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ABSTRACT The study sought to investigate the role played by the government in enhancing equity in Gweru Urban Schools.
A qualitative interpretive research methodology was adopted.  The sample constituted nine schools from which nine school
heads and twenty- six teachers participated. Five education officers were also included in the sample to make a total of forty
respondents. Data were collected using face to face interviews and questionnaires. The study established that the government
was playing a role in enhancing equity, however, some disparities continued to exist. The study also revealed that there were
more male heads than female heads. Furthermore, it emerged that more girls dropped out of school than boys and the main
cause of dropping out was poverty. The recommendation of the study is that a legal instrument should be instituted to ensure
effective implementation of the policy of education for all so that all school going age children acquire some education and
avoid dropping out plus supportive activities on the ground for example educational campaigns in rural and urban areas also be
put in place.
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INTRODUCTION

In any egalitarian state, the concept of edu-
cational opportunities for all people is of para-
mount importance. Zimbabwe, as a new nation
in 1980, was faced with a mammoth task of cor-
recting the inherited legacy of inequality from
the colonial era that encompassed all aspects of
life.  This led to the vast expansion of the edu-
cation system with the purpose of eliminating
these inequalities from the colonial past. The
imperative to provide education was not only
political and ideological but also based on the
premise that education was a fundamental right
as well as being basic to economic growth and
development of society.  Dosey (1996: 30) con-
curs with this view and posits that: “Mass edu-
cation is perceived as the main instrument to
creating a more egalitarian society and for ex-
panding and modernizing the economy and as
an essential component of the nation building.”

The expansion of education was geared at
eradicating social inequalities that prevailed
during the colonial era. These were mainly
rooted from race and that Black females were
more disadvantaged than males, for example,
there were few women in positions of responsi-
bility.

Ironically despite the Government’s attempt
to eradicate these inequalities in education, the

Zimbabwean education system conveyed in-
equitable traits, which were not yet remedied.
Many things had been accomplished, of course,
for example the vestiges of serious past racial
discrimination have been largely erased (Mc-
Mahon 1996). Even with these strides, however,
there was a continuation of inequalities which
were still of major significance in our educa-
tional system. Most notable were the economic
disparities that existed among individuals and
schools; for example, some schools had more
fiscal resources than others. Some inequalities
were also based on access to schools, dropout
rate, and differences in inputs as well as gender
related inequalities.

Dorsey (1996) supported the above views
and concluded that educational disparities dur-
ing the colonial period were based on race, but
the current inequalities in Zimbabwe were
rooted in class structure of society, for example,
the resource base of different schools was not
equal, with differences in the amount and types
of material; and non-material resources avail-
able in the various types of schools. The gov-
ernment also envisaged the need to establish a
balance between sexes more so at workplaces.
Women furthered debate on gender equity by
clamouring for their human rights championed
this. The then Minister of Women Affairs was
quoted by the Balezat and Mwalo (2006: 61) as
saying: ‘The policy of this government aims at
the transformation of women’s status so that they
can assume their rightful roles in society as par-
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ticipants alongside men on the basis of equal-
ity.’

To support the above observation, Barnes
and Win (2004: 65) say “Times have changed,
today’s woman must be educated and be pro-
ductive as man because she must also help to
build the nation.” All these serious backlogs
necessitated the introduction of equity program-
mes. Eide (1991: 5) contends that, “Equity
programmes promote parity between citizens by
increasing the participation of disadvantaged
groups or individuals. Thus preferential treat-
ment is given to groups or individuals because
of past and present disadvantages suffered by
them.” In this respect the government had since
taken cognisance of these educational dispari-
ties and tried to smooth over the gap by, for ex-
ample, giving more per–capita grants to poor
schools than they do to rich ones. Furthermore,
a number of affirmative action programmes had
been put in place in order to enhance equity.
Some of the programmes were the Social Di-
mensions Fund, Women Advancement, Basic
Education Assistance Module, just to name a
few.  Equity policies had also prompted the gov-
ernment to examine promotion practices more
carefully in favour of the minority groups such
as women.  According to the gender policy
(2000), “More competent women should be ap-
pointed to decision making levels to create eq-
uitable representation of the sexes.”

These special compensatory measures were
designed to give the target group members ac-
cess and support in education. The ultimate goal
of such programmes was to enable these indi-
viduals through educational achievement to have
greater socio-economics opportunity and stabil-
ity (Panterotta 2000). With this background it
was therefore the zeal and enthusiasm of the
researchers to establish the role played by the
Government in enhancing equity in Gweru Ur-
ban schools through the programmes and poli-
cies put in place.

METHODOLOGY

This study adopted a qualitative interpretive
research methodology which allowed the re-
searchers to get the data directly from the sub-
jects themselves by sitting with the respondents
and hearing their views, voices, perceptions and
expectations in detail. This strategy contends
that knowledge is subjective and ideographic,

and truth is context-dependent and can only be
obtained after entry into participants’ reality. The
researchers recognised several nuances of atti-
tude and behaviour that could not have been
noticed if other methods had been used. A phe-
nomenological case-study research design was
adopted. A case study is described as a form of
descriptor research that gathers a large amount
of information about one or a few participants
and thus investigates a few cases in consider-
able depth (Thomas and Nelson 2001). Data
were collected from 9 Gweru urban schools in
Zimbabwe. The population sample comprised
of 26 school teachers, 9 school heads and five
education officers. In order to get an in depth of
the analysis of the role played by the Govern-
ment, a series of interviews were conducted over
a 2 months period of time. To get further in-
sights in the role of the government, the authors
administered a questionnaire

RESULTS

Table 1 shows that 38.5% of the teachers
were from the secondary schools as opposed to
61.5% from the primary sector. The statistics
further revealed that 33.3% of the heads were
secondary and 66.7 of the heads were primary.
In such a scenario, the responses might be bi-
ased towards primary school experience. How-
ever this would not distort the findings in any
way, hence this difference could be ignored.

Table 1: Types of schools

Types of Teachers N = 26 Heads  N = 9
schools

No % No %

Secondary 10 38.5 3 33.3
Primary 16 61.5 6 66.7

Total 26 100.0 9 100.0

In Table 2, 50% of the teachers were from
high density schools and 50% were from low
density schools. This suggested that the views
would be balanced. The statistics further re-
vealed that 55.6% of the heads were from high
density schools. The variance was also low that
it would not give biased views in favour of pri-
mary or secondary schools.

In Table 3, 60% of the education offices
were primary school education officers and 40%
constituted secondary school education offices.
This as in Table 3 gave an insignificant vari-
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ance. Therefore the responses were not likely to
show bias towards any one type of education
officers.

Table 2: Location of school

Location of schools Teachers N = 26 Heads  N = 9

No % No %

High – density suburbs 13 50 4 44.4
Low – density suburbs 13 50 5 55.6

Total 26 100 9 100.0

Table 3: Are you an education officer for secondary or
primary?

Education officer E O’s  N = 5

No %

Primary 3 60
Secondary 2 40

Total 5 100

Table 4 shows that 80% of the teachers said
no and only 5% said yes. On the other hand
100% of the heads said no. Of the 5 education
officers, 80% said no and only 20% said yes.
These percentages seemed to suggest that high
– density schools did not have more resources
than low-density schools. The interviews car-
ried out on the heads, 100% said no. These in-
terviews also confirmed the responses in the
questionnaires that high-density schools did
not have more resources than low-density
schools (Table 4).

Table 5 shows that 69.2% of the teachers,
66.7% of the heads and 69% of the education

Table 4: Do High density schools have more resources than low density schools?

Types of schools Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 5 19.2 - - 1 20
No 21 80.8 9 100 4 80

Total 26 100.0 9 100 5 100

officers indicated that parents in low density
suburbs were rich hence they provided more re-
sources. Also 15.4% of teachers, 22.2% of heads
and 20% of education officers indicated that low-
density school inherited most of the resources
from former group A schools. Lastly 15.4% of
teachers, 11.1% of the heads and 20% of the
education officers indicated that high –density
schools belonged to poor and middle – income
parents. All these three reasons seemed to sug-
gest that high-density schools did not have more
resources than low-density schools. These rea-
sons also supported the findings in table four
above. The reasons also further confirmed what
literature review suggested that rich schools have
maintained their elitist nature as they enjoy the
facilities and materials inherited from the com-
munity they served.

Table 6 revealed that of the 26 teachers
84.4% said no and 15.45 said yes. All the 9,
100% of the heads said no. The statistics fur-
ther revealed that of the 5 education offices 80%
said yes. These percentages seemed to suggest
that the government was not adequately assist-
ing the poor.

Table 7 shows that 69.2% of the teachers said
yes as opposed to 30.8% said no. On the other
hand 88.9% of the heads said yes while 11.1%
said no. All the education officers, 100% said
yes. Thus a significant majority said yes, to that
pupil had problems in paying fees. These statis-
tics thus revealed that some pupils might be
having problems in paying fees.

Table 8 shows that majority of the respon-
dents agreed that dropping out was common in

Table 5: Motivation for response in item 4

Reasons Teachers Heads E O’s
N = 26 N = 9 N = 5

No % No % No %

Parents in low-density suburbs are rich hence they provide more resources 18 69.2 6 66.7 3 60
Lo-density schools inherited most of the resources from former Group A Schools 4 15.4 2 22.2 1 20
High density schools belong to poor and middle income parents 4 15.4 1 11.1 1 20

Total 26 100.0 9 100.0 5 100
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schools. As reflected in table eight, 53.8% of
the teachers said yes and 46.2% of the teachers
said no. The statistics further revealed that
80% of the education officers said yes while
only 20% said no. The findings therefore re-
flected that dropping out was common in
schools.

Most of the teachers in Table 9  were of the
view that girls tended to drop out more than
boys. These constituted 73.1% as opposed to
26.9% who felt that boys tended to drop out
more. The findings further revealed that of the
9 school heads (7) 77.8% said girls tend to
dropout of school more than boys.  On the other
hand, 80% of the EO’s supported the majority
of the teachers and heads and said girls tended
to drop out of school more than boys as opposed
to 20% who said no. The statistics tended to
suggest that girls dropout of school more than
boys.

Table 7: Do pupils have problems in paying fees?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 18 69.2 8 88.9 5 100
No 8 30.8 1 11.1 -

Total 26 100.0 9 100.0 5 100

Table 6: Is the government adequately assisting the poor?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 4 15.4 - - 1 20
No 22 84.6 9 100 4 80

Total 26 100.0 9 100 5 100

Table 8: Is dropping out common in schools?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 14 53.8 7 77.8 4 80
No 12 46.2 2 22.2 1 20

Total 26 100.0 9 100.0 5 100

Table 9: Who tends to drop out of schools more, girls or boys?

Types of schools Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Boys 7 26.9 2 22.2 1 20
Girls 19 73.1 9 77.8 4 80

Total 26 100.0 9 100.0 5 100

A number of causes for dropping out were
advanced as shown in Table 10. The main cause
was poverty. This cause was cited by 76.9% of
the teachers. The same cause was also cited by
77.7% of the heads and all the heads and all
education officers 60% of the heads interviewed
also confirmed that poverty was the main cause
of dropping out. Negative attitudes for girls were
also considered as a significant cause of drop-
ping out but did not play a major role. In the
same vein, 15.4% of the teachers and 22.2% of
the heads cited this. This was also confirmed by
20% of the interviewed heads.  However, teen-
age pregnancies was a cause, which was cited
by 7.7% of the heads but did not seem to be
significant also. The statistics seemed to sug-
gest that the main cause for dropping out of
school, mainly for girls in Table 10, was likely
to be poverty. Therefore poverty would be
viewed as the main cause of dropping out.
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Table 10: Main cause of dropping out?

Types of schools Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Poverty 20 76.9 7 77.8 5 100
Negative attitudes for boys - - - - - -
Negative attitudes for girls 4 15.4 2 22.2 - -
Poor performance - - - - - -
Teenage pregnancies 2 7.7 - - - -
Any other - - - - -

Total 26 100.0 9 100.0 5 100

Table 11 shows that of the 26 teachers 76.9
said yes as opposed to 33.1% who said no. On
the other hand, 88.9% of the heads said yes
while 11.9% said no. The majority of the re-
spondence hold the view that the government
had done something to reduce dropouts. It was
therefore likely that the dropout rate is reduced
to less than what was present because of the
government’s efforts.

Table 11: Efforts of the government to reduce dropout
rate

Government Teachers Heads
efforts N = 26 N = 9

No % No %

No 6 23.1 1 11.9
Yes 20 76.9 8 88.9

Total 26 100.0 9 100.0

The statistics on Table 12 portrayed that
84.6% of the teachers said that the govern-
ment was assisting the poor. This was also con-
firmed by 100% of the education offices. The
statics also portray a 15.4% of the teachers who

Table 12: Is the government assisting the poor?

Types of schools Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 22 84.6 - 100 5 100
No 4 15.4 9 - - -

Total 26 100.0 9 100 5 100

Table 13: How adequate or inadequate is the assistance?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Inadequate 22 84.6 7 77.8 4 80
Adequate 4 15.4 2 22.2 1 20

Total 26 100.0 9 100.0 5 100

said no. The majority of the respondents were
of the view that the government was assisting
the poor.

The data in Table 13 reflected that most of
the respondents were of the view that
government’s assistance to the poor was inad-
equate. About 84.6% of the teachers said that
the assistance was inadequate while 77.8% of
the heads and 80% of the education officers fur-
ther confirmed this.  On the contrary 15.5% of
teachers said the assistance was adequate.
22.2% of the heads and 20% of the education
officers also echoed the same sentiments.  The
statistics seemed to suggest that the government
was giving assistance as reflected in table 12,
the assistance was not adequate.  Therefore one
would be compelled to conclude that the poor
continued to be disadvantaged.

Most of the respondents in Table 14 were of
the view that promotion requirements were in
favour of females. In the table above, 69.2% of
the teachers, 77.8% of the heads and 60% of
the education officers indicated this. On the con-
trary only 38.8% of the teachers, 22.2% of the
heads and 40% of the education officers felt that
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promotion requirements were in favour of the
males. However since the majority of the res-
pondents stated that promotion requirements
were in favour of the females, one was persuaded
to infer that promotion requirements were in
favour of the female sex.

Table 15 shows that a number of reasons
were advanced to confirm that promotion re-
quirements were in favour of females. In the
same vein, 38.5% of the teachers said that gov-
ernment started to give women equal opportu-
nities with men. The same sentiments were ech-
oed by (4) 44.4% of the heads and 60% of the
education officers respectively while 38.5% of
the teachers and 55.6% of the heads also felt
that because of the affirmative action promo-
tion requirements were in favour of females. On
the other hand 23% of teachers and 40% of the
education officers echoed that encouraging eli-
gible women to apply for posts whenever there
are some advertisements. Basing it one the rea-
sons brought forward one was therefore per-
suaded to conclude that promotion require-
ments were in favour of the female sex.

Most of the respondents were of the opinion
that there were more male heads than female
heads thus 84.4% of the teachers as opposed to

Table 14: Are promotion requirements in favour of either sex?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Female 18 69.2 7 77.8 3 60
Male 8 30.8 2 22.2 4 40

Total 26 100.0 9 100.0 5 100

Table 15: Motivation for the response in item 14

Reasons Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Government has started to give women equal opportunities with men 10 38.5 4 44.4 3 60
Affirmative action 10 38.5 5 55.6 - -
Encouraging eligible women to apply for posts whenever there are 6 23 - - 2 40
   some advertisements

Total 26 100.0 9 100.0 5 100

Table 16: Are there more female schools heads than male school heads?

Types of schools Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Male 22 84.6 8 88.9 4 80
Female 4 15.4 1 11.1 1 20

Total 26 100.0 9 100.0 5 100

15.4% were of this opinion and were supported
by 88.9% of the heads of schools. Likewise, 80%
of the education officers also held the same opin-
ion that there were more male heads than fe-
male heads. This tended to suggest that although
promotion requirements were in favour of
women, men continued to dominate females in
so far as administrative posts were concerned.
The statistics further suggested that women con-
tinued to be disadvantaged in so far as adminis-
trative positions were concerned.  These views
were also confirmed by the interviews, which
were carried out on 5 heads of schools, as they
posited that men continued to dominate in lead-
ership positions.

A number of reasons for having males in
positions of responsibility were advanced in
Table 17. The reason that historically and cul-
turally women were looked down upon and
were not given leadership posts was given by
50% of the teachers while 60.7% of the heads
and 60% of the education offices confirmed
this reason. This seemed to suggest that despite
that promotion requirements were in favour of
the female sex, males continued to dominate in
the administrative posts because of historical
and cultural factors. This reason was also ex-
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posed by 80% of the heads that were inter-
viewed. In the same vein, 38% of the teachers
and 20% of the Education Officers also felt that
cultural and traditional factors played a role.
This reason was also tied to the first one and it
confirmed what literature review suggested
that, if families were to choose between educat-
ing a boy or a girl, because of cultural prefer-
ences for boys over girls, it is often the boy con-
tinues with schooling. Therefore, the scenario
that there were more male heads than females
might be attributed to the cultural and tradi-
tional factors as confirmed by the literature re-
view. Likewise, 30.8% of teachers, and 33.3%
heads felt that women were not interested in
leadership because of their marital status.

It emerged that 11.5% of the teachers were
of the view that sex discrimination policies in-
herited from the previous regime where men
were regarded as superiors was a cause for this
scenario in Table 16. These sentiments were
confirmed by 11.5% of the teachers while 33.3%
of heads and 20% of education Officers, 40% of
the heads interviewed also cited oppressive cul-

Table 17: Causes of the imbalance in item 16

Causes Teachers Heads E O’s
N = 26 N = 9 N = 5

No % No % No %

Historically and culturally women were looked down upon and were not 13 50 6 66.7 3 60
   given leadership posts
Women lagged behind in education, due to traditional or cultural factors. 2 7.7 - - 1 20
Female teachers were not interested in leadership due to their marital status. 8 30.8 3 33.3 - -
Sex discrimination policies inherited from previous regimes where men 3 11.5 - - 1 20
   were regarded as superior to women.

Total 26 100.0 9 100.0 5 100

ture against women as a cause for the above sce-
nario. These statistics seemed to further sug-
gest that despite the government’s effort to bring
about gender equality, many other factors come
into play before the realisation of gender equal-
ity.

The statistics in Table 18 reflect that the gov-
ernment was making an effort to enhance a fair
distribution of posts 92.3% of the teachers as
opposed to 7.7% said yes while  88.9% of the
heads and 80% of the education offices shared
these sentiments.  One was therefore persuaded
to say that the government was doing something
to enhance a fair distribution of posts amongst
men and women.

Table 19 shows that of the 26 teachers, 84.6%
posited that affirmative action was the main ef-
fort advanced by the government to enhance
gender equality. Similarly, 55.6% of the heads
and 50% of the education officers also con-
curred with this view. This tended to suggest
that affirmative action was utilised as a correc-
tive measure of the scenario in table 16.

The statistics further revealed that 15.4% of
the teachers said that women were encouraged

Table 18: Is the government doing anything to enhance the fair distribution of posts?

Response Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Yes 24 92.3 8 88.9 4 80
No 2 7.7 1 11.1 1 20

Total 26 100.0 9 100.0 5 100

Table 19: Effort made by the government

Government efforts Teachers N = 26 Heads  N = 9 E O’s  N = 5

No % No % No %

Affirmative action 21 84.6 5 55.6 4 80
Encouraging competent women to apply 4 45.4 4 44.4 1 20
   whenever posts are advertised

Total 26 100.0 9 100.0 5 100
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to apply whenever there was an advertisement.
This statistics tended to confirm that the gov-
ernment was doing something to enhance a fair
distribution of posts amongst men and women.

Table 20 reflected that of the 9 heads 88.5%
said that there were equity policies in schools.
This view was confirmed by 80% of the educa-
tion officers. Thus the responses from the ma-
jority of the respondents as reflected in table 20
tended to confirm that there were equity poli-
cies in the schools.

Table 20: Are there any equity policies in schools?

Responses Teachers N = 26 Heads  N = 9

No % No %

Yes 5 19.2 - -
No 21 80.8 9 100

Total 26 100.0 9 100

The data on Table 21 confirmed that there
were equity policies in schools 44.4% of the
heads and 40% of the education officers cited
the Basic Education Assistance Module as an
equity policy meant to help the poor and to re-
duce some drop out rates.  This policy tended to
suggest that the poor were given some kind of
assistance by the government. These views were
also confirmed by 60% of the interviewed heads
while 33.3% of the heads and 20% of the Edu-
cation officers cited the equalisation grant given
to P2 and S2 schools in high – density suburbs.
This suggested that different schools received
different grants. Eleven percent of the heads and
20% of the education officers came up with the
AIDS levy meant to assist the AIDS orphans.
Lastly 11.1% of the heads and another 20% of
education Officers cited the affirmative action
policy. The equity policies cited above revealed
that there were equity policies but the Basic
Education Assistants Module being more promi-
nent.

Table 21: Main equity policies in schools

Equity Policies Teachers N = 26 Heads  N = 9

No % No %

Basic Education Assistance Module has been introduced to help the 4 44.4 2 40
   poor and reduce drop outs
Equalisation Grant given to P2 and S2 schools in high density suburbs 3 33.3 1 20
Aids Levy 1 11.1 1 20
Affirmative Action 1 11.1 1 20

Total 9 100.0 5 100

Table 22: Are the policies adequately addressing equity?

Responses Teachers N = 26 Heads  N = 9

No % No %

Yes 1 11.1 - -
No 8 88.9 5 100

Total 26 100.0 9 100

The data on Table 22 reflected that 89.9% of
the heads said that equity policies were not ad-
equately addressing equity. All the education
officers, 100% concurred with this view while
only 11.1% of the teachers felt that the equity
policies were adequately addressing equity.
Going by the majority of the responses one was
persuaded to infer that the policies were not
adequately addressing equity.

DISCUSSION

When the findings were closely examined
against the review of literature and in relation
to the current research study, it was interesting
to note the consistency and agreement of the
findings with what related review said about
equity. Most of the heads said there were equity
programmes in schools. The majority of educa-
tion officers also confirmed this view. The eq-
uity policies helped to assist the poor, the
women,  AIDS orphans and the disadvantaged
schools. It should be noted however that, de-
spite the introduction of the Basic Education
Assistants’ Module (BEAM), there were views
that girl dropouts were prevalent in schools due
to poverty. In support, Mahlase (1997), in his
study found that drop-out rates for girls were
twice those of boys in Zimbabwe.  He further
states that this demonstrates some disparities in
schools with the girl child experiencing higher
drop out than boys. In support, Dosey (1996),
postulates that there is little doubt that the de-
velopment of Zimbabwe will be seriously ham-
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pered if we do not educate our girls. According
to Chifunyise (1998), dropouts for girls in Zim-
babwe increased due to economic situations.

Further, more women continued to be disad-
vantaged in so far as leadership positions were
concerned as reflected by the statistics. It was
also noted that the promotion requirements were
in favour of females however opinions brought
forward revealed that a few women occupied
administrative position. This was attributed to
historical and cultural beliefs, which held
women to lag behind in education and to be
looked down upon as candidates for leadership.
It was also posited that sex discrimination poli-
cies inherited from the previous regime resulted
in this scenario. Besides, women were also
blamed for shunning leadership positions due
to their marital status.  They did not want to be
separated from their families.  This suggested
that there was no gender equity in schools.  The
government was however making efforts to re-
dress the situation through Affirmative action
and encouraging those women who qualify to
apply whenever there were advertisements.
Similarly, Mahlase (1997), in her study of South
African women teachers found that women
teachers often refused promotions on account
of their families because they cannot move eas-
ily since their family residence is usually deter-
mined by the location of the husband. Coleman
(2004) observes that in surveys conducted in
2004 in the UK, women were found to be more
likely than men to refer to lack of confidence or
their perceived faults that stopped them think-
ing they could become school heads.

Despite the fact that P2 and S2 schools re-
ceived equalisation grants, the assistants was
said to be inadequate and the schools continued
to be disadvantaged in terms of resources.  It
was therefore inferred that equity programmes
existed, but did not adequately address equity,
as there were some discrepancies still experi-
enced. The different types of schools were sup-
plied with different grants by the government.
P2 and S2 were mainly located in high density
areas were supplied by an equalising grant in
an endeavour to enhance equity.  Furthermore
government schools solely depended on the gov-
ernment and, non-government schools were a
responsibility of their responsible authorities.
These were the reasons advanced why the dif-
ferent schools received different grants leading
to differences in the levels of resources in

schools. In support, research by Glass (2000)
reveal that differences in the quality of educa-
tion across school types are due to inequitable
distribution of funds and learning materials.
Coleman (2004) argues that the government
could redress the disparities by increasing fund-
ing to poor schools. This would enhance equal-
ity in educational opportunity for all pupils.

The statistics also revealed that the govern-
ment was making efforts to assist the poor.
However it was also noted that the assistance
was not adequate.  It was also likely that there
might be a high dropout rate among the poor
since government was not adequately assisting
the poor.  The poor were likely to continue to be
disadvantaged since literature review revealed
that the poor had other costs they face besides
school fees.  Literature review further exposed
that “poor students have less chance of com-
pleting any given educational programme than
the relatively rich students because of private
costs of a child’s labour to poor families was
higher than rich students.” Thus the poor would
continue to be disadvantaged as revealed by the
statistics. In support, Todaro (1995) posits that
poor children have a less chance of completing
any given educational cycle than relatively rich
children. Glass (2000) concurs with the above
views by eluding that pupils dropout of school
as a result of lack of money to pay the various
types of school fees.

CONCLUSION

The study established that there were equity
programmes in education but however, the
programmes were not adequately addressing
equity issues. On the issue of promotion require-
ments, it was brought to the fore that women
were favoured by the policy despite what
emerged from the study that more men were still
occupying positions of leadership in schools.
This therefore implies that despite the
government’s effort to enhance equity, the dis-
parities continue to exist. It was found that dif-
ferent schools received different resources. The
government was giving equalisation grants to
P2 and S2 schools. However, these schools con-
tinued to be marginalised because P1 and S1
schools had a stronger resource base inherited
from the colonial period. Furthermore affluent
communities supported P1 and S1 schools. One
is therefore compelled to conclude that while
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there was an equalisation grant as a way of en-
hancing equity, the amounts were not adequate
to boost the resources of P2 and S2 schools to
match P1 and S1 schools that continued to ben-
efit from resources donated by affluent commu-
nities. The study also established that more girls
than boys dropped out of school, the major rea-
son being poverty. This indicated that despite
the introduction of the Basic Education Assis-
tance Module (BEAM), girls continued to be
marginalised in so far as access to education
was concerned. On the other hand it emerged
that the assistance was inadequate since besides
education costs, the poor incurred other costs
such as food, shelter and clothes just to men-
tion but a few that helped to facilitate learning.
Therefore, it can be generally concluded that
the government was playing a role in enhanc-
ing equity in Gweru urban schools, but the eq-
uity programmes were not adequately address-
ing equity issues in totality.

RECOMMENDATIONS

On the basis of what emerged from this cur-
rent study, the following conditions are made:
• The equity policies should be revisited so

as to make them more effective and efficient
in practical terms so as to help disadvant-
aged groups and schools.

• Poor students must be given financial
assistance for other costs such as food,
uniforms and stationery since these are
integral in the teaching- learning process.

• The government should come up with a
system where it becomes imperative for the
education system to have more women in
leadership posts.

• A legal instrument should be instituted to
ensure effective implementation of edu-
cation the policy of education for all so that
school going age children acquire some
education and avoid dropping out.
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