including potential new
partners

Schools reported that they received
funds late, and/or were not
informed that they were receiving
funds in the most recent
disbursement of SIG

Thought needs to be given to:

Within the next 6
months (March –
August 2018)

UNICEF’s SIG team in
conjunction with
MoPSE

SIG

a) promoting synergy with other
ICT initiatives in Zimbabwe
such as the work the World
Bank are doing by providing
TA, to assist MoPSE, to
develop an ICT policy for the
sector
b) learning applicable lessons
from other successful ICT
interventions conducted by
UNICEF in other regions.
a) How the decision to grant or
withdraw SIG funding is
communicated to schools,
b) Whether the onerous approval
system is the most efficient
(and whether any steps can
be done in less time),
c) Whether the current funding
formula is not unfairly
penalising schools who are
just outside the current SIG
threshold
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Annex A Terms of Reference
SUMMARY
Title
Purpose

Summative Evaluation UNICEF Support for Education in Zimbabwe
To evaluate the extent to which the UNICEF support for education in Zimbabwe
contributed to meeting education sector goals, document lessons learned from
programme implementation, and propose recommendations for future policy and
programmatic interventions.

Proposed Budget
Location

$210,000
Harare

Duration
Start Date

Five months
1 July 2017

Reporting to
Budget Code/Grant

Peter de Vries
SC150552 and SC149905

Project and activity codes

Monitoring and Evaluation / 5.3.5

1. BACKGROUND
1.1. NATIONAL CONTEXT
Zimbabwe continues to face economic and social challenges that are a significant risk to the human
development gains of recent years. According the International Monetary Fund (IMF)53, despite
progress in implementing macroeconomic and structural reform, Zimbabwe’s “economic prospects
remain difficult” and the country is in “debt distress.” The IMF observed that economic growth has
slowed and is expected to weaken further in 2015. Revenues in 2014 were 0.41% lower than what
was collected in 2013.54 In 2014 the Government of Zimbabwe (GoZ) spent USD3.91 billion or
US$184 million more than the $3.727 billion collected in revenues. Tax revenues accounted for 93.26
per cent of the total government revenue for the year 2014 and employment costs continue to
account for 82% of the national budget (over 98 % in education). However, the IMF also noted that
the country has “made progress in implementing [its] macroeconomic and structural reform
programme, particularly regarding clarifying the indigenization policy, restoring confidence and
improving financial sector soundness, and strengthening public financial management.”55
Most of the social sectors continue to be stable though constrained by challenges related to lack of
financial resources. A recent study56 found improvements in areas such as HIV prevalence rates
(declined from 25% in 2002 to 14.7% in 2012); rates of stunting (reduced from 35% in 2005/6 to
27.6% in 2014); under-five mortality rate (reduced from 102.2 per 1000 in 2000 to 75 per 1,000 live
births in 2014), and; infant mortality rates (65 per 1000 in 1999 to 55 per 1000 live births in 2014).
These gains are substantial but the challenging economic and social context, coupled with declining
donor interest, threaten their reversal.

53

Zimbabwe—IMF Management Completes First Review of Staff-Monitored Program cited at
http://www.imf.org/external/np/sec/pr/2015/pr15175.htm
54

Zimbabwe Monthly Economic Review, ISSUE NO. 27, JANUARY 2015

55

Ibid

56

Multiple Indictor Cluster Survey (MICS), ZIMSTATS/UNICEF(2015)
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The education system remains resilient and might be an indicator of the tremendous value
Zimbabweans place on education. Data from national exams and assessments suggest that student
performance continues to improve. According to the 2014 Zimbabwe Learning Assessment (ZELA),
the per centage of pupils performing at or above the grade-appropriate level in English after
completing Grade 2 in Zimbabwe was 49% in 2012, 54% in 2013 and 51% in 2014. The ‘O’ level pass
rate for 2014 is 22.38 % up from 20.72%57 recorded in 2013. Since 2010, ‘O’ level pass rates have
trended upwards moving from 16.5% to over 22% –a 35.6% increase over the five years. Boys
perform better than girls each year since 2010 and the rate of improvement in the performance of
boys is much faster than that for girls. The performance in grade 7 exams has also shown
improvement in recent years. 2014 data is not yet available but for 2013 (52%) showed marginal
improvement over 2012 (49.6%); girls outperform boys at this level. Given the absence of
Government funding to cover non-employment costs, the reliance on bottom-up financing is
increasing. It also risks increasing inequity in the system as quality of education increasingly reflect
ability to pay.
There remains major challenges in access to services and poorer outcome for those living in rural
areas. This is a major concern considering the fact that more than two-thirds (67%) of the population
and three-quarters of Zimbabwe’s children (72%) live in rural areas. Another group that requires
increased attention are children with disabilities. A survey of the living conditions among persons
with disabilities58 found that 19% of children with disabilities did not proceed beyond grade 7
compared to 14.6% among a control group. Literacy rates also tend to be higher among the control
group (93%) compared to those with disabilities (77%). There is great need for continued emphasis
on improving access and quality of services rural areas and those with disabilities.
1.2. MAJOR PROGRAMME COMPONENTS
Zimbabwe’s primary and secondary education subsector has received substantial support from the
Education Development Fund (EDF) and the Global Partnership for Education (GPE) as part of the
response to the wider socio-economic crisis of the 2000’s. By 2009, Zimbabwe had witnessed a
significant number of school closures and considerable loss of its teaching force. Furthermore, a
serious shortage of teaching and learning materials in schools had the combined effect of a decline in
student learning outcomes and attendance59. A study undertaken by the National Education
Advisory Board (NEAB) in 2009 recommended that, in order to revitalize the education sector, there
was a need to invest significant resources into the procurement of teaching and learning materials60.
In 2009, the international community - Australia, Denmark, European Commission, Finland, Germany,
Japan, Netherlands, New Zealand, Norway, Sweden, the United Kingdom and the United States responded by committing over US$54 million to the Education Transition Fund (ETF). In 2013, the
ETF Phase 2 became the Education Development Fund (EDF). Also in 2013, the Global Partnership for
Education committed to further support the education reform process in Zimbabwe from 2014-16
paying special attention to teacher optimization and teacher professional development. Both
programmes supported education priorities in the Education Mid Term Plan (EMTP) 2011-2015 – the
strategic plan for the sector.

57

Pass rates from 2010 to 2011 include external candidates who sat for exams at schools they did not attend
formally.
58

Ministry of Health and Child Care (2013), Living conditions among persons with disability survey.

59

Grade 7 pass rates declined from over 70% in 2006 to 33% in 2007. By 2009, less than 20% of children
managed to pass four subjects at O-level (ZimSEC).
60

MoESAC (2009), Rapid Assessment of Primary and Secondary Schools, July 2009.
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The overall objective of the ETF, and subsequently the EDF, was to develop a transitional mechanism
for development partners to jointly support the reinvigoration of the education sector in Zimbabwe,
with Ministry assuming the leadership role. Whilst the ETF focused on the emergency revitalization of
the education sector through a focus on the distribution of essential stationery and core textbooks
for primary and secondary school, the EDF (2012-2015) and later the GPE (2014-2016) focused more
on the strengthening of systems and structures for the delivery of education. This is being
accomplished through an overall focus on the strengthening of the Ministry’s capacity, including
Zimbabwe’s teachers, to deliver quality and relevant education for all.
EDF and GPE aimed to achieve the planned results by investing substantially on systems development
and strengthening government capacity at the central, provincial and district level, with stronger
emphasis on policy, budgetary and strategic frameworks that provide support to sustained sector
development. During their implementation periods, the EDF funded interventions in the amount of
over USD106 million and the GPE of USD23.6 million. The programme documents, logframe and
result framework of the EDF and the GPE, reflect the interventions, baselines and targets that were
agreed at programme design. A mapping of the interventions supported by both programmes is
provided in the Appendix II.
1.2.1 EDUCATION DEVELOPMENT FUND 2012-2015
The focus on supporting education systems and strengthening government capacity in Zimbabwe is
reflected in the objectives of the three priority areas of the EDF:
Priority 1: SCHOOL AND SYSTEM GOVERNANCE - To enhance school and system governance to
improve the quality of school environments through the provision of grants to targeted schools and
an improved capacity of MoPSE to plan for and implement educational needs.
Priority 2: TEACHING AND LEARNING - To improve the quality of teaching and learning in Zimbabwe,
measured by a reformed national assessment system.
Priority 3: SECOND CHANCE EDUCATION - To support a second-chance education programme that
provides opportunity for young people who have missed out on school to re-enter formal education
or receive relevant skills training.
1.2.1. GLOBAL PARTNERSHIP FOR E DUCATION 2014-2016
Support from the Global Partnership for Education (GPE) began in 2013 and served to complement
the EDF in implementing the MTSP (2013-2015). The GPE priority component areas are:
Component 1: Professional development for better teaching and learning. This component focuses
on impacting the quality of teaching and learning at the classroom level with a focus on strengthening
teaching skills and resources for teachers. Both the Early Reading Initiative for teachers in Infant
Grades (ECD-A to Grade 2) and the Catch-up Learning Programme (PLAP) for Grades 3 to 7 (Junior)
are supported under this component.
Component 2: Supervision and management of teacher performance and development. This
component focuses on strengthening teacher performance through improved performance appraisal
and supervision of teachers, and better targeted teacher professional development.
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Component 3: Strengthened strategic planning. This component provided support for activities
related to the development of the Education Sector Strategic Plan (2016-2020).
2.0 PURPOSE
The UNICEF support for education Zimbabwe was focused on the achievement of the EMTP’s goal to
“support the continued revitalization of the education sector by assisting the Ministry of Primary and
Secondary Education (MoPSE) to realise its objectives of achieving universal and equitable access to
quality educational services for all Zimbabwean children.” At outcome level, the GPE sought “to
boost learning outcomes in basic education through continuous professional development of teachers,
improved teacher supervision and management as well as strengthened evidence based policy and
strategic planning” while the EDF aimed to achieve “strengthened scope and quality of educational
services enhances equitable student access, retention and achievement.”
Having invested a total of over US$130 million, the critical question to be answered is, did the
UNICEF supported education interventions, as funded through the EDF and GPE, achieve the
intended results? There is also a need to understand why interventions succeeded or failed and to
document lessons to inform future programming and policy. This question, and the associated
questions that it raises, are best answered by a summative evaluation. While there was a process
evaluation (2015) and annual reviews of the EDF, and a mid-term review of the GPE, a summative
evaluation will allow for a robust look at the UNICEF Education programme as a whole and its effect
on revitalizing the Zimbabwe education sector. The evaluation will examine inter-linkages,
connectivity, cohesiveness of the programme and their cumulative effect on Zimbabwe’s education
system. The findings and the process will be critical to programme accountability as well as learning
for all stakeholders.
The findings will provide critical information to the MoPSE as it strategizes on how to ensure the
education system delivers quality services with limited resources. It will also hold significant lessons
in how the MoPSE can collaborate with the development partners and donors. These development
partners and donors, including UNICEF, will benefit from a rigorous analysis that can definitively
speak to the extent to which results were achieved, the effectiveness of the approaches used, and the
implications for future interventions. Most importantly, direct programme beneficiaries at school and
community levels will contribute to and learn from the results. Finally, the results will be critical to
future programming including, but not limited to, a continuation of the EDF and the GPE.
These Terms of References provide the framework for the evaluation. It sets out, among other things,
the objectives of the study, the questions to be answered, the criteria to be used, a proposed
methodological approach, and outputs expected from the process.
3.0. OBJECTIVES
The main objective of this evaluation is to assess the effect of the UNICEF support for education in
Zimbabwe as provided through EDF and GPE. It will:
i.
Assess the programme design (including theory of change), coordination, management and
administrative structures;
ii.
Assess the effect of EDF and GPE interventions on the revitalization of the education sector
and the extent to which they have contributed to the system “achieving universal and
equitable access to quality educational services for all Zimbabwean children”;
iii.
Evaluate performance of the EDF and the GPE against outcome and impact indicators and
identify factors contributing to change;
iv.
Assess the effect of the programme on capacity of the education system at national,
provincial, district and school levels;
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v.
vi.

Examine whether, and how, financial resources were utilized to ensure best value for money;
Identify and document innovations and critical lessons that can be learned from the
implementation of the EDF and the GPE and their policy and programmatic implications;
Assess the effect of contextual and organisational factors on implementation progress and
programme effectiveness; and,
Assess whether the various components the two programme have been implemented in a
cost efficient way to deliver value for money without compromising quality of interventions.

vii.
viii.

4.0. SCOPE OF EVALUATION
The evaluation will examine implementation of the EDF from 2012 to 2015 and the GPE 2014-2016.
The design of the evaluation should allow for examination of the major interventions supported by
the programme in the areas of School and System Governance, Teaching and Learning, and Second
Chance Education for the EDF and in the 3 subcomponent areas of: Professional development for
better teaching and learning; Supervision and management of teacher performance and
development; and, Strengthened strategic planning leading to MoPSE ESSP (2016-2020) for the GPE.
Given the importance of the textbook component of the ETF (2010-2011), this evaluation will also
examine that specific component of the ETF as part of the teaching and learning component of EDF.
Similarly, the significant proportion of resources invested in the School Improvement Grants (SIG)
and the potential it has to transform schools, it is important that the design of the evaluation allows
for deeper and closer assessment of the SIG.
For the GPE, the use of sub-national systems and Ministry led service delivery for teacher
professional development initiatives have been critical parts of the programme. The evaluation
should include a special focus on the effect of the GPE on local systems including capacity to deliver
programming.
Since education sector support for Zimbabwe, by UNICEF, is national in scope, it is expected that the
evaluation will take a similar approach. While not intended as an evaluation of the national education
system, it should assess those aspects of institutions, processes and/or mechanisms that had a
significant role in the implementation of the EDF and the GPE. The evaluation is expected to consider
the intended and unintended effects of the interventions.
5.0. EVALUATION CRITERIA AND GUIDING QUESTIONS
The evaluation will assess education programme within the broader Zimbabwe education sector
based on the following criteria and suggested questions. Institutions bidding for this consultancy are
encouraged to suggest further refinement in their interpretation of the criteria and questions.
Criteria

Guiding Question / Description

Relevance

Was the programme design appropriate for the context and the expected results? Were the
objectives of the programme appropriate for the context? Were programming strategies and
approaches sensitive to the context?

Impact

What changes in the education system have resulted from the implementation of the education
programme? To what extent did programme meet the goal of contributing to the system
“achieving universal and equitable access to quality educational services for all Zimbabwean
children”? Has the desired impact been achieved?

Effectiveness

To what extent were the planned outputs and outcomes (see indicators in programme documetns)
of the respective programmes achieved? What were the major factors influencing the
achievement or non-achievement of outcomes? What effect has the programme had on the
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capacity of systems?
Efficiency

Were the agreed targets achieved according to schedule? Were there alternate methods and
modalities of implementation that could have delivered similar results at lower cost? How did the
two programme ensure best value for money?

Sustainability

Will components or results of the EDF and the GPE be able to continue without external funding?
What critical lessons can be learned from the implementation of the programme especially related
to system strengthening, strategic partnerships, and improving learning outcomes? What are the
policy and programmatic implications of these lessons?

Transparency /
Management

Have the decision making processes, including decisions about the use of funds, been transparent?
To what extent did contextual (including political) and organizational factors affect implementation
progress and programme effectiveness? How effective and appropriate were the coordination,
management and administrative structures?

Human Rightbased
Approach

To what extent did the programme embed a human rights-based approach? How has the
programme addressed issues related to child rights, gender and children with disabilities? How
effectively did the EDF and the GPE address issues of equity?

6.0. METHODOLOGY
Bidding institutions are expected to propose an appropriate methodology that will effectively achieve
the stated objectives (Section 3) and answer the questions set out in Section 5 (Evaluation criteria
and guiding questions). While UNICEF foresees a mixed methods study, it is expected that the
proposed methodology includes a strong quantitative component. Some methods are suggested
below but bidders are not restricted to these suggestions. Actually, bidders are encouraged to
propose the use of research methods that go beyond the basic ideas set out below. It is critical that
bid documents propose a robust methodology and related methods that clearly illustrate how
programme effects will be measured, are explicitly aligned to the TOR and allow for clear
understanding of the analytic strategies to be used.
i.

Desk Review: A substantial amount of documentation on the EDF and on the GPE exist and
are available. Similarly, a lot has been written on education in Zimbabwe, the context and
the challenges faced by the sector in recent times. A list of documents to be considered and
a link to some of them is provided in the Appendix.

ii.

Analysis of existing data: Datasets are available for MICS (2014), Education Management
Information System (EMIS) for 2012-2016, the Teacher Development Information System
(TDIS) and ZELA (2012-2016). These can provide data for use in a range of quantitative
analyses and can be a significant part of establishing programme effects.

iii.

Surveys: The evaluators should identify areas of the evaluation that can benefit from surveys
of beneficiaries and other stakeholders. Surveys should be designed and administered with
appropriate attention to the respondents’ profile (age, literacy level, SES etc). Surveys should
be rigorously designed with appropriate sampling methods and expectation of acceptable
response rates.

iv.

Interviews: Evaluators should consider using structured and semi-structured interviews to
get detailed inputs and perspectives from key informants and other stakeholders. These will
help to answer questions regarding process and deepen understanding of how and why
things happen (or didn’t).
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v.

Focus Group Discussions: These should be used to gain a deep understanding of the
experiences and opinions of stakeholders and beneficiaries and help with triangulation.

vi.

Observations: These should be considered in order to ensure the evaluators understand the
issues they are studying as well as confirm or challenge other data and interpretation of data.
Evaluators should design observation schedules and apply approaches that minimize
disruption.

6.1 Evaluation of the School Improvement Grants (SIG)

The evaluation design should include a robust multi-method “case study” of the SIG. While
this case will contribute to the overall evaluation, this “sub-study” should suffice as a standalone evaluation of the SIG. In addition to the criteria for the overall evaluation, it should:
i.
Document the effect of the SIG on recipient schools;
ii.
Assess the extent to which the SIG is delivering value for money and identify
potential risks including but not limited to fraud or corruption; and,
iii.
Examine its cost effectiveness and administrative efficiency.
6.2. Data Analysis
Bidders should propose clear analytic strategies that set out specific methods/approaches suitable
for analysis of the quantitative and qualitative data. The expectation is that the analyses will take
advantage of the most current approaches to analyzing quantitative and qualitative data in order to
show a linkages between the programme and claimed effects. This should include analysis of the
EMIS, the ZELA, MICS, TDIS and other relevant existing data sets. Techniques should ensure sufficient
attention to issues of equity including dimensions related to gender, geography and wealth.
6.3. Stakeholder Participation
Bidders should design creative opportunities for contributing to, reflection on, and validation of, the
evaluation’s findings by stakeholders including children. The evaluators will facilitate the sharing of
findings and provide space for meaningful feedback which validates findings (data and
interpretation).
6.4. Ethical Considerations
In developing its proposed methodology, bidders should be mindful of the need to be governed by
UNICEF Procedures on Ethical Standards in Research, Evaluation and Data Collection and Analysis,
as well as national regulation on ethical research. These will guide design and implementation of
the study. To ensure that the key ethical principles for the conduct of evaluation involving human
subjects are followed, the selected bidder will be required to get clearance to conduct the research
from a national ethical review board. The work plan should reflect this aspect of the process.
Consideration should also be given to basic ethics in researching human subjects such as consent to
participation, confidentiality, disclosure of the purpose of the research and potential
advantages/disadvantages of participation, and how the collected information will be used.
The consulting firm shall not make use of any unpublished or confidential information, made
available in the course of executing this consultancy, without written authorization from UNICEF. The
products of this consultancy are not the property of the consulting firm and cannot be shared
without the permission of UNICEF.
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7.0. EXPECTED DELIVERABLES
Tasks and Deliverables

Timeframe

Inception Report: The institution will prepare an inception report which will outline how the evaluation
will be carried out, bringing refinements and specificity to the terms of reference, and preparing an
evaluation work plan to operationalize and direct the evaluation. The report should be informed by a
review of programme and sector planning documents that will provide background, programme goals,
objectives and performance targets. At a minimum the evaluation inception report should also include
the following:

i.
ii.
iii.
iv.
v.
vi.

24 July 2017

Interpretation of the evaluation objectives
Roles and responsibilities of team members
Evaluation Methodology
Draft tools for Data Collection
Detailed plan for analysis
Work Schedule

Interim Report on progress: Prepare periodic reports on progress against the agreed plan after
completion of the inception report. This should include update on progress, challenges and suggested
modifications to the methodology or other aspects of the process.

Fortnightly

Draft Evaluation Report: The evaluators will prepare a draft analytic report that puts forward the
findings and responds to all aspects of the evaluation. It should contain an executive summary,
strategic recommendations, documentation of good practices and lessons learned, and a plan for
follow-up to the findings (indicating by whom and specifying GPE/EDF where necessary). This will be
revised based on feedback from stakeholders to form the final report. This draft report should conform
to the UNICEF-Adapted UNEG Evaluation Reports Standards and will be evaluated using the Evaluation
Report Quality Assessment Rating Sheet.

30 September
2017

Summary Report and PowerPoint Presentation: The institution will prepare a non-technical summary
of the report. It should take the form of a policy note that is accessible policy makers. This should also
be accompanied by a PPT presentation on key findings and recommendations which will be presented
to the Education Coordination Group (ECG).

20 November
2017

Final Evaluation Report: Prepare final comprehensive report which reflects feedback to the draft
report. The report should be accompanied by final data collection tools and datasets used and/or
developed in the process. The final report should conform to the UNICEF-Adapted UNEG Evaluation
Reports Standards and will be evaluated using the Evaluation Report Quality Assessment Rating Sheet.

20 November
2017

8.0. REPORTING, MANAGEMENT AND SUPERVISION
The evaluation will be conducted over a period of six months, beginning 1 July 2017. The consulting
firm will be directly supervised by UNICEF through the Chief of Education or his designee with
support of the Research and Evaluation Group (TREG). The EDF Steering Committee (EDF SC)
comprising representatives of MoPSE, UNICEF, DFID and other donor partners will serve as a
technical review committee. The Committee will provide oversight to the process and be responsible
for providing feedback on and approving all submissions by the consulting firm.
9.0. PAYMENT TERMS AND SCHEDULE OF DELIVERABLES
UNICEF reserves the right to withhold all or a portion of payment if performance is unsatisfactory, if
outputs are incomplete, not delivered or for failure to meet deadlines.
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Payment

Deliverables

Payment Date

Amount

Inception Report (inclusive of detailed methodology, work
plan and draft data collection tools).

20 August 2017

st

20 per cent of agreed
contract value

nd

Draft final report reflecting feedback from verification
meetings and responding to all the review questions.

30
September
2017

30 per cent of agreed
contract value

Final Comprehensive Evaluation Report incorporating
feedback to the draft report, together with the Summary
Report and PowerPoint presentation.

30
November
2017

50 per cent of agreed
contract value

1
2

rd

3

10.0 REQUIRED QUALIFICATIONS, BACKGROUND AND EXPERIENCE
Institutions must provide details of qualification, samples of reports on similar evaluations, and a
work profile of the team leader and other team members. The team should meet the following
minimum criteria:
 At least 15 years’ experience in education research, five of which should be in international
developing country context;
 A team leader with at least a Master’s Degree in education, the social sciences, or research and
demonstrated expertise in programme evaluation;
 Strong track record in evaluating complex national level education programmes in developing
countries;
 Proven experience in the use of participatory, qualitative and quantitative assessment and
analytic methods;


Proven technical competence in quantitative and qualitative data analysis;




Knowledge of the Zimbabwean education system;
Expertise in budgeting and budget analysis especially as it relates to assessing Value for Money;




Fluency in English is required while team members fluent in Shona and Ndebele is desirable; and,
Proven track record of producing excellent analytic reports.

Institutions should also include a Certificate of Incorporation or other appropriate documentation
proving that they are a registered company or institution.
11.0. PROPOSAL EVALUATION CRITERIA
Once the deadline for presentation for proposals has arrived, the technical proposals will be opened
by UNICEF to determine if institutions meet the basic requirements (Qualification, background and
experience in Section 10). All institutions meeting the basic requirement will be shortlisted and their
technical proposals reviewed by a technical team using the criteria below. The financial proposals for
those institutions whose technical proposals score above 56 points on the technical assessment will
be evaluated.
Technical and financial evaluation will contribute a maximum of 75 points and 25 points respectively
for total possible score of 100 points. Scores will be determined using the following formula:
Overall score= average technical score by panel + financial score.
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vii. Specific Proposal Evaluation Criteria
Technical Proposal
1.

2.

3.

4.

Points

OVERALL RESPONSE
-

Understanding of UNICEF’s needs and responsiveness to the requirements

-

Understanding of scope, objectives and completeness of response

-

Overall concord between RFP requirements and proposal

5

STRATEGY, METHODOLOGY AND APPROACH
-

High quality and well developed evaluation methodology. This should include well defined approach
to the evaluation, a complementary set of methods that can effectively measure programme effects,
and sufficiently detailed plans for sampling, data collection/sourcing, analysis and reporting

-

A clear and detailed proposed approach to analysis of quantitative and qualitative data (and how
these will help to establish the effect of the intervention)

-

Clear linkages to achieving the objectives of the TOR

-

Clarity, feasibility and consistency with global effective practices (of strategies and methods).

-

Detailed implementation plan for accomplishing task within proposed timeframe

-

Recognition of direct risks and proposed strategies to manage risks

35

PROPOSED TEAM AND PROFESSIONAL ORIENTATION
-

Structure of Management Team

-

Team leader: relevant experience, qualifications and position with bidding firm

-

Team members: experience and qualifications relevant to proposed roles

-

Professional expertise and knowledge

-

Quality (experience and expertise) of local partner(s) or other source (s) of local expertise

25

EVIDENCE-SUPPORTED TECHNICAL CAPACITY AND ORGANIZATIONAL EXPERIENCE
-

Range and depth of experience with similar projects, contracts and clients

-

Financial status of Institution

-

Evidence of similar assignments undertaken in the country, region, continent and elsewhere

-

One report on a similar evaluation completed by the organization

10

NOTE: The assessment of the Institution will be made on the basis of documents submitted for review in the
Proposal. Institutions that fail to submit sufficient documentation to enable a thorough review of the
Institution in all relevant areas, do so at their own risk and will be subject to disqualification or penalty of
reduced points.
Financial Proposal
5.

FINANCIAL
Assessment/review will include:
-

Overall Price

-

Cost benefit comparison related to number and quality of personnel

-

Completeness of the Financial Proposal (ensure that all costs, including professional fees, costs of
travel, salaries, insurance, etc. are included in the price offered)

-

Payment terms/schedule of payment proposed

-

Timeline proposed

-

Period of validity of Proposal

25

NOTE: As the most financially attractive offers will be at an advantage, if the bidder can offer any discounts or
cheaper options, it should be clearly set out in the financial proposal for consideration during the review.
TOTAL MARKS
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12.0 GENERAL CONDITIONS : PROCEDURES AND LOGISTICS
Policies both parties should be aware of:
i.
The consulting agency will be responsible for all supports required to complete the
assignment including accommodation, meals, transportation, and tools of trade
(including computers);
ii.
Office space will be provided by UNICEF for use during the evaluation and UNICEF
premises will be available for the meetings and consultations;
iii.
The consulting company will not be entitled to the use of UNICEF transportation;
iv.
Where applicable, UNICEF will cover cost of air travel (economy class) and pay DSA.
These costs should be included in the proposed budget;
v.
No contract related activities may commence unless the contract is signed and received
by both parties. For institutions outside the duty station, signed contracts must be sent
by fax or email;
vi.
Institutions or their staff will not have supervisory responsibilities or authority on UNICEF
budget; and,
vii.
Institutions will be required to sign the Health statement for team members prior to
taking up the assignment, and to document that they have appropriate health insurance,
including Medical Evacuation.
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APPENDICES
Appendix I: List of Available Documents and Databases
1) EDF Programme Document
2) GPE Programme Document
3) EDF Logframe
4) GPE Results Framework
5) UNICEF-Adapted UNEG Evaluation Reports Standards
6) Evaluation Report Quality Assessment Rating Sheet
7) EDF Mid Term Review Report
8) GPE Mid Term Review Report
9) Education Sector Analysis
10) EMTP 2011-2015
11) EDF Planning Documents
12) GPE Implementation Plan
13) MOPSE EMTP Operational Plan (2013-2015)
14) EDF Programme Document and LogFrame (original and revised versions)
15) Minutes / reports from ECG, EDF Steering Committee, and Sector Performance
Review meetings
16) EMIS Reports
17) TDIS database
18) Zimbabwe Early Learning Assessment (ZELA) Reports
19) Programme budgets and expenditure reports
20) UNICEF Situation Analysis of Women and Children
21) Education Sector Analysis (2015)
22) Multiple Indicator Cluster Survey (2014)
23) Report on the evaluation of transition funding mechanisms
24) Annual Review of EDF (DFID, 2013 and 2014)
25) GPE baselines for GPE and Teacher Professional Standards
26) Donor reports for EDF and GPE

Appendix II: Alignment EDF / GPE Areas of Intervention
Included in Annex F as Table 24.
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Annex B Maps
Map 1

Districts of Zimbabwe

Source: GPE Final Report (UNICEF, 2017)

Map 2

Primary and secondary schools in Zimbabwe

Source: GPE Final Report (UNICEF, 2017)
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Annex C

Timeline of how different interventions were rolled out by both GPE and EDF
Scope

2012

2013

2014

2015

2016

2017

5,284 school heads

995 school
heads

0

4232Dep
Heads &1091
school heads

TDIS

National

EMIS

National

Early Reading Initiative (ERI)
teacher training

National (Infant level - all
infant teachers)

ESPR

National

ESSP

National

ESA

National

NFE Policy

National

OOSC assessment

National

Teacher cap dev prog

Targeted teachers

ECD para professional
training

Targeted: 10,000 persons
nationally

Financial management
training

National – All school heads

3,180 (525
accountants,
auditors and
managers, and
2,665 school
heads)

School development plans

National – All schools

132 SDCs
trained in
School
development
Plans

Science kits provision

National – All Secondary
schools, Provincial Education
offices, Teachers colleges and

2446

132

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Scope
one university
Science kit training for
teachers

National – All Secondary
schools

Curriculum framework

National

Syllabus (training and
distribution)

National

ECD kits

2012

2013

2014

2015

2016

2017

5996 schools All P3 and
Satellite
Secondary
schools

3194 schools
with lowest
income

3538 Schools
with lowest
income

4336 secondary
teachers

11,320
ECD kits
distributed
to 5670
primary
schools

ZALP

Targeted schools

Fit for life (including Young
farmers' clubs)

Targeted Schools

SIG

Targeted by type of school
and income

Pilot in
Goromonzi Dist
& 32 Specials
schools

All P3 Schools

(P3, Satellite
Primary and
Secondary and
Special schools

132 schools
Verification of SIG

10 % of beneficiaries

132 schools
verified

450 schools verified

600 schools
verified

320 schools
verified

836,529
Schisto

1,136,927
Schisto

2,284,355 Schisto

2,328,189
Schisto

3,069,913
Schisto

1,136,927
worms

2,379,407
worms

2,421,873
worms

3,365,556
worms

ZELA
Provision of district and
cluster equip

All districts

PLAP

National – All primary schools

Deworming

57 of the country’s 63 health
districts targeting - children
age 0 - 15 years for
Albendazole and 5 to 15 for
Schistosomiasis

133

2,682,925 worms
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Scope
Supplies for children with
disabilities

2012

2013

2014

Targeted – Special Schools
and schools with Resource
Units

2015

2016

2017

12,491 schools
visited

9,000 school
visits

4369 school
visits

30 districts

29 districts

28 Districts

342 schools received
supplies

TPS Handbook and Training
Manual
TPS training and use

All clusters

Minority language textbooks
and teachers guides

Targeted schools that enrol
Tonga, Sesotho and speakers

Continuous assessment

National (Secondary sch)

Fuel for monitoring

All provinces and districts

Joint monitoring visits

Targeted districts and schools

Education Network
Partnership

National

11,120 textbooks
distributed to 5
districts Binga,
Hwange, Kariba,
Gokwe North and
Gokwe South. 31,666
Sesotho textbooks for
seventy nine (79)
Schools with an
enrolment of 27 874
learners
2312 schools visited

2,298
school
visits
conducted

2,865 school
visits conducted

134

1196 school visits
conducted

1123 school
visits conducted
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Annex D Post-Independence Country Chronology
Date

Event

1980

Independence, R. Mugabe and his ZANU party win elections. Mugabe becomes prime
minister

1982

UNICEF starts operations in Zimbabwe

1983

Launch of large-scale security clampdown in Matebeleland, widely regarded as orchestrated
by the ZANU-led regime as a way to eradicate the influence of its rival party ZAPU – which
equally fought against the Rhodesian regime.

1987

Mugabe changes constitution and becomes executive president

1991

Harare Declaration adopted: foster international peace and security, democracy, freedom
of the individual and equal rights for all

1997/98

El Niño  devastates crops etc., food shortages, price hikes

1998

Economic crisis, riots, strikes

1999

Economic crisis persists.
Opposition Movement for Democratic Change is formed.

2000

Government-supported land seizure
Parliamentary elections: Zanu – PF narrowly wins but loses power to change constitution

2000

UNICEF’s Country Programme (2000 – 2004): focus on progressive achievement of the
MDGs

2002

Limited media freedom law passed in February. EU sanctions on Zimbabwe
Mugabe re-elected in presidential elections condemned as seriously flawed
April: worsening food shortages - state of disaster declared
Land acquisition law passed – 2,900 white farmers to leave their land

2002

UNICEF includes humanitarian response in addition to the focus on MDGs

2003

Opposition protests
Zimbabwe leaves Commonwealth

2005

Ruling Zanu-PF party wins 2/3 of the votes in parliamentary poll
“Clean up” of thousands of shanty dwellings and street stalls leaving approximately
700,000 people homeless.
Zanu-PF party wins large majority of seats in newly-created Senate (upper house of
parliament)
Opposition party MDC splits.

2006

Inflation exceeds 1,000% New banknotes are introduced in August.

2008

Parliamentary elections: Mugabe declared winner in run-off against Tsvangirai.
EU and US widen sanctions against Zimbabwe leaders
Mugabe and Tsvangirai sign power-sharing agreement.
December: National emergency declared – cholera epidemic, collapse of health care
system.

2009

Use of foreign currency allowed, USD becomes ‘de facto’ most widely used currency in
Zimbabwe
Tsvangirai becomes prime minister
Constitutional review starts in June.
ETF is launched

2010

Indigenisation and Economic Empowerment Act is passed
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Date

Event
Official diamond sales resume
Quarrels between Zanu-PF and MDC

2011

EU eases sanctions on Zimbabwe
ETF II is launched

2012

Draft of new constitution completed, but parties continue to disagree on details.
GPE I is launched

2013

Deal between President Mugabe and Prime Minister Tsvangirai: deal over new draft
constitution
Mugabe – 7th term in office
Zanu-PF party: 2/3 of seats in parliament. MCD blames rigged election.
ETF II  renamed EDF I

2015

Mugabe is chairman of the African Union
Central Bank phases out the Zimbabwe dollar and formalises the multi-currency system.
El Niño: severe impact on people’s livelihoods
EDF II starts

2016

In November a new national currency, bond notes, is introduced
GPE II starts

2017

Alliance between two leading opposition figures Tsvangirai (MCD) and Mujuru (National
People’s Party, former vice-president)
July – November: Independent Evaluation of EDF I and GPE I
6th November: Vice President Mnangagwa fired
14th/15th November: Military takes over. President Mugabe under house arrest.
18th November: Large public protests requesting Mr Mugabe to resign.
19th November: Mnangagwa replaces Mugabe as ZANU-PF party chief
20th November: ZANU-PF sets plans for launching impeachment process in parliament after
Mr Mugabe misses the deadline to resign.
21st November: Impeachment process starts but President Mugabe resigns during the
debate.
24th November: Emmerson Mnangagwa is sworn in as (interim) president
End Nov/Dec:

61



New Cabinet established, including several military (ex-) heavy-weight in key
ministries



Budget and National Address speeches pledging economic reforms, and including
some immediate ones (e.g. reduction of scope of application of indigenisation law)



IMF visit “as part of the regular interim Art IV monitoring”, and “to explore the
authorities’ reform intentions”61.

See IMF, 2017.
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Annex E

Detailed Stakeholder Analysis

1.
Table 23 below provides a detailed stakeholder mapping. It distinguishes internal from external stakeholders, and shows stakeholder
interests in the EDF and GPE programme and in the evaluation itself. The final column identifies interviewees/informants.
Detailed Stakeholder Mapping
Stakeholder

Interest in the SFP mid-term evaluation

Involvement in Evaluation and likely use

Who
(for
Evaluation)

the

Internal (UNICEF) stakeholders
UNICEF Country
Office (CO)
Zimbabwe

Responsible for the country level planning and
operations implementation, it has a direct stake
in the evaluation and an interest in learning from
experience to inform decision-making. It is also
called upon to account internally as well as to its
beneficiaries and partners for performance and
results of its operation.

The evaluation is commissioned by UNICEF
Zimbabwe.
Establishment of Technical Reference and Evaluation
Group to review TOR, IR, ER to ensure
independence and impartiality.
CO staff will be further involved in
workshops/feedback sessions at the beginning and
end of the evaluation mission, and will have an
opportunity to comment on the draft IR.

External stakeholders
Beneficiaries

As the ultimate recipients of education support,
the beneficiaries have a stake in UNICEF
determining whether its assistance is appropriate
and effective. As such, the level of participation
in the evaluation of women, men, boys and girls
from different groups will be determined and
their respective perspectives will be sought. In
particular, information will be collected from the
schools that are included in the sample, as well
as from students, teachers and parents.

Beneficiaries have a stake in determining and
influencing whether UNICEF’s assistance is
appropriate and effective

137

School children (girls and
boys); parents and
communities (women and
men), School Heads,
Teachers, Pupils, Parents
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Stakeholder

Interest in the SFP mid-term evaluation

Involvement in Evaluation and likely use

Who
(for
Evaluation)

Government

The Government has a direct interest in knowing
whether UNICEF activities in the country are
aligned with its priorities, harmonised with the
action of other partners and meet the expected
results. The Ministry of Primary and Secondary
Education will have a particular interest in issues
related to capacity development as the direct
institutional beneficiary.

The Ministry will have a particular interest in the
findings as the direct institutional beneficiary. This
will also inform if there is alignment with national
prioritises. There will also be interest around
whether capacity has been built and issues related

MoPSE:

(MoPSE, Ministry
of Higher and
Tertiary Education,
Ministry of
Finance)

the

Minister,
Permanent Secretary
Directors of Planning,
Primary, Secondary, EC,
Curriculum Development,
Inspectorate,
Examinations, NFE
Gender Specialist
Zimbabwe Schools
Examinations Council
Provincial Director
District Inspector
Other staff at provincial
and district levels
MoHTE:
Minister
Director of Teacher
Education
Minister of Finance
Director of Procurement
Ministry of Health
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Stakeholder

Interest in the SFP mid-term evaluation

Involvement in Evaluation and likely use

Who
(for
Evaluation)

UN Country team
(UNCT)

The UNCT’s harmonised action should contribute
to the realisation of the government’s
developmental objectives. It has therefore an
interest in ensuring that UNICEF operations are
effective in contributing to the UN concerted
efforts.

Agencies providing complementary activities have an
interest in whether UNICEF assistance is appropriate,
sustainable and effective in meeting collective
results.

UNESCO

NGOs

The results of the evaluation might affect future
implementation modalities, strategic orientations
and partnerships.

As the main implementers of parts of these
programmes, but also as part of the Education
Coordination Group, the results of the evaluation
may influence their future implementation
modalities, strategic orientations and partnerships.

Donors

Donors have an interest in knowing whether
their funds have been spent efficiently and if
UNICEF’s work has been effective and has
contributed to their own strategies and
programmes. They have a specific interest in
ensuring that operational performance reflects
their standards and accountability requirements,
as well as an interest in learning to inform
changes in project strategy, the results
framework, and critical assumptions.

The findings of the evaluation will be used to inform
strategic decisions around the use of funds for future
education programmes.
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the



Head of the agencies



World Education
Incorporated



Save the Children



World Vision



Plan International

Team responsible for
education
Previous staff as
appropriate by
phone/Skype
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Stakeholder

Interest in the SFP mid-term evaluation

Others

A wide range of actors, such as unions, coalition
and the Education Coordination Group to gain
wider perspectives from those involved earlier in
the respective programmes and those with
working relationships with UNICEF and the GPE.

Involvement in Evaluation and likely use

Their perspectives will be sought as the
engagement of these actors influences the
effectiveness of the programme as well as its
sustainability.
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Who
(for
Evaluation)

the



Education Coalition of
Zimbabwe



Education Coordination
Group



Zimbabwe Farmers’
Union



Prior Ministers of
Education viz. Hon F.
Chung, D. Coltart, D.
Mutumbuka
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Annex F
1.

Results Frameworks and Theories of Change

Alignment of GPE and EDF can be tabulated as follows:
Alignment EDF / GPE Areas of intervention
GPE

EDF

Impact

“Support the continued revitalization of the education sector by assisting the Ministry of Primary and Secondary Education (MoPSE) to realise its objectives of
achieving universal and equitable access to quality educational services for all Zimbabwean children”

Outcome

To boost learning outcomes in basic education through continuous
professional development of teachers, improved teacher supervision
and management as well as strengthened evidence based policy and
strategic planning.

Strengthened scope and quality of educational services enhances equitable student
access, retention and achievement, with a focus on vocationally relevant skills and
with special attention to the needs of vulnerable and out-of-school young people.

Output /
Component

1. Professional
development for
better teaching and
learning

2. Supervision and
management of
teacher performance
and development

3. Strengthened
strategic planning
leading to the
Zimbabwe Education
Sector Strategic Plan
2016-2020.

1. To enhance school and
system governance to
improve the quality of
school environments
through the provision of
grants to targeted schools
and an improved capacity
of MoPSE to plan for and
implement educational
needs.

2. To improve the quality
of teaching and learning
in Zimbabwe, measured
by a reformed national
assessment system.

3. To support a secondchance education
program that provides
opportunity for young
people who have missed
out on school to re-enter
formal education or
receive relevant skills
training.

Early Reading
Initiative (ERI)

Teacher Development
Information System
(TDIS)

Education Sector
Performance Review
(ESPR)

TDIS

Early Childhood
Development (ECD) kits

Non-Formal Education
(NFE) Policy

Manuals (3)

District updates data

Education Sector
Analysis (ESA)

Education Management
Information System (EMIS)

Teacher capacity
development programme

Zimbabwe Accelerated
Learning Programme
(ZALP)

Materials
development and
provision

Reports generated at
national level

School Improvement Grant
(SIG) (and a range of
guiding documents and
criteria)

ECD para professional
training

Our-of-School Children
(OOSC) assessment

Activities
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GPE

EDF

Teacher training (sub
national) for all infant
teachers

Teacher and
administrative staff
data available

National input and
consultations with
stakeholders, parents,
communities,
partners

School development plans

Science kit training for
teachers

Provision of district
and cluster equip

Link with TPS
information

GPE2 Application
submitted

Verification of SIG

Zimbabwe Early Learning
Assessment (ZELA)

PLAP

Teacher Prof
Standards (TPS)

Education Sector
Strategic Plan (ESSP)

ESSP

Curriculum reform and
syllabus dev

Manual and
Handbook

TPS document
training and use

Financial management
training

Science kits provision

Materials dev and
provision

TPS Handbook and
Training Manual

Curriculum based
assessment

Supervision
instruments
development and use

Deworming

Continuous assessment

Service provision

Teacher selfassessments
development and use

Fuel for monitoring

All junior teachers
trained

All supervisors
(primary and
secondary) trained

DRR training/planning

Supplies for children with
disabilities
Minority language
textbooks and teachers
guides
Joint monitoring visits
Education Network
Partnership

Source: Provided by UNICEF along with current RFP (UNICEF, n.d.-a).
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Fit for life (including
Young farmers' clubs)
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2.
Figure 31 and Figure 32 below reproduce the logical frameworks for the EDF and the GPE respectively. Since no theory of change was
explicitly formulated, the ET inferred theories of change from programming documents (e.g. MoESAC & UNICEF, 2013a, MoESAC & UNICEF,
2013b, DFID, 2012, EMIS, 2014, MoPSE, 2014a) and these available logical frameworks. The resulting TOCs are included as Figure 33 and
Figure 34 below. The underlying assumptions are listed in Table 25 below. These TOCs and the list of assumptions set out the rationales of the
two programmes, and helped the ET to assess the plausibility, practicality and testability of the programme logic.
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Figure 31

EDF Logical Framework

Page 1/10
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EDF Logical Framework – Page 2/10
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EDF Logical Framework – Page 3/10
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EDF Logical Framework – Page 4/10
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EDF Logical Framework – Page 5/10
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EDF Logical Framework – Page 6/10
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EDF Logical Framework – Page 7/10
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EDF Logical Framework – Page 8/10
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EDF Logical Framework – Page 9/10
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EDF Logical Framework – Page 10/10

Source: EDF Programme Document (MoESAC & UNICEF, 2013a)
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Figure 32

GPE Logical Framework
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GPE Logical Framework – Page 2/4
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GPE Logical Framework – Page 3/4
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GPE Logical Framework – Page 4/4
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3.
Figure 33 and Figure 34 below are inferred theories of change for the GPE and EDF programmes respectively. The formulation of assumptions was a
crucial aspect in the development and testing of the theories of change and they are listed in Table 25 below.
Figure 33

Inferred Theory of Change – GPE
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Figure 34

Inferred Theory of Change – EDF
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4.
Table 25 below lists the assumptions relating to the theory of change diagrams. The
serial numbers (S/N) in the left column of the table correspond to the numbered boxes in the
TOC diagrams in Figure 33 and Figure 34 above. The evaluation’s summary findings on the
assumptions are provided in Table 4 in section 3.3 of the main report.
EDF and GPE Theory of Change – Assumptions
S/N

General assumptions

EQs addressed

1.

The various activities of the EDF and the GPE programmes are
interdependent and need to be supported in order to achieve the overall
objective.

7.1

2.

Political and economic situation does not worsen to civil conflict or
collapse of service delivery. Payroll related disputes do not lead to
industrial action and unrest.

4.5

3.

No other obstacles arise for children to access education such as
violence, hunger, cholera.

4.5

4.

The security situation remains at a level conducive to programme
implementation.

4.5

5.

The programme design assumed that there would be adequate GDP
growth, controlled inflation, relative currency stability and an adequate
flow of remittances – all factors affecting beneficiary wellbeing and
national fiscal health.

4.5

6.

In case of natural disasters, it had to be assumed that the humanitarian
response would be adequate.

4.5

Assumptions about Inputs to activities (EQ Relevance)
7.

UNICEF is able to effectively work with all partners, including
Government, as well as having full access to implement and monitor.

1.1, 1.2

8.

UNICEF’s internal procurement and contracting systems are able to
effectively expedite and manage large scale programmes. UNICEF has
the capacity to manage administering the GPE programme in addition to
the EDF.

6.1, 4.5

9.

Government support (across ministries) for reformed sectoral planning
and budget processes (e.g. reformed sub-sector NFE / second chance
programmes) and demand for timely data grows.

1.1, 1.2, 4.1, 4.3,
4.4

10.

Government has capacity to facilitate policy reform quickly and
contribute adequate domestic financial resources.

8.1, 8.2, 3.3,
1.1,1.2

11.

Government HR deployment and management practices align with
training.

8.1, 8.2, 3.3,
1.1,1.2

12.

The Ministry will conduct its activities in support of the project as
anticipated. These include school visits by District Education
Officers/Inspectors from the District Office, and monitoring of
performance of Cluster Coordinators by District Education Staff
(MoESAC & UNICEF, 2013b, p. 18)

8.1, 8.2, 3.3,
1.1,1.2

13.

Parents/households will continue to make contributions (including
almost all school level operating expenditure, but also employment
costs for supplementing teachers’ income, and for privately employed
teachers (MoESAC & UNICEF, 2013b)) and will not withdraw their
children from school.

8.1, 8.2, 2.3, 1.1,
1.2
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Activities to outputs (EQ Efficiency)
14.

Various programme interventions are interlinked to reduce cost of
education for the most vulnerable children.

6.1, 4.1, 4.2, 4.3

15.

MoESAC and MoHTE agree joint strategic approach in overlapping area
of teacher training policy.

6.1, 4.1, 4.2, 4.3

16.

Consensus reached on major requirements for curriculum reform and
sufficient local expertise available to adjust materials.

6.1, 3.3

Outputs to intermediate outcomes (EQ Effectiveness)
17.

Agreement on scope and purpose of assessments (beyond current ‘end
of cycle’ examinations).

2.1,2.2,2.3, 3.1,
3.2, 3.3

18.

Curriculum reform process enables suitable NFE programmes to be
defined and implemented.

2.1,2.2,2.3, 3.1,
3.2, 3.3

19.

Acceptance of using non-government training providers when and
where necessary

2.1,2.2,2.3, 3.1,
3.2, 3.3

20.

Reliable (education) data will be available through the following
systems: EMIS, TDIS, ZELA, Students’ Learning Achievement Tracking
(LAT; GPE), Financial Management Information System (EDF)

2.1,2.2,2.3, 3.1,
3.2, 3.3

Intermediate outcomes to impact (EQs Impact +
Sustainability)
21.

There will be continued support and commitment by the Government of
Zimbabwe to strengthening and improving the national education
system, including the development and implementation of various social
and education policies, e.g. the NFE policy.

8.1, 8.2, 8.3, 8.4

22.

Changes in personnel due to staff turnover or redeployment would not
be at a level that diminishes the effectiveness of staff and institutional
capacity development.

8.1, 8.2, 8.3, 8.4

23.

A clear implicit assumption is that the school health initiatives would be
implemented sufficiently to prevent health benefits of the education
interventions to be diminished by poor sanitation and hygiene at
schools.

8.1, 8.2, 8.3, 8.4

24.

It was assumed that health interventions would have a positive causal
effect on the attendance and ultimately the performance of students.

8.1, 8.2, 8.3, 8.4

25.

A basic implicit assumption was that the policies and strategies are not
only formulated but also meaningfully implemented.

8, 2.1, 2.2, 2.3
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Annex G Evaluation Matrix
1.
Table 26 below is the full evaluation matrix which served as the guiding framework
for the evaluation. It underpins the discussion guides for interviews and FGDs that are
presented in Annex K.
2.
The standard OECD DAC evaluation criteria are relevance, effectiveness, efficiency,
sustainability and impact, for which we use the following definitions:

Relevance

The extent to which the objectives of an intervention are consistent
with beneficiaries' requirements, country needs, global priorities and
partners' and donors' policies.

Effectiveness

The extent to which the intervention’s objectives were achieved, or
are expected to be achieved, taking into account their relative
importance.

Efficiency

A measure of how economically resources/inputs (funds, expertise,
etc.) are converted to results.

Sustainability

The continuation of benefits from an intervention after major
assistance has been completed. The probability of long-term benefits.
The resilience to risk of the net benefit flows over time.

Impact

Positive and negative, primary and secondary long-term effects
produced by an intervention, directly or indirectly, intended or
unintended.

As regards efficiency and effectiveness the evaluation follows the DAC definition of
effectiveness as a measure of the extent to which an aid activity attains its objectives (the
relationship between subsequent levels in the logical framework: activities, outputs,
outcomes, and impact), and a broad definition of efficiency as a measure of the relationship
between inputs and results (outputs, outcomes, and impact).62
As regards “impact” and “results”, the evaluation follows this usage:



“result” and “effect” are practically synonyms, and results can be at the output,
outcome and/or impact levels, while
“impact” (as above) refers to lasting and significant effects at the goal and outcomes
level of the logical framework (results-chain).

We employ the additional criterion of coherence as follows:

Coherence

The consistency of policy/programme elements with each other
(do they complement each other in a positive way?)

This can be applied as internal coherence to the different elements of the education
programmes, and as external coherence to the consistency of the programme interventions
with other related programmes.

62

For a more detailed description see a technical guidance note by Renard and Lister for WFP (WFP, 2013).
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Evaluation Matrix
The numbers at the top of each section in the Assumptions column relate to the assumptions for the EDF and GPE theories of change which are
listed in Table 25 in Annex F, immediately below the TOC diagrams they refer to (Figure 33 and Figure 34).
Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

Relevance

1. How relevant are
the programmes
(EDF and GPE)?

1.1 Was the
programme
design
appropriate for
the context and
the expected
results?

Document Review & Analysis63:
 Compare EDF and GPE programmes
with results of ETF and arguments for
particular interventions in GPE and EDF
programme documents
 Reports/studies on e.g. violence,
hunger, food security
 Reports on national fiscal health to test
assumption
In-depth Interviews and FGD
 Catalogue perspectives by categories
of involvement (heads, teachers,
students, parents/community groups,
district staff, MoPSE, donors, relevant
‘outsiders’
 Evidence on GoZ HR deployment and
management (relative to training) to
test assumption 11












63

Refer to Annex R which lists the main types of documents for review and analysis.
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7, 9, 10, 11, 12, 13
UNICEF is able to effectively work with all
partners, including Government, as well
as having full access to implement and
monitor.
Government support (across ministries)
for reformed sectoral planning and
budget processes (e.g. reformed subsector NFE / second chance
programmes) and demand for timely
data grows.
Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial resources.
Government HR deployment and
management practices align with
training.
The Ministry will conduct its activities in
support of the project as anticipated.
These include school visits by District
Education Officers/Inspectors from the
District Office, and monitoring of
performance of Cluster Coordinators by
District Education Staff.
Parents/households will continue to make
contributions (including almost all school
level operating expenditure, but also
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

1.2 Were
programming
strategies and
approaches
sensitive to the
context?

Approach

Assumptions

Document Review
 Compare GoZ planning documents with
EDF programme – look at priorities,
focus, monies spent, results across
interventions
 In-depth Interviews
 Catalogue perspectives by categories of
involvement (heads, teachers, students,
parents/community groups, district staff,
MoPSE, donors, relevant ‘outsiders’
Data Analysis
 t-Test to assess ‘progress’ with
regards to enrolment and pass rates
of targeted schools (in particular P3
schools) and regression analysis to
assess whether there has been any
change in the impact of poverty on
attendance at targeted schools
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employment costs for supplementing
teachers’ income, and for privately
employed teachers and will not withdraw
their children from school.
3, 5, 11
No other obstacles arise for children to
access education such as violence,
hunger, cholera.
The programme design assumed that
there would be adequate GDP growth,
controlled inflation, relative currency
stability and an adequate flow of
remittances – all factors affecting
beneficiary wellbeing and national fiscal
health.
Government HR deployment and
management practices align with training
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

1.3 Were the right
people targeted
(including
relevant teachers
and girlchildren)?

Document Review
o How were those involved selected
– teachers, students (esp girls),
disabled, OVCs, OOSC? Compare
with OVC National Action Plan
2011-15
Analysis of databases
 t-Test and regression to assess changes
over time, using poverty markers from
nearest-in-time DHS or MICS survey






1.4 Did programme
design include
gender and
equity and
disability
considerations?

Document Review
o Assess programme reports for
gender, equity and disability
considerations, and the extent
that these are overt and crosscutting
In-depth Interviews
 Catalogue perspectives by categories of
involvement (heads, teachers, students,
parents/community groups, district staff,
MoPSE, donors, relevant ‘outsiders’
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3, 5, 11
No other obstacles arise for children to
access education such as violence,
hunger, cholera.
The programme design assumed that
there would be adequate GDP growth,
controlled inflation, relative currency
stability and an adequate flow of
remittances – all factors affecting
beneficiary wellbeing and national fiscal
health.
Government HR deployment and
management practices align with training
3, 5, 11
No other obstacles arise for children to
access education such as violence,
hunger, cholera.
The programme design assumed that
there would be adequate GDP growth,
controlled inflation, relative currency
stability and an adequate flow of
remittances – all factors affecting
beneficiary wellbeing and national fiscal
health.
Government HR deployment and
management practices align with training
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

2. Have human rights
and cross-cutting
issues (gender,
disabilities…) been an
integral part of the
programmes?*

2.1 To what extent
did the
programme
embed a human
rights-based
approach?

Document Review
 Assess programme design documents
and annual reports to determine the
extent of a human rights based
approach as a key cross cutting issue
In-depth interviews
 Interviews with programme officers
and MoPSe officials will tease out
perspectives with regards to how
entrenched a human rights-based
approach is within the programme
and the extent to which it influences
programming
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17, 18, 19, 20
Agreement on scope and purpose of
assessments.
Curriculum reform process enables
suitable NFE programmes to be
defined and implemented.
Acceptance of using non-government
training providers when and where
necessary
Reliable (education) data will be
available through the following
systems: EMIS, TDIS, ZELA,
Students’ Learning Achievement
Tracking (LAT; GPE), Financial
Management Information System
(EDF)
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

2.2 How has the
programme
addressed issues
related to child
rights, gender
and children with
disabilities?

Document Review
 Compare EDF and GPE programmes with
results categorised by gender, disability
and poverty levels of schools
 Review NFE programmes
 Review following data sources: EMIS,
TDIS, ZELA, Students’ Learning
Achievement Tracking (LAT; GPE),
Financial Management Information
System (EDF)
In-Depth Interviews, FGDs
 Catalogue perspectives on scope and
purpose of assessments from MoPSE and
district staff, heads, teachers, parents and
students
 Catalogue perspectives on NFE
programmes from MoPSE and district
staff, heads and teachers
 Focus question on non-govt training
providers to MoPSE, district staff, heads,
teachers
 Obtain perspectives on data sources from
MoPSE and district staff, heads and
teachers: EMIS, TDIS, ZELA, Students’
Learning Achievement Tracking (LAT;
GPE), Financial Management Information
System (EDF)
 Compare programmes, finance, with
results
Document Review
 Compare EDF and GPE programmes with
results categorised by gender, disability
and poverty levels of schools
In-depth interviews




2.3 How effectively
did the EDF and
the GPE address
issues of equity?
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17, 18, 19, 20
Agreement on scope and purpose of
assessments.
Curriculum reform process enables
suitable NFE programmes to be defined
and implemented.
Acceptance of using non-government
training providers when and where
necessary
Reliable (education) data will be available
through the following systems: EMIS,
TDIS, ZELA, Students’ Learning
Achievement Tracking (LAT; GPE),
Financial Management Information
System (EDF)

17, 18, 19, 20
Agreement on scope and purpose of
assessments.
Curriculum reform process enables
suitable NFE programmes to be defined
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions



Catalogue perspectives on equity from
MoPSE and district staff, heads, teachers,
parents and students
 Focus equity teachers on Focus question
on non-govt training providers to MoPSE,
district staff, heads, teachers
Surveys and database analysis
 Descriptive statistics (frequencies) from
survey regarding access to inclusive
programmes concerned with gender,
disability, and poverty (cross-tabulated by
female enrolment, fees per pupil,
expenditure and income of school)
 Descriptive statistics (frequencies) from
survey regarding knowledge of inclusive
programmes concerned with gender
disability, and poverty (cross-tabulated by
female enrolment, fees per pupil,
expenditure and income of school)
 Descriptive statistics (frequencies) from
survey regarding utilisation and rating of
inclusive programmes concerned with
gender, disability, and poverty(crosstabulated) by female enrolment, fees per
pupil, expenditure and income of school)
 Test for correlations between access,
knowledge and use of programmes
concerned with gender, disability and
poverty
 Analysis from both DHS and MICS will
inform commentary on equity (as above
regarding the creation of poverty
markers) which can then be tested
against EMIS data
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and implemented.
Acceptance of using non-government
training providers when and where
necessary
Reliable (education) data will be available
through the following systems: EMIS,
TDIS, ZELA, Students’ Learning
Achievement Tracking (LAT; GPE),
Financial Management Information
System (EDF)
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

Effectivenes
s

3. Have the
programmes’ planned
outputs and
outcomes been
achieved?

3.1 To what extent
were the planned
outputs and
outcomes (see
indicators in the
programme
documents) of
the respective
programmes,
including gender
and equity,
achieved?

Document Review and Data Analysis:
 Compare targets with results across
interventions
 Review policy documents, evaluations and
management reports to cull identified
factors and to assess processes and
capacities followed through below in indepth interviews and FGDs
Database and Survey Analysis
 Descriptive statistics (frequencies) from
database to test extent EDF and GPE
outputs and outcomes have been
achieved cross-tabulated by intervention
and type of school (registration, grant
classification, level, fees per pupil,
expenditure and income of school)
 with specific interventions)
In-Depth Interviews, FGDs
 Discuss factors in interviews at all levels
to uncover perspectives on contributions
to results; use data analysis above to
probe
 Assess data quality and reliability through
following the chain of data collection and
reporting in field visits and assessing
verification reports
 Discuss how things work, challenges,
solutions, continuing challenges and
perspectives on capacities – national,
district, school levels
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17, 18, 19, 20
Agreement on scope and purpose of
assessments.
Curriculum reform process enables
suitable NFE programmes to be defined
and implemented.
Acceptance of using non-government
training providers when and where
necessary
Reliable (education) data will be available
through the following systems: EMIS,
TDIS, ZELA, Students’ Learning
Achievement Tracking (LAT; GPE),
Financial Management Information
System (EDF)
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

3.2 What were the
major factors
influencing the
achievement or
non-achievement
of outcomes?

Document analysis
 Review policy documents, evaluations and
management reports to cull identified
factors and to assess processes and
capacities followed through below in indepth interviews and FGDs
In-depth interviews
 Discuss factors in interviews at all levels
to uncover perspectives on major factors
influencing or not influencing the
achievement of outcomes
 Discuss how things work, challenges,
solutions, continuing challenges and
perspectives on capacities – national,
district, school levels
Survey and Data analysis
 Correlation analysis of EMIS/GPE & EDF
database to test relationship between
GPE and EDF activities and expected
outcomes

Correlation analysis of survey data to test
relationship between access to
interventions and perceptions of
interventions (I,e, by level of
satisfaction/dissatisfaction
 t-Test to assess whether any socioeconomic changes over the past 5 years
(based on DHS and MICS data) have had
an effect on attendance and enrolment
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

3.3 What effect has
the programme
had on the
capacity of
systems?







In-depth interviews and Focus Groups
Discuss NFE and curriculum reform
especially with district staff, heads and
teachers – also if applicable, parents and
students Probe and assess the following
areas where appropriate and possible:
planning, policy, data, teaching,
management, administration, M&E,
financial management






4. What impact
(effect, intended or
unintended) have the
programmes had so
far?

4.1 What changes in
the education
system have
resulted from the
implementation of
the education
programme?

Document Review
 Examine whether education-related
expenditure is associated with changes in
outcome variables using secondary data
and survey
 Analyse challenges of not having reached
targets and hypothesise reasons
In-Depth Interviews and FGDs
 Use above synthesis and hypotheses in
interviews and FGDs and to test
assumptions
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10, 11, 12, 13, 17, 18, 19, 20
Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial resources.
Government HR deployment and
management practices align with
training.
The Ministry will conduct its activities in
support of the project as anticipated.
These include school visits by District
Education Officers/Inspectors from the
District Office, and monitoring of
performance of Cluster Coordinators by
District Education Staff.
Parents/households will continue to make
contributions (including almost all school
level operating expenditure, but also
employment costs for supplementing
teachers’ income, and for privately
employed teachers and will not withdraw
their children from school.
9
Government support (across ministries)
for reformed sectoral planning and
budget processes (e.g. reformed subsector NFE / second chance
programmes) and demand for timely
data grows.
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

4.2 What (if any)
impact (effect)
have the
programmes had
in terms of
gender and
equity?

Database and Survey Analysis




11
Government HR deployment and
management practices align with
training.




9
Government support (across ministries)
for reformed sectoral planning and
budget processes (e.g. reformed subsector NFE / second chance
programmes) and demand for timely
data grows. Government HR deployment
and management practices align with
training.



Descriptive statistics (frequencies) from
survey regarding system change, crosstabulated by intervention and by type of
school (registration, grant classification,
level, fees per pupil, expenditure and
income of school)
 DHS analysis will show whether there has
been any impact between 2010 and 2015
in school attendance; and MICS analysis
between 2010 and 2014 on enrolment
and attendance at pre-school and
primary.
Document Review
 Summarise achievements of 2012-16
against each intervention and indicator
disaggregating by gender and poverty
level and where appropriate disability
In-Depth Interviews and FGDs


4.3 Has the desired
impact (effect)
been achieved?




Use above synthesis and hypotheses in
interviews and FGDs and to test
assumptions
Data analysis
t-Test and regression of EMIS data to
assess academic progress during the
period 2012 – 2016.

In-Depth Interviews and FGDs
 Use above synthesis and hypotheses in
interviews and FGDs and to test
assumptions
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

4.4 To what extent
did the
programme meet
the goal of
contributing to
the system
“achieving
universal and
equitable access
to quality
educational
services for all
Zimbabwean
children?

Data analysis




4.5 To what extent
did contextual
(including
political) and
organizational
factors affect
implementation
progress and
programme
effectiveness?








Gini coefficients of equity, separately for
girl child and boy child, between girl child
and boy child nationally and across
districts will be calculated at beginning
and end of intervention period
Interrupted Time Series Discontinuity
Analysis to test whether there has been
change before and after the GPE and EDF
intervention

9
Government support (across ministries)
for reformed sectoral planning and
budget processes (e.g. reformed subsector NFE / second chance
programmes) and demand for timely
data grows. Government HR deployment
and management practices align with
training.

In-Depth Interviews and FGDs






Use synthesis in information from the
above 3 sub-questions in order to test the
extent of the realisation of the
overarching goal, predicated on testing
the extent to which the assumptions of
the programme hold
Document Review
Scan of relevant socio-economic reports
(including World Bank data, UNICEF’s
reports, DFID’s annual reviews) to map
likely contributing factors influencing the
education context
Reports/studies on violence, hunger,
food security
Reports on national fiscal health

2, 3, 4, 5, 6, 8
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Political and economic situation does not
worsen to civil conflict or collapse of
service delivery. Payroll related disputes
do not lead to industrial action and
unrest.
No other obstacles arise for children to
access education such as violence,
hunger, cholera.
The security situation remains at a level
conducive to programme implementation.
The programme design assumed that
there would be adequate GDP growth,
controlled inflation, relative currency
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions





Efficiency

5. Did the
programmes’ work
achieve their targets
within the allocated
timeframe and
resources?

5.1 Were the agreed
targets achieved
according to
schedule?

Document Review and Data Analysis
 Analyse expenditure and achievement
against targets for each year
 Look beyond timeframes (for EDF I and
GPE I) to current situation to extrapolate




5.2 Were there
alternate
methods and
modalities of
implementation
that could have
delivered similar
results at lower
cost?

International literature review
 Document Zimbabwe against other
countries on similar programmes and
make judgements regarding the counter
factual, including comparable
programmes implemented by UNICEF in
East and Southern Africa under GPE, the
earlier EFA FTI programme, and the even
earlier Education for All programme led by
UNESCO. Where applicable topic specific
initiatives will also be examined such as
comparing ECD initiatives with other ECD
initiatives in East and Southern Africa,
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stability and an adequate flow of
remittances – all factors affecting
beneficiary wellbeing and national fiscal
health.
In case of natural disasters, it had to be
assumed that the humanitarian response
would be adequate.
UNICEF’s internal procurement and
contracting systems are able to
effectively expedite and manage large
scale programmes. UNICEF has the
capacity to manage administering the
GPE programme in addition to the EDF.
8
UNICEF’s internal procurement and
contracting systems are able to
effectively expedite and manage large
scale programmes. UNICEF has the
capacity to manage administering the
GPE programme in addition to the EDF.
n/a
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

and similarly examining UNICEF’s work
across the region on Out of School
Children
5.3 How did the two
programmes
ensure best value
for money?

VfM Analysis
 On VfM analysis see section 3.7 of the
main report, ¶222ff.
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8, 9, 10, 20
 UNICEF’s internal procurement and
contracting systems are able to
effectively expedite and manage large
scale programmes. UNICEF has the
capacity to manage administering the
GPE programme in addition to the EDF.
 Government support (across ministries)
for reformed sectoral planning and
budget processes (e.g. reformed subsector NFE / second chance
programmes) and demand for timely
data grows.
 Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial resources.
 Reliable (education) data will be available
through the following systems: EMIS,
TDIS, ZELA, Students’ Learning
Achievement Tracking (LAT; GPE),
Financial Management Information
System (EDF)
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

6. Have the
programmes been
well managed?

6.1 Have the
decision-making
processes,
including
decisions about
the use of funds,
been
transparent?

In-depth interviews and FGDs
 Collate judgements from different
stakeholders

8


7. Were the two
programmes coherent
and well-coordinated?

7.1 How effective and
appropriate were
the coordination,
management and
administrative
structures?
7.2 How significant
have UNICEF’s
partnership and
co-ordination
arrangements
been in
enhancing or
impairing the
performance of
the operation?

Survey Analysis
 Descriptive statistics (frequencies) from
survey regarding satisfaction with
targeted interventions (including, but not
restricted to, SIG), cross-tabulated by
type of school (registration, grant
classification, level, fees per pupil,
expenditure and income of school)
In-depth interviews
 Collate judgements from different
stakeholders



In-depth interviews with partners to test
the extent the efficacy of the partnership,
and the effectiveness of coordination by
UNICEF
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1


1


UNICEF’s internal procurement and
contracting systems are able to
effectively expedite and manage large
scale programmes. UNICEF has the
capacity to manage administering the
GPE programme in addition to the EDF.

The various activities of the EDF and the
GPE programmes are interdependent and
need to be supported in order to achieve
the overall objective.

The various activities of the EDF and the
GPE programmes are interdependent and
need to be supported in order to achieve
the overall objective.
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

Sustainabilit
y

8. How sustainable
are these
programmes?

8.1 Will components
/results/ impact
(effect) of the
EDF and the GPE
be able to
continue without
external funding?

In-depth interviews and FGDs
 Collate perspectives
Document review and analysis of financial
data in order to judge trajectory of sector
funding against components with
commitments, track record, political outlook,
etc.

10, 11, 12, 13
 Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial resources.
 Government HR deployment and
management practices align with
training.
 The Ministry will conduct its activities in
support of the project as anticipated.
These include school visits by District
Education Officers/Inspectors from the
District Office, and monitoring of
performance of Cluster Coordinators by
District Education Staff
 Parents/households will continue to make
contributions (including almost all school
level operating expenditure, but also
employment costs for supplementing
teachers’ income, and for privately
employed teachers) and will not
withdraw their children from school.

8.2 What is the
quality of the
monitoring,
evaluation, and
reporting system?

Existing data/documentation analysis
 Assess M&E and other reporting and
judge against other observations from
interviews and FGDs

10, 11, 12, 13
 Government has capacity to facilitate
policy reform quickly and contribute
adequate domestic financial resources.
 Government HR deployment and
management practices align with
training.
 The Ministry will conduct its activities in
support of the project as anticipated.
These include school visits by District
Education Officers/Inspectors from the
District Office, and monitoring of
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions



8.3 What critical
lessons can be
learned from the
implementation
of the
programmes
especially related
to system
strengthening,
strategic
partnerships, and
improving
learning
outcomes,
including
consideration of
gender and
equity?




Review existing GPE and EDF reports with
regard to lesson learning
Catalogue perspectives regarding lessons
learnt from interviews with heads,
teachers, students, parents/community
groups, district staff, MoPSE, donors,
relevant ‘outsiders’
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performance of Cluster Coordinators by
District Education Staff
Parents/households will continue to make
contributions (including almost all school
level operating expenditure, but also
employment costs for supplementing
teachers’ income, and for privately
employed teachers) and will not
withdraw their children from school.
n/a
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Evaluation
Criteria

Evaluation
Questions (EQ)

Judgement Criteria
(JC)

Approach

Assumptions

8.4 What are the
policy and
programmatic
implications of
these lessons?





Catalogue perspectives regarding lessons
learnt from interviews with heads,
teachers, students, parents/community
groups, district staff, MoPSE, donors,
relevant ‘outsiders’

Data Analysis
 Counterfactual analysis of EMIS/GPE &
EDF database to test relationship between
those schools receiving minimal GPE and
EDF activities and performance data, and
establish whether this relationship is
significant

* Adapted and expanded from source: RFP, section 1.6 (see Annex A)
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n/a

S UMMATIVE EVALUATION OF UNICEF S UPPORT FOR EDUCATION IN ZIMBABWE – FINAL EVALUATION REPORT

Annex H Limitations to the evaluation
1.
Unusually for an evaluation of this nature nearly every risk identified as part of the
Inception Report (IR) (Mokoro, 2017b) was experienced by the evaluation team. The
purpose of this annex is to list the risks identified at the outset (i.e. as listed in the IR) and to
then highlight the extent to which each risk became a factor in the evaluation. Whilst the
team managed to mitigate the risks to an extent, several risks encountered do nevertheless
have implications for the evaluation. These include:


The fact that several of the interventions ended several years before the evaluation was
conducted and (linked to staff turnover at all levels within the Ministry of Primary and
Secondary Education (MoPSE), Provinces, Districts, and Schools) meant respondents
were often vague about the details of the interventions.



The tight timeframe was made very difficult by inordinate delays in the provision of
documents and data to the evaluation team, and by an intractable ethical clearance
process that nearly derailed the evaluation.



There were very weak programme-wide M&E systems, with no attempt by either EDF or
GPE to consolidate existing data into a single database. The lack of a programme-wide
M&E system has had a severe impact on what programme data can actually be analysed
(for instance, it has not been possible to systematically identify which school got what
intervention when).



Political instability meant that not all planned school visits were conducted, albeit the
team, with considerable assistance from UNICEF, were able to visit other schools instead.



The planned short survey for randomly selected schools (as per the original proposal)
instead became a census, distributed through District Offices. Although it was sent to all
schools, as noted above, only about 30% responded and questions remain as to how
confidential the process was during the distribution and collation of the survey
instrument.



The paucity of analysable data within both programmes. For instance, whilst the ET were
provided with information which signalled that schools received interventions, we were
never informed as to which year the school received the intervention. This negated any
attempt to provide a statistical link between GPE and EDF with EMIS data and pass rates.
The evaluation team have had to rely heavily on the EMIS data. Questions remain about
the validity and reliability of EMIS data bearing in mind it is self-reported data, which is
not systematically validated by MoPSE64 (a number of researchers have, for instance,
questioned the reliability of financial information submitted by schools).



Crucial data on expenditure was never provided to the Evaluation team, despite the data
being requested over a three-month period.

2.

Table 27 provides a brief summary of how these risks were addressed.

64

A snapshot of the challenges faced in relying on EMIS data: our attempt to assess spend per child per category
of school is heavily skewed by a single figure for a P3 school (Pathway Private) which has reported a nonsensical
annual expenditure of $628,981,635.62 for 2016! This suggests to us that relying on EMIS data is highly
problematic at present.
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Risks and their influence on the evaluation
1.

Risks (as identified in the IR)
Scope, size and complexity of EDF and GPE
in-depth assessment of each intervention
not possible

2.

Both programmes to be evaluated ended a
while ago (EDF 2012-15; GPE: 2014-16)
and both EDF II and GPE II are under way.
It will be practically impossible to attribute
findings solely to these two programmes.

3.

The Timeframe of evaluation was very tight
(4 months + 1 week):

a) includes a month of school holidays
b) Existing data. Considering the tight
timeline, it will be crucial to obtain
any existing data from UNICEF at the
beginning of the inception phase.

4.

M&E: There are different monitoring
sources across the programmes. The data
for these two programmes – and for
various components within the
programmes – are not consolidated into
one database.

5.

Logistics:
i. The planned field visit is relatively short
ii. One limitation on the evaluation
approach derives from the inevitable
constraints of logistics in Zimbabwe.
Given the approved time and budget
for this evaluation, the planned field
visit will be relatively short.

Comment
While it will not be possible to conduct an in-depth
assessment of each activity under the EDF and the
GPE within the timeframe and the resources
available, the evaluation will use a mixed-methods
approach and triangulate findings to draw out
meaningful lessons learnt and formulate
recommendations for future programming.
Rather than confidently speaking of impact of the
two programmes, the results will provide an
indication rather than actual impact (as defined by
the OECD DAC) and identify where applicable the
contribution each programme has made to any
improvement in education performance.
The evaluation mission was expected to take place
in October but was delayed by a month, for a
number of reasons, including a lengthier ethical
approval process.
a) The field work has been scheduled to work
around the school holidays.
b) Some documentation was provided through the
link in the RFP. Further data was received
during and after the main evaluation mission
(November 2017) and certain data was not
made available. The survey data was received
on 29 November, with further data clarified and
provided on 4 December 2017.
The ET has tried to obtain relevant data from
different sources with varied success.
Due to the complexity of the various data and data
keeping it has not been possible to develop one
consolidated database of relevant data as planned
at inception phase.
A separate record is kept for the various
components of the two programmes, and while
each of these might be detailed and complex, it
makes it very difficult to chart progress across the
two programmes and to make historical
comparisons.
The ET consulted with UNICEF and the MoPSE on
the sampling of schools, distances, etc. to
efficiently use the time available.
However, this was not a major drawback of the
evaluation, which is meant to investigate the
design and influencing factors of the programmes,
as well as trends in order to help UNICEF, the
Government, and other partners to learn lessons
and inform future programming.
Logistics and bad weather were seen as unlikely
constraints, but taken into consideration. Apart
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Risks (as identified in the IR)

6.

Security

7.

Focus groups with students pose a
challenge as more personnel would be
needed to conduct them properly,
especially with younger children.

8.

Survey
How to ensure that findings are
representative and that reliable data are
collected?
How to ensure anonymity?

Comment
from one day where travel was slowed down due
to a storm, the weather did not negatively impact
the evaluation work.
An attempt was made to get all the logistics
organised before arriving in country which was a
challenge and much could only be
organised/finalised after the team’s arrival in
country.
The team has been monitoring the situation in
country and also relied on UNICEF for updates on
safety and security on travel in country.
The political events happening during the
evaluation mission, starting with the sacking of the
former vice-president and ultimately resulting in
the resignation of the former president of the
Republic of Zimbabwe, were unexpected and of
concern. Decisions were taken daily as it was
difficult to predict how the situation would turn
out. The school visits in Hwange were cancelled. A
decision about this had to be made when the
situation in country was very uncertain.
Furthermore, additional schools had already been
visited in other districts, and the logistical
challenges (driving from Harare to Hwange for
three days is a long trip) were increased by the
military checkpoints along the way, which
increased travel time and risks; it was decided to
cancel these specific visits.
In order to capture the view of students, the team
held focus group discussions with secondary school
students, which could provide student views not
only on programme interventions in secondary
schools but also in primary schools, as these
children have gone through the education system.
Originally, the idea was to distribute surveys
electronically to schools, which would have ensured
anonymity, ease of collection and relatively low
cost. However, since many schools are without
electricity a different route had to be found.
In consultation with UNICEF and the MoPSE it was
decided to distribute the survey questionnaire
along with the EMIS questionnaire through the
District Office.
This comes with its own challenges: while the
results were expected to be representative as all
schools were surveyed, the return rate was
relatively low: only approximately 2600 usable
surveys were received, with varying degrees of
geographical spread across provinces.
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Risks (as identified in the IR)

Comment
Concerns about the anonymity of the answers were
raised in the inception report as the questionnaires
went through a government channel. However, all
possible precautions were taken to ensure that
anonymity was granted (e.g. instructions on the
questionnaire requesting that it be returned in a
sealed envelope without any information about the
school on the envelope itself.)

9.

10.

Interviewees will most likely be positively
biased towards UNICEF. Since the EDF and
GPE funding is the only major external
source of funding, interviewees are likely to
be more positive than were they not
dependent on this source.
Validity and reliability of the databases

The ET continues to be cautious regarding the
potential reliability of the survey responses that
relate to the impact, relevance and benefits of the
programme inputs and activities.
The ET is keeping this in mind in the analysis and
discussion of findings.
Moreover, as part of the qualitative phase in-depth
interviews were conducted with a wide range of
independent Zimbabwean education specialists
who have a vested interest in neither MoPSE nor
UNICEF.
The ET has been spending a significant amount of
time on the EMIS database to establish the
accuracy of the EMIS data, and as noted already
we remain concerned about its accuracy.
Furthermore, whilst the EMIS data provides
detailed information on each school it provides
very little information on either GPE or EDF
interventions (other than SIG income, if
applicable).
Moreover, despite UNICEF sharing selective
information on disparate activities, the ET were
never provided with consolidated data which links
which school got what support when, and certainly
no data which could then be linked back to the
EMIS data bases, thus preventing any of the
statistical analysis the ET had proposed to conduct.

3.
As already noted in the context of our discussion of the Survey, a number of delays
were also encountered, primarily within the context of receiving programme-related
documents from UNICEF. The table in Annex M provides a complete description of the delays
encountered.
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Annex I

Survey

Introduction
1.
The original intent (as per our response to the Request for Proposal) was to conduct
a short small random sample of schools (no more than 500) across Zimbabwe. At inception
the ET and UNICEF discussed the survey design. It was finally resolved, in spite of the ET’s
preference for a statistically stratified sample survey, that the survey would cover all schools
in the country. It was also deemed undesirable to proceed with an electronic survey given
the number of schools without access to electricity.
2.

Table 28 shows the steps in the survey as they were planned.
Key steps in the survey

Step
1. Design and Pilot survey instrument
2. Distribution of survey
3. Survey database established
4. Completed surveys returned to
UNICEF in sealed envelopes
5. Data capturing
6. Data analysis

Roles and Responsibilities
ET
UNICEF to print and distribute survey with EMIS
questionnaire in close cooperation with MoPSE
ET
UNICEF in partnership with MoPSE to coordinate and to
follow up with schools who fail to submit a completed
survey
UNICEF and ET oversee contracting and data capturing
process
Data coded and weighted by ET

Approach
3.
The survey was distributed as part of the process to distribute the EMIS survey. The
survey questionnaire is included in Annex L. In theory all districts (and thereafter schools)
received the survey during the 2nd week of September, 2017 and were requested to return
the survey at the end of the month (31 September 2017).
4.
However, the reality turned out to be challenging, with a slow and geographically
highly uneven rate of return of questionnaires. Our site visits conducted in November to
schools found either that schools were still submitting surveys, and/or districts had failed to
distribute the surveys. The first consequence was that due to the small number of responses
received by the time of the main evaluation mission, it was meaningless to process the
survey data ahead of the mission as had been planned, with a view to outlining lines of
enquiry that could have been followed up in interviews and school visits.
5.
Moreover, and in spite of seizing all possible opportunities to accelerate the rate of
return of the questionnaires, the number of responses received remained much below what
was hoped for when a decision had to be made to ‘close the survey’. This is illustrated in
Figure 35.
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Figure 35

Survey responses by province (4/12/2017)

6.
Figure 35 also indicates another major limitation of the survey namely, that it cannot
be taken as representative at any level, considering the huge variation in the rates of return
across provinces, and across districts. Another challenge to representativeness arises from
potential lack of integrity of the data, as it was both distributed and collected by DSIs and
school responses may not have been as confidential as desirable.
7.
In addition, due to issues relating to duplicate surveys being captured, more than
300 surveys were rejected during the quality assurance measures implemented by the
Evaluation Team. Initially 2963 surveys were captured, but this was eventually reduced to a
total of 2612 usable surveys.
8.
Due to the slow distribution and collation of completed surveys, data capturing only
began in the last week of October. The data capture process was also hampered by a large
number of duplications that became apparent once we independently assured the quality of
the data capturing process. As a result of the duplications the clean data set was made
available on 29 November 2017. Further data queries to UNICEF with regards to issues
pertaining to the survey were resolved by 4 December, at which point data analysis of the
survey results began.

Key Results
9.
The implications of the results are discussed where applicable throughout the main
narrative of the report. In this section we illustrate the key findings of the survey, using
applicable graphs.
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Figure 36

Combined percentage of school's income from parental contribution
(incl. fees, levies, & other)

Source: Mokoro survey data

Figure 37

Overall assessment of interventions, % who rated each intervention
5/5

Source: Mokoro survey data
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Figure 38

Are applying what was learnt, % who received training

Source: Mokoro survey data

Figure 39

Materials and equipment received are being used, if applicable

Source: Mokoro survey data
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Figure 40

17% of survey respondents reported their school participated in
ZALP, of whom most of their learners…

Source: Mokoro survey data

Figure 41

15% of survey respondents reported their school participated in Fit
for Life, of whom most of their learners…

Source: Mokoro survey data
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Figure 42

How many times have District Education Personnel visited your
school in the last 12 months?

Source: Mokoro survey data

Figure 43

Compared with last year, District Education Personnel have visited
your school....

Source: Mokoro survey data
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Figure 44

After their previous visit, District Education Personnel …

Source: Mokoro survey data

Figure 45

Number of women on an SDC

Source: Mokoro survey data
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Figure 46

Role of District Office personnel in the preparation of the SDP

Source: Mokoro survey data

Figure 47

Main uses of SIG by schools

Source: Mokoro survey data
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Figure 48

Rating quality of support received from cluster school, scored out of
5

Source: Mokoro survey data

Figure 49

How ready is your school to implement the new curriculum (on a
scale of 1 to 5)

Source: Mokoro survey data
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Annex J

EDF Expenditure tables, per priority
EDF funds budgeted and committed, per priority area

1. School and System
Governance
2. Teaching and Learning
3. Second Chance
Education
4. Other Programme
Related support Costs
Total UNICEF
Zimbabwe* (EDF II)

Agreed 4yr budget
(Rev March 2015)
66,361,613

Total committed
2012-15
63,811,936

% Committed of
Agreed Budget
96%

29,444,000
16,262,441

25,122,292
8,552,123

85%
53%

8,001,119

6,409,081

80%

120,069,173

103,895,432

87%

Source: UNICEF, 2016c

EDF Priority 1: budget and spend
1. School and System Governance
Sector Wide Programming
School Improvement Grant
School Monitoring, Supervision and
Support

Agreed
Budget
3,211,796
58,292,986
4,856,831

Total
Committed
2,131,552
56,383,745
5,296,639

Spend/
Budget
66%
97%
109%

Source: UNICEF, 2016c

EDF Priority 2: budget and spend
2. Teaching and Learning
Teaching Quality
Learning Outcomes
Purchase and delivery of Teaching and
Learning Materials
Assessment
ETF I textbook and learning material
procurement

Agreed
Budget
13,015,000
3,664,000
9,490,000

Total
Committed
7,664,341
2,260,112
11,203,015

Spend/Budget

3,275,000

2,898,210
1,096,614

88%

59%
62%
118%

Source: UNICEF, 2016c

EDF Priority 3: budget and spend
3. Second Chance Education

Agreed
Budget
817,000
8,230,000
7,215,441

Policy Sector Analysis
Return to Mainstream Education
Out-of-school Technical Education

Source: UNICEF, 2016c
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Total
Committed
19,258
5,143,136
3,389,730

Spend/
Budget
2%
62%
47%
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EDF Priority 4: budget and spend
4. Other Programme Related support Costs
Monitoring and Evaluation
Communication and Visibility
Technical Expertise
Direct Programme Management costs
Operational Support Costs

Agreed
Budget
860,629
350,000
2,714,577
2,723,895
1,352,018

Source: UNICEF, 2016c
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Total
Committed
485,026
41,389
2,830,960
1,824,081
1,227,625

Spend/Budget
56%
12%
104%
67%
91%
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Annex K Interview Guides – Approach and Topic Guide
Approach to Interviews
1.
Interviews were a major source of information for the evaluation. These were a
means to extract evidence, as well as to triangulate evidence drawn from other interviews
and the document review, and formed part of the consultative process.
2.
A stakeholder analysis as presented in Annex E informed the selection of interviewees
in Harare and at province and district level. The ET targeted a comprehensive range of
stakeholders that fully represent all significant institutional, policy and beneficiary interests.
The team periodically reviewed the list of those interviewed to ensure that potential gaps
were addressed and to prevent under-representation of key stakeholders.
3.
Remoteness of sites required district office personnel to accompany the team to
interview sites. This was welcome by the ET, however, the team respectfully requested them
to leave once introductions have been made to enable interviewees to speak more freely.

Guidelines for In-depth Interviews with UNICEF, GPE, Development
Partners, NGOs, National and Provincial/District Government, and Others
These guidelines are not intended as questionnaires. It will not be possible to
cover all issues in all categories with all individuals or groups. ET members will
use their judgement and focus on areas which are likely to add most to the
team’s existing knowledge, while allowing interviewees and groups to highlight
the issues that are most important to them.
4.
The evaluators will formulate questions in a (non-technical) way that respondents can
easily relate to, while generating evidence that is relevant to the evaluation questions that
the evaluators have in mind. The team will prepare some guidelines for the interpreter which
outline the questions to be asked and where relevant include some prompts.
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A. Introduction
1.
2.
3.
4.
5.

Introduction of team member(s)
Purpose of Evaluation
Consent of Respondent
Confidentiality – no attribution to individuals by name
Do you know about EDF and GPE (we need to know how they’re referred to in Zim)?
Have you had any involvement with the programmes? Please describe.
6. Were you in post 2012-16? When did you assume your current position?
7. Could you describe your relationship with UNICEF and the GPE?

(Follow up their answers with respect to their involvement, if at all, and decide whether any
of the questions below are relevant.)
B. Relevance
8. Was the programme design appropriate for the context and the expected results?
9. Were programming strategies and approaches sensitive to the context?
10. Were the right people targeted (including relevant teachers and girl-children)?
11. Did the programme design include gender and equity considerations?
12. Has the programme adapted to feedback to ensure continuing relevance?

C. Appropriateness
13. To what extent have the programme’s objectives, targeting and activities sought
complementarity with the interventions of relevant government and development
partners? How fully are the operation’s activities dovetailed with those of other
donors and agencies in building GoZIM capacity to manage and implement education
interventions?
14. What do you consider to be the main issues related to gender and other cross-cutting
issues? How are these/have these been addressed by the EDF/GPE programme? Do
you have any suggestions how these issues could be addressed?

D. Effects & Reasons for effects
15. What changes in the education system have resulted from the programme’s
implementation? Intended and unintended?
16. What (if any) impact (effect) have the programmes had in terms of gender and
equity?
17. What were the major factors influencing the achievement or non-achievement of
outcomes?
18. How significant have UNICEF’s monitoring, reporting and support arrangements been
in enhancing or impairing the performance of the interventions?
19. What effect have the programmes had on the capacity of systems?
 Teaching, professional development/upgrading of teachers and trained teacher
posting
 National data collection, planning and sector and policy analysis
 Targeting neediest areas
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 Assessments
 Governance at all levels
 Administration, management and financial management
 Supervision of teachers
 Curriculum development
 Provision for disability
 School improvement and development planning
 Maintenance
 Monitoring (include fuel re: districts)
 Early childhood
20. How effectively did the EDF and the GPE address issues of equity?
21. Do you have any recommendations to improve the effectiveness of the programme?

E. Efficiency
22. Has the programme ensured best value for money in its implementation?
23. Have the programmes been well managed? Have the decision-making processes,
including decisions about the use of funds, been transparent?
24. How effective and appropriate were the coordination, management and
administrative structures?

F. Sustainability
25. How efficiently has the operation worked with the GoZ towards handover, and how
likely is the GoZ to continue to implement effective education programmes following
external funding withdrawal?
26. Are the benefits of the operation likely to continue after the programmes are
completed?
27. What lessons can be learned from the implementation of the programmes, especially
related to system strengthening, strategic partnership, and improving learning
outcomes, including consideration of gender and equity?
28. Do you have recommendations to enhance the sustainability of the interventions?
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Guidelines for school visits
SCHOOL VISITS

(first primary, then secondary if same location)

Date
Name of School
Type of School
Number of Students

Grades Covered

Location
Head
Deputy Head
Visited before?

By whom?

When?

Meeting with Head and Deputy Head
1.
How long have you been head and deputy head at this school?
2.
What is your biggest concern at the school?
3.
Is this concern being met by EDF and GPE?
4.
What involvement have you had with the different resources, programmes and
activities of the two programmes? (Go through 1 by 1)
 ERI
 ECD Para Professional Training
 PLAP
 TPS
 Curriculum based assessment
 Junior teacher training
 ECD Kits
 Science kits and training for teachers
 Deworming
 ZELA
 Continuous assessment
 Supplies for children with disabilities
 Minority language textbooks and teachers’ guides
5.
What has your involvement been in the supervision and management of teacher
performance and development and the related databases?
 TDIS
 TPS
 Teacher self-assessments
 Supervisor training
6.

Please describe your experience with the following resources and activities:



EMIS (and TDIS)
SIG
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7.

SDP
FM training
District planning
What involvement (if any) have you had with:




ZALP
Fit for Life

The above is like a checklist to ensure everything is covered. However, the following are
what the ET members should be looking for in prompting further discussion:














cognisance and responsibility for programmes
overview of individual programmes, opinion, +/-, what difference it has made (one
by one through list of activities, inputs, training, resources, activities)
ideas for improvement
sustainability
biggest challenge/ biggest opportunity
sticking points
are needs being met?
transparency of decision making, communication, administration/management
flow of funds, monitoring, pressures
OVCs, most needy
% teachers involved, cascading, opinion, supervision, sustainability of training
Inspection?
books and other physical resources – maintenance, recycling, policies

What are we looking for?







Facilities and maintenance
Resources, relevance, effectiveness and sustainability
Training and effectiveness in classroom and sustainability
Supervision
Administrative systems, management, data collection and use
Teachers’ data base and use

Comment on quantitative differences, viz. pass rate, achievement levels, transition rate to
secondary, identifying neediest students, etc., gender balance, equity, disability
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Observations at school - Checklist
Observation

Available
(where
applicable)

Not
available
(where
applicable)

Available
but issues
(if so, insert
comment)

Comments/Observations

Stationery
Textbooks
Teachers’ guides
Blackboards, chalk,
etc.
Walls – learning
aids
Buildings
Toilets
Clean Water
Electricity
Overall state of
buildings, roofs
State of classrooms
How many
students?
How many
teachers?
How many absent?
School records
(record of
attendance, lesson
plans, equipment
for children with
disabilities, PLAP,
syllabi…)

Focus Group Discussion with Teachers
1.
2.
3.
4.

What is your greatest concern at this school?
Is this concern being addressed? If so, how?
If you could change one thing at the school, what would it be?
How different is the school now from a few years ago? Better? Worse? To what
would you attribute the change?
5. If you’ve been involved in any of the trainings, could you comment on their
effectiveness and what difference they’ve made to your teaching? Can you give
some examples of what you can now do, perhaps, that you weren’t able to do
previously?
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6. Have you been involved in any cascaded training – either as a trainer or a recipient?
Could you comment on its effectiveness?
7. What supervision have you been afforded? Has your relationship with the District
changed? Better/worse?
8. Were you involved in putting together a School Development Plan? Could you
describe your involvement and the outcome?
9. Could you comment on any student achievement gains and their possible relationship
to any aspects of the programme interventions?
10. What do you think of ZELA? PLAP?
11. The following checklist should help prompt more detailed discussion of specific points
concerning the different resources, training and activities, after discussing whether
they came to the school:
Professional development for better teaching and learning and improved quality:














ERI
ECD Para Professional Training
PLAP
TPS
Curriculum based assessment
Junior teacher training
ECD Kits
Science kits and training for teachers
Deworming
ZELA
Continuous assessment
Supplies for children with disabilities
Minority language textbooks and teachers’ guide

Supervision and management of teacher performance and development:





TDIS
TPS
Teacher self-assessments
Supervisors trained

Enhanced school and system governance:






EMIS (and TDIS)
SIG
SDP
FMt
ESSP consultations

Second chance education programme:




ZALP
Fit for Life
NFE policy in school.
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Focus Group Discussion with Parents/School Committee/Community
1. Have you been involved in the school development planning and the identification of
the use put to SIG funds?
2. Do you see any differences in the school today compared with several years ago,
(viz. before 2012)? For the better/worse? To what would you attribute these
differences?
3. Are you pleased with the progress your child/children have made? What is the
greatest challenge in continuing to send your child to this school? (gear towards
primary and secondary school parents/community groups, so transition as well as
attendance and quality)
4. We could test which of the various activities/programmes they’re aware of and then
gauge individually their involvement and understanding.

Focus Group Discussion with Secondary School Students
1. One possibility (and we would need the head’s help for this), would be to get about
10 students who had attended the nearby primary school so that we could get their
perspective on the changes that occurred during the life of the programme under
question in this evaluation. However, wherever they have been at primary school, it
would still be relevant to ask them about their experience at primary and their
transition to secondary as well as at the current secondary school. They may also be
able to comment on how things have fared since 2015/6 especially if they have
younger siblings at primary school.
2. Could you tell us what you like most about this school? Least?
3. What was it like coming here after Grade 7? Were you given any
guidance/counselling about moving up and choosing which subjects you’d study?
4. What do you parents think about your attending this school? Are they happy? Are
there things they (or you) would like to change?
5. If you have younger siblings, could you describe their experiences at their primary
schools and whether they are likely to enter Form I?
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Template for Interview Notes
Date (e.g.2016-12-06): Interview title
Include as many interviews as convenient in the same draft; when finalised, all interview
notes will be added to the Interview Compendium. Use the unshaded cells in the table
below.
Please use UNICEF heading styles to make compiling the compendium easier.
General
Date:

Location of Interview:

Team Members Present:

Interviewee(s)
Name:

Designation: organisation, job title

Contacts:

Note taking
Name:

Recorded? Y/N

Date completed:

Background
Interviewee's general background

Topics
Record responses by topic with clear headings, not necessarily in chronological sequence of
discussion. Make clear when a direct quote is recorded. Add headings and sub-headings as
needed.

Data/documents provided/recommended
Seek full references for documents not already in evaluation e-library.

Other proposed follow-up
e.g. other interviewees recommended / proposals on consultation and dissemination
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Annex L

Survey Questionnaire

1.
Please note that the survey questionnaire was developed in close consultation with
UNICEF and the MoPSE. The version included in this report has been piloted in three
provinces (Harare, Mashonaland East and Masvingo) in early September 2017. No difficulties
with completing the questionnaire were reported. The survey was sent out alongside but
separate from the EMIS questionnaire. Completed questionnaires were collected by the
District Office and passed on to UNICEF where one Consultant was tasked with entering the
data into the database. See Annex I for more information about the survey.

School Survey
We are currently conducting an evaluation of the intervention that the Ministry has
implemented over the past six years. Obtaining feedback from schools is vital to the
evaluation process. As part of the evaluation we would like to ask you a few questions about
the different activities the programmes funded. In some instances your school may not have
participated in the activity. If that is the case, then please select not applicable and move on
to the next question.
As this survey focuses on varied aspects of your school, you might need to involve relevant
teachers to get their views too. Please complete the survey to reflect both your and other
opinions as accurately as possible. The survey should take about 30 minutes. Your responses
are completely anonymous and all information will be kept strictly confidential.
Please use a pen to check the circle that best corresponds to your answer for each question.
The survey must be completed by 31 September 2017, and sent directly to your nearest
District Officer. Please ensure that you seal the envelope before handing it over and that you
do not identify your school on the envelope so that your anonymity can be ensured.
Thank you for your response!

Section A: School Characteristics
Questions
1.

What is the status
of your school?

O

Primary
(Registered)

O

Secondary
(Registered)

O

Primary (Satellite)

O

Secondary
(Satellite)

2.

In which district is
your school located?

O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O

BeitBridge
Bikita
Bindura
Binga
Bubi
Buhera
Chegutu
Chikomba
Chimanimani
Chipinge
Chiredzi
Chirumanzu
Chivi
Gokwe North
Gokwe South
Goromonzi
Guruve
Gutu

O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O

Gwanda
Gweru
Hurungwe
Hwange
Hwedza
Insiza
Kariba
Kwekwe
Lupane
Makonde
Makoni
Marondera
Masvingo
Matobo
Mazowe
Mberengwa
Mt. Darwin
Mudzi

O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O
O

Murehwa
Mutare
Mutasa
Mutoko
Muzarabani
Mwenezi
Nkayi
Nyanga
Rushinga
Seke
Shamva
Shurugwi
Tsholotsho
Umguza
UMP
Umzingwane
Zaka

O
O
O
O
O
O
O
O
O

Zvimba
Zvishavane
Chitungwiza
Bulilima
High Glen
Glenview Mufakose
Mabvuku Tafara
Northern Central
Warren Park
Mabelreign
Mbare Hatfield
Mangwe
Reigate
Khami
Imbizo
Mzilikazi
Mbire
Sanyati
Mhondoro Ngezi
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3.

Type of school (PerCapita Grants)

O
O
O
O
O
O

P-1
P-2
P-3
S-1
S-2
S-3

4.

Responsible
Authority

5.

Level of School

Number of
Sessions the
school operates

Service Type

ECD / Infant Only
Grade 1-7
ECD – Grade 7
Grade 1 – Form IV
Form I -IV
Form I - VI
Special School
Mainstream with
Resource Unit
Mainstream
without Resource
Unit

6.

7.

O
O
O
O
O
O
O
O

8.

Mode of
Operation

O

O
O
O
O
O
O
O
O
O
O
O
O
O
O
O

Government
City Council
Town Board
Rural District Council
Farm
Church/Mission
Private Company
Private
Mine
Trust
Other Government Line Ministry
Other
One Session
Two (double) sessions
Evening School

O
O
O

Day School
Boarding School
Day and Boarding

Section B: Cluster Resource Centres
Question
9.

Is your school a cluster school?

10.

If yes to question 9, which of the
following have you received over
the past 2 years? [Tick all that
apply]

11.

Which of the following services
have you received from your
cluster school in the past 12
months? [Tick all that apply]

Answers
O
O

O

Printer / copier

O

O

Yes
O

O

Printing and
photocopying
services

support visits
from PLAP
facilitator

O

support visits
from PLAP
resource
person
O 2

How many times have you used
the services of your cluster school
in the past 12 months?

O

0

O

1

13.

How many times have you used
the services of your cluster ERI
facilitators/ resource persons in the
past 12 months?

O

0

O

1

O

14.

How many times have you used
the services of your cluster PLAP
facilitators/ resource persons in the
past 12 months?

O

0

O

1

15.

On a scale of 1 to 5, rate the
quality support you have received
from your cluster school over the
past year

O

0

O

1
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O

Stationery

Training

12.

No

O

O

support visits
from ERI
facilitator

cluster operational
budget

O

O

Don’t know

support visits
from ERI
resource
person

None

O

3

O

4

O

5 or
more

2

O

3

O

4

O

5 or
more

O

2

O

3

O

4

O

5 or
more

O

2

O

3

O

4

O

5 or
more
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Section C: School Development Committee and School Development Plan
Questions

16.

What combined
percentage of your
school’s income do you
get from contributions
from parents in the form
of fees, levies and other
financial contributions?

17.

Which of the following are
ways in which your
community participates in
the school?

Answers
O Less than 25%

O

25 – 50%

O

More than 50%,
but less than
75%.

O

More than 75%

O

Attend meetings

O

Contribute
labour.

O

Pay fees or
levies

O

Give materials
or food to the
school

[Check all that apply.]
18.

How much help did the
School Development
Committee (SDC) provide
in drawing up the School
Development Plan (SDP)?

O

The SDC were
not involved in
the process.

O

The SDC
provided some
help.

O

The SDC drew
up the School
Development
Plan.

19.

How many women are
members of the SDC?

O

O

1

O

2–3

O

More than 3

20.

Which of the following
forms of support did your
District Education Officer
provide in developing the
SDP?

O

There are no
women on the
SDC
facilitate
drafting of SD

O

provided
feedback on the
draft

O

approved final
draft.

O

None

[Check all that apply]

Section D: School Improvement Grant (SIG)
Questions

21.

Has your school ever
received the SIG

Answers
O Yes

O

No

O

I don’t know.

If you answered No or I don’t know to question 21, please move to question 33
(section E).
If you answered Yes to question 21 please continue with question 22.
Questions
22. If your school did receive a SIG,
in which of these years did your
school receive the SIG?
23. Did your school have access to
the SIG Criteria Manual?
24. On a scale of 1 to 5, how

Answers
O 2013
O 2014
O 2015
O 2016
O Yes
O

1

O

O
O

2

relevant did you find the SIG
Criteria Manual to your school’s
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I don’t know

No
O

O
3

O

4

Don’t know
O
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Questions
circumstances, where 1 = not
relevant at all and 5 = very
relevant
25. Did the money for the SIG
arrive in your school bank
account when you expected it
to?
26. If in question 25 you indicated

Answers

O

It arrived early.

O

1

O

Repair of
buildings

O

1

O

2

O

3

O

4

O

5

O

N/a

O

1

O

2

O

3

O

4

O

5

O

N/a

O

1

O

2

O

3

O

4

O

5

O

N/a

O

1

O

2

O

3

O

4

O

5

O

N/a

O

1

O

2

O

3

O

4

O

5

O

N/a

O

2

O

It arrived late.

O

3

O

4

O

It arrived when we
expected it to arrive.

O

5

O

N/a

that the SIG money arrived later
than expected, on a scale of 1
to 5 did this create any
problems for the school in
spending the funds, where 1 =
no problem at all and 5 = a
major problem?
27. What are the two major
purposes for which you have
used your SIG?
[Tick only 2]
28. On a scale of 1 to 5, to what
extent do you think the SIG has
contributed to the repairing of
buildings at your school, where
1 = no contribution and 5 = a
major contribution?
29. On a scale of 1 to 5, to what

O

Construction
of
classrooms

O

Buy school
furniture

O

Buy
textbooks

O

Fees/
Levies

extent do you think the SIG has
contributed to the construction
of classrooms at your school,
where 1 = no contribution and
5 = a major contribution?
30. On a scale of 1 to 5, to what
extent do you think the SIG has
contributed to the purchase of
school furniture for your school,
where 1 = no contribution and
5 = a major contribution?
31. On a scale of 1 to 5, to what
extent do you think the SIG has
contributed to the purchase of
textbooks for your school,
where 1 = no contribution and
5 = a major contribution?
32. On a scale of 1 to 5, to what
extent do you think the SIG has
contributed to the
supplementing fees and levies
for your school, where 1 = no
contribution and 5 = a major
contribution?
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Section E: other MoPSE activities conducted over the past 6 years
Questions

33. Which activities did
your school
participate in?
[NB: Please tick
all applicable]

Question

Answers
O the Early
Reading
Initiative
(ERI)
O
Syllabus
interpretation

O

the
Performance
Lag
Addressing
Programme
(PLAP)

O
School
Development
Planning (SDP)
Training

O

the Teacher
Professional
Standards
(TPS) training

O
Teacher
Capacity
Development
Programme
(TCDP)

O

O
New Curriculum
Implementation
Training

Financial
Management
Training
(FMT)

O

O
Out-of-School
Children
Programme

ECD Paraprofessionals
training

O
Non Formal
Education
(NFE) policy
training

Answers

34. On a scale of 1 to 5 (where 1 = not relevant at all to 5 = very relevant) how relevant was the training you or
teachers at your school received for each of the following:
O 1
O 2
O
SIG Training

3

O

4

O

5

Not applicable
(N/A)
O N/A

PLAP

O

1

O

2

O

3

O

4

O

5

O

N/A

TPS training

O

1

O

2

O

3

O

4

O

5

O

N/A

Financial
Management
Training

O

1

O

2

O

3

O

4

O

5

O

N/A

ECD Paraprofessionals
training

O

1

O

2

O

3

O

4

O

5

O

N/A

NFE policy training

O

1

O

2

O

3

O

4

O

5

O

N/A

Syllabus
interpretation

O

1

O

2

O

3

O

4

O

5

O

N/A

ERI

O

1

O

2

O

3

O

4

O

5

O

N/A

SDP

O

1

O

2

O

3

O

4

O

5

O

N/A

Teacher Capacity
Development
Programme

O

1

O

2

O

3

O

4

O

5

O

N/A

New Curriculum
Implementation
Training

O

1

O

2

O

3

O

4

O

5

O

N/A

Out-of-School
Children Programme

O

1

O

2

O

3

O

4

O

5

O

N/A
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35.

Question

Answers

Have those who
have received
training been able to
apply what they
learned to their
work at school?

We cannot
apply any of
what was
learnt.

We have not
yet had a
chance to
apply what we
have learnt.

PLAP

O

TPS training

We are
applying some
(about half) of
what we
learned

We are
applying what
they have
learnt.

Not applicable

O

We are
applying a
small portion
(less than 25
percent) of
what we
learned
O

O

O

O

O

O

O

O

O

O

Financial
Management
Training

O

O

O

O

O

O

ECD Paraprofessionals
training

O

O

O

O

O

O

NFE policy training

O

O

O

O

O

O

Syllabus
interpretation

O

O

O

O

O

O

ERI

O

O

O

O

O

O

SDP training

O

O

O

O

O

O

Teacher Capacity
Development
Programme

O

O

O

O

O

O

New Curriculum
Implementation
Training

O

O

O

O

O

O

Out-of-School
Children Programme

O

O

O

O

O

O
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Section F: The provision of equipment, materials and supplies to schools by the MoPSE.
Question

Answers

36. Which of the following did your school receive?

Yes

No

Not applicable

[Check all that apply]
Education Transition Fund (ETF) Textbooks (2011 2013)

Yes

O

No

O

N/A

A Secondary Science Kit

O

Yes

O

No

O

N/A

An ECD Kit

O

Yes

O

No

O

N/A

Supplies for children with disabilities

O

Yes

O

No

O

N/A

PLAP manual

O

Yes

O

No

O

N/A

ERI manual

O

Yes

O

No

O

N/A

NFE Policy

O

Yes

O

No

O

N/A

Syllabi for the new curriculum

O

Yes

O

No

O

N/A

Indigenous language textbooks for Tonga, Kalanga,
Nambya, and Sosotho in 2015

O

Yes

O

No

O

N/A

ERI and PLAP Learning materials

O

Yes

O

No

O

N/A

TPS Supervision instruments

O

Yes

O

No

O

N/A

Financial Management Training Manual

O

Yes

O

No

O

N/A

Question
37.

(N/A)
O

Answers

On a scale of 1 to 5 how relevant materials and equipment provided for each of these activities (where 1 =
not relevant at all and 5 = very relevant).
O 1
O 2
O 3
O 4
O 5
Education Transition Fund (ETF) Textbooks

Not applicable
O

N/A

(2011 -2013)
A Secondary Science Kit

O

1

O

2

O

3

O

4

O

5

O

N/A

An ECD Kit

O

1

O

2

O

3

O

4

O

5

O

N/A

Supplies for children with disabilities

O

1

O

2

O

3

O

4

O

5

O

N/A

PLAP manual

O

1

O

2

O

3

O

4

O

5

O

N/A

ERI manual

O

1

O

2

O

3

O

4

O

5

O

N/A

NFE Policy

O

1

O

2

O

3

O

4

O

5

O

N/A

Syllabi for the new curriculum

O

1

O

2

O

3

O

4

O

5

O

N/A

Indigenous language textbooks for Tonga,
Kalanga, Nambya, and Sosotho in 2015

O

1

O

2

O

3

O

4

O

5

O

N/A

ERI and PLAP Learning materials

O

1

O

2

O

3

O

4

O

5

O

N/A

TPS Supervision instruments

O

1

O

2

O

3

O

4

O

5

O

N/A

Financial Management Training Manual

O

1

O

2

O

3

O

4

O

5

O

N/A
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38.

39.

Question

Answers

Have those who have
received the materials and
equipment been able to use
what they received?

The materials
and equipment
received are not
useful so those
who received
them do not use
them.

Some of the
materials and
equipment are
used sometimes

All the materials
and equipment
received are
being used

Not Applicable

ETF Textbooks (2011 -2013)

Those who
received the
materials and
equipment have
not yet had a
chance to use
what they have
received.
O

O

O

O

O

A Secondary Science Kit

O

O

O

O

O

An ECD Kit

O

O

O

O

O

Supplies for children with
disabilities

O

O

O

O

O

PLAP manual

O

O

O

O

O

ERI manual

O

O

O

O

O

NFE Policy

O

O

O

O

O

Syllabi for the new
curriculum

O

O

O

O

O

Indigenous language
textbooks for Tonga,
Kalanga, Nambya, and
Sosotho in 2015

O

O

O

O

O

ERI and PLAP Learning
materials

O

O

O

O

O

TPS Supervision instruments

O

O

O

O

O

FMT Manual

O

O

O

O

O

Question

Answers

We would like your overall assessment of benefit of the various interventions. On a scale of 1 to 5 (where 1
= no benefit at all to 5 = very beneficial), how beneficial were the following activities (including the provision
of materials, training and all other aspects of each activity) to your school
O 1
O 2
O 3
O 4
O 5
The SIG

(N/A)

Not applicable
(N/A)
O

N/A

PLAP

O

1

O

2

O

3

O

4

O

5

O

N/A

the Teacher
Professional
Standards (TPS)
handbook, manuals
and supervision
instruments

O

1

O

2

O

3

O

4

O

5

O

N/A

Financial
Management Training

O

1

O

2

O

3

O

4

O

5

O

N/A

ECD Paraprofessionals training

O

1

O

2

O

3

O

4

O

5

O

N/A

NFE policy training

O

1

O

2

O

3

O

4

O

5

O

N/A
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Syllabus
interpretation

O

1

O

2

O

3

O

4

O

5

O

N/A

ERI modules

O

1

O

2

O

3

O

4

O

5

O

N/A

SDP

O

1

O

2

O

3

O

4

O

5

O

N/A

Deworming
Programme

O

1

O

2

O

3

O

4

O

5

O

N/A

ZALP

O

1

O

2

O

3

O

4

O

5

O

N/A

New Curriculum
Implementation
Training

O

1

O

2

O

3

O

4

O

5

O

N/A

Out-of-School
Children Programme

O

1

O

2

O

3

O

4

O

5

O

N/A
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Section G: Zimbabwe Accelerated Learning Programme (ZALP) and the Fit
for Life Skills Training Programme.
Question

Answers

40. Did your school participate in the Zimbabwe

O

Yes

O

No

O

I don’t know.

O
O
O
O
O

I don’t know.
Participants were reintegrated at this school.
Participants were reintegrated at another school.
Participants dropped out of school again after the
programme ended.
Yes
O No
O I don’t know.

O
O
O
O

I don’t know.
Participants returned to school.
Participants continued farming on their own.
Participants left the community.

Accelerated Learning Programme (ZALP)?

41. If yes to question 40, which of the following best
describes what happened to most of the learners at this
school who participated in the ZALP after the
programme ended.

42. Did your school participate in the Fit for Life Skills
Training programme?

43. If yes to question 40, which of the following best
describes what happened to most of the learners who
participated in the Fit for Life Skills Training programme
after programme ended?

Section H: District personnel and the new curriculum
Question

44. How many times has district Education

Answers
O 0

O

1

O

2

O

3

O

O

More than last
year

4

O

Personnel visited your school for school
supervision in the last 12 months?

45. Compared with last year, would you

O

say that District Education Personnel
have visited your school

46. Which of the following received
particular emphasis from the District
Education personnel during their last
visit to your school?
[Tick all that apply]

Less than last
year

O

O Observed teaching
O Inspected the
premises

O Talked with learners
O Checked student
records

47. After the previous visit, the district
personnel provided….
[Tick all that apply]

48. On a scale of 1 to 5, where 1 = not

Please provide your school number so
that we know that your school has
completed the survey

O Checked school
records

O Checked teachers’
Attended an event

O

Met with school head

O

Assessed financial
management of the
school

Debrief on findings
Provided a copy of the report
Required the school to follow-up recommendations
Checked on progress against recommendations
No Feedback

O

0

O

School number:

213

1

O

O

2

O

3

O

I don’t know

O

Met with teachers to
discuss their work
Met with the head
teacher to discuss the
work of teachers
Assessed progress in
implementing School
Development Plan
None of the above

O

4

O

records

O

O
O
O
O
O

ready at all and 5 = Fully Prepared,
rate how ready your school is to
implement the new curriculum,

49.

About the
same as last
year

5 or
more

O

O
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Annex M Detailed timeline of the evaluation including delays

Main activities (shaded denotes
fieldwork)

Phase

Timing
(deliverables in
bold)

Delays

Phase 1: Inception
Mobilisation and
preliminary
document gathering
and review

Mobilisation, document assembly/
literature review, development of
document inventory, preliminary
(remote) engagement with UNICEF
Zimbabwe; document review,
telephone interviews, preliminary
secondary data analysis.

Inception mission

To include briefing meetings with
UNICEF and other interviews with
key stakeholders.

30 July – 4
August

Drafting Inception
Report

Preparation of inception report,
including approach, methodology,
and tools; draft report submitted to
Mokoro quality review for
comment; revisions incorporated.

Draft IR
submitted to
UNICEF: 21
August

UNICEF comments on draft IR,
revisions incorporated into final
Inception Report.

Final IR
submitted to
UNICEF: 7
September

Final Inception
Report,
incorporating
UNICEF comments

w/c 24 July

Requests made
for critical
documents and
data still
outstanding.

Due to expansion
of scope of
survey
submission date
moved from 4 to
7 September

Phase 2: Data collection
Delay of
implementation
by a month. The
survey was
initially sent out
in midSeptember, with
a cut-off date of
31 September.
Survey

Survey implementation (along with
EMIS as decided during inception
phase)

w/c 31 JulyOctober

Completed
questionnaires
were still being
collected in
November. Cutoff date was
eventually
November 26,
2017
Survey data were
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Phase

Main activities (shaded denotes
fieldwork)

Timing
(deliverables in
bold)

In-depth data
gathering and
analysis

Interviews, further document
review, preliminary analysis;
country fieldwork preparation.

From August
onward

Main country
fieldwork Zimbabwe

Three-week in-depth fieldwork

6-24 November

Delays
received on 29
November 2017,
and final data
queries were
resolved with
UNICEF on 4
December 2017.
Critical missing
information was
requested during
the inception
mission, on 18
August, 24
August, 29
August and 7
September.
The fieldwork
was delayed by a
month due to
delayed IR
review approval
and ethical
clearance.
More documents
and information
received.

Phase 3: Reporting

Interim Report and
PowerPoint
Presentation

A non-technical summary of the
headline findings, based on
quantitative analysis will be
prepared and, accompanied by a
PPT presentation, will be submitted
to UNICEF

Interim Report
and Power
Point
Presentation
submitted: 24
November +
11 December

Analysis and drafting
of Evaluation Report

Synthesis, analysis and preparation
of first draft evaluation report; draft
submitted to Mokoro quality review
for comment; revisions
incorporated.

Draft ER
submitted: 22
January 2018

Comments/feedback
from
stakeholders/UNICEF

Stakeholder and UNICEF comments
on draft ER

Comments
received on 27
February 2018

Revisions to draft
Evaluation Report,
incorporating
stakeholder
comments

Revisions incorporated, report
finalized

Final ER
submitted: 16
March 2018
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Interim findings
presented on 24
November in
country; Aide
Memoire to
accompany
interim findings
submitted on 11
December.
Critical
information still
outstanding,
including
financial
information and
information
about which
school received
which
intervention
when. Requests
again made on
12 December
2017
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Annex N Schools Visited
1.
Table 34 lists all schools and provincial/district offices the ET had planned to visit, as
well as additional schools visited. Italics have been used to indicate satellite schools and the
following colour codes have been used to indicate:
Primary School

Secondary School

Special School

Schools visited
Date

District

Visit

ET Member

7 Nov.

Mashonaland East
Province

Provincial Education Director

Penny Chideme

Mashonaland East
Province –

Goromonzi District Office

8 Nov.

Matthew Smith
Penny Chideme
Matthew Smith

Goromonzi District
9 Nov.

Mashonaland East
Province –

Makumbi Primary School

Penny Chideme
Matthew Smith

Goromonzi District

Lancelot Kajokoto
Mukombami

Penny Chideme

High School

Matthew Smith
Lancelot Kajokoto

13 Nov.

Masvingo Province




Provincial Education Director
Masvingo District Office

Catherine Dom

Bulawayo Metropolitan
Province



Lancelot Kajokoto



Provincial Education Director
Bulawayo
Khami District Office

Matebeleland North
Province



Provincial Education Director

Masvingo Province

Mwenezi District office

Catherine Dom

Chizumba Primary School

Penny Chideme

Bulawayo Metropolitan
Province –

Inyanda

Lancelot Kajokoto

Secondary School

Christine Fenning

Khami District

Inzwananzi

Lancelot Kajokoto

Primary School

Christine Fenning

Rufaro Secondary School

Catherine Dom

Penny Chideme

Lancelot Kajokoto
Christine Fenning

14 Nov.

15 Nov.

Masvingo Province –
Mwenezi District

Bulawayo Metropolitan
Province –

Christine Fenning

Penny Chideme

Neshuro Primary School
(unplanned)

Catherine Dom
Penny Chideme

Luveve Primary School

Lancelot Kajokoto
Christine Fenning

Khami District
16 Nov.

Masvingo Province –
Masvingo District

Mazare Secondary School
Zishumbe Primary School
(unplanned)
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Catherine Dom
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Date

17 Nov.

21 Nov.

District

Visit

ET Member

Bulawayo Metropolitan
Province –

Mbuyazwe Secondary School

Christine Fenning

Khami District

Hope Hamara Primary School
(unplanned)

Christine Fenning

Tsetse Primary School
(unplanned)

Christine Fenning

Masvingo Province –
Masvingo District

Margaretha Hugo Secondary (A
level) Special School

Catherine Dom

Mashonaland Central
Province –



Lancelot Kajokoto

Bindura District
22 Nov.

23 Nov.

Lancelot Kajokoto



Provincial Education Director
& Deputy Directors
Bindura District Office

Lancelot Kajokoto
Lancelot Kajokoto
Penny Chideme

Penny Chideme

Mashonaland Central
Province –

SOS Maizelands Primary School

Bindura District

SOS Maizelands Secondary
School

Lancelot Kajokoto

Nyava Primary School

Lancelot Kajokoto

Mashonaland Central
Province –

Lancelot Kajokoto
Penny Chideme
Penny Chideme
Penny Chideme

Bindura District
Planned but cancelled due to political insecurity
20 Nov.

Hwange
Hwange



Provincial Education Director

Lancelot Kajokoto



Hwange District Office

Christine Fenning

Mashala Primary School

Lancelot Kajokoto
Christine Fenning

Hwange
21 Nov.

Hwange

Nechibondo

Lancelot Kajokoto

Primary School

Christine Fenning

Chilisa Secondary School

Lancelot Kajokoto
Christine Fenning

22 Nov.

Hwange

Nyongolo Primary School

Lancelot Kajokoto
Christine Fenning
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Annex O Evaluation Mission Schedule & People Consulted
UNICEF Zimbabwe Education Evaluation - Schedule for Mokoro Fieldwork
Mission
Members
Key
Activities

Matthew Smith (TL), Penny Chideme, Catherine Dom, Christine Fenning, Lancelot
Kajokoto
Interviews with various stakeholders (ministries, NGOs, donors) and school visits, district
offices…

Activities
Day (5-24
November
2017)
Sunday, 5 November

Location/Venue

Participants

Notes/Location

13:55

Arrival of evaluation team
members at the airport

Harare Airport

17:00

Mokoro meeting at Lodge

UNICEF Office
6 Fairbridge Avenue
(Belgravia)
P.O. Box 1250
Harare, Zimbabwe

Whole team

5-10 min drive
from UNICEF Office
to MoPSE

Meeting with Director of
Medical Research Council
Zimbabwe

MRCZ Offices

Meeting with Paul
Mavima, (former) Deputy
Minister of Primary and
Secondary Education
Acting Permanent
Secretary: Mrs T.
Thabela,

MoPSE

14:00 –
14:30

Mr Chinyowa, Acting
Director Planning ESSP
(+Mr Shandirai Mugari
and Amandah Mutsau)

Ministry of Primary
and Secondary
Education

Christine
Fenning
Penny
Chideme
Matthew
Smith
Catherine
Dom
Matthew
Smith
Lancelot
Kajokoto
Matthew
Smith

15:15 –
16:15

Ms Betty Wenjere

Ministry of Primary
and Secondary
Education

Monday, 6 November
9:00 –
Meeting with Kenneth
10:00
Russell at UNICEF

10:30-11:30

11:00 –
12:00

Director: Finance and
Administration

Ministry of Primary
and Secondary
Education

(everything concerning
funds management,
disbursements, acquittals)
/ SIG / fuel for monitoring
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Matthew
Smith

Matthew
Smith

MRCZ Offices

MoPSE

MoPSE Head Office

MoPSE
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Day (5-24
November
2017)
14:30 –
15:00

Activities

Location/Venue

Participants

Notes/Location

Interview with Ellen C.
Machingaidze, Assistant
Director

ZIMSEC Head Office

Catherine
Dom
Christine
Fenning

Harare

Matthew
Smith
Penny
Chideme
Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning
Lancelot
Kajokoto

Marondera

Lancelot
Kajokoto
Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning

Harare

Goromonzi District
Office
School Cluster
Office
Harare Civil Courts
Complex 4th St
Harare

Matthew
Smith
Penny
Chideme

Harare

Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning
Lancelot
Kajokoto
Lancelot
Kajokoto

Harare

Tuesday, 7 November
0900-1300

Mr Chihota, Provincial
Education

Director,
Mashonaland East
Province

1030-1130

Meeting with Director of
Department of School
Directorate

MoPSE Head Office

1130 -1230

Interview with Mr
Mutuwira

MoPSE Head Office

1030 - 1130

Dr Gutsire – Director
Medical Research Council
of Zimbabwe

Medical Research
Council of
Zimbabwe Office

1200 -1300

Briefing UNICEF’s
Kenneth Russel on
MRCZ’s Requirements

UNICEF Offices

1330-1500

Meeting with Mr Peter de
Vries, Chief of Education

UNICEF Offices

Harare

Harare

Harare

Harare

Wednesday, 8 November
0900 - 1130 -

-

Mr Matimbe, District
School Inspector
(0776376382)
District Education
Director

Provincial Education
Director

9:00 –
10:00

Kenneth Russell, UNICEF
Manager EDF

UNICEF Office

09:00 –
10:30

Preparation of MRCZ
Application re-submission

UNICEF Office

10:30 –
11:00

Re-submission of MRCZ
Application

MRCZ Office
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Harare

Harare
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Day (5-24
November
2017)
11:15 –
12:15

Activities

Location/Venue

Participants

Notes/Location

Interview with Mr Tomax
Doba, Director Secondary
Education

MoPSE Head Office

Catherine
Dom
Christine
Fenning

Harare e

11:30 –
14:30

Meeting with All PEDs and
DSIs

Jameson Hotel

Harare e

11:30 –
12:00

Interview with Mr Mukova

MoPSE

12:00 –
12:30

Interview with Mr
Nyanmaropa

MoPSE

Matthew
Smith
Penny
Chideme
Lancelot
Kajokoto
Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning

14:00 15:30

NGO focus group: World
Vision, Plan International,
World Education
Incorporation

UNICEF Office

Catherine
Dom
Christine
Fenning

Focus Group
Discussion

15:45 –
17:00

Donor group meeting:
DFID, UNESCO

DFID

Matthew
Smith
Catherine
Dom
Christine
Fenning

Focus Group
Discussion

Makumbi Mission 46
Km Peg
Domboshava,
Goromonzi District

Penny
Chideme

Chief Chinamora
Communal Area,
Goromonzi District

Harare e

Harare e

Thursday, 9 November
9:00 –
11:00

1230 –
1500

9:00 –
10:00

Makumbi Primary School
Registered
Head: Chitate Silas
(0774246320)

Mukombami Secondary
School, Registered
Head: Mr Shonhiwa

Interview with Epiphania
Binza and Mr Chidota,
Infant Division

Mukombami High
School 57 Km from
Harare

MoPSE Head Office
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Matthew
Smith
Lancelot
Kajokoto
Matthew
Smith
Penny
Chideme
Lancelot
Kajokoto
Catherine
Dom
Christine
Fenning

Chief Chikwaka
Communal Area,
Goromonzi District

Harare
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Day (5-24
November
2017)
10:15 –
11:15

Activities

Location/Venue

Participants

Notes/Location

Interview with Lovemore
Magwere, UNICEF School
Health

UNICEF Office

Catherine
Dom
Christine
Fenning

Harare

11:30 –
12:30

Interview with Asimta
Mutangadura, UNICEF
SIG

UNICEF Office

Catherine
Dom
Christine
Fenning

Harare

Catherine
Dom
Christine
Fenning

Harare

Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning

Harare

14:30 –
17:00

NGO focus group: World
Vision, Plan International,
World Education
Incorporation
Friday, 10 November
0900-1015

Interview with Kenneth
Russell, UNICEF

UNICEF Office

1030 - 1130

Interview with Pharao
Mavhunga, UNICEF
Curriculum Development

UNICEF Office

1030 - 1200

Submission of Proof of
Payment of 1% Levy to
MRCZ and Collection of
MRCZ Clearance Letter
Interview with Saul
Murimba (Education
Specialist)

MRCZ Office

Lancelot
Kajokoto

Harare

UNICEF Office

Harare

Interview with Ms
Nyanungo and team

MoPSE

Catherine
Dom
Christine
Fenning
Catherine
Dom
Christine
Fenning
Catherine
Dom

Masvingo

10:30 –
12:00
1400 -1530

Harare

Harare

Monday, 13 November
8:00

Leave Harare for
Masvingo

Penny
Chideme
14:00

MakopaZakaria, District
School Inspector
(0777306903)
- District Education
Director
- Provincial Education
Director

Masvingo District
Office
School Cluster
Office
DA's Complex
Masvingo City
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Catherine
Dom
Penny
Chideme
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Day (5-24
November
2017)
9:00

Activities

Location/Venue

Leave Harare for
Bulawayo

Participants

Notes/Location

Lancelot
Kajokoto

6-hour drive from
Harare

Christine
Fenning
16:00 –
17:30



Interview with
Mrs Kaira,
Provincial
Education
Director,
Bulawayo
Metropolitan
Province
 Interview with Mr
Mpofu, Provincial
Education
Director,
Matabeleland
North Province
Tuesday, 14 November
8:30

9:00 –
11:00

13:00 –
15:30

Lancelot
Kajokoto

Bulawayo

Christine
Fenning

Leave Masvingo for
Chizumba Primary School
Mr Zanamwe, DSI

11:00

Mhlahlandlela
Government
Complex, Bulawayo

2.5 hour drive from
Masvingo
Mwenezi District
Office, Masvingo
Province

Catherine
Dom

Chizumba Primary School,
registered
Head: Moyo Obert
(0773003744)

Madhobhi Village:
Chief Neshuro

Catherine
Dom

Inyanda High School,
Registered
Head: Calvin Dube

3901 Gwabalanda
Suburb, Bulawayo

Inzwananzi Primary
School, Registered
Head: Elizabeth Dengu

5134 Ntemba Road
Gwabalanda Suburb

Penny
Chideme
Mwenezi District,
Masvingo Provincde

Penny
Chideme
Lancelot
Kajokoto
Christine
Fenning
Lancelot
Kajokoto
Christine
Fenning

Khami District,
Bulawayo
Metropolitan
Province
Khami District,
Bulawayo
Metropolitan
Province

Wednesday, 15 November
0900 - 1100

09:00 11:00

Rufaro Primary School,
Registered
Head: Severino Bakuri

Rufaro Village,
Masvingo District

Luveve Primary School,
Registered
Head: Vivian
Phahlaphahla

Coghlan Road, Old
Luveve

Catherine
Dom

Masvingo District,
Masvingo Province

Penny
Chideme
Lancelot
Kajokoto
Christine
Fenning
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Khami District,
Bulawayo
Metropolitan
Province
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Activities
Day (5-24
November
2017)
Thursday, 16 November

Location/Venue

Participants

Notes/Location

0900 - 1100

Mazare Secondary School,
Satellite
Head: Takawira Stehen
(0772669758)

Mazare Business
Centre Chief
Chikwanda

Catherine
Dom

Masvingo District,
Masvingo Province

Interview with Khami
District School Inspector:
Mrs Jane Ndebele

Khami District
Office, Bulawayo
Old Post Office
Building, Main Way,
Bulawayo
Chelmer Farm
Ward 8 Umguza

Lancelot
Kajokoto

0830 -0930

1000 –
12:30

1300 -1400

1445 –
1600

Mbuyazwe Secondary
School, Satellite
Head: Gordin Sithole

Penny
Chideme

Christine
Fenning
Lancelot
Kajokoto
Christine
Fenning

Hope Hamara Primary
School – Satellite of
Mbuyazve Primary School,
Head: Simanga Ndlovu

Hope Farm

Tsetse Primary School,
Mrs Kemo and Ms
Makuniga (Teachers at
the School)

West Acre Farm

Lancelot
Kajokoto
Christine
Fenning
Lancelot
Kajokoto
Christine
Fenning

Khami District,
Bulawayo
Metropolitan
Province
Khami District,
Bulawayo
Metropolitan
Province
Khami District,
Bulawayo
Metropolitan
Province
Khami District,
Bulawayo
Metropolitan
Province, 30km
from Bulawayo

Friday, 17 November
9:00 –
11:00

12:00

Margaretha Hugo Special
School (A level)
Head: Madamombe
Tapiwa Alfred

Copota Mission,
Chief Zimuto

Catherine
Dom

Masvingo District,
Masvingo Province

Penny
Chideme

Drive back to Harare

Catherine
Dom

4-hour drive from
Masvingo

Penny
Chideme
9:00

Drive back to Harare from
Harare

Lancelot
Kajokoto
Christine
Fenning

Saturday, 18 November
13:00-14:00

Peter de Vries, Chief of
Education, UNICEF
Internal team meetings &
working time
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7-8 hour drive
(because of military
checkpoints)
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Activities
Day (5-24
November
2017)
Sunday, 19 November

Location/Venue

Participants

Notes/Location

15:00

Armadale Lodge

Catherine
Dom

Harare

Internal meeting

Matthew
Smith
Christine
Fenning
16:00-18:00

Interview with Rural
Teacher’s Union (ARTUZ)

Armadale Lodge

Catherine
Dom

Harare

Matthew
Smith
Christine
Fenning
Monday, 20 November
Harare
9:00-10:00

11:00-12:30

Interview with Manager
Mhangami and Noemi
Robati, GPE

UNICEF Office

Meeting with UNESCO
team

UNESCO Office

Catherine
Dom

Harare

Christine
Fenning
Catherine
Dom

Harare

Christine
Fenning
14:00-15:00

Nikhat Shameem,
Manager GPE

UNICEF Office

Catherine
Dom

Harare

Christine
Fenning
15:15 –
16:30

Sawa Iwakuni, Officer for
Children with Disabilities

UNICEF Office

Catherine
Dom

Harare

Christine
Fenning
Tuesday, 21 November
09:00 –
10:30

Interview with Dominic
Muntanga

UNICEF Office

Catherine
Dom

Harare

Christine
Fenning
09:30 –
12:30

13:00 –
14:30

Interview with PED; and
Deputy PEDs
Mashonaland Central
Province

Mashonaland
Central Province
Government
Complex, Bindura

Lancelot
Kajokoto

Interview with Bindura
District DSI, Mrs Chikosha

Bindura DSI’s Office

Lancelot
Kajokoto

Penny
Chideme

Penny
Chideme
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Mashonaland
Central Province,
Bindura
Mashonaland
Central Province,
Bindura
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Day (5-24
November
2017)
14:00 –
16:00

Activities

Location/Venue

Participants

Notes/Location

Interview with EU: Calisto
Chihera and Germana
Topolovec

EU

Matthew
Smith

Harare

Catherine
Dom
Christine
Fenning

Wednesday, 22 November
10:00 -1230

Visit SOS Maizelands
Primary School,
Registered

Maizelands Farm
Bindura, Chief
Musana

Penny
Chideme

0900 - 1030

Interview with MoHTE

MoHTE Head Office

Catherine
Dom

Harare

1100-1130

Follow up meeting with
Pharaoh Mavhunga

UNICEF Office

Catherine
Dom

Harare

1200 - 1300

Interview with Ms Betty
Wenjere, MoPSE

MoPSE Head Office

Catherine
Dom

Harare

1200 - 1300

Interview with Mr Peter
Muzawazi, MoPSE

MoPSE Head Office

Catherine
Dom

Harare

Visit SOS Maizelands
Secondary School,
Satellite
Head: Tapera Onwell
(0773476702)
1400- 1530
Interview with Budget
and International
Cooperation
Departments, Ministry of
Finance (MOF)
Thursday, 23 November

Acadia Farm
Bindura, Chief
Musana

Penny
Chideme

Mashonaland
Central Province,
Bindura District

MOF Head Office

Catherine
Dom

Harare

9:00 –
13:00

Visit to Nyava Primary
School, Bindura District,
Registered
Head: Lazarus Mujegu

Musana Communal
Lands, Nzvere
Village, Bindura
District,
Mashonaland
Central

Penny
Chideme

Mashonaland
Central Province,
Bindura District

Interview with Tapfuma
Jongwe, World Bank

World Bank

Catherine
Dom

Harare

UNICEF Office

Catherine
Dom

Harare

1400- 1530

10:00 –
12:30

Lancelot
Kajokoto

Lancelot
Kajokoto

Lancelot
Kajokoto

Mashonaland
Central Province,
Bindura District

Friday, 24 November
0830 -1000

Debriefing with UNICEF
and MoPSE

Lancelot
Kajokoto
Penny
Chideme
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List of people consulted
NAME

FUNCTION

UNICEF
Peter De Vries

Chief of Education

Nikhat Shameem

Manager of GPE

Kenneth Russell

Manager of EDF

Manager Mhangami

GPE

Simplisio Rwezuva

EMIS & data

Saul Murimba

Deputy Chief of Education

Noemi Robiati

Consultant, GPE

Asimta Mutangadura

SIG

Reshmi Majumdar

Consultant

Sawa Iwakuni

Children with Disabilities

Dominic Muntanga

NFE, OOSC

Samson Muradzikwa

Chief Social Policy, Co-chair of TREG

Catherine Makoni

Gender Specialist, TREG member

Frank Chikhata
Moreblessing Munyaka

Monitoring and Evaluation Officer, TREG member
Planning and Monitoring Officer, TREG member

Rumbidza Tizora

Social and Economic Analysis Officer

Asimta Mutangadura

Education Officer SIG

Vikas Singh

Planning, Monitoring and Evaluation (PME)

Gertrude Matsika

Evaluations

Lovemore Magwere

School Health, HIV/AIDS, WASH, Sexuality, Life Skills

Pharao Mavhunga

Curriculum, TPS, ZELA

MoPSE
Dr. LDK Dokora
Dr. Utete-Masango

Former Minister of Primary and Secondary Education (til
November 2017)

Mr. Muzawazi

Permanent Secretary, MoPSE
Principal Director, Primary Secondary and Non-Formal
Education (Former Director of Planning)

Vaudan Mashamqwa

Director of ICT

Mr Chinyowa

Director of Planning and Research

Mr. Mugari

Evaluation focal point

Mr. Chihota

Provincial Education Director

Amanda Mzau

(alternate) Evaluation focal point

Kennedy Mudawarima

Director, Schools Inspectorate

Gubi Stephen

Research Officer, MoPSE

Chivanga Constantine

Research Officer, MoPSE

Richard Ellis Mwasi

Research Officer, MoPSE

Ophuka Zava

Research Officer, MoPSE

Agnes Mufukare

Acting Principal Director, standing in for Mr Gonese, HR,
Teacher Training, capacity development/TDIS. Normally she is
Director Disciplinary

Mangwirot Tem

Acting Deputy Director HR Southern Region

Paul Mubau
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NAME

FUNCTION

Margaret Samakomva

Director for training and performance appraisal

Tomax Doba

Director Secondary

Mr Mutuwira

Director Non-formal education, TPS, OOSC - ZALP

Mr Mukova

Deputy Director Curriculum Development and Technical
Services
At the moment acting Principal Director, so responsible for the
whole department

Mr Makandigona

Director, Junior Education

James Nyamaropa

Junior Education

Epiphania Binza

Infant Department

Mr Kaunda Chidota

Infant Department

Ms K.R.L Nyanungo

NFE

Mrs Josephine Tanda

NFE

Mrs Christine Setole

NFE

Mr J.A. Mpofu

Provincial Education Director, Matabeleland North

Mrs Pimajere

Provincial Education Officer, Matabeleland North

Mr Chitiga

PED Masvingo

Mrs Kairah

PED Bulawayo

Mrs Lettie Chadamoyo

School Inspector, Masvingo DSI

Mr Lovemore Mudumi

Learners’ Welfare Section, Masvingo DSI

Mr Chigaba

DSI Masvingo

Mr L Zanamwe

District Schools Inspector, Mwenezi District Education Office

Mrs G Makore

Education Inspector, Mwenezi District Education Office

Mrs Jane Ndebele

District School Inspector, Khami District, Bulawayo Province

Mrs Chikosha

District School Inspector, Bindura District, Mashonaland Central

Ms Betty Wenjere

Director Finance & Admin MoPSE

Mr Peter Muzawazi

PD Prim & Sec, MoPSE, used to be PD Planning

Mr Mudiwa

Provincial Education Director, Mashonaland Central

Deputy PED Secondary and
Non-Formal

Mashonaland Central

Education

Mashonaland Central

Deputy PED Primary
Mr Shandirai Mugari

Planning Department

Mr Edwin Vela-Moyo

Director Budget

Ms. Margareta Makuwaza

Director Int’l Cooperation

Mr. Benedict Takunda Zinhu

Economist, Int’l Coop Dept

Ms. Mercy Kadungue

Economist, Budget Dept

Ms. Chinakizwa

Economist, Int’l Coop Dept

Ms. X

Economist, Budget Dept

Ms Daphne Zivanayi

Director Tertiary Education Programmes

Ms Rebecca Musadaidzwa
Mr Elisha Nganga
E. C. Machingaidze

Assistant Director (Test Development, Research & Evaluation)

Mr. Calisto Chihera

Task Manager, Agriculture, Private Sector and Trade
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NAME

FUNCTION

Ms. Germana Topolovec

Attaché, Governance and Social Sectors

Dr. Stephen Harvey

Education Advisor (until September 2017)

Tanya Zebroff

Education Advisor (since September 2017

David Bailey
Salomy Munyuki
Hubert Gijzen

Regional Director and Representative

Moses Mukabesa

NPO Education

Donald Tererai

National Project Officer, ICT

Patricia LAST NAME

HIV and Health Regional Team leader

Alice Gundani

Programme Assistant

Peggy
Patience Awopegba

Education

Lucas Halimani

NPO, HIV and Health Education

Mr Tapfuma R. Jongwe

Education Expert, World Bank

Fay Chung

Previous Minister of Education

Dzingai Mutumbuka

Previous Minister of Education

David Coltart

Previous Minister of Education

Mr. John Stewart

Human rights and education specialist

Mrs. Kathy Stewart

Human rights and education specialist

Mr. Obert Masaraure

Amalgamated Rural Teachers' Union of Zimbabwe (ARTUZ)

Mr. Pride Mukono

Amalgamated Rural Teachers' Union of Zimbabwe (ARTUZ)

NGOs
Maria Tokwani

World Vision, Education Specialist

Auxilia Badza

World Education Incorporation, National Education Coordinator

Willard Nengomasha

Plan International, Learning Advisor

Schools in Goromonzi, Mashonaland East
1 primary school head
1 secondary (satellite) school
head
Mr Showhiwa

School Principal

Mrs Mazhawidza

Maths, Forms 1 - 4

Mrs Gurumombe

Science, Forms 1 - 4

Mr Tawonezvi

Science, Forms 1 - 4

Bridget Chiparawasha

Upper 6th - Arts

Washington Gumbodete

Lower 6th - Commercials

Tildah Bvunzawabaya

Lower 6th - Commercials

Tapiwa Tanyanyiwa

Lower 6th - Arts

6 SDC members

Chair, deputy chair, local councillor, secretary, a committee
member, deputy head

Bridget Chiparawasha

Student, u6 Arts

Washington Gumbodete

Student, L6 Commercials

Tildah Bvunzawabaya

Student, L6 Commercials

Tapiwa Tanyanyiwa

Student, L6 Arts
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NAME

FUNCTION

Mr Chitate

School Principal

Mrs Gayi

Deputy School Principal

Mr Mwedzi

Grade 6 Teacher

Miss Muzhange

Grade 3 Teacher

Mrs Bute

Grade 5 Teacher

Mr Mujegu

Head

Joseph Chanakira

Teacher, Gr 7

Pualine Chikosha

Teacher, Gr 1

Pauline Simango

Teacher, ECD A

Regerai Chichetu

Teacher, Gr 2

Chenesai Mutsengi

Teacher Gr 3

Mr Tondore

SDC Chair

Mr Shengezi

Head

Chemhere Grace

Teacher, Grade 4

Manyanga

Teacher, Grade 2

Mariso M

Teacher, Grade 1

Maramba G

Teacher, Grade 5

Moyo C. J

Teacher, Grade 6

Munyonga

Teacher, Grade 3

Mr Chayambuka

SDC Vice Chair

Mr O. Tapera

Head

Mr Right Kanyemba

SDC Chair (2015: Vice Chair; Formerly Secretary 2014; then
Chair 2017)

Mrs Vheremu
Chipfakacha Faith

SDC member

Karinge Elvis
Pozora Peter

Agriculture and Geography Teacher (Forms 1-4)
Maths teacher (Forms 3-4)
Agriculture (Forms 1-4) and Science (Form 2)

Rudumbu Garikai

Head teacher

Mrs Chindege Avakleta

Deputy head

Miss Tongofa

TIC

Mr Shava

TIC Juniors

Mr Chengeta

TIC Middle grades

Mr Sithole

Senior Teacher

Mrs Chimhondi

SDC

Elson Sairai

Acting Deputy Head

Siyahakamela M, Mr

Teacher

Muzite P, Miss

Teacher

Chivavava L, Mrs

Teacher

Dzidzai Meki

Form 3 Student

Muhambo Tuvelihle

Form 3 Student

Claudious Moyo

Form 3 Student

Rutendo Sairayi

Form 3 Student

Mdumiseni Mdluli

Form 3 Student
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NAME

FUNCTION

Angelina Zvikwete

Head of Neshuro satellite primary

Mr Tapiwanashe Madamombe

Head of School

Prisca Machingura

Student, Lower 6

Abigail Chakavanda

Student, Form 1

Tafadzwa Madanhire

Student, Form 2

Moses Kasere

Student, Lower 6

Panashe Kazare

Student, Form 3

Mr Dube

SDC Vice Chair

Mr Norman Musungwa

Teacher, Maths

Mr Mukwati K

Teacher, Science

Mrs Madamombe S

Teacher, Home Management

Mr Tarisayi

Teacher, Maths

Mr Zindoga Joseph

Teacher, Computers

Masvingo District
Mr Stephen Takawira

Head of school

Godknows Makotora

Form 3 Student

Linda Madanhire

Form 3 Student

Susan Shuku

Form 3 Student

Philemon Makamure

Form 3 Student

Fidelis Nzangaya

Form 3 Student

Mr Choga

agric teacher, at the school since 2006

Miss Zirimia

maths teacher at the school since 2 year

Miss Chidanhita

came this term, PE and sciences,

Miss Tiugari

four years, Shona teacher

Miss Chiwewe

SDC Vice Chair

Mrs Marecha

Head of School

Mr Chirara

Teacher, Practicals - Agric grades 4-7

Mrs Mweneziko

Teacher, Grade 4

Mrs Mushandu

Teacher, Grade 1

Mrs Mareya

Teacher, ECD

Miss Chimbetete

Teacher, Grade 3

Mr Mavurayi

Teacher, Grade 5

Schools in Bulawayo
Mr Dube Calvin

Head Teacher

Ms Norwelo Mnkandla

Head of Department, Science

Mr Ndhlovu Mhlophe

Art & Theatre

Ms Masuru Sandra T.

French teacher

Ms Garaza Nokuthula

Portuguese teacher

Ms Ngwenja Simelinkosi

Head of Department, English

Ms Ida Mpofu

Head of Department, Mathematics and Computers

SDC Chairperson
12 Learners

6 Male 6 Female

Mrs Elizabeth Dengu

Head of School
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NAME

FUNCTION

Mr Aram Mpofu

Former member of School Development Committee (SDC)

4 female teachers and 1 male
teacher
Mrs Vivienne Phahlaphala

Head of School

Mr Myamba

Chair of School Development Committee (SDC)

Mr Dube

Teacher (16 years of teaching, 5 at this school)

Ms Teddy Ncube

ECD Teacher (10 years overall and at this school)

Ms Silibaziso Chendamudima

Teacher (10 years overall and at this school)

Mrs Dube Nyawu

Teacher (12 years overall and 7 at this school)

Mr Trust Muyamba

SDC Vice Chairperson

Mr Sithole

Head of School (since 2011)

Mr Chuma

Chair of School Development Committee (SDC) in 2017, Deputy
Chair in 2016; child in form 4 and one in grade 7

Mrs Tsitsi Singadi

Teacher (3 years of teaching, 2 at this school)

Mr Martin Tasutanahno

Agriculture Teacher (4 years overall; this is his third school)

Ms Rebecca Sande

English Teacher, but here also teaches Commerce (“you have
to be flexible”) (4 years overall and 3 years at this school; this
is her second school)

Mrs Simangani

Head of School (since 2014, from 201 – 2014 she worked at
the school as a teacher)
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Annex P

Team Roles and Responsibilities

1.
The profiles of the team members, Matthew Smith, Penny Chideme, Catherine Dom,
Christine Fenning, Beth Hodson, Lancelot Kajokoto, and Abby Riddell are provided in the
following paragraphs. The team was further supported by Roy Carr-Hill, Senior Statistics
Advisor. Team members’ roles and responsibilities are provided in Table 36 below.
Evaluation core team
2.
Team Leader Matthew Smith is an expert in the design and implementation of
monitoring and evaluation systems, with more than 20 years’ experience of international
development cooperation across African countries. Most recently, Matthew provided Quality
Support to the Evaluation of the 11th European Development Fund (EDF) and the Evaluation
of Finland’s development cooperation country strategy modality. Matthew is well versed in
evaluation methodology development and the design of both quantitative and qualitative
research tools, including extensive experience in the implementation and analysis of surveys.
Relevant work includes leading a summative Evaluation of the Baswa Le Meetse Programme,
which supports water, health and sanitation initiatives at the majority of primary schools
across South Africa, and an evaluation of civic education in Malawi (EC). Matthew has
considerable expertise in the design of logical frameworks and models to enhance M&E
systems, including in a long-term M&E advisory role for AusAID’s work in Africa. In 2016,
Matthew led a team that designed and facilitated learning sessions on M&E for staff of the
Parliament’s Policy and Planning Unit and selected Clerks of key Parliamentary Committees
for the Malawian Parliament and Senior Managers of the Democratic Governance Sector.
Matthew has also been a key M&E Advisor, developing and implementing an M&E system to
monitor the progress of IS4D, an initiative to build the capacity of public sector infrastructure
project managers working on the Africa Union’s strategic regional infrastructure projects. His
thematic experience includes education, poverty and poverty alleviation, public finance and
reform, health and education sector and the labour market. A South African national,
Matthew speaks English, Afrikaans and French and has professional experience working in
Zimbabwe.
3.
Abby Riddell is an educational planner with over thirty years’ experience. Abby has
in-depth experience of the Zimbabwean education system having worked as a Planning
Officer in the Ministry of Education and Culture, Harare. Abby has also acted as an Aid
Effectiveness Advisor in the Ministry of Education, Youth and Sport in Cambodia, and before
that as a senior programme specialist at UNESCO/Paris, and in a variety of other capacities,
as DFID’s education adviser in Zambia. As an independent consultant, she has worked for a
wide spectrum of development agencies in Africa, Asia, Latin America and the Middle East,
carrying out training primarily in ministries of education as well as research, design,
evaluation, donor coordination, impact assessment, appraisal and review. In recent years,
Abby has undertaken a large number of assignments focusing on the development and
implementation of sector-wide approaches and other new aid modalities, particularly in
advancing the Education for All (EFA) agenda. Abby’s evaluation experience includes as team
leader of the Afghanistan case study for the evaluation of UNICEF’s upstream work in basic
education and gender equality (2014) and as a senior evaluator for the Education For All
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Fast Track Initiative Mid-Term Evaluation (2009). Recently she undertook a mid-term review
of the GPE-funded Literacy and Numeracy Education Support Programme (LANES) in
Tanzania and she was also a Principal Author for the UNICEF investment case on education
(2014). Abby is experienced in both quantitative and qualitative research techniques, and as
senior lecturer in educational planning at the University of London’s Institute of Education
and the Harvard Institute for International Development she has taught courses in survey
research methods, quantitative data analysis, multilevel analysis, school effectiveness.
4.
Catherine Dom (Senior Education Specialist/ Senior Researcher) is a Mokoro
Principal Consultant with over 20 years’ consultancy and research experience. She specialises
in public sector resource management, and sector and thematic policy development. She has
focused on aid management, public finance, decentralisation and education, at both country
and cross-country policy level. Catherine has worked extensively within the education sector,
having carried out large-scale evaluations of education programmes in DR Congo and
Ethiopia, and has been involved in both multi-country evaluations and reviews and countrywide and sectorial assignments.
5.
Catherine joined the main fieldwork mission, led one of the country sub-teams, and
contributed to the analysis and drafting of the Evaluation Report.
6.
Christine Fenning, Mokoro’s in-house research analyst, holds a Master’s degree in
English and French, a secondary school teacher’s qualification, an M.A. in Linguistics, and a
further post-graduate specialisation in International Relations and has excellent quantitative
and qualitative research skills. She has broad experience in information management and
reporting, as well as experience in evaluation, with monitoring and managing large-scale
projects funded by the EU, the Kingdom of the Netherlands, DFATD-Canada, DFID, and
IFAD, and collaborating with various other governments, NGOs and UN agencies. Recently
she has worked at WFP, initially in Rome in Reporting, and as a Communications & Project
Rollout Consultant, followed by three years in South Sudan where she was Reports &
Information Management/Programme Officer. Her responsibilities in these positions included
programme design (with a focus on the integration of gender, protection, and conflictsensitive programming); project management, strategic planning, and budget management
support; project coordination; information management; donor relations; liaising with various
stakeholders including UN agencies, NGOs and government ministries; facilitating
communications between WFP offices. Christine has recently had core team roles on the
Mokoro-led mid-term evaluations of WFP’s school feeding programmes in Laos and
Bangladesh. She also provided research support to the evaluation of the 11th European
Development Fund.
7.
Beth Hodson (Economist/Analyst) is a Mokoro Principal Consultant with over 15
years’ experience. An economic consultant combining strong quantitative and qualitative
data analysis skills, Beth has first-hand experience of the educational sector in Africa,
ranging from grass roots work, aid effectiveness studies through to ministerial level policy
work. She has good experience of working with UNICEF, including in Zimbabwe (conducting
a recent review of the transition fund modality), and was the survey coordinator for the
Mokoro team which undertook the global evaluation of UNICEF’s upstream work in basic
education.
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8.
Beth will provide (home-based) inputs supporting survey data synthesis and analysis,
and preparing contributions to the interim report and main evaluation report.
9.
Lancelot Kajokoto is a former Teacher and School Head from Zimbabwe. He has
worked in the Zimbabwean education sector for 18 years. He is currently a part-time lecturer
at the Wits School of Governance and a Public and Private Sector Consultant, as well as a
Corporate, Public and Civic Sector Trainer and Facilitator. Lance has vast experience in
Strategy Review and Development; Leadership and Management Development Facilitation;
Policy Review and Development; Organisational Structuring; Programme and Project
Monitoring and Evaluation; and Performance Management, and Results Based Management.
10.
Penny Chideme (National Education Specialist/ Researcher) is a Zimbabwean
national with a solid understanding of community education, qualified in Education
Management. She brings significant in-country fieldwork experience and a talent for
engaging target communities and drawing out key issues. Penny participated in the main
evaluation fieldwork, as a member of the core team and member of one of the field subteams.
11.
Roy Carr-Hill (Senior Statistics Adviser) is a specialist in research methodology and
statistics and in educational planning and management. He has extensive experience in coordinating and managing major research projects, especially the design of monitoring and
evaluation systems for educational aid programmes. Roy provided (home-based) advisory
inputs in support of the Team Leader and survey analyst as regards statistical analysis.
Team roles in the evaluation
Team member / role

Roles and responsibilities

Evaluation core team
Matthew Smith



Principal liaison with UNICEF Zimbabwe Education Specialist, overall direction
of the ET and final responsibility for quality and timeliness of deliverables.



Leads inception and main fieldwork missions to Zimbabwe.



Leads the elaboration of the methodology and approach in the inception
phase, and the drafting of the Inception Report (IR).



Leads the SIG evaluation component.



Leads the preparation of the draft Evaluation Report (ER) and its revision in
response to feedback.




Leads the preparation of the summary presentation.
Responsible for coordinating the team, and guides team members throughout,
including as regards reporting.
Liaises with the Mokoro QS experts.

(Team Leader)


Abby Riddell



(Education Specialist &
Senior Evaluator)

Thematic responsibility for technical education assessment (teacher training,
capacity development etc.)



Oversight to qualitative component (methods, interview guides, etc.)



Conducts key interviews (by phone) and other desk-based data gathering and
synthesis.



Contributes to the Inception Report, interim, and Evaluation Reports, and
summary presentation.
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Team member / role

Roles and responsibilities

Catherine Dom



(Education Specialist/
Senior Researcher)

Prepares for and participates in main fieldwork mission, including leading one
of the fieldwork sub-teams.



Contributes to post fieldwork synthesis and analysis.



Contributes to the Evaluation Report.

Lancelot Kajokoto



(Education Specialist &
National Senior
Evaluator)

Joins key elements / internal meetings during inception mission, supports
survey implementation.



Joins main evaluation mission to Zimbabwe.



Christine Fenning





Contributes to the Inception Report, Evaluation Report, and summary
presentation.
Key contact point with UNICEF Zimbabwe on evaluation data and
documentation;
Prepares and manages the team’s e-library;
Initial and follow-up contacting of informants and respondents (internally and
externally);
Joins inception and main evaluation missions to Zimbabwe;



Manages the (confidential) database of interview notes;



Supports the team leader and senior evaluators during the inception phase as
required;



Supports data gathering and analysis across all evaluation phases, including
literature reviews and analysis; preparation of graphical presentation of
findings;
Contributes to the Inception, interim, and Evaluation reports.
Supports quantitative data synthesis and analysis;
Provides a socio-economic analysis based on MICS, DHS and EMIS data;
Contributes to assessment of survey data (in particular data that links EMIS
financial data to survey findings);
Contributes to interim report (survey findings);
Contributes to the Evaluation Report.
Prepares for and participates in main evaluation fieldwork mission.
Prepares fieldwork notes (from school visits, interviews, FGDs etc.)

(Research Analyst /
Evaluator)

Beth Hodson
(Economist / Analyst)

Penny Chideme













(National Education
Specialist / Researcher)
Quality Support (QS) and Advisory Panel
 Advises on statistical analysis and contributes to interim report (survey
Roy Carr-Hill
findings;
(Senior Statistician)
 Conducts integrated analysis that includes both the EMIS and survey data
sets;
 Conducts both the interrupted time series and discontinuity analysis and the
Regression Analysis
 Compares EMIS data and survey data with MICS and DHS data;
 Contributes to the Evaluation Report.
Stephen Lister
(Evaluation Specialist
Quality Support)
John Patch
(Education Specialist
Quality Support)
Philip Lister

As Quality Support (QS) Advisors:
 Provide advice on the methodological approach during inception phase.
 Review deliverables before their submission to UNICEF, and advise on the
relevance, credibility and practicality of the evaluation’s approach (at inception
report stage) and of its findings, conclusions and recommendations (at the
evaluation report stage).


Proofreading, editing, and formatting attention to draft and final deliverables.

(Editor)
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Quality Support
12.
For this assignment, the designated QS personnel are Stephen Lister and John Patch,
who bring almost 60 years of combined experience in international development
cooperation, including specific expertise in the areas of education and aid effectiveness.
13.
Stephen Lister is a Mokoro founding member and Principal Consultant, leading the
firm’s extensive evaluation portfolio. He has more than 30 years’ of consultancy experience,
delivering high-quality technical support to bilateral and multi-lateral organisations across
sub-Saharan Africa and worldwide, including Tanzania. Stephen has extensive experience in
evaluation methodology design with significant experience in evaluating nutrition
programmes and policies: he led the Independent Comprehensive Evaluation of the SUN
Movement on behalf of the Bill and Melinda Gates Foundation (2014), an evaluation of the
Emergency Nutrition Network (2015) an evaluation of WFP’s Nutrition Policy (2014-15) and
an evaluation of WFP’s School Feeding Policy (2011). He has also undertaken numerous
Country Portfolio Evaluations, including in Sri Lanka (2016) and Timor-Leste (2013), both for
WFP. Stephen has supported numerous assignments in the capacity of Quality Support
advisor, including providing methodological guidance to the evaluation of UNICEF’s upstream
work in basic education and gender equality (2013-14).
John Patch has over 20 years’ experience in the education sector, working with and
providing consultancy for the European Commission, AusAID / DFAT, DFID, UNICEF and
other agencies. He has strong experience of sector support modalities including the design,
management and evaluation of education sector budget support and associated capacity
building. He has extensive experience of national education system reforms including
international level partnerships, advice and technical support to ministries of education in
policy analysis, strategic planning, sector performance monitoring for access, equity and
quality improvements, including a focus on the needs of disadvantaged groups (girls, remote
communities, children with disability). John’s sector expertise is in the areas of programme/
project planning, appraisal, management, monitoring: including donor support for
government education and finance ministries, and decentralised education system reform,
school improvement planning, school-based management and financing, teacher professional
development and management, skills development/vocational training. His most recent
education evaluation experience includes the 2017 evaluation of the EU’s budget support to
the education sector in Cambodia; technical support on DFID’s £350 million Girls Education
Challenge, with rigorous evaluation (RCT, experimental design) of programme outcomes;
meta-analysis of AusAID support to education; support to EU Delegations in sector-policy
support programmes (SPSP) evaluations as part of AidCo support to delegations; and
support to AusAID country teams on programme evaluation. His broad aid effectiveness and
management experience covers country level processes around harmonisation and improved
effectiveness of donor funded programmes, policy dialogue, use of different modalities for
financing, and staff/partner guidance and training. John has worked in many countries
across Africa and Asia.
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Annex Q Context
1.
This annex provides, first, an overview of significant political, economic and social
contextual factors in Zimbabwe that are relevant to the evaluation and to understanding the
UNICEF-supported education programmes in the wider country context; and second, an
overview of the main features and trends of the education sector that the EDF and GPE were
aimed to support. A chronology of important national events has been included in Annex D.

Political, economic and social context
2.
Zimbabwe is endowed with good natural resources: fertile agricultural lands, and rich
mineral deposits including reserves of gold, platinum, coal and diamonds, and throughout
much of the 1980s and 1990s, Zimbabwe enjoyed one of the strongest economies in Africa.
However, due to the political and economic events of the late 1990s and early 2000s, both
agricultural and industrial output plummeted, and Zimbabwe was consistently ranked in the
top five in the Fragile State Index65 2006-2010.
3.
Politically and economically controversial measures, including politically-motivated
large-scale violence, were inter-twined throughout the 1990s and the 2000s, with the
consolidation of power in the hands of President Mugabe and his ZANU-PF entourage.
Following the declaration of a national emergency in December 2008 a government of
national unity was formed between the ZANU-PF and its main political opponent, the
Movement for Democratic Change (MDC). The MDC was, however, undermined by internal
divisions, not least about whether the decision to join ZANU-PF in government was a
legitimate one. Elections in 2013, which the MDC claimed to have been rigged but which
were generally condoned by the international community and the region, saw ZANU-PF take
the majority in Parliament and full control of the executive.
4.
From an economic perspective, crisis point was reached in 2008, with one of the
highest hyperinflation rates ever recorded globally66 and the economy contracting for several
years in a row. Stabilisation measures, both politically with the formation of the coalition
government and economically with the introduction of the US dollar as a means of exchange
in 2009, led to a rebound in economic growth with GDP growth of 10.6% in 2012 and 4.5%
in 2013. However, this was short-lived, with growth rates consistently declining to 0.6% in
2016 (see Figure 50 below) and which may have been negative in 2017.
5.
Gross National Income has improved since its low point in 2008, as Figure 51 below
illustrates, though with growth tailing off in recent years it has reversed again.

65

Previously known as the Failed State Index, this measure takes account of twelve indicators of stability,
including economic, political and social; compiled by The Fund for Peace.
66

The exact figure is contested.
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Figure 50

Figure 51

Zimbabwe GPE Annual Growth Rate

Zimbabwe GNI per capita (Atlas method, current USD)67

Source: World Bank, 2017b

6.
The coalition government and effective “dollarization” of the economy initially
stabilised the economy68. In November 2016, bond notes were issued, ostensibly at a 1:1
parity with the US dollar, with the goal to “stave off a cash flow crisis” (African Research
Bulletin Econ, 2017). In the short run this reportedly caused alarm among the population
with fears of renewed hyperinflation (African Research Bulletin Econ, 2017). Whilst this did
not materialise, a recent macroeconomic assessment notes that “New bond notes … are
unable to address the underlying macroeconomic imbalances” (World Bank, 2017a). The
bond rapidly lost its parity with the US dollar and as of August 2017 was valued 5 to 10%

67

Note: discontinuous time scale (x axis).

68

In practice, Zimbabwe uses a range of currencies, but it is estimated that 90% of transactions are in US$, 5%
in South African Rand, and the remainder in a mixture of seven other currencies.
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below the dollar on the parallel market, a gap which the Evaluation Team (ET) was told had
grown to 70% in November 2017.
7.
While the official rate of inflation is currently low at 0.78% (ZimStat, 2017, local
analysts have estimated that inflation on the price of basic goods is as high as 20%-70%,
and some academic studies indicate that it may be even higher (Hanke & Bostrom, 2017).
8.
The evaluation period (2012-16) thus should be understood as one during which the
initial rebound after the 2006-2008 crisis faded away and with it the optimism that the
government might adopt measures that would allow economic recovery to take root. While
there are reasons for measured optimism, future prospects for Zimbabwe’s economy
continue to be very dependent on the political situation which is changing rapidly (see PostIndependence Country Chronology in Annex D, specifically November 2017).
9.
Widespread and geographically differentiated poverty resulted from these upheavals,
profoundly influencing the context within which UNICEF was (and is) operating. In 2011/12,
62.6% of Zimbabweans were deemed to be poor, with 16.2% in extreme poverty (ZimStat,
2013). Poverty is concentrated in rural areas, with 76% of the rural population living in
poverty and 30.4% in extreme poverty. Figure 52 below further illustrates that higher levels
of poverty are concentrated in the country’s peripheries.
Figure 52

Levels of poverty in Zimbabwe’s districts (2011/12)

Source: Zimbabwe Poverty Atlas: 2015
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10.
Combined with declining living standards, the very high prevalence of HIV/AIDS
reached in the 1990s and first half of the 2000s took a huge toll on human development
which, as shown in Figure 53 below, has only recently returned to the level the country had
reached in 1990. One of the legacies of the peak reached in HIV/AIDS prevalence is the
large number of orphans of school-going age at different levels.
Figure 53

Human Development Index 1990-2016

Source: UNDP, 2016

11.
Finally, in 2016 drought seriously affected rural communities – 67% of the population
nationwide, with only 50% of average grain yields realised. At its peak, it was estimated that
4.1 million of the estimated total population of 16 million were ‘food insecure’ (DFID, 2016).
Whilst measures were taken to mitigate the effects of the drought, survey evidence shows
that in rural areas, 2015/16 and 2016/17 were consecutive poorest consumption years since
2009; and over 2014-16, the proportion of households consuming borderline or poor diets
rose from 33% to 55% (ZIMVAC, 2016).

Education sector in Zimbabwe
12.
Figure 54 below provides a visual summary of the education system in Zimbabwe as
at 2015.
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Figure 54

Education System in Zimbabwe

Source: MoPSE, 2016a

13.
The most relevant national and education government policies/documents since 2008
are listed in Table 37 below.
Government Policies
Policy
Zimbabwe Global Political Agreement (GPA, 2008)
Zimbabwe STERP 2009 (GoZ, 2009)
Education Interim Strategic Investment Plan (MoESAC, 2011)
Education Medium Term Plan (MoESAC, 2013c, MoESAC, 2013d)
The National Gender Policy (MoWAGCD, 2013)
National Action Plan for Orphans and Vulnerable Children Phase II (MoLSS, 2011)
National Non-Formal Education Policy (MoPSE, 2015b)
Education Sector Strategic Plan (MoPSE, 2016a)
The National Gender Policy69

Year
2008
2009
2011
2013
2013
2011-2015
2015
2016
2017

14.
In its 2011 Education Strategic Investment Plan (MoESAC, 2011), the then Ministry of
Education, Sports, Arts and Culture (now the Ministry of Primary and Secondary Education,
MoPSE) listed six key objectives:







69

Restoring the Professional Status of Teachers
Improving School and System Infrastructure
Restoring the Quality of Teaching & Learning
Reinvigorating Education System Governance
Focus on Disadvantaged Learners
Revitalize Sport, Arts and Culture.

Launched in July 2017, document not available online yet. Copy requested, but response not yet received.
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15.
The Education Medium Term Plan and its Operational Plan which followed in March
2013 outlined the framework for consolidating the macro-economic stability achieved under
the Short-Term Emergency Recovery Programme (STERP) and advanced the mandate to
support the restoration of economic stability and growth in Zimbabwe (Article III of the
Global Political Agreement (GPA) (MoESAC & UNICEF, 2013b).
16.
The Government has recently revised objectives for the sector in the new Education
Sector Strategic Plan (ESSP) for 2016-2020. A new curriculum framework was approved in
2016 enhancing the coverage of science, technology, engineering and maths (STEM
subjects) as well as including an increased focus on life skills.

EDF and GPE in post-crisis support
17.
Zimbabwe had the reputation for many years of having one of the best education
systems in Africa. Indeed, long before the Education For All (EFA) movement started,
Zimbabwe had achieved record levels of access to education, with mass education afforded
from Independence onwards. However, resources did not keep pace and already in 1990, a
team of educationists commissioned by the Swedish International Development Agency was
stating that government funding for anything else than teachers’ salaries was totally
inadequate (Colclough et al., 1990). This was then further aggravated by the long-term
deterioration of the political and economic situation described above, with severe fiscal
consequences, and by budget policies which failed to address this imbalance (see below). In
the period of the evaluation, as further discussed below, teachers’ salaries consumed almost
the whole education budget, and government-funded investment in infrastructure,
maintenance and teaching and learning materials all but ended.
18.
The crisis years took their toll on the sector, notably with 20,000 qualified teachers
leaving the country and a number of schools closing for several months in 2008. Quite
remarkably the enrolment decline was modest, showing the resilience of attitudes to
education in Zimbabwe, but exam pass rates plummeted, with for instance the grade 7 exam
pass rate falling from above 70% in 2006 to just 30% in 2011
19.
As an emergency response the Education Transition Fund (ETF) was set up in
September 2009 to reduce drop-out rates, to procure and distribute teaching and learning
materials for primary schools and ensure better management of educational resources by
training School Development Committees, and to improve access of the then Ministry of
Education, Sports, Arts and Culture (MoESAC)70 to high quality technical assistance (MoESAC
& UNICEF, 2013a). The ETF was revised in late 2010 and cost savings were reprogrammed
towards secondary school books; the objective of the revised ETF was furthermore to
strengthen the MoESAC’s capacity to plan for, provide and monitor educational services
through the provision of high quality technical assistance.
20.
In 2012, implementation of a second round of the ETF started. The goal was to
support recovery and revitalisation of the education sector by assisting the MoESAC to realise
its objectives of achieving universal and equitable access to quality and relevant basic
70

The MoESAC was renamed Ministry of Primary and Secondary Education (MoPSE) by the new government after
the 2013 elections, and subsequently the portfolios of sport, art and culture were transferred to a new ministry in
2015, the Ministry of Rural Development, Preservation and Promotion of Culture and Heritage.
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education for all Zimbabwean children. As seen in Table 37 above, the MOESAC had in the
meantime formulated its 2011-15 strategic plan (MoESAC, 2011a), which the ETF II was to
support. Shortly after the formation of the ZANU-PF government in 2013 the ETF II was
renamed the Education Development Fund (EDF), at the Ministry’s request (DFID, 2017a),
with an implicit shift toward a goal more ambitious than the ETF’s recovery focus.
21.
In May 2013, following a process launched under the Unity Government and shortly
before the elections and transition to the ZANU-PF government, the Global Partnership for
Education (GPE) Board endorsed Zimbabwe’s application for membership. This secured
Zimbabwe a GPE grant of USD23.6 million over three years.
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Annex R Documents Consulted

#1.

Short ref

Full ref

Location

ACER, 2013a

Zimbabwe Early Learning Assessment (ETF program) Base-line Study.

6.2.10

Australian Council for Educational Research in collaboration with
Zimbabwe School Examinations Council: April 2013.
#2.

ACER, 2015

Zimbabwe Early Learning Assessment (ZELA). 2014 Monitoring Report.

6.1.12

Australian Council for Educational Research in collaboration with
Zimbabwe School Examinations Council: January 2015
#3.

ACER, 2016

Zimbabwe Early Learning Assessment (ZELA). 2015 Evaluation Report.

6.2.13

Australian Council for Educational Research in collaboration with
Zimbabwe School Examinations Council: February 2016.
AESA & Edburgh,
2015

Review of Zimbabwe’s Education Development Fund. Final Report.

African Research
Bulletin Econ,
2017

Zimbabwe: Bond Note Chaos. African Research Bulletin Economic,

#6.

CfBT, 2012

Recovery in Crisis: The Politics of Education Reform in Zimbabwe
Executive Summary. Annex 3 to DFID 2012 Business Case. DFID, 2012

5.18

#7.

CfBT, 2013

Documentation Report on the Implementation of the School
Improvement Grant Project. Prepared by CfBT Education Trust for

7.20

#4.
#5.

AESA & Edburgh Consultants. Brussels, Belgium: June 2015.
11.9

Financial and Technical Series 53: 21503C–21504C.
doi:10.1111/j.1467-6346.2016.07406.x; 1 January 2017.

UNICEF Zimbabwe, December 2013.
#8.

#9.

#10.

CfBT & SNV,
2012

Situational Analysis for the School Grants Programme. CfBT Education

CfBT & SNV,
2013

School Improvement Grants Design Framework. CfBT Education Trust

CfBT et al.,2012

Process and Impact Evaluation of the Basic Education Assistance
Module (BEAM) in Zimbabwe. Final Evaluation Report. Harvey Smith,

7.14

Trust and SNV-Zimbabwe for the Ministry of Education, Sports, Arts
and Culture and UNICEF Zimbabwe: November 2012.
7.1

and SNV Zimbabwe for the Ministry of Education, Sport, Arts and
Culture in partnership with the Education Transition Fund II. January
2013.
11.6

Patrick Chiroro, Paul Musker. CFBT, Impact Research Associates and
Paul Musker and Associates. Submitted to Ministry of Labour and
Social Services, Government of Zimbabwe, 20 March 2012.
#11.

Chabaya, Rembe
and Wadesango,
2009

The persistence of gender inequality in Zimbabwe: factors that impede
the advancement of women into leadership positions in primary
schools. Owence Chabaya, Symphorosa Rembe and Newman

12.7

Wadesango in South African Journal of Education (Vol. 29: 235-251):
2009.
#12.

Chikutuma et al,
2015

Global Partnership for Education. Mid-Term Review. Chikutuma, T, I
Chaipa & P. Jasi: 15 June 2015.
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#13.

Chireshe, 2013

The State of Inclusive Education in Zimbabwe: Bachelor of Education
(Special Needs Education) Students’ Perceptions. In Journal of Social

15.2

Sciences 34.3: 223-228. Regis Chireshe: 2013.
#14.

#15.

Colclough et al.,
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