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1  

C H A P T E R  1

Introduction

In 1994, after the end of the civil war and the first free elections, 
Mozambique was an extremely poor country with a decimated infrastruc-
ture, a weak economy, and fragile institutions. It has since been successful 
at restoring growth and improving welfare. The GDP per capita has been 
growing approximately 5 percent annually since 2006,1 and the portion of 
the population living on less than US$1.25 per day (extreme poverty) 
declined from an estimated 81 percent in 1996–97 to 60 percent in 2008.2 
Although Mozambique remains a poor country, much has improved in the 
last 20 years (see box 1.1).

Sound economic policies have contributed to Mozambique’s strong 
economic growth in the last two decades. Broad-based, labor-intensive 
private-sector growth was efficient at poverty reduction until 2003 (Fox 
et al. 2008). At the same time, investments in social and economic infra-
structure extended access to public services, reduced welfare inequalities, 
and supported the livelihood of the average Mozambican. Since 2003, high 
growth has been sustained by a combination of natural resource extraction 
financed by foreign direct investment and sector service expansion, while 
the agricultural sector, which employs the majority of the labor force, has 
experienced slower growth. Income growth in rural areas, in which more 
than 60 percent of Mozambicans live, has been sluggish. The key 
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 development challenge for Mozambique is to further accelerate the 
 country’s economic development by reshaping its growth patterns to ben-
efit a larger segment of the population.

The Education Challenge

After winning the first multi-party election in 1994, the Mozambique 
Government faced an enormous education deficit. High absolute poverty 
levels and difficulties in accessing areas outside provincial capitals during 
the 20-year civil war caused enrollment to plummet, with gross enrollment 
in primary school at only 50 percent and net enrollment below 40 percent. 
Infrastructure was in very poor shape, and schools were completely absent 
in many rural areas. Schools often lacked inputs (teachers, books, supplies, 
and the like). Many teachers were not qualified to teach. The objective 
of Government policy since the end of the civil war has been to provide 
quality education for all with a focus on primary education. Government 
strategy focused on achieving universal primary education (EP1 and EP2; 
see box 1.3), primarily by expanding the infrastructure network and also 
by improving the efficiency of resource use.

By 2004, Mozambique had done a heroic job of improving access 
to lower and upper primary schools through sustained investment in 

Box 1.1

Mozambique At a Glance

Mozambique is located on the east coast of southern Africa and is part of Sub-

Saharan Africa (SSA). It is divided into 10 provinces (see box 1.2) with the capital 

in Maputo. Mozambique declared independence from Portugal in 1975. A pro-

longed civil war followed, lasting until 1992. The current population is 22 million, 

of which 46 percent is under 14 years of age. Only 3 percent of the population is 

over age 65. Thirty-eight percent of the population lives in urban areas. The coun-

try currently ranks 165th in the world on the Human Development Indicators 

index, with a value of 0.284 (SSA average is 0.389). Life expectancy at birth is 

42 years, one of the lowest in the world. The country has one of the highest infant 

mortality rates (115 per 1,000), as well as high child mortality (168 per 1,000) and 

HIV adult prevalence (11.5 percent).

Sources: Focus Africa, http://focusafrica.gov.in/Country_at_glance_Mozambique.html. World Develop-

ment Indicators, http://data.worldbank.org/data-catalog/world-development- indicators. HDI data from 

United Nations Development Programme, http://hdrstats.undp.org/en/countries/profiles/MOZ.html
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education. Since 2000, the Government has allocated an average of 
20 percent of revenue, about 5 percent of GDP, to the education sector 
(World Bank 2005). Between 2000 and 2003, the number of schools 
increased significantly, with the addition of 1,005 lower primary schools 
and 428 upper primary schools (MEC 2010). This supply expansion was 

Box 1.2

Map of Provinces in Mozambique

Source: World Bank.
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Box 1.3

Education System in Mozambique

Mozambique’s basic education cycle comprises two primary levels: lower and 

upper primary. Students who complete upper primary can go on to secondary 

school. There are various technical and vocational education and training 

opportunities for graduates of lower and upper primary, or lower secondary. 

Tertiary education (university) is open only to graduates of secondary schools. 

The levels of education in Mozambique and grade requirements for entry are as 

follows:

Primary education with intended entry at age 6

•  EP1 (Ensino Primário do 1º Grau): grades 1–5 (ages 6–10)

•  EP2 (Ensino Primário do 2º Grau): grades 6–7 (ages 11–12)

Secondary education

•  ES1 (Ensino Secundário do 1º Ciclo): grades 8–10 (ages 13–15)

•  ES2 (Ensino Secundário do 2º Ciclo): grades 11–12 (ages 16–17)

Technical and vocational education and training

•  Elementary (grade 5 required, 2–3-year programs)

•  Basic (grade 7 required, 3-year program, equivalent to grade 10 upon completion)

•  Medium (grade 10 required, 2-year program, equivalent to grade 12 upon 

completion)

Teacher education

•  Basic (grade 7 required, 3-year program)

•  Middle (grade 10 required, 1-year program)

Tertiary education (university)

•  Grade 12 required

In addition to these formal schooling grades, there is an adult literacy program. 

Mozambique’s education system includes both public and private schools. The 

vast majority (95 percent) of primary students attend public schools. The private 

sector, however, plays an important role in upper secondary (ES2), with around a 

third of students attending private schools.

Source: MEC 2010.
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met with  overwhelming demand. Gross enrollment rose from 67.7  percent 
in 1997 to 100 percent in 2003 at the lower primary level, in part a result 
of children past primary school age who were able to enroll for the first 
time. The increase was similarly high for the upper primary level, from 
34  percent in 1997 to 57 percent in 2003 (Fox et al. 2008).

But the improvement in enrollment still left a large number of chil-
dren out of school, in particular Mozambique’s most vulnerable popula-
tions: girls and children in rural areas. While physical access improved, 
efficiency did not, and retention and completion rates were also dismally 
low. In 2003, only 40 percent of school-age children completed lower 
primary school and 17 percent completed upper primary school (Valerio 
et al. 2006). Unlike most African countries, in Mozambique, entrance 
into successively higher levels of schooling is not based on national 
examinations, but on a student’s grades and age. Among students with 
the same grades, those who are younger, and therefore either started on 
time or did not repeat a grade, are given priority (Handa, Simler, and 
Harrower 2004). While low coverage rates as well as low education effi-
ciency could have many causes, education authorities, policy makers, 
parents, and school leaders all perceived that direct costs as well as indi-
rect (opportunity) costs of education were a significant barrier.

To better understand the key bottlenecks to increased enrollment, 
in 2004 the World Bank with other donors and the Mozambique 
Government prepared a Poverty and Social Impact Analysis (PSIA) on 
the issue of fee reform in primary school (World Bank 2005). In addition, 
the Bank conducted a successful pilot phase of the “Direct Support to 
Schools” program, or ADE (Portuguese). Both projects contributed to a 
greater understanding of the demand-side and supply-side barriers under-
cutting access to primary education, particularly for rural and other dis-
advantaged populations, and informed policy reforms.

With support from donors and key stakeholders, the Government in 
2004–05 addressed the causes of low enrollment by enacting an impor-
tant set of reforms as follows:

1. Reduction in direct costs for households and provision of free text-
books. National tuition and other fees in primary education were abol-
ished and textbooks were provided free of charge to schools.

2. Increased funding at the school level. Schools received additional funds 
channeled through the “Direct Support to Schools” (ADE) program. 
ADE provides funds on a capitation basis directly to primary schools 
for non-salary expenses.
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3. New curriculum. A new curriculum was introduced, organized into 
three main blocks (grades 1–2, grades 3–5, and grades 6–7). Options of 
developing up to 20 percent of the curriculum at the subnational level 
(district or province) and for teaching in the native tongue for grades 
1 and 2 were provided.

4. Semiautomatic promotion. As part of the curriculum reform, pupils 
 receive automatic promotion within each grade block. Promotion 
 between blocks is based on school exams. In practice, there is no exam 
to enter grade 3.

In addition, the Government’s investment program continued to 
expand the network of lower and upper primary schools through school 
construction and teacher training.

In 2006, the Mozambique Ministry of Education and Culture (MEC) 
asked the World Bank to conduct a deeper analysis of barriers to enroll-
ment in primary and secondary education. In particular MEC sought 
assistance in evaluating the success of the reforms in primary education 
financing to date and in formulating new policies and initiatives to reduce 
the barriers the poorest households faced in accessing primary and sec-
ondary education. The Bank agreed to finance and supervise both a 
qualitative and quantitative study.

This report provides the key findings from the World Bank’s quantita-
tive study. In addition, it uses the findings from the qualitative study 
(cited here as World Bank 2007) throughout to provide relevant informa-
tion and evidence to support its main messages.

Organization of This Report

The report opens with a brief description of the conceptual framework 
that guided the analysis as well as the data used. The next chapter pres-
ents the analysis of changes in household behavior and educational out-
comes related to the implementation of the reforms, at both the primary 
and secondary levels. The descriptive nature of this analysis does not 
allow for inferences regarding the effects of the reforms on enrollment and 
demand for education. The following chapter presents the results of an 
econometric impact analysis of the reforms to quantify the magnitude of 
the effects on enrollment.

In considering priorities for the future, the Government is paying 
increasing attention to the impact of the investments in education on 
growth, jobs, and poverty reduction, as measured by increased earnings 
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from employment, and particularly by improving opportunities for the 
labor force to move to higher productivity activities and livelihoods. The 
next chapter presents the results on the changing structure of employ-
ment in Mozambique between 2003 and 2008, the impacts of education 
on employment opportunities, and the implications of these changes for 
education policy. The final chapter integrates the education and labor 
force analyses and provides strategic recommendations as Mozambique 
continues to improve educational outcomes, particularly for those popu-
lation groups that have had the most difficulty entering and remaining 
in school.

Notes

 1. http://data.worldbank.org/indicator/NY.GDP.PCAP.KD.ZG

 2. Adjusted for purchasing power parity (PPP) at 2005 international prices. 
Data are from World Development Indicators, http://data.worldbank.org/
data-catalog/world-development-indicators. Poverty indicators, http://data
.worldbank.org/indicator/SI.POV.DDAY/countries
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C H A P T E R  2

Conceptual Framework and Data

In standard economic theory, following Kanbur (2008), a household’s 
decision to send each child to school depends on the costs and benefits of 
schooling. Costs include direct expenses (tuition, fees, books, uniforms, 
and so on) and indirect expenses (foregone earnings). Benefits include the 
economic returns, that is, income or future earnings, from obtaining 
schooling of a given quality.

Quality may affect returns to schooling and perhaps even costs. Higher 
quality schools could be more expensive (higher tuition, more books, and 
so on), although in a completely public system this might not be the case. 
They can also affect the indirect costs of schooling by making greater 
demands on the child’s time (for example, by expecting higher atten-
dance, offering more classes, and so on). Non-economic preferences on 
schooling of children, preferences regarding present versus future con-
sumption and access to credit, may also affect the decision to send a child 
to school (Kanbur 2008).

Government intervention in education is usually justified on the 
grounds that, left to themselves, private individuals (or households) would 
tend to underinvest in education, leading to less efficient and inequitable 
schooling outcomes for society. This is particularly a problem when par-
ents are determining the future education level for children, as the benefits 
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of the investment are long term but the costs are incurred in the short 
term. Given these constraints, households must be motivated to send their 
children to school, either by reducing the cost to the household and 
improving access or by increasing the returns, either through increases in 
quality for a given cost of education or through improvements in the 
economy and household incomes so that the cost of education is not such 
a burden and the rewards are more accessible.

Education Supply and Demand

Following this conceptual framework, education systems can be con-
strained by supply or demand, and the ability to identify which is the 
most binding of these constraints could help governments plan more 
strategic actions (Kanbur 2008). A system is supply-constrained if it can-
not meet demand with available school spaces. And a supply-constrained 
system might not have enough places to even meet a constant demand. 
In this case, the first priority would be to build more schools. The “mal-
leable” nature of education (that is, the willingness to accept larger class 
sizes), however, makes it difficult to ascertain at what point a system has 
become or has ceased to be supply-constrained (see box 2.1).

In a demand-constrained system, on the other hand, the number of 
existing school spaces (at fixed quality) exceeds the demand for these 
places. Schools exist, but children do not attend because something 
(unaffordable fees, long distance to school, family need for the child’s 
labor, belief that the child is not ready for school, socio-cultural views, 
among others) makes households choose not to send the child to school. 
If the system is demand-constrained, there is no point in spending 
resources on increasing the number of school places (Kanbur 2008).

It is possible that the system is supply-constrained with regard to a 
given type of school (for example, high schools or higher quality elemen-
tary schools). The implication would be the same: build or expand more 
of these types of schools or improve existing schools so they join this 
category.

A system could be both demand- and supply-constrained at the same 
time, for example, if urban areas are demand-constrained while rural 
areas are supply-constrained. Or education for boys might be supply-
constrained, but girls might not be sent to school even if there are 
places for them because of additional important socio-cultural and eco-
nomic factors. In Mozambique early marriage or pregnancy among girls 
has a negative effect on their schooling. Initiation rites for boys and girls 
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also tend to have a negative impact, with families often preferring to 
matriculate their children after they finish the initiation rites (World 
Bank 2007). In other cases, after girls pass through the initiation rites, 
they may see themselves as adults and no longer see the need for formal 
education.

Another particularly vulnerable group that is likely to be demand-
constrained is orphans. The increasing number of children who have 
lost one or both parents is a grim effect of the HIV/AIDS epidemic. 
In 2007 twice as many children had lost one or both parents to HIV/
AIDS than in 2003 (Fox et al. 2008). The well-being of orphaned chil-
dren almost always suffers, which has potentially negative consequences 
for their socioeconomic status in adulthood. All of these factors are 
more prevalent in more remote rural areas, where physical access is 
poorest, further adding to the constraints to schooling of children living 
in those regions.

If the government has a fixed amount to spend on education, with the 
objective of increasing the number of children who gain skills prior to 
entering the labor force, how should the resources be spent? This was the 

Box 2.1

The “Malleable” Nature of Education Supply

One feature of education systems that complicates supply and demand analyses 

is the “malleable” nature of education: supply of education can accommodate 

rising demand, as long as there is a willingness to accept higher class sizes. Often, 

education access can be expanded mainly through class size flexibility. There is 

no consensus, however, on the effects of class sizes on student performance or 

other indicators of quality.1 While extremely large class size is probably not a 

good idea, over or under capacity is likely to be a function of what an education 

system is willing to accept as a suitable standard and how much teachers are 

supported, through preparation and other resources, to handle. Some educa-

tion systems function well with 40 students per teacher, others set 20 students 

per teacher as a more desirable goal. Without a firm standard on class sizes, 

exploring whether a system is supply- or demand-constrained is difficult 

because it is difficult to establish the point at which the system becomes truly 

supply-constrained.

Source: Authors.

1. For a recent review of this literature see Bascia 2010, http://www.cea-ace.ca/publication/reducing-

class-size-what-do-we-know.
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problem facing Mozambique in 2004–05 as it formulated its next educa-
tion strategy. Policies had to be targeted to specific populations or needs 
to ensure that educational objectives were reached. But priorities also 
had to be set: given a number of policy choices, the Government had to 
decide where to intervene first. Using the conceptual framework 
described above, the Government’s policies can be classified as (1) con-
tinuing to address the supply constraints in rural areas, while (2) trying to 
relieve the demand constraints by lowering direct costs to households, 
and (3) at the same time, raising quality through the new curriculum, and 
(4) increasing quality and efficiency through the semiautomatic promo-
tion policy, which would reduce repetition rates, thus reducing pupil-
teacher ratios.

Because one of the justifications for government intervention in edu-
cation is equity, an analysis of the reforms should include a review of 
which income groups were expected to benefit. Supply-side policies for 
remote areas should be unambiguously pro-poor, as poorer households 
lived farther from schools in 2003. Reduction of fees normally benefits all 
households equally but is generally considered pro-poor, because the poor 
have less income to spend on sending their children to school. Likewise, 
reductions in fees should favor vulnerable groups for which the house-
hold is less likely to invest in education. The quality improvements 
should benefit all households, although if poor children were going to 
schools with the highest student-teacher ratios, this policy might benefit 
them more than wealthier students.

The analysis below uses the conceptual framework to assess first, 
if the reforms appear to have had their desired effect on supply, demand, 
and quality, and second, if they did, which groups of households and 
children benefitted. The framework is used to discuss policy options for 
Mozambique’s next set of reforms, which will have the objectives of 
further expanding access to education, while at the same time striving to 
improve efficiency and quality.

Data and Sources

The analysis presented in this report used data from six different sources 
(see box 2.2 for a description and some sampling issues for the surveys 
used). In addition, it used school census data for various years, provided 
by the Mozambique Ministry of Education and Culture. Any other data 
sources are noted in the text.
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Box 2.2

Description of Survey Data Used in the Analysis

•  IAF for 1996–97. The Inquérito aos Agregados Familiares (IAF) is the first nationally 

representative household income and consumption survey conducted after 

the cessation of hostilities. It was conducted by the National Institute of Statis-

tics. The survey contains some limited education information regarding enroll-

ment and attendance status.

•  IAF 2002–03. The Inquérito aos Agregados Familiares (IAF) is a national household 

income and expenditure survey conducted from July 2002 to June 2003, which 

covers about 8,700 households and 44,000 individuals. It contains information 

similar to the 1996–97 survey on expenditures and characteristics of Mozambi-

can households. As in 1996–97, it includes a short education module and some 

questions about education expenditures.

•  IOF 2008-09. The Inquérito aos Orcamentos Familiares (IOF) is the third national 

household income and expenditure survey, conducted from October 2008 to 

July 2009. It contains information similar to the IAF surveys on expenditures and 

characteristics of Mozambican households.

•  NPS 2008. The National Panel Survey (NPS) was designed as a longitudinal sur-

vey based on a subsample of the IAF 2002–03. The 2008 NPS is only representa-

tive of the households in the 2003 subsample that still live in the same location 

or district and had children 17 years of age or younger in 2002–03 (it was too 

expensive to track households that moved outside the district). At the national 

level, the NPS sample represents 78.9 percent of the subsample, or about 

20 percent of the 2003 households. Rural areas are more stable, covering 

83.1 percent compared to 69.9 percent for urban areas. An ex-post weighting 

scheme was applied to partially correct for the attrition. It was found that the 

level of precision was satisfactory for most indicators by urban and rural stratum. 

The number of observations for secondary students was low, as expected, espe-

cially for the rural stratum. The NPS 2008 questionnaire is rich in information 

covering different topics, including an education history module that asks 

respondents to recall education decisions (enrollment, dropout, highest grade 

completed, and so on) for each child in the household going back to 1998. The 

information on household consumption, education expenditures, educational 

attainment, and household incomes and economic activity is not directly com-

parable to the 2002–03 survey.

(continued next page)
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•  MICS 2008. The Multiple Indicator Cluster Survey (MICS) was conducted in 2008 

by the Instituto Nacional de Estatística (INE) with technical and financial support 

from UNICEF. This national level, multi-purpose household survey was carried 

out by 25 teams of interviewers from August to December 2008. Data entry 

began in October 2008 and was completed in April 2009. MICS collected data 

from nearly 14,000 households across the 10 provinces of the country plus 

Maputo City. The survey used a two-stage sample design: in the first stage, enu-

meration areas were selected in each province; in the second stage, households 

were selected in each area. The MICS sample was designed to be statistically 

representative at national and provincial levels, as well as by key background 

characteristics of respondents, including urban and rural areas, wealth quintile, 

and education level.

•  PSIA II. To gain additional insight and help design the questionnaire for the NPS, 

a qualitative study was undertaken in 2007 under World Bank guidance to col-

lect contextual data on the impact of the primary school reforms and on sec-

ondary education. The study collected interview and focus group data from 

30 schools in 12 districts and 4 provinces in Mozambique. Two data collection 

methods were used: individual interviews using semi-structured interview 

guides and focus groups. Teachers, parents, MEC officials, school administrators, 

and other key actors were interviewed over a period of 5 weeks in March and 

April 2007. The study was used to provide early feedback to the MEC and to 

guide the construction of the NPS questionnaire.

Source: Authors, http://microdatalib.worldbank.org/index.php/catalog/2154.

Box 2.2 (continued)
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C H A P T E R  3

Analysis of the Effects of the 

2004–05 Reforms: Outputs 

and Outcomes

This chapter reports on the analysis of the survey data on enrollment, cost 
of education, and efficiency. It highlights changes and trends in enrollment 
from 1997 to 2003 and 2003 to 2008. Moreover, it takes advantage of the 
National Panel Survey (NPS) Education History Module to investigate 
reasons for not entering school and for dropping out. It also provides a 
wealth of information regarding school fees and costs, including whether 
they decreased between 2003 and 2008. Finally, the data include variables 
describing household consumption, which allows analysis by economic 
(consumption) quintile, in addition to the standard gender and area of 
residence groupings. Additional tables can be found in Appendix A.

Primary Education

Primary school reforms were accompanied by a surge in enrollment at 
the lower and upper primary levels.

Enrollment in lower primary continued to increase after the reforms of 
2004–05, especially in rural areas and for girls (appendix table A1). Gross 
enrollment for rural girls jumped from 86 to 99 percent—almost equal 
to the national average of 104 percent. Reflecting the tendency to start 
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 children in school late, the net enrollment rates were much lower. But rural 
areas still posted a strong gain in net enrollment, from 58 to 69 percent.

Enrollment in upper primary also continued to increase after 2004, but 
at a slower rate than in the previous period (see figure 3.1).1 Enrollment 
in upper primary still grew faster than lower primary, indicating that 
there had been serious constraints to access at this level. After 2004, the 
Government more than doubled the number of upper primary teachers 
and schools. The alleviation of supply constraints is likely to be at least 
partly responsible for the upper primary gross enrollment rate (GER) 
going from 57 percent in 2003 to over 78 percent in 2008.

However, the pupil-teacher ratio in upper primary decreased by 
17 percent between 2004 and 2010, despite the still fairly low enrollment 
rates. This suggests that (1) either the system became supply constrained 
at this point at a given (fixed) quality (that is, schools were not willing to 
increase pupil-teacher ratios further), or, more likely (2) the new supply 
of schools absorbed the fraction of the population that had been able to 
afford upper primary, plus a proportion for whom the 2004–05 reforms 
made a marginal difference in their willingness to send children to upper 
primary (perhaps by encouraging them to remain in lower primary), 
complete this level, and transition further.

Figure 3.2 shows enrollment rates by consumption quintile using NPS 
data.

Figure 3.1 Gross Enrollment Rates in Primary Schools, 1997, 2003, 2008
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Lower primary enrollment rates are mostly similar across quintiles. 
This is noteworthy because it is at this level that fees and overall costs 
tend to be lower and the network of schools is much larger, particularly 
in rural areas. Reflecting mostly equal access on the supply side, table 3.1 
shows that travel (walking) times to the nearest EP1 school are fairly 
similar across consumption quintiles. Thus it suggests that the remaining 
constraints households face in enrolling children in EP1 are probably not 
on the supply side and not directly income related, but are more related 
to other demand-side factors.

In upper primary, on the other hand, where fees and costs are higher 
and supply is lower (particularly in rural areas), a much higher proportion 
of children from better-off families are enrolled in school. Travel times to 
the nearest EP2 school are much higher for children in rural areas and for 
children from the bottom two quintiles. Even though national school fees 
were abolished in both lower and upper primary, figure 3.2 suggests 
 significant barriers to access remain for low-income families. For these 
households, the 2004–05 reforms were insufficient to generate much 
more enrollment traction particularly since other demand- and supply-
side constraints remain.

The 2004 reforms appear to have lowered the direct costs to house-
holds of attending primary education, particularly lower primary.

Figure 3.2 Age-Relevant Enrollment Rate by Consumption Quintile, 2008
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Table 3.1 Average Walking Time to School (in minutes) by Educational Level, 
 Consumption Quintile, and Area of Residence, 2008

Grade level

Consumption quintile Residence area

1 2 3 4 5 Urban Rural National

EP1 28 33 26 31 26 22 32 29

EP2 45 44 41 38 34 27 48 40

ES1 62 47 63 38 46 48 51 48

ES2 20 197 67 48 68 64 103 74

National 31 36 32 34 40 33 35 34

Source: NPS 2008.

Note 1:  “Average walking time” in NPS refers to the average walking time to school for an individual in minutes. 

The totals column uses information from all cases. Totals differ upon breakdown for rural/urban because of 

 missing observations in the rural/urban variable for a few households.

Note 2:  “Average walking time” in NPS is different from the IAF variable, since IAF 2002–03 computed an average 

walking distance to the nearest school in the district (not necessarily the school being attended). They are not 

 directly comparable.

The NPS data show that the direct costs of attending school were 
lower in 2008. While fees did not disappear, the fees reported (mandatory 
plus voluntary) decreased for most households between 2003 and 2008. 
Focus groups conducted in 2007 confirmed this, reporting that since 
2004 parents reported direct school costs had decreased because of the 
abolition of fees and the provision of textbooks and other school material 
(World Bank 2007).

The poorest families saw fees decline the most (see figure 3.3). For 
households struggling to stay out of poverty, the reform had less effect. 
(It is important to note that, in Mozambique, poverty extends up to 
the middle of the population distribution, that is, most families in 
Mozambique are poor.) But this comparison must be taken with cau-
tion as the questions in the two surveys were phrased slightly differ-
ently. However, it does suggest that EP1 fees decreased in this time 
period for the lowest two quintiles, while remaining constant and even 
increasing for the middle and upper quintiles.

Costs Affect Access

In upper primary, obligatory contributions fell significantly for almost all 
quintiles, except the middle one (see figure 3.4).2 However, absolute 
numbers suggest these fees are still high. According to this survey data, 
a household in the lowest quintile pays more than double the obligatory 
contributions in EP2 than it does in EP1.
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Why do fees remain, and at such high levels, even after they were abol-
ished by the national government? This was indeed one of the surprising 
results of the NPS survey. Data from the survey and focus groups lead to 
the following conclusions:

• The policy does not forbid the school parent-teacher organization from 
levying fees, and this is what seems to be happening. Sometimes fees 
were levied to cover a specific issue (for example, replacing broken 
windows); while in other cases they were levied to top up the recurrent 
cost budget (for example, to pay for the services of guards, extra pay for 
teachers, or supplemental materials).

• Clearly, school management and the communities they serve perceived 
the resources provided from the national budget to be insufficient. 
At the same time, there is no tracking or regulation of locally imposed 
fees at either the district, province, or national level.

• For lower income families, especially in EP1, the majority of the fees 
reported were labeled “voluntary,” indicating awareness at the local 
level of the burden that fees may pose for some households.

Figure 3.3 Comparison of Annual Per Student Expenditures on Obligatory 
 Contributions (fees) in EP1, 2003 and 2008 (constant 2008 prices)
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Note: Regarding calculation of fees: In 2002–03 obligatory fees includes propina e matricula (tuition and 

 registration fee). In 2008, they include propina (tuition), matricula (registration fee), and other mandatory fees 

(worksheets, exam fee, and so on). For the constant price conversion, 2008 is the base year. To calculate other 

years’ price indices, the series of average consumer data for 2000–10 (base 2000) from IMF was used.
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2004 Reforms

A program of school construction and hiring of teachers accompanied 
the 2004 reforms, leading to a considerably higher supply of schools 
and classes in both lower and upper primary. 

The 2004 reforms were enacted along with a program of school con-
struction and teacher hiring that had begun in 2000 that considerably 
increased the number of schools and classes taught. The fact that these 
two government programs happened at the same time complicates the 
evaluation of the 2004–05 policy. Furthermore, because pupil-teacher 
ratios are flexible to accommodate fluctuations in enrollment, it is diffi-
cult to ascertain when schools are over-capacity or under-capacity, unless 
some external quality benchmarks are used.

Table 3.2 shows school, teacher, and enrollment trends for the period 
2000–03, when the policy focus was on school expansion, and the period 
after 2004, when the school financing reforms were implemented.

Figure 3.4 Comparison of Annual Per Student Expenditures on Obligatory 
 Contributions (fees) in EP2, 2003 and 2008 (constant 2008 prices)
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price indices, the series of average consumer data for 2000–10 (base 2000) from IMF was used.
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In EP1, the number of schools increased from 7,072 in 2000 to 8,077 
in 2003 and 10,444 in 2010 (MEC 2010). After 2004, however, when the 
demand-side reforms kicked in, enrollment rose faster than the accompa-
nying increases in teachers and schools. The pupil-teacher ratio increased 
8 percent during this time.

In upper primary (EP2), the number of schools and teachers almost 
doubled between 2000 and 2003. Admittedly, the high percentage 
growth figures are partly the result of the low initial stock of upper pri-
mary schools in the period of reference. In 2000, there were only 522 EP2 
schools in Mozambique. By 2003, there were 950 and by 2010, there 
were 2,990 (MEC 2010).

Despite spectacular growth in the past decade, efficiency rates remain 
low and many children who should be in school are not.

Mozambique should be commended for having made lower primary 
education more accessible to families across the income spectrum. It 
should also be commended for its great strides in making upper primary 
more accessible too, even though many upper primary schools remain 
beyond the reach of the poorest families.

Effects of Late Entry, Long Completion Times

Many children who should be in school are not and children take longer 
than expected to successfully complete an education level, and most do not 
complete the level. This is summarized in the net enrollment rate (NER). 
NERs improved in lower primary from 39 percent in 1997 to 72 percent 
in 2008 (see figure 3.5), likely primarily driven by more children starting 

Table 3.2 School, Teacher, and Enrollment Growth, 2000–10

Primary level/factor Growth 2000–03 (%) Growth 2004–10 (%)

EP1

Schools 14 29

Teachers 49 58

Enrollment 49 70

Pupil-teacher ratio 0 8

EP2

Schools 82 215

Teachers 130 147

Enrollment 265 104

Pupil-teacher ratio 59 –17

Source: Author estimations using MEC 2010 data.
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on time. In upper primary, NERs are better now than they were in 1997, 
but they remain very low. In 2008, only 22.6 percent of age-relevant chil-
dren in Mozambique were enrolled at this level.

The low NERs highlight the difficulty of keeping children in school in 
Mozambique. Close to 80 percent of 11-year-olds attend school, but only 
10 percent are attending upper primary, their official age-relevant level 
(see figure 3.6). Although the proportion of children attending school at 
most ages has improved since 2003, even among 12-year-olds, the propor-
tion attending EP2 in 2008 was only around 20 percent. And most 13-year-
olds, who should be in secondary school, remain in lower primary.

Late entry into school is related to high dropout rates and low effi-
ciency rates (Wils 2004). Late entry into schooling, however, does not 
itself necessarily lead to less education completed. It is possible that the 
lost opportunity for learning from a delay in starting school might be par-
tially offset by improved school readiness, that is, how developmentally 
ready children are to learn, work and function successfully in school.3 
Other authors have suggested that the negative consequences of late 
enrollment are seen mostly in future earnings and wealth. In their study of 
Ghana, Glewwe and Jacoby (1995) suggest that for each year of delay in 
primary school entry in that country, a child could lose around 6 percent 
of lifetime wealth.

The figures in table 3.3, however, suggest that delayed entry is common 
among children in Mozambique. Among children who complete a grade 

Figure 3.5 Net Enrollment Rates in Primary Schools, 1997, 2003, 2008
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level, the average age of entry into 1st grade is 9 years.4 Despite entering 
school over three years later than the official age, these children have more 
or less progressed smoothly through the system, although there is a con-
siderable loss of efficiency in lower primary. On average, one full year was 
lost through repetition, even for children who completed 5th grade. This 
represents a significant fiscal cost to Mozambique. The reasons for the 
high repetition of 5th grade should be explored in more detail.

Note that the figures in table 3.3 include only children who completed 
the corresponding level (grades 5, 7, and 10). Therefore, they are not 

Figure 3.6 Children Attending EP1 and EP2 Schools by Age, 2003 and 2008
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Table 3.3 Time to Complete a Grade-Level Cycle by Age, 2008

Grade level

Age 
Time (years) to 
complete level

Official
Observed 
(average) Official Observed

Start 1st grade 6  9

Finish 5th grade 11 14 5 6

Finish 7th grade 13 16 2 2

Finish 10th grade 16 19 3 3

Source: NPS 2008.

Note: These figures are calculated using only people who were shown in the data as starting 1st grade. Individu-

als who started 1st grade before 1998 are not included in this calculation. Age is observed for last occurrence of 

grades 5, 7, and 10 (for people repeating, only the last, successful instance is counted). Sample size is small (120 

observations) for 10th grade, so these results must be taken with caution. Sample size for 12th grade (comple-

tion of ES2) is below 20 observations, so these results are not reported.
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representative of all children enrolling in school. Repetition rates, in fact, 
are higher for the student population as a whole, as can be seen in 
table 3.4. Nevertheless, it is interesting to note that for these children, late 
entry does not appear to be related to higher dropout or repetition rates 
(beyond lower primary). This suggests that for these children, the conse-
quences of late entry into schooling might be felt later in life in terms of 
opportunity costs and loss in lifetime earnings.

Table 3.4 shows high average repetition rates in lower and upper pri-
mary for the student population as a whole, particularly in grades 5, 7, 
and 8. High repetition in these grades could be a cause for failure to com-
plete the level.

Table 3.4 also shows that grade repetition has decreased significantly 
since 2004 for grades 3 and 4. This is likely to be a result of semi-automatic 
promotion, introduced with the primary reforms in that year. However, 
repetition rates in grade 5 have increased slightly, suggesting that more 
students are being held back before completing the lower primary level. 
Since most children who were in grade 7 and beyond in 2007 were not 
likely to have benefited from the 2004 semi-automatic promotion insti-
tuted in lower primary reforms, it remains to be seen how this will affect 
repetition rates at the higher levels.

In 2003 there were fewer children age 15 out of school, probably 
reflecting that children entered later. Although in 2008 there were fewer 
younger children who were not attending school (see figure 3.7), by age 15 
close to 50 percent of youngsters in Mozambique are out of school. This 
indicates not only the challenges for human capital formation but also the 
likely persistence of a poorly educated labor force, which will hamper 
growth.

Vulnerable Groups: Orphans

There are now more orphans in school than before, but their overall 
educational attainment is still lower than for non-orphans.

Orphans are one of the most vulnerable groups of children in 
Mozambique.5 Estimates of the orphan population are 12–16 percent of the 
child population (between 1.2 and 1.6 million children were orphaned in 
2006, according to UNICEF). Orphans in Mozambique are more likely to 
live in households where the head has no education. While all children are 
regularly asked to take part in domestic activities and chores, orphans are 



Table 3.4 Repetition Rates by Grade and Year, 1998–2007

Year

Grade

1 2 3 4 5 6 7 8 9 10 11 12 Average

1998 18.6 4.1 9.9 6.0 14.1 15.6 10.9 2.6 26.0 0.0 0.0 n.a. 11.7

1999 8.2 15.9 12.7 9.5 5.7 14.7 21.2 11.8 17.9 0.0 0.0 0.0 11.5

2000 7.6 15.6 14.3 16.8 15.2 21.1 15.2 8.1 3.2 0.0 0.0 n.a. 13.4

2001 16.1 10.6 18.4 9.2 23.1 16.0 13.5 12.5 18.7 33.2 0.0 n.a. 15.0

2002 8.4 16.9 10.9 11.0 16.3 10.5 19.3 29.8 23.7 17.2 18.5 73.9 12.9

2003 14.6 14.0 12.3 12.3 18.1 7.6 22.8 24.8 11.0 33.2 0.0 0.0 14.3

2004 8.0 14.9 12.8 17.0 22.0 11.7 15.4 25.2 21.7 30.4 0.0 9.1 14.5

2005 9.2 15.1 12.2 7.8 19.3 8.5 17.0 19.0 7.8 36.4 5.7 25.7 12.8

2006 16.9 17.0 11.6 9.6 10.6 2.8 16.9 19.6 18.8 27.8 11.7 23.5 13.8

2007 13.7 10.4 6.9 6.4 20.0 2.0 5.4 13.7 11.3 23.0 3.1 19.1 10.4

Average 12.3 13.9 11.8 10.2 17.1 7.9 14.8 18.6 14.7 26.5 5.0 20.4 13.0

Sources: NPS 2008, Education History Module.

Note: Sample sizes are small (<100 observed) beginning in 9th grade. These are calculated for any student who was in school for two consecutive years and was in the same grade in both 

years. n.a. = not available.

25  
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substantially more likely to spend time on chores than non-orphans, both in 
urban and rural areas (Fox et al. 2008).

In general, Mozambican orphans are less likely to be enrolled in school. 
In 2003, 75 percent of poor orphans of school age in urban areas attended 
school, compared to 96 percent of non-poor orphans and 95 percent of 
poor non-orphans. In rural areas the number of poor orphans not attend-
ing school is just as high, but because attendance by all children in rural 
areas is lower, the difference is less striking (Fox et al. 2008).

A comparison of 2003 and 2008 data suggests that even though the 
ratio of orphans to non-orphans attending school remains below unity, 
orphans’ attendance rate has seen some improvement in recent years, 
particularly for maternal and “double” orphans (that is, children without 
both mother and father) (see table 3.5).

The gap between orphans and non-orphans seems to have been improv-
ing since as early as 2003. Nationally representative data from 1997 and 
2003 Demographic and Health Surveys show the difference in school 
attendance declining between orphans and non-orphans, with the gap clos-
ing more for male than for female orphans (Fox et al. 2008).

In terms of dropout rates, data from 2008 reveal that orphans, particu-
larly maternal and double-orphans, left school at much higher rates than 
non-orphans (see figure 3.8).

Financial reasons are probably the main reason for orphans to not 
enroll in school or to drop out, especially for the higher grades (Valerio 
et al. 2006; Fox et al. 2008). Other factors, however, are also responsi-
ble. Case, Paxson, and Ableidinger (2004) found that children in Africa 

Figure 3.7 Children Not Attending School, by Age, 2003 and 2008
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without mothers or fathers or who live with family members other than 
their parents are less likely to enroll in school, not only because of poverty 
but also because of discrimination against household members who are 
not biologically related.

Completion Rates

Most children who enter lower primary do not complete this level when 
they should.

Despite significant improvements in enrollment rates and other edu-
cational indicators, completion rates for primary school remain extremely 
low. (Completion is measured by the highest educational level attained 

Table 3.5 Ratio of Current School Attendance of Orphans vs. 
 Non-Orphans, 2003 and 2008

Type of orphan 2003 2008

Maternal 0.81 0.94

Paternal 0.97 0.98

Both parents died 0.80 0.93

Sources: For 2003 data, Fox et al. 2008, using Government of Mozambique 2006 data (based on 

Demographic and Health Survey data). For 2008 data, MICS 2008. All estimates are weighted.

Note: Estimates are for children age 18 and younger.

Figure 3.8 Dropout Rates by Education Level and Type of Orphan, 2008
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Note: These rates are calculated as the proportion of people in that year who responded “drop out” to the 

question of “at the end of the school year did the student. . . .”
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Figure 3.9 Lower Primary School Completion Rate, 2008
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Note: The completion rate is defined as the percentage of students with the highest level of education (EP1 or 

higher) over the population of age 10 (the official EP1 completion age).

for the population that ever attended school.) Only about 10 percent 
(rural) to 20 percent (urban) of the students finish EP1 at the official age 
of 10 (see figure 3.9).

Data presented in figure 3.9 show that average completion rates are 
delayed by approximately two years for urban students and by four years 
for rural students (beyond the official completion age). This is to be 
expected given the large number of late school entrants and grade repeat-
ers. However, the rate only reaches close to 100 percent at ages 18–19 for 
urban children, while it remains well below 60 percent for rural children, 
even at older ages. This suggests most children in rural areas never actu-
ally complete lower primary.

At the upper primary school level, completion rates are low over all ages 
12–19 (see figure 3.10). The highest rates of completion are 50 percent, for 
urban children, but are negligible in rural areas, where most children live.

The transition to upper primary remains an elusive goal for most 
Mozambican children.

Even among those who have completed lower primary, a large share 
does not go on to upper primary. Smooth age-appropriate transitions 
between one grade level and the next are not the norm. Table 3.6 shows 
“smooth” or continuous grade-to-grade transitions.6 Out of 100 children 
who began lower primary in 1998, 66 percent would have made it up to 
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Figure 3.10 Upper Primary School Completion Rate, 2008
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Note: The completion rate is defined as the percentage of students with the highest level of education (EP2 or 

higher) over the population of age 12 (the official EP2 completion age).

Table 3.6 Student Survival (in number of students) by Year of Entry into 1st Grade

Grade 1998 1999 2000 2001 2002 2003 2004 2005 2006 2007

1 100 100 100 100 100 100 100 100 100 100

2 81 91 89 83 91 83 89 88 78 79

3 66 73 79 64 75 68 73 67 66

4 52 52 67 53 63 57 61 57

5 48 42 56 42 57 48 54

6 37 35 40 33 43 36

7 30 29 30 25 36

8 21 21 19 13

9 15 14 15

10 8 11

11 5

Baseline N 275 260 278 325 359 361 433 432 454 515

Source: NPS 2008.

Note: The year columns refer to the year the person began 1st grade. Assuming 100 people begin the 1st grade, 

the next row represents how many of those survived to the 2nd grade and so forth (based on grade-to-grade 

transition rates for that cohort).

3rd grade, 48 percent to 5th grade, and 37 percent to 6th grade (upper 
primary). Only 30 percent would have completed upper primary 
(grade 7). In 2002, 36 percent of students who began 6 years earlier were 
reaching grade 7.7

In the key transition point between lower primary and upper primary 
(5th to 6th grade) a similar proportion of students dropped out between 
1998 and 2003. Only between a quarter and a third were making it to 
the last grade of upper primary (grade 7). This proportion, however, was 
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higher in 2002 than in 1998, suggesting improvement in completion rates 
in lower primary and absorption into upper primary. It should be noted 
that because the NPS Education History Module only collected informa-
tion up to 2008, it is not yet possible to observe year-to-year transitions 
for a full cohort that began primary school after the 2004–05 reforms. 
The cohort of students who began 1st grade in 2004 are only observed 
when they reach 5th grade in 2008. Future analyses should investigate 
transitions further to observe whether any significant trends emerge.

The system’s lack of adequate grade-to-grade progression and comple-
tion could be a result of demand-side (cost, parental preferences, cultural 
issues) or supply-side barriers (lack of schools, lack of qualified teachers, 
poor quality of schooling). Poor households in rural areas probably are 
most likely to suffer from both demand-side and supply side-constraints. 
Poor households in urban areas probably are affected more by demand 
issues than by supply issues; however, these barriers affect all Mozambicans 
to some degree.

It is likely that significant demand-side barriers remain, particularly in 
upper primary.

While the 2004–05 reforms abolished official school fees, other direct 
and indirect costs (uniforms, transportation, school lunch, opportunity 
[labor] cost) remain important limitations to schooling, particularly at 
the upper primary level. A considerable proportion of households in 
Mozambique continue to pay obligatory and voluntary fees in lower and 
upper primary, even though school fees were legally abolished in the 
country. NPS data show that 52.4 percent of households report having 
paid an obligatory contribution to their child’s EP1 school in 2007 (see 
table 3.7). In the poorest consumption quintile households, this propor-
tion was 36 percent.

Focus groups conducted by the World Bank in 2007 showed that with 
the onset of the reforms, rural schools lost income from school fees. 
Therefore, for many schools, voluntary parent contributions became the 
only source of income in addition to ADE income, which was perceived 
by some actors to be insufficient (World Bank 2007).

Particularly in the southern part of the country, informants said that 
voluntary contributions were perceived to be “obligatory” and there was 
added pressure from the community to comply (World Bank 2007).

Furthermore, other direct school costs (school materials, uniforms, snacks, 
etc.) also remain a significant source of household expenditures. The World 
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Bank (2007) focus groups revealed that school materials, mainly school 
uniforms, are the most relevant expenditure for households. And NPS data 
show that school materials (including uniforms) are the most significant 
share of total household expenditures on primary education.

According to participants in the focus groups, the cost of uniforms is 
felt more acutely in rural areas, where parents cannot afford to provide 
ordinary clothing for their children much less a uniform that costs 
150–250 Mt per child. Parents in rural areas mentioned that although 
the uniform was not mandatory, their children “cry at home” when they 
do not have it and feel “ashamed” (World Bank 2007).

The “Direct Support to Schools” program (ADE) was designed to alle-
viate parental expenditures on consumable school materials, such as 
notebooks or pencils. However, participants in the focus groups men-
tioned that children only receive one notebook and one pencil through 
ADE. Because this is not enough to last throughout the year, they need 
to pay for additional material (World Bank 2007).

Other reasons, in addition to financial ones, also impede children from 
starting school on time and successfully finishing lower and upper 
primary.

Analysis of the study conducted for this report does not allow a defin-
itive conclusion on whether current costs constitute actual barriers to 
school entry and permanence. There is some indication, however, that 
financial considerations are not the main reason why parents keep their 
children, particularly young children, out of school. According to NPS 

Table 3.7 Households with Positive Education Expenditures (cash and in-kind) by 
Per Capita Consumption Quintile, 2008

Education 
expenditures

Households with children 
ages 6–17 attending EP1 

(% households in quintile)

Households with children 
ages 12–19 attending EP2 
(% households in quintile)

1 2 3 4 5 Avg 1 2 3 4 5 Avg

Payment to the 

school (obligatory) 36 49 39 70 67 52 57 68 57 77 84 69

Payment to the 

school (voluntary) 21 31 46 54 76 46 25 43 62 62 82 55

Material 75 81 88 88 88 84 85 91 96 95 98 93

Other expenditures 9 14 19 40 52 27 11 16 33 45 68 34

Source: NPS 2008.
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data, parental perception of “not being of school age” is the top reason 
why parents have not enrolled their children in school (see figure 3.11).

Poor indicators for early childhood development (that is, stunting, low 
birth weight, delayed language development) could help explain why 
parents perceive that many young children of the official school age are 
not ready for school. Studies in other countries, such as Ghana (Glewwe 
and Jacoby 1995), show that nutritional deficiencies can be responsible 
for children starting school late. And if indeed the children are not ready 
for school, this may partially explain high repetition and dropout rates.

Secondary Education

The previous chapter shows that since 2000, and certainly after the 2004 
reforms, primary school enrollment has been rising in Mozambique. In 
addition, more children were starting school earlier and staying in school 
slightly longer. A program of school construction in lower and upper pri-
mary also appears to have contributed to removing some of the supply-side 
constraints preventing children from enrolling in primary school. These 
factors in primary are likely to have affected secondary schooling. This 
chapter reviews enrollment and other indicators at the secondary level 
using descriptive evidence from surveys and other data.

Figure 3.11 Reasons for Not Enrolling Children in School by Age, 1998–2008
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Increased access and permanence in primary school also put pressure 
on secondary schools.

One of the most important indirect effects of the primary school 
reforms—motivating students to enroll and remain longer in school—
is likely to have caused the secondary school enrollment increase that 
Mozambique experienced after 2004. This increase was likely fueled 
not only by the demand induced by the abolition of fees in primary, but 
also by the Mozambique Government’s effort to build more secondary 
schools and improve access in previously underserved areas. As primary 
school GERs increased between 1997 and 2008, so too did GERs in 
secondary schools grow significantly, particularly in lower secondary 
(see figure 3.12).

Although gross enrollment grew across the board, rural areas saw spec-
tacular growth between 1997 and 2010, from rates as low as 1.2 percent 
for females and 3.5 percent for males, to close to 25 percent for rural 
men and 16 percent for rural women. Enrollment of males in urban areas 
also grew considerably, from 27 percent in 1997 to close to 87 percent in 
2008. In upper secondary, although GERs are low in general, they expe-
rienced rapid growth in this time period, particularly for rural males.

Between 2000 and 2003 the numbers of schools grew by more than 
30 percent for lower secondary schools and by more than 45 percent for 
upper secondary schools. And after 2004 the number of lower secondary 

Figure 3.12 Gross Enrollment Rates in Secondary Schools, 1997, 2003, and 2008
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schools more than doubled and upper secondary tripled. From 2004 to 
2010 the number of teachers in lower secondary schools also more than 
doubled (MEC 2010); figures are not available for upper secondary.

Serious supply constraints persist despite a large expansion in the net-
work of secondary schools.

The growth in the number of schools seems very large because the 
country had so few schools in 2000: fewer than 100 lower secondary 
schools and only 20 upper secondary schools. Even in 2009, after spec-
tacular growth, there were fewer than 400 lower secondary schools and 
around 120 upper secondary schools in the country. Secondary school 
access is still unevenly distributed among the provinces: Cabo Delgado 
has fewer than 10 upper secondary schools and Niassa and Tete have even 
fewer (see figure 3.13).

Thus, even after the two- or three-fold increase in the number of sec-
ondary schools, the supply is still not enough to meet demand. Interviews 
with parents, teachers, and school officials reveal a widespread perception 
that lack of sufficient places in secondary schools was the main barrier to 
access at this level (World Bank 2007).

Because rural areas are particularly underserved, rural students must 
travel long distances to the nearest secondary school and often need to 

Figure 3.13 Number of Secondary Schools by Province, 2009

0

10

20

30

40

n
o

. o
f s

ch
o

o
ls

Mozambique provinces

50

60

70

80

C. D
elg

ado

Niass
a

In
ham

bane

Sofa
la

M
aputo

M
anica

Gaza

Zam
bézia Tete

Nam
pula

M
aputo

 C
ity

ES1 ES2

Source: MEC 2009.



Analysis of the Effects of the 2004–05 Reforms: Outputs and Outcomes        35

board there. But few schools have boarding facilities, thus preventing 
many students from enrolling for lack of a place to stay.

Although lack of school spots was perceived to be more acute for 
rural students, a good number of urban students face the same challenge 
even though their parents can afford matriculation fees and other direct 
costs (World Bank 2007). The lack of places appeared to be more sig-
nificant for those entering 8th grade and those in transit from 10th to 11th 
grade. Thus it appears that the supply side is the binding constraint in 
most regions of the country.

The rapid growth in the private secondary school sector suggests that 
supply-side constraints are a key barrier to access.

To determine how binding supply constraints are on access, public 
school growth can be compared to the growth in the private school sec-
tor. Figure 3.14 shows that the percentage of enrollment in public schools 
is considerably lower for secondary schools.

Ministry of Education census data for the 2004 and 2009 school years, 
shown in figure 3.15, suggest that although growth in the number of 

Figure 3.14 Enrollment in Public Schools as a Percentage of Total 
Enrollment, 2009
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Figure 3.15 Growth in Public and Private Secondary Schools between 
2004 and 2009
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schools and enrollment in the public sector has been considerable, it has 
been even larger in the private sector.

Private Sector Education Is Growing

Clearly, many students and families in Mozambique are willing to pay to 
attend secondary school. Moreover, these families may also be paying a 
premium to access better quality secondary schools.

NPS does not have data on whether an individual attended a public or 
a private school. However, some data on obligatory contributions (fees) 
to schools might illustrate the fact that higher socioeconomic status 
families spend more money on education and presumably (although the 
data are not conclusive on this point) on private schooling. For example, 
70 percent of quintile 4 and 5 households pay obligatory contributions in 
EP1 vs. 40 percent of quintile 1 households. In upper primary, 80 percent 
of quintile 4 and 5 pay obligatory contributions vs. 60 percent of quintile 
1 households. And the size of the contribution is much higher in the 
higher SES households: 50 Mt for quintile 5 vs. 5 Mt for quintile 1 in 
lower primary.
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Overall, focus groups and other respondents interviewed for the 
World Bank study perceived private secondary schools as being of much 
higher quality than public secondary schools. Most respondents from 
private schools indicated that their schools had libraries with sufficient 
books and that teachers had books and other teaching materials. These 
schools also had more availability of computers and Internet access than 
public schools.

Quality at Issue

Supply constraints, therefore, not only point to a shortage of secondary 
schools in the country, but also to a shortage of quality secondary school-
ing. This apparently drives many better-off families, particularly in urban 
areas, to the private sector.

Pressures on the limited network of public secondary schools and the 
amount of resources needed at this level has affected quality.

Growth in enrollment puts enormous pressure on public secondary 
schools. Contrary to the case of private schools, where parents perceived 
physical and learning conditions to be adequate, the quality of public 
secondary schools is perceived to be low (World Bank 2007). This is fur-
ther complicated by the sheer amount of resources needed to build a 
high-quality secondary school infrastructure. Learning at this level 
requires teachers trained in the specific subjects (mathematics, science, 
and so forth), specialized learning materials (a greater number of text-
books, pedagogical aides, and so forth), and often well-equipped libraries, 
computer access, and laboratories.

The physical conditions of secondary schools, however, were perceived 
by many respondents to be extremely poor: lack of classrooms, lack of 
furniture, poor or nonexistent bathroom facilities, lack of basic mainte-
nance and upkeep, among others. In addition, most secondary schools lack 
functioning libraries, laboratories, and computers and Internet access.

Class size in public lower secondary is more than 60 students and 
has grown substantially since 2004. Class size in all of the schools vis-
ited for the qualitative study had expanded considerably. The average 
classroom in a secondary school in Nampula, for example, contained 
more than 120 students.

The poor working conditions that teachers face (low salaries, long 
working hours, lack of monitoring and support) do not help to recruit and 
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retain the best individuals as teachers. Parents and students complained 
of some teachers “without the right qualifications and who lack motiva-
tion and professional attitude” (World Bank 2007).

Moreover, there appears to be a significant lack of female teachers at 
both levels of secondary education. A better balance in the number of 
female and male teachers would contribute to a school environment 
more supportive of girls and alleviate the problem of sexual harassment 
of female students by male teachers that has been reported (World 
Bank 2007).

Considerable demand-side barriers to accessing the secondary level 
still exist, cost being an important issue for many families.

Considerable demand-side barriers to secondary schooling exist in 
Mozambique, and these are felt more acutely in rural areas and districts. 
Respondents consistently mentioned direct (fees, books, and so on) and 
indirect (opportunity) costs of schooling as key barriers to access in both 
public and private sectors (World Bank 2007).

Results from the NPS suggest that economic reasons, such as the child 
having to work or not being able to afford books or school fees, led as 
many as half of the students to drop out of secondary school. Although 
these results are tentative due to small sample sizes, they suggest that 
economic reasons are a significant explanation for the lack of effective 
completion rates at the secondary level.

The fact that many students are not able to afford books at the second-
ary level was also echoed in interviews and focus groups. Interviewees 
stated that because books for this level were expensive, many students 
and even teachers did not have the textbooks for either classroom or 
home study. The fact that many schools do not have functioning libraries 
adds to an already dire situation in this regard.

Other sociocultural and economic factors reported by interview 
respondents and focus groups that affect secondary school enrollment 
and permanence include early pregnancy and marriage (for girls) and 
migration to South Africa (affecting mostly boys) (World Bank 2007).

The low perceived quality in most secondary schools in the public sec-
tor, as well as the high fees charged, might also have contributed to lower 
demand among lower income families for secondary schooling. Thus, 
demand-side barriers clearly keep lower income households and parents 
of girls from even trying to compete for the few quality secondary school 
places available.
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The pressure on secondary schools is only likely to get worse.

The 2004-05 primary school reforms appear to have motivated more 
children to enroll in and complete primary school. Their success has 
encouraged more children to want to advance on to secondary school. 
The physical and pedagogical conditions of secondary schooling, as well 
as ensuring adequate access in rural areas and for girls, will become even 
more pressing issues in the years to come.

It is difficult from these data to determine whether the increase in 
secondary school enrollment was caused by the demand aspect of the 
primary reforms (by reducing the cost of staying in primary, more stu-
dents stayed and progressed on to secondary), or by the expansion of 
secondary schools, which made this level accessible to areas previously 
underserved.

The econometric analysis in the next chapter suggests that much of the 
enrollment in secondary school was probably fueled by higher enrollment 
and permanence in primary school after the 2004–05 reforms. Nonetheless, 
because of the spectacular growth in secondary supply after 2004, it is 
difficult to distinguish the effect of secondary school expansion from that 
of the 2004–05 primary reforms.

Notes

 1. Official enrollment ages in Mozambique for primary and secondary schools 
changed in 2006. Before 2006, the official age for lower primary (EP1) was 
6–11 and for upper primary (EP2) it was 12–13. In lower secondary (ES1) it 
was 14–16 and for upper secondary (ES2) it was 17–18. After 2006 the official 
enrollment ages are 6–10 (EP1), 11–12 (EP2), 13–15 (ES1), and 16–17 (ES2). 
For consistency, this report uses the “old” official ages for all GER and NER 
calculations.

 2. Smaller sample sizes for children in EP2 may be partly responsible for the 
jump in reported fees in the middle of the distribution.

 3. We thank one of our reviewers for pointing this out.

 4. These data come from NPS and are thus not representative of the whole 
country (as IAF or MICS are), although the level of precision in the estimates 
is adequate. However, this analysis needed the panel aspect of NPS to be able 
to track children who began in 1st grade and follow them through 5th grade 
and beyond.

 5. In Mozambique the word “orphan” is usually used to refer to a child who has 
lost one or both parents. Maternal orphans are those whose mother has died. 
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Paternal orphans are those whose father has died. Double orphans are chil-
dren who have lost both parents.

 6. These represent survival rates for the same cohort of students who began 
1st grade in the corresponding year. Two caveats: first, because sample sizes are 
small in some of these calculations, estimates should be taken with caution. 
And second, most of the repetition and dropouts happen in the later primary 
grades. A longer panel might be able to uncover a different pattern in grades 
5 and 7.

 7. The Education History Module in the NPS (2008) is not long enough to show 
how smooth transition rates have changed for cohorts that began after the 
2004–05 reforms.
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C H A P T E R  4

The Effects of the Primary Reforms: 

Econometric Analysis

As the analysis has shown, after the 2004–05 reforms, enrollment in 
lower and upper primary surged, and, while financial and other barriers 
remained (especially in upper primary), overall direct costs of education 
decreased. But that analysis is merely descriptive and does not lead to the 
conclusion that the changes in enrollment were due to the reforms or 
that the slowdown in the rate of change in enrollment after 2004 would 
have been even slower in the absence of the reforms (see box 4.1).

To address the question of whether the change in enrollment observed 
can be partially attributed to the reforms of 2004–05 with a more robust 
methodology, an econometric analysis was carried out taking advantage of 
the Education History Module of the NPS 2008 data and its ability to 
track individual schooling decisions over time, and most importantly for 
purposes of evaluation, before and after the reforms. The technical descrip-
tion of the model and results of this analysis can be found in appendix C.

The analysis was performed using the Education History Module of 
NPS to obtain information regarding enrollment status and level attended 
for each individual for each year between 1998 and 2008. Models pre-
dicting enrollment were estimated for the whole population ages 6–18 
and separately for urban, rural, males, and females. Enrollment before 
and after the 2004–05 reforms was predicted. This approach follows the 
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method of Duflo (2001) using time (year) and child’s age to identify the 
effect of the program (see appendix C).

The econometric results strongly indicate that the 2004–05 reforms 
were an important factor in the increased enrollment observed, that is, 
owing to the reforms, primary education enrollment grew even faster than 
they otherwise would have. The effects were experienced across all school 
age groups. After the 2004–05 reforms were implemented, the prob-
ability of enrolling in school increased for all individuals ages 6–18, 
controlling for all other variables measured in the survey, which are 
expected to affect the probability of enrollment (that is, household demand 

Box 4.1

Difficulties of Assessing Reform Impact

Much of social science and public policy research deals with a fundamental prob-

lem in evaluation: how to attribute a particular outcome to a public policy when 

it is impossible to observe the program participant (beneficiary) in the alternate, 

counterfactual state of no treatment. In other words, how can we know that a 

certain outcome was in fact caused by a policy or program rather than other fac-

tors? Other factors that could also affect the intended outcome are (1) other pub-

lic programs in place and (2) increased income or other changes in the household 

that might have affected demand for education (the outcome).

Such difficulties exist when evaluating the impact of the primary reforms in 

Mozambique. Primary school enrollment had been increasing since at least 1997, 

and probably even before (World Bank 2005), so if a higher primary enrollment 

rate is also observed from 2003 to 2008, can it be attributed to the primary reforms 

or simply be a continuation of the previous trend, which itself may have been 

caused by other factors, such as increased household income resulting from eco-

nomic development?

Conducting randomized trials or generating natural experiments would 

provide an adequate counterfactual, but this is difficult, so researchers usually 

conduct quasi-experimental research and take advantage of particularly rich 

datasets to generate an adequate method of identifying program impact. 

The success of these methods depends on how robust the counterfactual is 

that is developed by the researcher from the data. Nevertheless, it is important 

to keep in mind the old saying in statistics and social science: correlation does 

not imply causation.

Source: Authors.
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for education). The reforms also appear to have increased  enrollment in 
 secondary schools because of higher enrollment and completion rates in 
lower primary.

Figure 4.1 shows the estimated probability of enrollment by age before 
and after the program, based on the econometric model (that is, control-
ling for all other variables known to affect enrollment). The upward shift 
in enrollment for all ages observed after the 2004–05 reforms (that is, 
after the program) shows the estimated program effects. The hump in the 
curve around ages 6–12 (the main ages for EP1), with a peak occurring 
at age 9 and a decline thereafter, indicates that the effect was strongest at 
the peak age for enrollment in EP1. At age 13, the program variable has 
an insignificant coefficient. This may indicate that the program effect on 
demand for EP2 was limited by the higher cost and lower supply of 
schools. On average, the reforms led to a 12 percent increase in the prob-
ability of attending school for children ages 6–18. 

It is difficult to ascertain whether all of the enrollment growth was due 
to the 2004–05 reforms. Some increase might be due to the increased 
supply of schools, as most of the new lower primary schools built between 
1996 and 2005 were in rural areas. The analysis suggests,  however, that a 

Figure 4.1 Marginal Effect on Enrollment Before and After the Program, 
by Age Group, 6–18 Years
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significant proportion of children were enrolled or remained in lower 
and upper primary school after 2005, probably as a consequence of the 
reforms.

The program improved access for Mozambique’s most disadvantaged 
groups, but significant biases against girls and orphans remain.

The results also show that the 2004–05 reforms benefitted 
Mozambique’s most disadvantaged groups: girls and children in rural 
areas, but only with respect to EP1. Primary education enrollment was 
estimated to have grown even faster than it otherwise would have in 
these groups. Enrollment gains in EP1 were highest among poor house-
holds. In EP2, more children enrolled across all sectors of the population, 
but gains were highest for the better-off households.

However, the analysis confirms that significant biases against orphans’ 
access to education still exist. Despite improved enrollment for all age 
groups in Mozambique after the 2004–05 reforms (including orphans), 
orphans are still less likely to be enrolled, especially when the mother 
is missing. When the mother has died, both boys and girls suffer a lower 
probability of enrollment, but the effect is worse for girls. Interestingly, 
when the father has died, the probability of enrollment only worsens 
for girls. The analysis also finds that the probability of lower enrollment 
for children whose mother has died is higher in rural areas than in 
urban areas. There is no significant effect on enrollment by area of 
residence for children whose father has died.
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C H A P T E R  5

Does Education Matter for 

Poverty Reduction? 

A Livelihoods Perspective

Expanding access to education1 has been a key policy goal for Mozambique, 
not only as an end in itself, but also because the lack of a qualified labor 
force is a constraint to growth and poverty reduction.2 This discussion has 
gained relevance because recent data suggest that Mozambique’s growth 
has not reduced poverty to the extent it did in the past decade (MPD 
2010). Questions have been raised about the role of education and skills 
in supporting an inclusive pattern of employment expansion and chang-
ing the growth trajectory toward creating increased opportunities for all 
households.

Growth improves the welfare of households primarily by allowing the 
labor force to move from lower productivity into higher productivity 
activities. In 2008, 88 percent of primary employment was found in 
household-based activities—either farming or non-farm enterprises. The 
majority of those employed in the household sector reported that their 
primary activity was agriculture (see table 5.1). This situation is expected 
to change quite slowly over the next decade.

Demand for labor was low in the past. Relative to the size of the labor 
force, few enterprises in Mozambique, large or small, offer wage and salary 
employment. In 2008 only 7.8 percent of the labor force reported private-
sector, non-agricultural, wage and salary employment as their primary 



46       Education Reform in Mozambique

activity. Growth in demand for labor from private enterprises has only 
kept up with the growth of the labor force since 2003 so there was little 
mobility into this sector.

Owing to constraints outside the labor market, demand from private 
employers is not likely to increase rapidly. When asked if they would 
like to increase employment, business owners reported that the main 
constraints to investment in enterprise growth are not in the labor mar-
ket, but in the infrastructure sector, in the land and financial markets, 
and in government rules and regulations, including taxation (World Bank 
2009). These constraints could be released through policy and institu-
tional change, as well as through investments in infrastructure, but this 
process takes time. Even if demand for labor were to double the growth 
rate of the past—say, twice the rate of growth of the labor force, imply-
ing a much higher rate of investment in labor-intensive plants than has 
been realized in the past—this would result in only about 10 percent of 
the labor force being employed in such jobs in 15 years. After 25 years 
of solid, broad-based economic growth and development, Mozambique 
might expect that nearly 20 percent of the labor force might have this 
type of employment as their main activity.

This conclusion is based simply on current initial conditions and the 
high growth rate of the labor force. With the labor force growing at 
nearly 3 percent per annum, wage and salary employment would need to 
increase by about 20 percent yearly for the next 10 years simply to 
absorb the majority of new entrants while leaving the existing labor force 
in their current jobs. This would be about 8 times faster growth than this 
type of employment achieved in 2002–03 to 2008–09, which is why it is 
considered highly unlikely.

Table 5.1 Structure of Employment, Household vs. Wage, 1997–2009

Type of employment

Share of employment (%)

1997 2003 2009

Household agriculture 86.8 80.1 79.6

Non-farm household enterprise 4.4 8.3 8.4

Wage employment 8.9 11.7 12.0

 Private sector 3.0 7.2 7.8

 Public sector 5.9 4.5 4.2

Total 100 100 100

Source: IAF 1996–97, 2002–03; IOF 2008–09.



Does Education Matter for Poverty Reduction? A Livelihoods Perspective       47

Household Enterprises and Poverty Reduction

Thus, for the foreseeable future, Mozambique will be a country of house-
hold farms and firms—what is often called “informal economic activity.” 
The transition of labor into non-farm sectors will take place within the 
scope of household economic activities. Households will be compelled 
both to raise the productivity of their traditional activity, agriculture, and 
to add new and more productive “household enterprises” (HEs), or non-
farm household businesses (see box 5.1). Thirteen percent of Mozambican 
households report earning income from HEs in 2008. But this is well 
behind countries like Ghana, Tanzania, and Uganda, where 40–60  percent 
of households earn income from this source (Fox and Pimhidzai 2011). 
In these countries, the HE sector grew because households added a non-
farm activity to their agricultural livelihood, spending work time in both 
agriculture and non-agriculture economic activities.

In low-income Sub-Saharan Africa, it is not known whether labor 
productivity is higher for households in their non-farm activities, but it 
is known from studies in other countries that earnings tend to be higher 

Box 5.1

Household Enterprises

A household enterprise (HE) is a small enterprise not legally separated from other 

household economic activities. It is usually conducted by a single (own-account) 

entrepreneur employing only unpaid family members, although outside labor is 

sometimes employed on a casual basis. Such non-farm HEs are at the lower end 

of the spectrum of micro, small, and medium enterprises (MSMEs), and are largest 

in number among MSMEs, but the smallest and most vulnerable. Typical HE activ-

ities include selling household goods or clothing in the market, brickmaking and 

construction, charcoal production, grain milling or other basic agricultural pro-

cessing, tailoring, hairdressing, making and selling food, running a bar or small 

restaurant, making furniture, or running a messenger, bicycle, or taxi service.

The HE sector plays an important role in income and job creation in Sub- Saharan 

Africa. However, the sector is largely ignored in policy and institutional frameworks 

in most African countries, which generally focus on small and medium enterprises. 

Mozambique is no exception in this regard.

Source: Fox and Pimhidzai 2011.
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on average (Fox and Gaal 2008). This trend has been confirmed for 
Mozambique (Fox et al. 2008; Andre and Fox 2011). These two studies 
for Mozambique have also confirmed that in discreet periods in the last 
decade, households that added a household enterprise have higher con-
sumption growth than those that did not, indicating a strong connection 
with poverty reduction.

Education is the key to better economic opportunities and poverty 
reduction. 

The above employment analysis has important implications for educa-
tion policy in Mozambique. Many studies of income growth in rural and 
urban Mozambique have shown the importance of even a few years of 
education in raising household welfare at the level of the poverty line in 
both rural and urban areas. For example, Fox et al. (2008) found that a 
few years of primary education raised household consumption per capita 
in rural areas by 6 percent and in urban areas by 12 percent in 2003. 
Completing EP1 basically doubled this effect. Education helped improve 
household livelihood patterns in various ways: it made the household 
more efficient in the use of its labor resources and it enabled mobility 
into new, higher productivity sectors. As noted, diversification of the eco-
nomic activities of at least one family member out of agriculture was 
strongly associated with higher household welfare.

Education Needs of the Labor Force

How much education does the future labor force need in order to enter the 
non-farm sector, either through wage employment or by creating a non-farm 
HE? As already noted, wage employment opportunities are expected to 
be quite limited for at least the next 15 years. Mozambique’s wage and 
salary labor force has one of the lowest levels of education in East and 
Southern Africa. Upgrading of skills in this employment segment would 
likely enhance competitiveness.

Fortunately, increased enrollment in schools seems to be having an 
effect on the qualifications of the labor force. Analysis of the IOF surveys 
showed that over 80 percent of the labor force under 25 who reported 
working in a wage or salary job (that is, recent hires) had completed at least 
lower secondary education in 2008. This statistic suggests that in the future 
secondary education is likely to be the minimum qualification for attain-
ment of a wage and salary job. But it may also suggest that the current 
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supply of secondary schools is providing enough qualified workers given 
current sluggish demand.

Indeed, it is not obvious that the wage and salary sector is actually 
absorbing all the secondary graduates who would like to enter the sec-
tor, nor that it could absorb all the projected future graduates given 
current trends in labor demand. Surveys of business owners on new 
hiring suggest that at least for the next few years the education system 
may be creating more secondary graduates than the wage and salary 
sector can absorb. This does not mean that these graduates have all the 
skills that employers seek or that there are no problems with the qual-
ity of secondary education. However, these are separate issues. What 
business owners report is that there are other constraints to the expan-
sion of employment, outside the labor market, that are driving their 
decisions at present. Further analysis of this question, including analysis 
of employment data by age and skill level from panels of firms, would 
be helpful.

Cross-section data from the IOF surveys indicate that some education, 
at least at a lower level, is needed to operate an HE. For those who declared 
the HE to be their primary employment, half in 2008 had completed at 
least EP1, and only 11 percent reported no education at all. But cross-
section data do not indicate how important education is relative to other 
variables correlated in the study, such as the wealth of the household, and 
they also exclude those for whom an HE is a secondary activity. From the 
NPS panel data, further insight on the importance of education was gained 
by looking at the characteristics of the individuals and the households who 
started a household enterprise between 2002 and 2008.

The analysis confirmed that those who started an enterprise had higher 
levels of education. Further analysis using NPS data for 2008 of the factors 
present in 2003 that determined whether a household started an enter-
prise showed, surprisingly, that wealth was not important. A household 
could start and sustain a household enterprise from nothing if the adult 
household members had enough education. Thus, education was the key 
factor in allowing a household to shift into the non-farm sector with the 
probability of a higher income and more positive growth path.

These results suggest that the low education level of the labor force is slow-
ing the growth of these HEs, thus reducing the pace of poverty reduction. 
Adults lacking numeracy cannot start even a rudimentary trading enterprise 
as they are unable to engage effectively with customers or suppliers, nor can 
they absorb even the most basic vocational or enterprise training. Although 
the education progress reported here is gradually raising the qualifications of 
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Mozambique’s workforce, still less than 50 percent of women ages 15–25 
(the age of new labor force entrants) in 2009 had even completed EP1 (see 
figure 5.1). Most of these women will be trapped in the lowest productivity 
activities, even as they are raising the next generation.

The reforms initiated in 2004–05 are working to alleviate this situa-
tion. As these children grow up and transition into the labor force these 
figures should improve, as will be demonstrated by simulations in the 
next chapter. But these results show the urgency of effectively addressing 
the remaining supply-side and demand-side obstacles to greater school 
enrollment and completion, especially for girls.

In summary, Mozambique’s current growth rate in secondary educa-
tion graduates appears to be ample to meet the demand for educated 
labor for wage and salary jobs, in part owing to slow growth in demand. 
This is likely to be the case for the near future, as the number of sec-
ondary graduates (especially ES1) is expanding rapidly, even though the 
starting base is low. In the medium term, if Mozambique is able to release 
the constraints firms face in expanding, the result should be higher 

Figure 5.1 Education Levels of New Workforce Entrants, 1997, 2003, 2009
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demand for secondary graduates. But even a major expansion in demand 
will still not absorb a significant number of new graduates in the labor 
force in the near future.

The underdeveloped non-farm household enterprise sector is much 
better placed to provide employment opportunities, and should be able 
to expand substantially if policies and support are instituted that create a 
more conducive environment with regard to infrastructure, market loca-
tions, and access to finance. This expansion could employ a major share 
of the labor force and contribute to poverty reduction.

However, expanding HEs would require a major push to increase 
completion rates for primary education before entering the labor market, 
especially for girls. The demand-side constraints released by the 2004–05 
reforms have supported major progress toward this goal, but Mozambique’s 
poor primary completion record, especially for girls, hinders further prog-
ress. As employment in this sector does not appear to be constrained by 
demand, education for this sector should be an immediate priority.

Notes

 1. This section is based on Andre and Fox (2011).

 2. This objective and the official targets are described in the Government of 
Mozambique’s two poverty reduction strategies, called Plan of Action for the 
Reduction of Absolute Poverty (PARPA, in Portuguese) (MPD 2006). PARPA 
documents and donor comments are available in English at: http://www.imf
.org/external/pubs/ft/scr/2011/cr11132.pdf.
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C H A P T E R  6

Investing in Education: 

Tough Choices Ahead

Sustaining inclusive economic growth to reach middle-income status is a 
difficult and long-term endeavor for a country as poor as Mozambique. It 
is well known that education plays a key role in economic growth (World 
Bank 2011). By improving worker productivity, supporting more 
informed livelihood choices, and enabling better management of house-
hold activities, education helps adults become better parents and respon-
sible citizens and leads to longer and healthier lives. Education is 
particularly important for development of low-income countries because 
it is the key supply-side factor supporting the transformation of house-
hold livelihoods and the growth of non-farm employment. In helping 
move the labor force out of traditional agriculture into higher productiv-
ity activities, education supports inclusive growth. In sum, education 
determines opportunities.

While Mozambique has made great strides in recent years to improve 
access to primary education, particularly for its most disadvantaged 
populations, it will need to do more to ensure it has a qualified labor force 
that can both meet the skill demands in the economy and promote eco-
nomic growth. This chapter suggests policy options for further reforms 
that will continue to expand Mozambique’s education system, address 
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issues of efficiency and quality, and overcome the pressures on the coun-
try’s secondary education system.

The findings discussed in this volume suggest that even though pri-
mary school enrollment has been rising since at least 1997, the primary 
level reforms of 2004–05 have been responsible for enrollment increases 
across the board, but particularly of children ages 8–10, those in rural 
areas, and girls. However, despite improvements in enrollment, overall 
efficiency in the education system remains low. Most children who enter 
lower primary do not complete this education level at the appropriate 
age. Even fewer of them advance to upper primary and beyond. And 
many children who should be in school are not. Higher fees and longer 
distances to schools impede access to EP2 for poor and vulnerable chil-
dren, especially in rural areas.

The expansion of primary education resulting from the reforms made 
for a more inclusive system, but because of limited resources, it also put 
enormous pressure on quality. Pupil-teacher ratios have soared in some 
areas, and achievement results indicate a potential deterioration in stu-
dent learning. Although according to the various surveys, parents seem 
happy with the reforms overall, especially cost reduction, many remain 
skeptical about other aspects such as semi-automatic passing. Most par-
ents also complain about poor learning environments in schools.

The greater enrollment and retention at the lower levels created by the 
primary reforms have increased secondary school enrollment. However, 
the network of public secondary schools, though much larger today, is still 
limited, and the cost of secondary schooling remains a key deterrent. It is 
at this level that private schools play a very important role in providing 
education.

Policy Tradeoffs and the General Question of Access

The question of access to education is a crucial one for Mozambique. If 
the country seeks to promote inclusive growth and be more competitive 
in the region, it will have to catch up to its neighbors and increase the 
number of primary graduates and overall educational attainment. It is 
imperative that all new labor force entrants have at least a complete 
lower primary education (that is, passing 5 grades) and that as many as 
possible have a complete primary education in order to make the transi-
tion from low productivity traditional agriculture to higher productivity 
non-farm sectors. This means that the country must adopt additional 
measures on the demand side to reach those still not in the system and 
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address the apparent demand-side barriers in upper primary. At the same 
time, as more students complete primary school, they are likely to demand 
spaces in affordable secondary schools, either publicly or privately pro-
vided. The rest of this study addresses what will be needed to meet these 
competing pressures.

Improving the education level of the labor force is a long process. 
Despite the tremendous progress made in the last decade, still in 2008 a 
third of the labor force had not gone to school at all, primarily because 
most current workers entered the labor force without qualifications when 
access to education was very limited. The share of workers in the labor 
force with no formal education will continue declining as the older gen-
eration ages out of the workforce and the generations benefitting from 
the increased educational opportunities achieved to date enter the labor 
force. But big changes in the share without education will only be seen in 
the next decade owing to the high number of people age 30 and above 
without education.

Some progress in improving the qualifications of the labor force is 
apparent as the early post-war achievements in education access begin to 
show up in the labor force. Between 2003 and 2008, the share of the 
labor force over 20 years of age with complete lower primary education 
or higher increased from 28 to 31 percent, and the share with completed 
full primary education rose from 12 to 19 percent.

Is Mozambique on track to supply a labor force with the minimum 
qualifications to make the transition to higher productivity farm and 
non-farm activities? To analyze this question, a simulation was run of 
what the qualifications of the labor force would look like if the current 
rate of transition through the education system continues. The simulation 
model is described in appendix B and the results are shown in figures 6.1 
and 6.2. These figures show the projected distribution of the labor force 
among workers ranging from those with less than complete EP1 to those 
with higher level qualifications.

Assuming the current rate of efficiency and transition, Mozambique 
can likely expect a fairly large increase in the share of the labor force 
completing primary education: an increase of 1 percent per year between 
2008 and 2013 (see table A.22). And the share of workers with higher 
qualifications increases quite rapidly and stays high because there are 
very few older workers in this group. The share of the labor force ages 
25–29 with complete ES1 or above increased from 2.4 percent in 2003 
to 12.3 percent in 2008 and is projected to be 21 percent in 2013. 
Overall, if current trends continue, of those with education in the labor 
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force, 25 percent would have completed primary (EP2) or above by 2013 
and 9 percent would have completed lower secondary (ES1) or above.

Can Mozambique do better than this projection if suitable policies 
were to be put in place? The country could move these numbers along 
faster by increasing transitions to higher grade levels. To achieve this the 
country might build even more schools and train even more teachers, as 
well as develop programs and policies to improve system efficiency by 
reducing repetitions and increasing completions. Or a combination of the 
two policies could be put in place. 

Figure 6.2 (and table A.22) show projections of the changes in the labor 
force that might result from increasing transitions first within primary 
levels only, and then within secondary levels only. If the policy choices 
resulted in a doubling of primary transition rates, by 2013 the share 
of the labor force completing EP2 (or above) would rise from 25 to 

Figure 6.1 Observed and Projected Distribution of Labor Force by 
Education Level, 2008 and 2013 
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28  percent—an impressive increase over the already projected increase of 
 6 percentage points given current transition rates. Given that completion 
of this level seems critical for livelihood diversification, making the effort 
to improve primary transitions seems worthwhile. There would be a spill-
over to the secondary transition rates anyway (assuming minor capacity 
expansion under current growth policies plus some efficiency improve-
ments); the percentage of the educated labor force with completed lower 
secondary (ES1) would then rise from 9.1 to 9.7. On the other hand, if the 
policy choices left the rate of transition in primary the same but focused 
on expanding secondary enrollments, there would be only a modest 
increase in the share of the labor force that completes at least lower sec-
ondary compared to the “double primary” transition, from 9.7 percent to 

Figure 6.2 Projected Distribution of Labor Force with Increased Transition Rates 
at Primary and Secondary Levels, 2013
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10.3. The transition from lower to upper secondary shows a bigger jump 
than in the “double primary rates” scenario, of course.

Emphasize Primary or Secondary?

All of these scenarios suggest that increasing the qualifications of the 
labor force requires a long-term strategy. But the scenarios also shed light 
on one of Mozambique’s key strategic choices, that is, whether to focus 
on increasing completion of primary school or secondary school. 

Mozambique will have to make tradeoffs in strategies to solve the 
problem today. Increasing transition rates and completions in primary 
schooling is relatively cheap, as the system does not seem to be highly 
supply constrained. This is especially true for the transition from EP1 to 
EP2. While it is obviously important for investments in facilities and 
inputs to keep up with the growth of the school-age population, the 
results projected above could be achieved at a low cost, through increas-
ing efficiency in the use of existing facilities so that more students com-
plete primary school. Modest demand-side measures to decrease dropout 
should help as well. 

Above EP2 in secondary education, the system is highly capacity con-
strained, so rapid achievement of the highest transition ratios projected 
probably would require expansion in supply as well as efficiency improve-
ments and demand side measures to move even more children through 
the system. This would be much more costly. So improving access and 
efficiency at the primary level might have nearly the same effect on the 
number of secondary grads simply through increasing the pool of stu-
dents eligible for secondary education, and it would be a more equitable 
way to achieve the same goal.

Of course, this result assumes that the additional primary graduates 
would have the same propensity to attend secondary as those in the past. 
This might not be the case, however, as the incremental primary school 
graduates might come from lower income or more remote households 
that are short on the resources required. But policy could address this 
through targeted subsidies, which would be cheaper than a broad pro-
gram of public secondary education expansion. 

In working through these options, it is important to keep in mind not 
only the issue of quantity but also quality. The tradeoff is not only 
between investment in facilities on one level over another. It also involves 
investments in quality of classroom experience at all levels. But again, 
boosting quality in primary levels could improve retention and thus 
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increase the number transitioning from lower into upper primary, and on 
to secondary (see box 6.1).

It is also important to keep in mind the role of the public sector in 
providing access to education for those who might not be able to get it 
any other way. Chapter 3 indicated that demand for secondary school-
ing in Mozambique is at least partially being met through private 
education. Public policy could support this trend, for example, by pro-
viding scholarships for the private system rather than building more 
public schools.

Questions for policy makers to consider are as follows:

1. Who needs to attend low-cost schooling at an appropriate distance or 
they will not attend at all? When does the public sector need to supply 
these schools because the private sector will not (for example, remote 
areas, students with special needs, and so forth)?

2. At which level are the private returns of education high enough that 
individuals or families can finance their own education?

3. How can the country make use of targeted schemes, such as scholar-
ships or loans to alleviate credit constraints that might prevent some 
individuals from obtaining further schooling or from accessing higher 
quality services abroad (for example for higher education)?

Policy makers should also consider the relative costs of providing edu-
cation at each level. Per student costs in secondary schools are more than 
double those in primary schools.1 Considering the scope of the public 
sector and alternative means of providing education where it becomes 
more costly and less inclusive might make it easier for policy makers to 
compare the costs and potential benefits of various policy options.

Policy Options for Mozambique

The analysis in this volume highlights six issues to be addressed as 
Mozambique moves into the next stage of education policy: (1) how to 
get children into primary school on time; (2) how to raise the transi-
tion rates; (3) how to raise quality; (4) how to measure and track sys-
tem performance in real time; (5) where to expand the system using 
public funds; and (6) how to ensure that youth who leave school are 
ready for work.

Recommendations for how Mozambique can begin addressing these 
issues are as follows.
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Box 6.1

Two Common Tradeoffs in Education Policy

When resources are constrained, it helps to highlight two major tradeoffs that 

policy makers usually face when considering investments in education.

Quality vs. Quantity. Even though economies of scale in education mean that 

one teacher can probably just as easily teach 15 children as 5, when education 

systems expand, significant resources are needed to ensure that quality does not 

fall. This is particularly the case if the expansion reaches previously underserved 

populations for two reasons. First, most children of school age that are out of 

school are from poorer families with little or no education background. Often 

these children have had difficulty in school and dropped out early. Educating these 

children, therefore, will be more costly. Second, most education systems begin by 

expanding supply where it is less costly and economies of scale are greater, such 

as urban areas. Expanding access to rural and remote regions is more costly both 

because building and operating schools can be expensive and because the 

number of children at an appropriate distance from school is smaller. Investments 

in supply could come at the cost of quality if resources are not increased or used 

more efficiently, or if quality management systems are not in place. Countries must 

(continued next page)

On-Time Entrance 
1. The fastest way to ensure higher coverage of primary education is to 

ensure that children start school on time.

Even though evidence suggests that the 2004–05 reforms motivated 
younger children to enroll in school, the problem of late entry remains. 
Studies show that children achieve more if they start primary school at the 
official school-entry age of 6 years, because they are more likely to com-
plete primary school, they learn more at a young age, and having older and 
younger children in the same classroom can be disruptive (see Wils 2004). 
Despite the benefits of enrolling in school early, a large proportion of 
6- and 7-year-old children, over 60 percent and 40 percent respectively, 
are out of school. And, when asked why their 6- and 7-year-old children 
are not in school, most parents answered that they were “not of school age” 
(see figure 3.11).
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decide what standard of quality is acceptable as they continue to expand access. 

It is also important to ensure that this same standard of quality is available to all 

schools in the country, and not just those in urban or other better-off areas. 

Primary vs. Secondary. Investment in primary education, especially in a young 

country such as Mozambique, will be more progressive, that is, will reach more 

children, particularly those from low-income households, than investment in sec-

ondary education. The reason is simple: even if the schooling is free, most low-

income students cannot afford the opportunity cost of remaining in school once 

they are of working age. In addition, primary schools tend to require fewer 

resources than secondary schools because learning at this level is less specialized. 

On the other hand, as countries begin to grow economically, the demand for 

higher level skills and knowledge will grow. Moreover, it is difficult to sustain qual-

ity higher education and teacher training without a sufficient number of qualified 

secondary school graduates. Finally, the parents of children who access second-

ary education and beyond will tend to have more “voice.” Countries facing pres-

sures to expand supply and remove demand-side barriers must keep in mind the 

populations most likely to be served and benefitted at each education level.

Source: Authors.

Box 6.1 (continued)

Mozambique should closely study the reasons for late entry. Reasons 
could range from nutrition issues to lack of knowledge and awareness of 
the benefits of starting early to concerns about the safety of young chil-
dren walking on the roads and pathways to school. Policies should 
respond to the reasons for this behavior and could include options such 
as community awareness programs on the importance of starting school 
on time or even making school entrance mandatory at age 6. 

In a number of countries, including Mozambique, Early Childhood 
Development programs have been shown to support on-time entrance 
to primary education and result in better learning outcomes (see box 6.2). 
In other countries, conditional cash transfer programs (CCT) have been 
used (see box 6.3). For lower primary, where financial reasons are not 
the main reason children do not start school on time, CCTs would still 
provide a financial incentive to send children to school. Mozambique is 
now developing strategies in both areas. But both of these options involve 
major new expenditures at a time of limited resources, so cost- effectiveness 
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Box 6.2

Would Early Childhood Development (ECD) Programs in 
 Mozambique Get Children to Start School on Time?

It is well-known that the years up to age 5 are most important for learning, as 

many of the foundational cognitive and motor skills needed for learning are 

formed during this period. Failure to develop these foundational skills during the 

window of opportunity of early childhood can lead to long-term, often irrevers-

ible effects. Hence, the traditional view of education starting with primary school 

takes up the challenge too late. During the early years of life, children need a sup-

portive learning environment including health care, proper nutrition, and a stimu-

lating environment to support cognitive development (World Bank 2011).

A 2008 study conducted by the Mozambique Government, Save the Chil-

dren, and the World Bank on a sample of children ages 3–5 in 72 poor rural com-

munities in Gaza province, found that, too often, these key learning prerequisites 

are not being built during children’s first five years (World Bank 2010). The study 

found that 42 percent of surveyed children were stunted and the majority of the 

children demonstrated significant cognitive development delays. The study also 

found low school preparedness among children in the sample. These develop-

mental delays might partly explain why poor children are less likely to start school 

on time in Mozambique.

Pilot programs organized by donors and nongovernmental organizations 

have shown that low-cost, community-based ECD intervention can yield posi-

tive results in the specific context of rural Mozambique. While current results 

are still preliminary, they indicate that children ages 3–5 who participated in a 

(continued next page)

is a critical issue. Further data collection from parents on the reasons for 
late entry and careful analysis of actual outcomes from pilot program 
experiences should guide further efforts. 

Raising Transition Rates 
2. Primary students must also transition effectively and efficiently through 

the system and complete their studies.

Improving access to primary school is important, but so is making sure 
that children stay in school and complete each level satisfactorily. To 
support improvements in labor force productivity, income growth, and 
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community ECD intervention in rural Gaza performed better on measures of 

cognitive and overall development at age 6 than those in the control group 

and that they are more likely to enter primary school at the right age than the 

control group. 

The Ministry of Education (MOE) has recognized the importance of ECD for 

Mozambique. In March 2011, the MOE established an ECD Secretariat in the Direc-

torate for Primary Education and appointed an ECD commission tasked with the 

responsibility of drafting a multi-sectoral ECD strategy for Mozambique. One issue 

is that most of the pilots developed to date are “full service,” including a center, 

trained and paid teachers, nutritious meal services, and so on. However, funding 

for scale-up of this type of pilot project in Mozambique is unavailable. Even more 

important, local administration and monitoring is inadequate to undertake the 

additional responsibility of ECD without adequate preparation. 

Supported by donors, the new ECD strategy plans to focus on community-

supported pre-school models that could be established in poor areas with initially 

limited inputs from the Ministry of Education and Culture (for example, staff train-

ing, provision of learning materials, and in poor areas, financing of some recurrent 

costs). It should be noted that cost per child in ECD is normally less than one-half 

that of primary school. So if ECD by improving readiness, reduces dropouts and 

repetition in EP1, it will be a good investment. However, it will be critical for plan-

ners of the strategy to develop further pilots that focus on one intervention at a 

time, to identify the most important program elements needed to get children 

into primary school and learning. 

Source: World Bank 2010. 

Box 6.2 (continued)

poverty reduction, Mozambique should meet the challenge of raising 
primary school completion as soon as possible.

It is likely that both demand-side and supply-side barriers affect smooth 
grade-to-grade progression and completion. Reducing the demand-side 
barriers to starting children in school at the appropriate age should help. 
But still many parents complain of lack of spaces in lower and upper pri-
mary schools, and even without official school fees, many families find it 
difficult to send their children to upper primary because of the distance 
to the nearest school (and the costs this implies). Repetition rates are high, 
particularly in 5th grade and in upper primary and these also might be 
related to dropouts at these levels.
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Box 6.3

Conditional Cash Transfers in Mozambique: 
A Simulation Exercise

Recently praised as successful in alleviating current and long-term poverty, 

conditional cash transfers (CCT)—regular cash payments to poor families on 

the condition that their children attend school—may be a beneficial alterna-

tive to boost school enrollment in Mozambique. The success of the CCT 

depends on the program being well targeted and having adequate size of 

payments, as well as on the schools being able to absorb new enrollment. The 

following exercise simulates the impact of a CCT program to stimulate enroll-

ment for poor Mozambican children ages 6–14 years by reducing income 

constraints.1

For the purposes of this simulation, the CCT benefit amount is either Mt 100 

(US$4) or Mt 200 (US$7.50) a month in 2008 local currency units, (about 8 or 

15 percent of the consumption of the bottom quintile). The poorest 10, 20, or 

30 percent of the rural population (according to the consumption distribution) 

have been selected as beneficiaries.2 Transfers are fixed per household and a pro-

rata penalty (household transfer divided by number of eligible children) is applied 

for each child who does not attend school. The simulation analysis provides a 

measure of whether households can respond positively to a CCT designed to 

mitigate impacts of current poverty in the short run and increase human capital 

in the long run.

(continued next page)

While the supply of schools in both lower and upper primary expanded 
considerably in the past decade, access to upper primary and higher levels 
remains a problem. These supply constraints might be one of the reasons 
why fees and other costs remain high in upper primary. The Government 
should make sure to continue to expand and upgrade the network of 
lower primary schools in rural areas and upper primary schools in both 
rural and urban areas.

To ease demand-side barriers, further lowering of costs and fees in 
upper primary should be considered. CCTs could also be considered as a 
way of reducing the indirect cost of schooling for lower income families 
(box 6.3). The opportunity cost of schooling becomes relevant in upper 
primary. CCTs could ensure this opportunity cost is significantly lowered, 
allowing children to remain in and finish school.
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Impact of the CCT on School Enrollment, Children Ages 6–14, in 
 Rural  Areas, 2008 

Benefit 
amount

Target Population

Poorest 10% Poorest 20% Poorest 30%

Actual 
enroll-

ment %

Estimated 
enroll-

ment %

Actual 
enroll-

ment %

Estimated 
enroll-

ment %

Actual 
enroll-

ment %

Estimated 
enroll-

ment %

Mt 100 63.5 68.3

(Δ=7.6)

64.0 68.2

(Δ=6.6)

65.6 70.3

(Δ=7.1)

Mt 200 63.5 73.1

(Δ=15.1)

64.0 71.5

(Δ=11.7)

65.6 72.4

(Δ=10.4)

Source: Authors’ calculation from NPS 2008 data.

Conclusions that can be drawn from the simulation are: (1) CCTs would have 

a positive impact on school enrollment for all poor children in rural areas; (2) CCT 

program impact would be larger for poor children ages 6–9, motivating them to 

enroll early in EP1; (3) higher benefits would lead to larger impacts, but at the cost 

of increasing program cost; (4) CCT program cost would be lower than 0.5% of 

GDP, depending on the combination of benefit amount and beneficiary popula-

tion; and (5) to increase demand for schooling among the poor, funds should be 

paid directly to the household.

Source: Leite 2011.

1. Simulation uses an ex-ante model such as the one detailed in Bourguignon, Ferreira, and Leite (2003).

2.  Actual implementation of a CCT program would select beneficiaries on the basis of declared income, 

proxy-means test, community targeting, or a combination of methods.

Box 6.3 (continued)

As long as significant supply constraints exist, however, demand-side 
policies such as CCTs or others will not have the intended effects. 
Mozambique should consider exploring further the reasons for non-
completion, as well as the reasons for high repetition rates in 5th grade as 
well as in the upper primary level.

Raising Education Quality Level 
3. Quality needs to be closely monitored, particularly as the system con-

tinues to grow and become more inclusive.

Primary school is an important tool for an individual’s economic progress 
in the country. Despite the positive improvements to expand access, 
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achievements in primary education remain below the requirements for 
Mozambique’s economy. Put simply, the quality of the education must be 
improved so students learn more during their time in school.

The poor quality of many lower primary schools might also be driving 
people away. There is a dire need to improve school infrastructure, par-
ticularly in rural areas. While class size itself may not be the major source 
of low quality, it is unlikely that the reported class size of more than 
70 students in some areas could be conducive to learning. Finally, all 
 students should have access to books and other materials at free or 
reduced cost so they can take the most advantage of their time in school. 

Curriculum reforms should be evaluated to make sure that teachers 
are sufficiently trained to deal with the new curriculum. Semi-automatic 
passing should not be seen as an opportunity to cruise along for a number 
of years but as a way to ensure that students are given sufficient time to 
understand the subject matter without being unnecessarily held back. 

Expanding access without compromising quality to the point of reduc-
ing the value of a primary school education should be the objective going 
forward. 

Tracking System Performance
4. Measuring and monitoring performance at national and local levels 

can unlock performance problems.

Meeting quality and quantity challenges requires continuous monitoring 
of education expenditures and results, including inputs such as quality of 
school infrastructure, teacher performance, and availability of books and 
other learning tools as well as student outputs (learning hours) and out-
comes. Monitoring of local program implementation, such as the imposi-
tion of fees, is important to ensure that they do not continue to pose a 
barrier to entry and completion. 

In a large and predominantly rural country like Mozambique, effective 
monitoring must be done close to the point of service delivery, at the 
school level. The distance of the central government from the point of 
delivery means that local governments in Mozambique need to increas-
ingly take an active role in monitoring. Parents and the wider local com-
munities can also provide effective feedback to governments. Information 
coming from the ground needs to be systematic, easy to collect, and com-
parable across jurisdictions. 

The current system of top-down monitoring is expensive and not effec-
tive enough. This study found a large variation in fees paid by households, 
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which may or may not be related to the quality of education received 
by the students. Meanwhile, parents report that community school 
committees are not used for regular feedback to the local or central 
government. Administrative data are routinely collected but not accu-
rately reported and do not provide adequate information to improve 
education services. 

A more efficient approach is to develop a simple national monitoring 
system to be implemented at the local government level, with inputs 
from parents, teachers, students, and school committees. Such a system 
would allow benchmarking at the facility, district, and province levels, 
and would set up an accountability mechanism that can build trust 
between the schools and the community as well as hold principals and 
district officials increasingly accountable for outcomes. Mozambique will 
need to explore this type of local, demand-driven monitoring as a com-
plement to policy reforms. 

Funding Decisions on System Expansion
5. Options to expand secondary schooling should be determined relative 

to the issues remaining in primary.

As primary enrollment continues to rise and if efficiency improves, the 
country will face serious supply challenges, particularly in the upper lev-
els and in rural areas, increasing the pressure to expand secondary school-
ing. In considering these challenges, the Mozambique Government 
should also note that operating costs per student in secondary school are 
two to three times higher than in primary school, investment costs are up 
to 16 times higher, and teacher training is more expensive as well. 
Mozambique will face tough choices as it strives to improve access to 
education for its population, particularly those at greater disadvantage, 
while at the same time improving the possibility of any individual student 
progressing to the next education level. Solutions other than public 
school construction can be examined. The Government should examine 
the experience of countries such as Bangladesh, where most of its second-
ary education is privately provided.

For its future strategy, the Government should do a cost analysis of 
how to ensure more secondary school graduates, looking at budget 
tradeoffs on the supply side; the role of increasing access, efficiency, and 
quality in primary school in achieving this goal; and the implications 
for equity, employment opportunities, wealth creation, and poverty 
reduction of the various options.
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Ensuring Readiness for Work
6. Making sure youth who leave school are ready for work.

For the next 10 years, most Mozambican youth who enter the economy 
seeking productive employment will need to make their own livelihoods, 
either working on their family farm or creating a business that sells goods 
or services to their community or to another small business. The 
Government should strive to make sure that these youth are ready for 
work. This starts with making sure that as many children as possible fin-
ish school with competency in the basic subjects, but it also involves 
teaching behaviors and competencies that will allow them to find pro-
ductive economic activities and make these activities pay. It is most 
efficient to do this while they are in school, before they have dispersed 
into their communities and beyond.

The primary school curriculum is currently oriented to teaching basic 
skills and preparing kids for secondary school. However, owing both to 
supply constraints and the high cost of education at this level, most 
Mozambican children cannot progress onto secondary school. For many 
of them, primary education will be all that they get. Yet, they graduate 
from upper primary unprepared to generate their own employment 
opportunities—indeed, even possibly unaware of such opportunities and 
how to take advantage of them. Evidence from other countries suggests 
that post-school training is expensive, unlikely to reach this group of 
people, and has a low payoff. 

All of this suggests a need to make primary school as valuable and 
productive for children as it can be. This can be done, for example, by 
supplementing the basic skills curriculum with financial literacy and 
other practical, competency-based subjects that can serve youngsters well 
in the workplace. These modules do not need to be extensive; evidence 
suggests that teaching basic “rules of thumb” can make a difference given 
minimal numeracy skills (see box 6.4). Testing and evaluating new cur-
riculum options in this area should be a high priority.

Education in Mozambique: A Bright Future 

Mozambique has come a long way in improving access to lower and 
upper primary schools through sustained investment in education infra-
structure and introduction of important reforms. To its credit, Mozambique 
was able to conduct a massive school infrastructure program while imple-
menting bold reforms to improve access to primary education for millions 
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of children in the country. Parents responded to the 2004–05 reforms by 
sending more children to school for a longer time, as they recognized 
that they needed to respond favorably to the public sector doing its part 
to improve access. While there is no doubt that further progress is 
needed, a commitment at both the household level and the government 

Box 6.4

“Rules of Thumb” Financial Training Can Improve Business 
Management for Household and Micro Entrepreneurs 

Teaching financial literacy to small-scale entrepreneurs as a strategy to improve 

their money management, business strategies, earnings, and profits has received 

increased attention in developing countries. Several studies have documented a 

strong association between household well-being and the understanding of 

financial concepts through better financial decision making. But how can training 

programs effectively reach the huge numbers of household and micro enter-

prises in low income Africa who are primary school leavers? Can simple but effec-

tive courses be designed and rolled out for all who need them?

A recent study on teaching financial concepts finds convincing evidence that 

teaching simple rules of thumb is an affordable method that leads to good 

results. The study, which took place in the Dominican Republic, conducted a ran-

domized control trial on the efficacy of two types of financial training programs: 

(1) the standard approach—a classroom course using traditional principles-

based financial training in basic accounting techniques and (2) a short rule of 

thumb course that covered simple rules for financial decisions such as keeping 

separate business and personal accounts. The latter is suitable for participants 

without secondary education, for example, and is cheaper to teach. The study 

showed that receiving rule of thumb training produced better results than the 

more complex and time-consuming principles-based training.

For countries like Mozambique, the study shows that improving financial lit-

eracy and decision making of small business owners, such as household enter-

prise owners (or farmers), is possible and affordable. Programs could be rolled out 

through night classes for adults. Even more effective would be to add this material 

to the primary school curriculum. Reaching these future entrepreneurs with this 

simple and practical material while they are still in school would better prepare 

primary school graduates to take advantage of economic opportunities as they 

arise and manage their future incomes and assets.

Source: Drexler, Fisher, and Schoar 2010.
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level has been demonstrated to meet these challenges. New targets for 
the future, such as reaching the education Millennium Development 
Goal and improving student achievement, have been set in Mozambique’s 
key policy documents, including the new Five-Year Plan and Poverty 
Reduction Program.

Mozambique has undertaken expansion of access to education as a key 
policy goal not just as an end in itself, but because the lack of a qualified 
labor force is a constraint to economic growth and poverty reduction. 
There is no disagreement that to achieve inclusive growth, the education 
system must ensure that as many children as possible start and finish 
primary school with competency in the basic subjects, as well as the skills 
to allow them to find productive economic activities. At the same time, 
Mozambique needs to prepare for a needed expansion of secondary edu-
cation, and for enhanced support to learning and skill development in the 
early years.

As the country forges ahead, the challenges, and some of the choices, 
are clear. In some areas, once the strategies and targets are determined, 
implementation would benefit from more analysis of some of the specific 
issues. The findings of the present study suggest that the following areas 
remain to be examined: 

• the reasons for late entry, and the cost-effectiveness of possible reme-
dies on the demand side; 

• the factors affecting dropout and repetition rates, particularly in the key 
transitions between lower and upper primary, and upper primary and 
secondary; 

• the skills needed by primary school leavers in order to effectively tran-
sition from school to work, and whether these are being adequately 
taught and developed in primary schools; and 

• methods to effectively monitor system performance and improve over-
all quality in the system. 

Further analysis in these areas could help Mozambique make tough 
choices regarding policy options for the future and implement strategies 
more effectively.

Note

 1. Per student costs are estimated at around 1,780 Mt for primary and 3,700 Mt 
for secondary, using 2009 budget figures from MEC, which include salary 
expenditures. 
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A P P E N D I X  A

Additional Tables from the Analysis 

Primary Education: Enrollment Rates and Factors 
Affecting Enrollment

Table A.1 Gross Enrollment Rates in Primary by Residence Area and Gender, 
1997, 2003, and 2008 (% of population)

 

Urban Rural

Total Growth (%)Male Female Male Female

EP1

1997 89.8 83.0 75.6 50.6 67.7 —

2003 113.1 109.7 104.8 86.3 100.2 48

2008 108.5 104.0 107.3 98.9 104.0 4

EP2

1997 92.3 71.0 26.1 13.6 34.3 —

2003 120.6 110.1 37.2 19.5 57.0 66

2008 120.2 112.2 68.6 50.0 78.5 38

Sources: MICS 2008; IAF 2002–03; IAF 1996–97.

Note: The age groups used in this table are the ones used prior to the 2006 change: 6–11 for EP1 and 12–13 for EP2.
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Table A.2 Net Enrollment Rates in Primary by Residence Area and Gender, 1997, 
2003, and 2008 (% of population)

Rural Urban Male Female Total

EP1

1997 34.9 56.8 42.3 36.4 39.3

2003 57.7 75.9 65.1 61.2 63.1

2008 69.0 80.8 73.3 71.8 72.5

EP2

1997 2.6 18.9 5.9 6.9 6.4

2003 4.0 19.9 9.6 8.6 9.1

2008 14.0 39.7 21.4 23.9 22.6

Sources: MICS 2008; IAF 2002–03; IAF 1996–97.

Note: The age groups used in this table are the ones used prior to the 2006 change: 6–11 for EP1 and 12–13 for EP2.

Table A.3 Children’s Educational Attainment by Age in Primary, 2003 and 2008

Age

2003 2008

Not attending (%) EP1 (%) EP2 (%) Not attending (%) EP1 (%) EP2 (%)

6 61 38.9 0.0 53.3 46.6 0.1

7 47 52.7 0.0 29.1 70.9 0.0

8 34 65.2 0.3 22.8 77.1 0.1

9 24 75.6 0.1 16.4 83.0 0.6

10 25 73.4 1.2 16.9 81.7 1.4

11 18 77.8 4.4 10.6 79.1 10.3

12 23 70.1 6.6 15.1 65.0 19.9

13 23 63.6 12.5 18.6 55.1 26.3

14 29 46.8 20.2 29.2 39.2 31.6

15 36 36.7 21.5 46.4 24.6 29.0

16 49 22.3 19.0 57.2 15.5 27.3

17 53 19.2 15.5 77.1 6.3 16.6

18 68 8.4 10.3 83.2 7.2 9.6

19 74 4.8 7.3 93.3 1.1 5.6

Sources: MICS 2008; IAF 2002–03; Poverty and Social Impact Analysis (PSIA) 2005.
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Table A.4 Average Transition Rates (% students)

1999–2003 2004–2008 Total

Last grade EP1 (5th) 83 85 84

First grade EP2 (6th) 70 77 74

Last grade EP2 (7th) 74 80 77

First grade ES1 (8th) 57 63 60

Last grade ES1 (10th) 75 74 75

First grade ES2 (11th) 48 61 54

Source: NPS 2008, Education History Module.

Note: These rates represent average survival rates in the time period for all cohorts. These are average grade-

to-grade cohort transition rates. They represent the average of the transition rates observed in table 3.3 for the 

years observed. They are not “survival” rates. This means that they only average how many of one year’s 

enrollment goes on to the next. 

Table A.5 Reasons for Never Attending or Dropping Out of School 
(% of respondents mentioning reason), ages 6–19 Years

Year
Supply-side 
problemsa 

High 
costb Workc

Marriage/
pregnancy/

health issues

Not of 
school 

aged Others Total

% of respondents
1998 13.3 10.3 11.6 5.1 26.2 33.4 100

1999 13.6 11.5 10.1 4.7 29.5 30.6 100

2000 9.7 10.1 10.7 7.0 32.6 29.9 100

2001 11.7 9.6 11.8 7.2 30.8 28.9 100

2002 11.7 9.8 11.4 7.5 30.1 29.4 100

2003 13.7 8.5 12.9 7.8 27.7 29.3 100

2004 14.5 5.1 13.5 9.1 28.7 29.1 100

2005 12.9 5.1 12.5 10.7 25.1 33.7 100

2006 10.8 6.4 11.7 10.9 27.8 32.4 100

2007 11.6 5.7 12.2 12.2 21.0 37.2 100

2008 13.1 4.8 13.1 10.8 16.9 41.4 100

Total 12.4 7.8 12.0 8.5 27.0 32.2 100

Avg sample 

size 1,483 1,160 1,460 990 3,272 3,341 11,706

Source: NPS 2008, Education History Module. 

a. Supply-side problems include no school vacancy, school is too far away, no good school for the level/grade, 

the school is closed, no teachers, teacher is not dedicated, and lack of books.

b. High cost includes school fee, uniform costs, and material costs.

c. Work includes work outside the home, on the farm, for the household, take care of sick members, and take care 

of family.

d. Age corresponds to age in the year of not being enrolled. Population excludes those who last attended school 

before 1998.
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Table A.6 Reasons for Not Being Enrolled in School, by Age (% respondents 
 mentioning reason), 1998–2008

Age of the 
enrolled year

Supply-side 
problemsa 

High 
costb Workc

Marriage/
pregnancy/

health issues

Not of 
school 

aged Others Total

6 7.7 4.6 2.4 0.9 75.6 8.8 100

7 11.8 8.9 6.2 1.7 57.3 14.1 100

8 15.6 14.2 9.2 2.5 40.4 18.1 100

9 16.6 15.0 11.5 3.2 31.5 22.2 100

10 17.3 15.1 12.4 3.8 24.7 26.7 100

11 17.4 13.5 14.1 5.3 21.8 27.9 100

12 18.2 12.5 18.6 6.4 16.1 28.2 100

13 14.3 10.0 18.7 11.2 12.4 33.5 100

14 16.2 11.1 22.5 15.0 7.1 28.1 100

15 14.4 14.4 21.9 18.5 4.8 25.9 100

16 17.9 15.1 18.6 20.2 3.2 25.0 100

17 21.3 13.2 19.9 20.8 1.8 23.1 100

18 19.4 13.0 20.5 24.5 1.9 20.7 100

19 19.9 11.4 21.9 28.0 1.4 17.5 100

National 14.3 10.9 11.3 7.3 37.5 18.7 100

Source: NPS 2008, Education History Module.

Note: The proportion reflects the average proportion at each age of respondents mentioning that reason 

for not attending school, over the period 1998–2008.

a. Supply-side problems include no school vacancy, school is too far away, no good school for the level/

grade, the school is closed, no teachers, teacher is not dedicated, and lack of books.

b. High cost includes school fee, uniform costs, and material costs.

c. Work includes work outside the home, on the farm, for the household, take care of sick members, and take 

care of family.

d. Age corresponds to age in the year of not being enrolled. Population excludes those who last attended 

school before 1998.

Table A.7 Dropout Rates in EP1 and EP2 (% respondents), 2003 and 2008

Populationa

2003 2008

EP1 EP2 EP1 EP2

Urban 4.6 9.0 4.1 8.7

Rural 8.3 14.9 6.3 15.9

Male 7.7 10.7 4.9 9.9

Female 6.4 12.1 6.3 13.9

National 7.1 11.2 5.6 11.8

Sources: MICS 2008; IAF 2002–03; Poverty and Social Impact Analysis (PSIA) 2005.

a. Calculated as the proportion of people in that year who responded “drop out” to the  question of 

“at the end of the school year did the student….”
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Table A.8 Repetition Rates in EP1 and EP2, by Area of Residence and Gender, 2008

Population

EP1 EP2

Urban (%) Rural (%) Urban (%) Rural (%)

Male 8.4 11.5 5.9 6.7

Female 8.4 12.3 5.7 5.3

National 8.4 11.9 5.8 6.2

Source: MICS 2008.

Table A.9 Proportion Spent (per student) on Each Type of Cost in EP1 and EP2, by 
Area of Residence

Contribution

EP1 EP2

Urban (%) Rural (%) Urban (%) Rural (%)

Obligatory contribution to school 9.6 7.0 8.8 9.1

Voluntary contribution to school 7.5 15.9 5.7 6.5

Material 61.1 66.4 70.8 74.7

Other 21.8 10.7 14.7 9.6

Source: NPS 2008.

Table A.10 Per Student Education Expenditure (Mt) by Type of Cost and 
 Consumption Quintile, 2008 

Quintile Type of cost EP1 EP2 ES1 ES2a

1 Obligatory contribution to school 4.4 32.9 99.7 —

Voluntary contribution to school 10.0 9.1 10.4 —

Material 52.6 164.2 196.9 —

Other expenditures 4.3 10.2 26.8 —

2 Obligatory contribution to school 5.6 14.7 237.2 —

Voluntary contribution to school 13.3 12.1 15.9 —

Material 66.8 156.4 536.1 —

Other expenditures 4.8 9.8 104.3 —

3 Obligatory contribution to school 9.2 43.8 230.6 307.4

Voluntary contribution to school 22.7 25.1 35.1 0.0

Material 89.7 378.4 543.2 722.5

Other expenditures 25.5 18.2 182.6 652.7

4 Obligatory contribution to school 13.6 29.9 377.0 457.9

Voluntary contribution to school 18.1 22.8 33.5 19.5

(continued next page)
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Table A.11 Comparison of Annual Per Student Expenditures on Obligatory 
 Contributions (fees), (Mt, constant 2008 prices), 2003 and 2008 

Consumption Quintile

1 2 3 4 5

2003

EP1 25.9 27.0 27.2 31.3 67.3

EP2 69.9 65.3 69.0 104.8 160.7

2008

Obligatory

EP1 4.4 5.6 9.2 13.6 50.4

EP2 32.9 14.7 43.8 29.9 61.0

Voluntary

EP1 10.0 13.3 22.7 18.1 36.0

EP2 9.1 12.1 25.1 22.8 52.9

Total fees (O + V)

EP1 14.4 18.9 31.9 31.7 86.4

EP2 42.0 26.8 68.9 52.7 113.9

Sources: IAF 2002–03; World Bank 2005; NPS 2008. In 2008, fees were set at the local level and are 

 labeled “obligatory” if households identified them as such.

Note: 2008 is the base year. To calculate other years’ price indices, the series of average consumer data 

for 2000–10 (base 2000) from IMF was used.

Material 129.8 337.6 474.3 697.2

Other expenditures 18.4 63.5 278.7 854.4

5 Obligatory contribution to school 50.4 61.0 326.0 2,489.0

Voluntary contribution to school 36.0 52.9 54.0 22.0

Material 220.1 376.9 636.0 789.3

Other expenditures 122.4 129.9 613.3 2,135.1

All Obligatory contribution to school 12.4 35.7 298.9 2,039.3

Voluntary contribution to school 17.7 24.4 38.3 19.3

Material 95.9 290.4 533.3 772.5

Other expenditures 24.2 48.7 362.7 1,839.7

Source: NPS 2008.

Notes: Expenditures made by the population ages 6–19 that went to school in the previous year, 2007.

a. Sample sizes are 3, 5, and 26 for ES2 in Quintiles 3, 4, and 5, respectively. Given the very small sample sizes 

( particularly in Q3 and Q4) the results are not recommended for inference or conclusions.

Table A.10 (continued)

Quintile Type of cost EP1 EP2 ES1 ES2a
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Table A.12 Perceptions of Change in Quality of Education since 2004 
(% households), by Consumption Quintile

Compared to 2004, 
education quality… 1 2 3 4 5 National

Improved 79.7 85.3 88.7 77.4 71.9 81.5

Is the same 18.3 10.0 6.5 10.0 12.9 11.6

Worsened 2.0 4.6 4.8 12.6 15.2 6.9

Total 100 100 100 100 100 100

Source: NPS 2008.

Note: Estimates are based on all who answered this question, regardless of whether they were sending or 

not sending their kids to school. Results are very similar if only households with children in school are used.

Table A.13 Main Reason for Education Improvement (% households 
citing reason), 2008

Reason 1 2 3 4 5 National

Expansion of school 

 system 12.2 7.6 11.7 10.6 20.5 11.6

Increase in number 

of teachers 4.8 3.0 2.6 5.3 5.7 4.0

Improved quality of 

curriculum 3.1 2.5 5.8 5.2 3.0 3.9

Free school material 13.9 26.0 13.8 22.0 12.0 18.2

Free books 16.6 13.5 21.1 13.3 11.2 15.6

Abolition of school 

fees 49.5 46.6 44.4 43.1 46.9 46.2

Other 0.0 0.8 0.6 0.5 0.7 0.5

Total 100 100 100 100 100 100

Source: NPS 2008.

Note: Among those who mentioned that education had “improved” after the results, these were the 

main reasons given for improvement of the system.

Table A.14 Main Reason for Education Worsening (% households 
citing reason), 2008

1 2 3 4 5 National

Lack of schools 21.4 8.5 2.2 5.5 3.8 6.1

School is too far away 0.6 0.0 5.5 0.0 6.3 2.7

Lack of teachers 12.4 4.5 0.0 0.0 0.9 1.8

Lack of desks 0.0 14.0 0.0 0.9 0.0 2.6

Corruption 15.9 8.9 19.8 7.6 8.1 10.3

Change in curriculum 42.6 57.8 39.2 33.7 61.2 47.2

Annexed classrooms 0.0 0.0 0.0 1.1 0.0 0.4

Other 7.0 6.3 33.4 51.1 19.6 29.0

Total 100.0 100.0 100.0 100.0 100.0 100.0

Source: NPS 2008.

Note: Among those who mentioned that education had “worsened” after the results, these were the main 

reasons given for worsening of the system.
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Table A.16 Net Enrollment Rates in Secondary, by Area of Residence 
and Gender, 1997, 2003, 2008 (% of population)

Level/year Rural Urban Male Female National

ES1

1997 0.8 9.6 2.8 3.0 2.9

2003 0.6 13.9 5.1 5.9 5.5

2008 4.3 20.9 9.1 11.3 10.2

ES2

1997 0.0 2.5 0.9 0.4 0.6

2003 0.1 2.9 1.7 0.7 1.2

2008 0.6 4.8 1.8 3.1 2.4

Sources: MICS 2008, IAF 2002–03, IAF 1996–97

Note: The age groups used in this table are the ones used prior to the 2006 change: 14–16 in ES1 and 17–18 

in ES2.

Table A.17 Dropout Rates in ES1 and ES2, by Area of Residence 
and Gender, 2008 (% of population)

Gender

ES1 ES2

Urban Rural Urban Rural

Male 5.3 13.2 16.0 23.5

Female 9.2 17.6 18.3 n.a.

Source: MICS 2008.

Note: n.a. = not available.

Table A.15 Gross Enrollment Rates in Secondary, by Area of Residence and 
Gender, 1997, 2003, 2008 (% of population)

Level/year

Urban Rural

NationalMale Female Male Female

ES1

1997 27.5 27.3 3.5 1.2 8.5

2003 63.7 49.4 4.1 2.2 22.8

2008 86.8 75.1 24.6 16.1 41.9

ES2

1997 20.5 8.6 0.4 0.0 3.8

2003 22.1 14.4 n.a. 0.3 7.9

2008 39.4 25.2 20.9 12.2 16.6

Sources: MICS 2008; IAF 2002–03; IAF 1996–97.

Note: The age groups used in this table are the ones used prior to the 2006 change: 14–16 in ES1 and 17–18 

in ES2. n.a. = not available.

Secondary Education: Enrollment Rates and School Expenditures 
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Table A.18 Educational Expenditure (Mt/student/year) in ES1, by Consumption 
Quintile, 2008

Type of cost 1 2 3 4 5

Obligatory contribution 

to school 99.7 237.2 230.6 377.0 326.0

Voluntary contribution 

to school 10.4 15.9 35.1 33.5 54.0

Material 196.9 536.1 543.2 474.3 636.0

Other 26.8 104.3 182.6 278.7 613.3

Source: NPS 2008.

Note: Since the sample size by quintile in ES2 is extremely small, these numbers are not reported.

Table A.19 Per Student Annual Expenditure (Mt) in ES1, 
by Area of Residence and Type of Expenditure

Expenditure type Urban Rural

Obligatory contribution 

to school 356.1 225.2

Voluntary contribution 

to school 34.1 43.8

Material 582.4 470.1

Other expenditures 464.8 231.1

Total 1,437.4 970.2

Source: NPS 2008.

Note: “Other” includes transportation, boarding, school snack, tutor, 

 documents and copies, and other student expenses. Since the sample size by 

quintile in ES2 is extremely small, these numbers are not reported.
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Table A.20 Share of the Labor Force (%) with Primary Education, 2003, 2008, and 
Projected for 2013

Age 
group

% in 
2003

% in 
2008

Test 
2003 = 08 % in 2013

Test 
2008 = 13

Test 
2003 = 13

Less than complete EP1
20–64 69.1 66.6 66.4

s.e. 2.3 2.2 2.4

20–24 76.5 75.2 77.4

s.e. 3.5 4.2 4.7

25–29 71.1 75.5 77.1

s.e. 3.2 3.7 3.9

30–34 73.9 62.6 ** 70.1 *

s.e. 3.9 4.6 3.0

35–39 77.8 72.0 59.2 *** ***

s.e. 3.7 4.0 3.8

40–44 73.9 65.5 65.7

s.e. 4.3 4.5 3.7

45–49 57.0 60.5 59.6

s.e. 5.2 6.3 3.4

50–54 57.7 54.8 58.1

s.e. 6.4 5.0 4.9

55–59 60.4 58.2 52.9

s.e. 8.0 5.9 3.4

60–64 26.0 49.6 * 52.2 ***

s.e. 9.4 9.8 4.1

Primary 1 complete
20–64 21.0 29.1 *** 35.2 *** ***

s.e. 2.1 2.6 2.8

20–24 23.2 44.9 *** 52.1 ***

s.e. 3.6 5.5 5.3

25–29 18.2 39.6 *** 52.7 ** ***

s.e. 2.9 5.3 5.3

30–34 25.9 24.2 38.0 *** **

s.e. 4.1 4.3 4.3

35–39 23.9 34.1 * 24.1 *

s.e. 3.8 4.9 3.8

40–44 22.4 21.6 33.4 ** **

s.e. 3.6 4.0 4.6

45–49 21.7 25.3 22.6

s.e. 3.6 5.9 3.5

50–54 17.5 16.4 25.7

s.e. 4.6 3.5 5.5

55–59 12.9 12.4 18.6

s.e. 3.7 3.9 3.0

60–64 7.2 14.8 14.6 *

s.e. 3.2 8.5 3.2

(continued next page)
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Primary 2 complete
20–64 8.9 17.9 *** 25.2 *** ***

s.e. 1.2 2.1 2.5

20–24 6.7 28.6 *** 40.3 * ***

s.e. 1.6 5.5 5.3

25–29 8.6 24.0 *** 43.0 *** ***

s.e. 1.8 4.0 5.3

30–34 11.2 13.6 25.7 *** ***

s.e. 2.3 3.1 3.6

35–39 11.1 25.6 *** 15.0 **

s.e. 2.3 5.2 3.0

40–44 9.8 10.2 22.9 *** ***

s.e. 2.2 2.8 4.2

45–49 10.7 17.5 13.0

s.e. 2.8 6.1 2.7

50–54 8.5 10.1 17.2 *

s.e. 2.9 2.6 4.5

55–59 3.3 5.8 11.3 * ***

s.e. 1.9 2.3 2.5

60–64 n.a. 0.9 7.7 *** ***

s.e. n.a. 0.7 2.3

Source: Authors’ calculations.

Note: Inverse probability weighting. The sample for 2003 includes the individuals surveyed in 2003 and 2008. 

All the workers ages 20–64 are included in the sample. The standard errors of the estimators are corrected for 

the correlation between the different observations in the same enumeration area and computed by bootstrap 

with 1,000 replications. n.a. = not available, s.e. = standard error.

***p < 0.01, **p < 0.05, *p < 0.1.

Table A.20 (continued)

Age 
group

% in 
2003

% in 
2008

Test 
2003 = 08 % in 2013

Test 
2008 = 13

Test 
2003 = 13



Table A.21 Share of the Labor Force (%) with Secondary Education, 2003, 2008, 
and Projected for 2013

Age 
group % in 2003 % in 2008

Te s t 
2003 = 08 % in 2013

Te s t 
2008 = 13

Te s t 
2003 = 13

Secondary 1 complete
20–64 3.2 5.8 *** 9.1 *** ***

20–24

s.e. 0.6

1.5

1.2

3.6

1.7

10.8 ** ***

s.e. 0.8 1.8 3.6

25–29

s.e.

2.4

0.9

12.3

3.6

*** 21.0

5.7

** ***

30–34 3.8 4.4 10.3 ** **

35–39

s.e.

s.e.

1.2

5.3

1.6

1.5

6.0

1.9

2.8

5.4

1.6

40–44 4.4 4.9 6.6

45–49

s.e.

s.e.

1.4

4.3

1.5

1.7

5.7

2.6

1.8

4.6

1.4

50–54 2.0 4.7 5.8

s.e. 1.2 2.1 2.2

55–59

s.e.

n.a. 3.2

1.9

* 3.7

1.5

***

60–64 n.a. 0.2 2.1 *

s.e. 0.2 1.2

Secondary 2 complete
20–64 1.0 2.0 ***  3.6 *** ***

s.e. 0.3 0.6 1.0

20–24 n.a. 0.0 4.0 * *

s.e. 0.7 2.2

25–29

s.e.

0.3

0.2

3.0

1.2

** 5.0

3.0

30–34 1.1 2.5 5.7

s.e. 0.6 1.3 2.1

35–39

s.e.

2.3

0.9

2.8

1.2

3.1

1.3

40–44 2.6 2.2 2.9

45–49

s.e.

s.e.

1.0

0.9

0.6

0.9

3.1

1.7

1.1 

2.3 

0.8 *

50–54

s.e.

n.a. 1.5 

1.1

2.9

1.4 **

55–59 n.a. 0.5 1.7

s.e. 0.5 0.9 *

60–64 n.a. 0.2 0.9

s.e. 0.2 0.6

Source: Authors’ calculations.

Note: Inverse probability weighting. The sample for 2003 includes the individuals surveyed in 2003 and 2008. All the 

workers ages 20-64 are included in the sample. The standard errors of the estimators are corrected for the correlation 

between the different observations in the same enumeration area and computed by bootstrap with 1,000 replications.

n.a. = not available, s.e. = standard error.

***p < 0.01, **p < 0.05, *p < 0.1.
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Table A.22 Share of the Labor Force with Education, 2003, 2008, and Alternative Projections for 2013

Share of 
active 
population 
with:

2003 
(%)

2008 
(%)

2013 
(%)

Test 
2013 = 2003  

Test 
2013 = 2008

2013, 
double 

primary 
transition 
rates (%)

Test: 
2013, 

double 
primary 

transition 
rates = 

2003

Test: 
2013, 

double
 primary 

transition 
rates =
 2008

2013, 
double 

secondary 
transition 
rates (%)

Test: 
2013, 

double 
secondary 
transition 

rates =
 2003

Test: 
2013, 

double 
secondary 
transition 

rates = 
2008

Less than 

complete 

EP1

s.e. 69.1

2.2

66.6

2.2

66.4

2.4

67.2

2.4

66.4

2.4

Primary 1 

complete

s.e. 28.2

2.9

31.3

2.6

35.2

2.7

*** *** 36.9

2.8

*** *** 35.2

2.7

*** ***

Primary 2 

complete

s.e. 12.4

1.7

19.2

2.1

25.2

2.3

*** *** 28.0

2.5

*** *** 25.2

2.3

*** ***

Secondary 1 

complete

s.e. 4.9

1.0

6.0

1.1

9.1

1.5

*** *** 9.7

1.5

*** *** 10.3

1.7

*** ***

Secondary 2 

complete

s.e. 1.7

0.5

2.3

0.5

3.6

1.0

** * 3.7

1.1

** * 4.6

1.3

*** **

Sources: NPS 2008 and IAF 2003.

Note: Inverse probability weighting. The sample for 2003 includes the individuals surveyed in 2003 and 2008. Labor force is ages 20–64. The standard errors of the estimators are corrected for the cor-

relation between the different observations in the same enumeration area and computed by bootstrap with 1,000 replications. s.e. = standard error.

*** p < 0.01, ** p < 0.05, * p < 0.1.
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A P P E N D I X  B

Simulation of Enrollment Rate 

Scenarios

This appendix describes the method used to compute the projected 
 education survival rates and the potential qualifications of future labor 
shown in figures 6.1 and 6.2. In computing these estimates, we used 
the NPS data. We did not start with a demographic model, so we did 
not estimate deaths and withdrawals from the labor force by education 
and age. Instead, we only projected the labor force for prime  working 
age: 20–60, separately for males and females. We found that this simple 
simulation nonetheless provided a very clear picture of the tradeoffs 
Mozambique faces.

In addition, the sampling method used in the NPS was designed to get 
a random sample of children, not households. As a result, the panel data 
do not represent a random sample of Mozambique’s labor force in 2008. 
However, we still expect them to indicate the direction of the change. 

Main Simulation 

The main simulation is based on a very simple hypothesis: Let a be an age 
group (group a could be individuals ages 15–19, 20–24, 25–29, etc.). 
at groups all the individuals of the age group a at date t. Group at is 
divided into workers and non-workers (wt=1 or wt=0); people have edu-
cation et. Using our panel data information on the education, work, and 
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age status in 2008 given the education, age, and work in 2003, we esti-
mate the following probabilities:

P w w e a
P e l w w e a

( , , )

( , , ,
2008 2003 2003 2003

2008 2008 2003 2003 200

1=
> 33 )

⎧
⎨
⎩

Our simulation makes the simple hypothesis:

P w w e a P w w e a
P e

( =1 , )= ( =1 , )

(
2013 2008 2008 2008 2003 20032008, ,2003

22013 2013 2008 2008 2008 2008 2008 2003 2003> , , , )= ( > , ,l w w e a P e l w w e ,, )2003a
⎧
⎨
⎩

Hence we induce the probability that an individual has a given educa-
tion in 2013 if he or she works and
P(e2013>l|w2013,w2008,e2008,a2008) (and the probability that he actually 
works).

The average of this probability over the sample gives the education of 
the labor force in 2013.

Standard Errors 

The standard errors of the estimators are computed by bootstrap with 
1,000 replications. They are corrected for the correlation between the 
different observations in the same enumeration area: the bootstrap com-
putation is done enumeration area by enumeration area. This procedure 
computes standard errors based on the effect of random sampling on the 
precision of (1) the share of educated people in the sample and (2) the 
transition probabilities computed.

Hence these standard errors do not reflect possible changes in behav-
ior, which would make the probabilities inferred in 2003–08 irrelevant 
for 2008–13.

Simulation with Double Transition Rates

This section describes the procedure used to estimate the change in the 
projected qualifications of the labor force if the transition rates doubled 
(the estimates shown in figure 6.2). The basic idea is to multiply the 
probability that human capital increases for an individual by 2.

 

P e h w w e l a

P e h w w

( , , , )013 2013 2008 20082 2008

2008 2008 22

* *

*( ,

= =

= = 0003 2003 2003, , )*e l a if h= > 

˜
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Again, we have a problem with measurement error. A part in the 
increase in education is matched by a decrease in education, and hence 
presumably due to noise. On the other hand, we multiply by 2 the 
increase that is not matched by a decrease in education, and probably not 
due to noise:

 if h > l and P(e2008 = h,w2008,w2003,e2003 = l,a2003) 

 > P(e2008 = l,w2008,w2003,e2003 = h,a2003)

 P(e2013 = h,w2013,w2008,e2008 = l,a2003) 

 = P(e2008 = l,w2008,w2003,e2003 = h,a2003)

 +2[P(e2008 = h,w2008,w2003,e2003 = l,a2003)

 – P(e2008 = l,w2008,w2003,e2003 = h,a2003)

 = P(e2008 = h,w2008,w2003,e2003 = l,a2003)

 – [P(e2008 = l,w2008,w2003,e2003 = h,a2003)

 – P(e2008 = h,w2008,w2003,e2003 = l,a2003)

When there is no reason to suspect an increase in “real” education, we 
do not multiply any probability by 2:

if  h or P e h,w w e l a< = =l ( , , , )

            
2008 2008 2003 2003 2003

  (  , , , , )2008  2008 2003 2003 2003≤ = =P e l w w e h a

P̃ e h,w w e l a

P e h w w

( , , , )

 ( , ,
2013 2013 2008 2008 2008

2008 2008 20

= =
= = 003 2003 2003, , )e l a=

We have multiplied by 2 the probability that education increases. We 
compute the total effect of the multiplication of the probability that 
education increases:

Sum                                           

                        =  (

   

2013P e h w w e l a
h l≠
∑ = =, , , , )2013 2008 2008 2008

                              − =P e h w w e( , , ,2008 2008 2003 2003 ==

= =

l a

max P e h w w

, )

( ( , ,

2003

2008 2008 20

 

                       003 2003 2003, , )

(

e l a

P e
h l

=

−
≠

∑  

                               22008 2008 2003 2003 2003 0= =l w w e h a, , , , ), )

˜
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And this is subtracted from the probability that education remains the 
same:

 P
~
(e2008 = h,w2013,w2008,e2008 = h,a2008)

 = P(e2008 = h,w2013,w2008,e2008 = h,a2008)–Sum

However, this generates a problem when P(e2008 = h,w2013,w2008,e2008 

= h,a2008)–Sum. In these cases: P
~
(e2008 = h,w2013,w2008,e2008 = h,a2008)=0, 

Su and we cannot increase education so much. Then the increase in edu-
cation in each case is proportional to its contribution to sum.

In the end, the sum of P
~
(e2008 = h,w2013,w2008,e2008 = h,a2008) over all 

the sample simulates the education of the labor force in 2013.
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A P P E N D I X  C 

Econometric Estimation of the 

Program Effect

This appendix summarizes the basic model and results of the economet-
ric estimate of the effect of the 2004–05 reform program on primary 
school enrollment.

The Basic Model: Effect of the Program for the Exposed Group

We adopt the method of Duflo (2001) that uses time and ages of the 
child to identify the effect of the program. The panel data from the 
Education History Module of NPS 2008 provides us the information 
on enrollment status with the level of education of each individual in 
each year from 1998 to 2008. Since enrollment is relevant only for the 
group of people within the school ages 6 to 19,1 we estimate an equa-
tion based on an unbalanced panel data of individuals ages 6–19 in the 
year that their school attendance was asked. The panel data is unbal-
anced since not all individuals were observed throughout all 10 years. 
If the child was between ages 6 and 9 in 1998, she or he will be 
observed in every year between 1998 and 2008. If they were older than 
9 in 1998, they would be included until they became 19 but not in the 
later years when they age above 19 or become too old for primary 
school. Similarly, young children who were too young (younger than 6) 
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to go to school are not included in the initial years but will join the 
selected sample later as they turn 6.

Since the program removed the tuition, thus lowering the cost to all 
children in primary school, it affects the decision making on whether to 
send children between the ages of 6 and 12 (the official primary school 
age) to school, presuming that children start school at age 6. Children 
13 years or older are likely to complete primary school and either advance 
to secondary school or drop out due to higher costs of secondary school. 
Their decisions to attend secondary school should not be affected by 
abolishing fees in primary education. Therefore, we identify ages 6 to 12 
(the age in the year of enrollment) as the treatment group, the group that 
were exposed to the program since the implementation of the program 
in 2005, and the control group is ages 13–19. We estimate a difference-
in-differences equation:

 Sit = α + β1Y05t + γTit + δ(Y05t*Tit) + β2Xi + uit , (1)

where Sit is a dummy variable equal to one if the child is enrolled in 
school in year t and zero otherwise; a is a constant; Y05t indicates the 
post program period (a dummy variable equal to 1 from year 2005 and 
after and 0 for the years before); Tit is equal to one if child i is ages 6–12 
in year t; Xi contains the 2008 characteristics of children (gender); house-
hold (rural, female headed, parental education, the absence and death of 
mother and father, household per capita consumption); characteristics of 
the district (district average travel time to school [minutes], district aver-
age per capita consumption), and provincial fixed effects; and the error 
term uit.

2 All models are estimated with the probit model for the whole 
population ages 6–19 and separately for urban and rural, males and 
females. The parameter β1 measures the increase in enrollment of all 
ages after 2005 that can be implied by improvements in the aggregate 
condition, and δ captures the effect of the program on the treatment 
group. Given our identification strategy, δ is the difference over time in 
the average difference of enrollment rates of primary-school-age (6–12 
years old) children and higher-than-primary-school-age (13–19 years 
old) children.

Table C1 displays the marginal effects of our variables of interest 
based on equation 1, including the treatment group, the year effect, and 
the program effect, which is the coefficients on the interaction term for 
the whole sample, urban and rural, males and females ages 6–19. The 
positive and statistically significant coefficients on the interaction terms 
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Table C.1 Effect of the Program for the Exposed Group, Population 
Ages 6–19 Years

Variables

(1) (2) (3) (4) (5)

All Urban Rural Male Female

Treatment group 

(ages 6–12)

–0.0923*** –0.0572*** –0.125*** –0.122*** –0.0697***

(0.00912) (0.0103) (0.0145) (0.0118) (0.0142)

Post-program 

years (from 2005 

and after)

0.163*** 0.112*** 0.188*** 0.150*** 0.166***

(0.0102) (0.0116) (0.0155) (0.0138) (0.0153)

Treatment group 

post-program *

0.116*** 0.0876*** 0.132*** 0.114*** 0.131***

(0.0120) (0.0138) (0.0185) (0.0161) (0.0180)

Female –0.0531*** –0.0395*** –0.0595***

(0.00612) (0.00757) (0.00875)

Rural –0.119*** –0.134*** –0.0772***

(0.0103) (0.0134) (0.0166)

Female headed 

household

0.0459*** 0.0661*** 0.0251** 0.0394*** 0.0473***

(0.00832) (0.00990) (0.0122) (0.0116) (0.0122)

Log of per capita 

consumption

0.0775*** 0.0853*** 0.0637*** 0.0652*** 0.0918***

(0.00430) (0.00546) (0.00614) (0.00585) (0.00646)

Mother’s education
Alphabetization 0.0493** –0.0389 0.109*** 0.0644** 0.0352

(0.0243) (0.0332) (0.0367) (0.0316) (0.0373)

EP1 0.0712*** 0.0627*** 0.0524* 0.0282* 0.120***

(0.0121) (0.0110) (0.0290) (0.0170) (0.0174)

EP2 0.123*** 0.0585*** 0.238*** 0.0859*** 0.169***

(0.0154) (0.0150) (0.0319) (0.0211) (0.0223)

ES1 or higher 0.204*** 0.125*** 0.356*** 0.195*** 0.222***

(0.0209) (0.0178) (0.0532) (0.0266) (0.0320)

Mother absent –0.0130 –0.0239 –0.00748 –0.00970 –0.00860

(0.0116) (0.0158) (0.0156) (0.0156) (0.0173)

Mother died –0.0663*** –0.0688*** –0.0895*** –0.0840*** –0.0369*

(0.0145) (0.0192) (0.0199) (0.0210) (0.0202)

Father’s education
Alphabetization 0.0168 0.227*** –0.191*** 0.0223 0.0485

(0.0433) (0.00838) (0.0521) (0.0543) (0.0687)

EP1 0.0478*** 0.0628*** 0.0246 0.0473*** 0.0536***

(0.0113) (0.0134) (0.0163) (0.0145) (0.0178)

EP2 0.0608*** 0.0517*** 0.0931*** 0.106*** –0.00464

(0.0132) (0.0130) (0.0261) (0.0154) (0.0226)

ES1 or higher 0.0645*** 0.0629*** 0.100* 0.0739*** 0.0524*

(0.0195) (0.0168) (0.0532) (0.0260) (0.0292)

Father absent –0.0270** –0.0103 –0.0195 –0.0136 –0.0422**

(0.0122) (0.0167) (0.0161) (0.0165) (0.0181)

Father died –0.0119 –0.0217 0.00997 0.0125 –0.0450**

(0.0117) (0.0157) (0.0160) (0.0150) (0.0183)

(continued next page)
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suggest larger increases in enrollment over time for the age group 6–12 
compared to that of the 13–19 year olds. Assuming that children no 
longer attend primary school by age 13, this difference between the two 
age groups and over time represents the effect of the program on enroll-
ment. The effects are estimated to be 11.6 percent for the whole popula-
tion ages 6–19, and larger for rural areas (13.2 as opposed to 8.7 percent 
for urban) and for girls (13.1 percent as opposed to 11.4 percent for 
boys). This implies that, in addition to the positive effects on the overall 
population, the program has specifically increased access to education for 
the poor in rural areas and girls.

This interpretation relies on the assumption that there were no other 
government measures that also promoted education during the period 
2005–08. In the presence of other programs, the effect would be overes-
timated. Second, the identification strategy is violated if the program also 
induces more attendance in secondary schools by increasing access to 
primary education. This spillover effect would be captured in the post-
program-year effects and the coefficient on the interaction would under-
estimate the real effect of the program. Third, the effect is underestimated 
if there is a sizeable number of late entrants who remain in primary 
school after age 12. Some older children, due to grade repetition and 
delayed school entry, might also benefit from the program during their 
last year in school. Statistics from NPS 2008 show about 26 percent and 
15 percent of children ages 13–19 were still in EP1 and EP2, respectively. 
In addition, the intensity of the treatment varies within the age group 
6–12. Younger children starting primary school can benefit more from 

District average 

travel time to 

school

–0.000474* 0.00165*** –0.00200*** –0.000912*** –0.000132

(0.000254) (0.000483) (0.000338) (0.000343) (0.000380)

District average 

consumption 

(log)

0.0511*** 0.0813*** 0.00234 0.00544 0.114***

(0.0105) (0.0200) (0.0149) (0.0139) (0.0162)

Observations 29,044 13,674 15,370 14,834 14,210

Pseudo R-squared 0.155 0.117 0.130 0.135 0.185

Source: NPS 2008.

Note: Provincial dummies were included but not presented here. The referenced categories are no education for 

mother and father. Standard errors in parentheses. 

*** p < 0.01, ** p < 0.05, * p < 0.1.

Table C.1 (continued)

Variables

(1) (2) (3) (4) (5)

All Urban Rural Male Female
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free primary education than those at the finishing stage after the imple-
mentation of the program. To address the last two issues, we present in 
the next section a model that relaxes the definition of a treatment group 
and allows for the effects of a program to vary by age.

The Extended Model: Effect of the Program for Each Age

To allow for the variation of treatment intensity over ages, we estimate 
the following model that includes all 14 age dummies (ages 6–19) with 
the age 19 omitted instead of one dummy variable for the exposed age 
group. The equation is specified as:

 
S Y d Y d X uit t l l

il l l
t il i it= + + + + +

= =∑ ∑α β γ δ β1
2

14

2

14

205 05( * ) , (2)

where dil is a dummy equal to one if the child is age l in year t (age in the 
year of enrollment). δl measures the effect of the program age l refer-
enced to the omitted program effect of age 19. Children age 6 after the 
program are likely to fully benefit from all 7 years of free primary school-
ing, therefore, enrollment should increase the most for this age group. The 
potential benefits from free primary education decrease as children 
become older, thus δ is expected to be decreasing with age and will fade 
out after age 12.

The results are displayed in table C2. Age shows a quadratic effect on 
enrollment, with the highest probability of enrollment occurring at age 13. 
Similar to the results from the basic model, post-program-year effects 
are positive and statistically significant, suggesting that enrollment 
increases for all ages after 2005. The increase is also substantially larger 
for rural areas and girls as observed in the basic model. Figure 4.1 plots 
the marginal effects of ages on enrollment for before and after the pro-
gram in 2005 based on estimates of the whole population ages 6–19. The 
differences between the two curves (the shaded area) are the coefficients 
on the interaction term, which measure the effect of the program for a 
given age.

Figure 4.1 shows that the program shifted the distribution of enroll-
ment over ages upward after 2005. The effects of the program are  positive 
and statistically significant for ages 6–12 (table C2, column 1). They also 
display a pattern of a hump-shaped curve over ages 6–12 with the peak 
at age 9 and decaying thereafter. The reason why the largest effect does 
not occur at age 6, according to our hypothesis, is that many children do 
not start school until age 9. While the positive effects on ages 6–8  suggest 
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Table C.2 Effect of the Program for Each Age, Population 6–19 Years 

Variables

(1) (2) (3) (4) (5)

All Urban Rural Male Female

Age 6 –0.232*** –0.231*** –0.168*** –0.305*** –0.163***

(0.0261) (0.0335) (0.0416) (0.0357) (0.0388)

Age 7 –0.0319 –0.0524* 0.0351 –0.0943*** 0.0286

(0.0249) (0.0278) (0.0434) (0.0350) (0.0365)

Age 8 0.0890*** 0.0610*** 0.146*** 0.0408 0.136***

(0.0219) (0.0210) (0.0412) (0.0307) (0.0322)

Age 9 0.156*** 0.111*** 0.217*** 0.107*** 0.205***

(0.0197) (0.0173) (0.0389) (0.0278) (0.0286)

Age 10 0.217*** 0.154*** 0.291*** 0.180*** 0.255***

(0.0169) (0.0137) (0.0350) (0.0234) (0.0251)

Age 11 0.261*** 0.180*** 0.350*** 0.223*** 0.300***

(0.0145) (0.0112) (0.0309) (0.0203) (0.0214)

Age 12 0.270*** 0.169*** 0.388*** 0.231*** 0.313***

(0.0139) (0.0120) (0.0276) (0.0196) (0.0199)

Age 13 0.278*** 0.179*** 0.391*** 0.243*** 0.317***

(0.0133) (0.0110) (0.0270) (0.0185) (0.0193)

Age 14 0.257*** 0.167*** 0.363*** 0.226*** 0.292***

(0.0147) (0.0122) (0.0299) (0.0202) (0.0217)

Age 15 0.211*** 0.139*** 0.301*** 0.194*** 0.237***

(0.0178) (0.0151) (0.0359) (0.0235) (0.0268)

Age 16 0.172*** 0.104*** 0.275*** 0.158*** 0.194***

(0.0201) (0.0184) (0.0383) (0.0267) (0.0302)

Age 17 0.123*** 0.0681*** 0.215*** 0.114*** 0.140***

(0.0227) (0.0214) (0.0436) (0.0302) (0.0344)

Age 18 0.0595** 0.0303 0.114** 0.0491 0.0779**

(0.0253) (0.0243) (0.0490) (0.0340) (0.0380)

Post-program 

 (after year 2005)

0.110*** 0.0630** 0.184*** 0.0957** 0.129***

(0.0286) (0.0279) (0.0517) (0.0381) (0.0438)

Post-program*

age 6

0.143*** 0.104*** 0.119** 0.138*** 0.150***

(0.0282) (0.0244) (0.0582) (0.0363) (0.0442)

Post-program*

age 7

0.164*** 0.128*** 0.126** 0.167*** 0.159***

(0.0265) (0.0210) (0.0569) (0.0327) (0.0431)

Post-program*

age 8

0.190*** 0.135*** 0.180*** 0.192*** 0.185***

(0.0248) (0.0209) (0.0545) (0.0301) (0.0411)

Post-program*

age 9

0.196*** 0.141*** 0.191*** 0.177*** 0.215***

(0.0249) (0.0208) (0.0545) (0.0324) (0.0389)

Post-program*

age 10

0.182*** 0.104*** 0.188*** 0.157*** 0.208***

(0.0266) (0.0279) (0.0553) (0.0356) (0.0405)

Post-program* 

age 11

0.142*** 0.0946*** 0.119** 0.151*** 0.130***

(0.0305) (0.0313) (0.0598) (0.0377) (0.0494)

Post-program*

age 12

0.103*** 0.0962*** 0.0317 0.112*** 0.0845

(0.0333) (0.0305) (0.0625) (0.0421) (0.0534)

(continued next page)
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Post-program*

age 13

0.0435 0.0326 –0.0173 0.0583 0.0192

(0.0372) (0.0401) (0.0636) (0.0479) (0.0584)

Post-program*

age 14

0.0634* 0.0608* –0.00115 0.0604 0.0549

(0.0365) (0.0363) (0.0645) (0.0481) (0.0570)

Post-program*

age 15

0.0942*** 0.0746** 0.0550 0.0839* 0.0871

(0.0347) (0.0331) (0.0651) (0.0463) (0.0547)

Post-program*

age 16

0.0692* 0.0657** 0.00361 0.0743 0.0422

(0.0363) (0.0332) (0.0667) (0.0474) (0.0576)

Post-program*

age 17

0.0657* 0.0704** 0.00293 0.0704 0.0430

(0.0368) (0.0322) (0.0684) (0.0478) (0.0583)

Post-program*

age 18

0.0445 0.0384 0.0218 0.0393 0.0346

(0.0381) (0.0360) (0.0700) (0.0506) (0.0593)

Female –0.0525*** –0.0395*** –0.0577***

(0.00634) (0.00751) (0.00914)

Rural –0.129*** –0.147*** –0.0853***

(0.0106) (0.0137) (0.0172)

Female-headed 

household

0.0384*** 0.0599*** 0.0126 0.0263** 0.0447***

(0.00862) (0.00981) (0.0128) (0.0120) (0.0126)

Log of per capita 

consumption

0.0821*** 0.0857*** 0.0698*** 0.0690*** 0.0967***

(0.00444) (0.00542) (0.00640) (0.00604) (0.00668)

Mother’s education
Alphabetization 0.0517** –0.0274 0.106*** 0.0731** 0.0303

(0.0248) (0.0325) (0.0382) (0.0320) (0.0384)

EP1 0.0801*** 0.0691*** 0.0576* 0.0344* 0.129***

(0.0125) (0.0106) (0.0303) (0.0177) (0.0178)

EP2 0.146*** 0.0755*** 0.268*** 0.110*** 0.189***

(0.0152) (0.0139) (0.0324) (0.0210) (0.0221)

ES1 or higher 0.215*** 0.129*** 0.371*** 0.211*** 0.227***

(0.0204) (0.0160) (0.0525) (0.0250) (0.0321)

Mother absent –0.0162 –0.0216 –0.0160 –0.00731 –0.0167

(0.0122) (0.0159) (0.0164) (0.0163) (0.0182)

Mother died –0.0876*** –0.0850*** –0.115*** –0.103*** –0.0592***

(0.0152) (0.0202) (0.0202) (0.0221) (0.0212)

Father’s education
Alphabetization 0.0311 0.208*** –0.179*** 0.0414 0.0567

(0.0441) (0.00586) (0.0551) (0.0551) (0.0695)

EP1 0.0555*** 0.0737*** 0.0267 0.0545*** 0.0612***

(0.0116) (0.0126) (0.0170) (0.0148) (0.0184)

EP2 0.0791*** 0.0607*** 0.131*** 0.126*** 0.0103

(0.0134) (0.0123) (0.0269) (0.0153) (0.0233)

ES1 or higher 0.0723*** 0.0655*** 0.125** 0.0828*** 0.0586*

(0.0200) (0.0162) (0.0542) (0.0267) (0.0301)

(continued next page)

Table C.2 (continued)

Variables

(1) (2) (3) (4) (5)

All Urban Rural Male Female
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that the program has induced many children to attend school earlier, the 
issue of sending children to school at later ages is not completely resolved. 
In fact, according to NPS 2008, 76 and 57 percent of non-enrollees ages 
6 and 7, respectively, report the main reason for not attending school as 
“not of school age.” In other words, they are still perceived as too young to 
go to school.

At age 13, the program has insignificant effect, and the size of the 
coefficient is close to zero, as expected. Surprisingly, the effect starts ris-
ing slightly above zero and becomes significant again after the last age of 
the primary school cycle, around ages 14–16. There are two plausible 
reasons that explain this rise. First, late entrants are more likely to stay 
in school during their last few years of primary education. Second, chil-
dren who started school at the official age and were able to complete 
primary school are now more likely to attend secondary school. Since 
education is a sequential process, reducing barriers to obtaining primary 
education will also produce positive spillover effects on higher education 
levels. The rise of the effect of the starting age of secondary school fol-
lowing right after a dip at the transitioning age of 13 suggests the pres-
ence of a latter effect.

Separate regressions by urban and rural and gender (table C2, columns 
2–5) show a similar pattern of the effects of the program over ages, with 

Father absent –0.00590 0.0148 0.000957 0.0118 –0.0261

(0.0127) (0.0161) (0.0170) (0.0170) (0.0189)

Father died –0.00784 –0.0138 0.0166 0.0226 –0.0485**

(0.0121) (0.0156) (0.0168) (0.0154) (0.0192)

District avg 

travel time 

to school

–0.000680**

 (0.000264)

0.00149***

(0.000478)

–0.00234***

(0.000354)

–0.00107***

(0.000355)

–0.000408

(0.000397)

District avg 

consumption 

(log)

0.0537*** 0.0928*** –0.00573 0.00479 0.121***

(0.0108) (0.0198) (0.0155) (0.0143) (0.0168)

Observations 29,044 13,674 15,370 14,834 14,210

Pseudo 

R-squared 0.234 0.206 0.209 0.221 0.258

Source: NPS 2008.

Note: Provincial dummies were included but not presented here. The referenced categories are no education for 

mother and father. Standard errors in parentheses.

*** p < 0.01, ** p < 0.05, * p < 0.1.

Table C.2 (continued)

Variables

(1) (2) (3) (4) (5)

All Urban Rural Male Female
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a larger impact on children ages 6–12 in rural areas and among girls. For 
older children, the program has a larger effect in urban areas and slightly 
more for boys, implying that the spillover effects are mainly driven by 
these sub-samples. Urban children and boys, most of whom have already 
been in primary schools, now have more opportunity to advance to sec-
ondary schools.

Other Determinants of Enrollment 

In all specifications, the effects of other factors are consistent (tables C1 
and C2). They show that the demand for schooling in Mozambique 
shares many characteristics with those of most developing countries. It 
has a large number of late entrants, strong biases against females (espe-
cially in rural areas), lower schooling in rural areas, significant provincial 
fixed effects, and highly depends on income (with the elasticity higher for 
girls). Parental education shows the significant and expected positive 
influence on children’s enrollment, while orphans display significant and 
lower likelihood to be enrolled.

Notes

 1. We observe children up to age 19 for primary school to capture the late 
entrants and postponed completion due to repetitions and dropouts. 

 2. Parental education is only available for children younger than age 18 whose 
parents are at home and alive. In order to make the most use of our sample, we 
include a variable for parent’s missing information and treat missings in parent’s 
education, absence, and death status as zeros (8 percent of mother’s information 
and 19 percent of father’s information are missing). We use a similar method 
for missings in the rural (4.2 percent) and wealth (10 percent) indexes, except 
that we replace missings with the sample average in the wealth index rather 
than zeros. District average per capita consumption excludes the specific 
household consumption. District average travel minutes to school were used 
because only children who attend school were asked to report time travelling 
to school.
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In the aftermath of its 20-year civil war, Mozambique had an enormous education

deficit. In 1997, five years after the peace treaty, 80 percent of the labor force reported

having no education at all, and school enrollment outside the large cities was low.

Mozambique has since come a long way in improving access to lower- and upper-level

primary education through sustained investments in education infrastructure and the

introduction of important reforms. The primary education reform programs implemented

in 2004–05, combined with a continuing program of school construction and teacher

training, resulted in a 70 percent increase in enrollment in lower primary grades

over 4 years, with the highest gains for the poorest and most vulnerable children. Yet

there was only a slight increase in student-teacher ratios.

How did Mozambique accomplish this growth in access to education, and what are the

lessons going forward? The most important part of the reform appears to be the removal

of the national school fee for the primary level and the provision of free textbooks. These

reforms provided the boost that poorer households needed to get their children in

school. Continued investments in school construction helped as well. 

However, despite these efforts, there is still an education deficit. In 2008, more than

1 million children who should have been attending primary school were not enrolled.

More than half of the children who began grade 1 in 2000 did not complete grade 7

by 2008. One reason is that school costs remain high, especially for grades 6 and above.

And the quality of education is still not adequate in many schools. As a result,

the transformation of the labor force is slow. More than half of the girls and women

who entered the labor force since 1997 did not even complete the lower primary grades.

Analysis of employment and livelihood opportunities indicates that the transition out

of subsistence agriculture requires primary education. This means that to achieve inclusive

growth, the key strategic objective of the education system must be to ensure that as

many children as possible start and finish primary school with competency in basic

subjects and the skills that will help them find productive economic activities that

will provide a better income.
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