DRAFT May 2011




TEGINT Project baseline study

Volume 3: 

Analysis of baseline data from schools in which TEGINT project is working in 
Nigeria


[bookmark: _Toc288655130][bookmark: _Toc288655465][bookmark: _Toc293334367]Executive summary

This report on the baseline studies for the TEGINT (Transforming Education for Girls in Nigeria and Tanzania) project analyses data collected in Nigeria between 2007 and 2009 as part of the first phase of the project’s work. TEGINT is a special education initiative, which started in 2007 as a partnership between Action Aid, Community Action for Popular Participation (CAPP) in Nigeria and Maarifa ni Ufunguo (Maarifa) in Tanzania,funded by Comic Relief and the Tubney Charitable Trust. The overall goal of the project is to achieve a transformation in the education of girls in Tanzania and Nigeria, enabling them to enrol and succeed in school by addressing key challenges and obstacles that hinder their participation in education and increase their vulnerability to HIV/AIDS. The TEGINT project is working in 72 schools (36 primary and 36 junior secondary) in eight states in Northern Nigeria: Bauchi, the Federal Capital Territory (FCT), Gombe, Kaduna, Katsina, Nasarawa, Niger and Plateau. 

Three volumes of the baseline study are available (one on Tanzania, one on Nigeria and one cross-country comparative report). This document reports in full  on a multi-faceted investigation undertaken in the schools in which TEGINT works in Nigeria

This baseline study set out to investigate seven areas relating to the goal and objectives of TEGINT in the schools in which it is at work:

1. What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome;  
2. What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and how these may be similar or different to other schools in the district;  
3. What insight these indicators suggest on girls’ views relating to the support they receive with schooling;  
4. Teacher conditions, notably class sizes, teacher qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education; 
5. What payments schools’ receive and how these relate to the school gender profiles and girls’ views on their schooling;  
6. The work of school committees, the training they have provided for their members and to parents, their approaches to addressing gender-based violence at school and how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling;  
7. How gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this. 

Data for the baseline study report was collected in three sweeps:
· A pilot collection of quantitative and qualitative data in November 2007
· The main baseline survey in February– July 2008 
· Collection of additional selected qualitative data in November 2009.


Summary of key findings and recommendations

Aim 1 – What do girls say about aspirations, obstacles and ideas for change

Key finding: Girls have high aspirations for their education and can identify the obstacles they face and a wide range of solutions, but not in all states or schools.

Recommendation: Work with girls’ clubs to further develop girls’ confidence and, where feasible, provide support to turn ideas for change into action. In addition, advocate to key decision-makers (e.g. religious leaders, traditional leaders, fathers and mothers) to effect the changes that will help overcome the obstacles girls face in progressing in their education.

Aim 2 – Comparing the schools where TEGINT is working and other schools in the States

Key finding:  A lack of school-level data and limited understanding of its purpose makes it difficult to monitor, assess and act on gender gaps, and the problems of girls’ and boys’ attendance, progression and attainment.

Recommendation: Work with schools and Local Government Eductaion Authorities (LGEAs) on record keeping, analysis and appropriate action. Strengthen links between SUBEB, LGEAS and schools to improve flow of data and actions based on its use. Advocate for improved political will at different levels to require accurate record keeping at school level .Strengthen SUBEB capacity to monitor quality of data collected at LGEA and school level. 

Aim 3 – School Conditions and what girls say

Key finding: Where teachers have higher levels of qualifications, schools do more to support girls’ attendance and completion,  and in states with more economic, political and educational opportunities for women, girls are more able to articulate a wider range of demands for their schooling.

Recommendation: Build girls’ capacity and confidence to claim their rights through providing exposure to role models and communities, which offer opportunities to girls and women for economic, cultural and educational advancement. Improve teachers’ qualifications and their capacity to support learning and attainment at school. Develop teachers’ insights into their professional work and its relationship with girls’ rights.

Aim 4 –Teacher qualifications and what girls say

Key finding: Teachers improved levels of training are not translating into higher attainment for girls in all schools. Teacher training alone will not improve girls’ access, attendance and progression. However, better trained teachers (through pre-service and in-service training) are associated with girls speaking out more about obstacles to completing their education and possible solutions. The presence of female teachers, without these teachers having adequate training and support, is not necessarily associated with better educational attainment for girls.

Recommendation: Advocate for all teachers to have NCE or higher qualification and continuous good quality in-service training and professional development in schools that promote rights through the commitments and actions of all stakeholders. Ensure plans for improving teacher qualifications are linked with policies and plans (developed by LGEAs, SBMCs, SUBEB) for developing whole school communities to take forward education rights.  Advocate for more well-trained and supported female teachers in basic education level schools, possibly girls who live in rural areas being supported and trained for careers in teaching as being piloted in some states. Improve female teachers’ capacity to be role models for girls. 

Aim 5 – Payments demanded by schools and link to girls’ views and levels of attainment

Key finding: Despite a legal framework, basic education is not free.Levies charged are contributing to girls not attending and progressing in school.

Recommendation: Ensure zero tolerance for the imposition of school fees and levies. Advocate for more government funding to reach schools and that government makes regular periodic subventions to schools and that this is regularly monitored. Build skills in financial monitoring in SBMCs and enhance the capacity of SBMCs to raise additional funds outside levies. 

Aim 6 – SBMCs/PTAs and support for girls attainment and capacity to speak up

Key finding: SBMCs/PTAs are not well informed to support children’s attainment and respond to issues of concern to girls. They do not have enough female members and do not understand girls’ particular experiences. Multiple forms of violence are reported. SBMCs do not have the capacity to monitor these and act on them. The policy framework that mentions violence in schools is not known at local levels and parents and teachers have limited understanding of the causes and effects of violence. 

Recommendation: Work with SBMCs to identify active and qualified women who can be SBMC members. Develop SBMC members’ capacity to monitor pupils’ attendance and progression, the quality of teaching, and review responses to violence against children.  Ensure full and active children’s participation in SBMCs. Develop women’s circles linked to SBMCs and make space for pupils to raise issues with SBMCs. Discuss teacher code of ethics with teachers and teacher unions and ways to ensure its implementation in each school.

Aim 7 – Gender, Generation gap and school-community gap

Key finding: There are troubling silences and lack of understanding by some teachers, SBMCs, village heads and parents of the levels of violence girls are exposed to and the effects of poverty on children’s schooling. Girls advocate for deepening parental understanding. Teachers in some schools are not aware enough that the school could do more to support children’s education. 

Recommendation: Build capacity of parents and SBMCs to listen more to girls using participatory methodologies such as Reflect.  Encourage schools to have an open process (e.g. report back day to community) so communities can see how their schools operate.  Hold a multi-stakeholder consultation on violence and children to inform the development of policy and improve practice.
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Glossary 

	Attendance 
	Attending school regularly. Data on school attendance collected for the baseline report indicates children were at school on a particular census day. Attendance data collected for other reports may use different methodologies.

	Child marriage 
	Marriage by young people who are less than 18 years in Nigeria and 15 in Tanzania (the legal age of marriage).

	Community mobilisation 
	Community action. That is, activities that involve relationships in one location, oriented to social development and change within that location.

	Completion 
	Completing study up to the end of a particular phase of schooling (e.g. primary or secondary). School completion does not necessarily entail passing public examinations at the end of a phase. In Nigeria school completion is usually considered in relation to basic education (i.e. 6 years of Primary School plus 3 years at Junior Secondary School, at the end of which pupils receive a certificate whether or not they transfer to senior secondary school). 

	Enrolment 
	The number of pupils registered  to attend school

	Gender Parity Index 
	The number of girls as a proportion of the number of boys; a gender parity index of 1 indicates equal numbers of girls and boys. An index of less than 1 indicates more boys than girls, and an index of 1 or above more girls than boys.
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 Introduction and Aims

This report on the baseline studies for the TEGINT (Transforming Education for Girls in Nigeria and Tanzania) project analyzes data collected in Nigeria between 2007 and 2009.

[bookmark: _Toc288655135][bookmark: _Toc288655470][bookmark: _Toc293334371]1.1 Background to TEGINT

TEGINT is a special education initiative initiated in 2007 as a partnership between Action Aid, Maarifa ni Ufunguo in Tanzania, and Community Action for Popular Participation (CAPP) in Nigeria,funded by Comic Relief and the Tubney Charitable Trust.

The overall goal of the project is to achieve a transformation in the education of girls in Tanzania and Nigeria, enabling them to enrol and succeed in school by addressing key challenges and obstacles that hinder their participation in education and increase their vulnerability to HIV/AIDS. 

The project objectives are to work in both countries:
1. To build the capacity of girls (and boys) in the project areas to challenge gender discrimination.
2. To promote participatory modules on gender and HIV/AIDS in national pre- service and in-service teacher training in Tanzania and Nigeria
3. To facilitate capacity building and ongoing support to school based management committees and wider community addressing HIV and AIDS and girls’ rights in education and HIV/AIDS.
4. To facilitate the development of legal and policy frameworks, and good practice, that will enhance and protects girls’ rights in school.
5. To build the capacity of CAPP and Maarifa ni Ufunguo as leading national organizations in education, gender and HIV/AIDS.

In addition to these aims a period of discussion by all project partners in the early stages of work led to the generation of a number of learning questions. These were finalised in April 2008 and indicated the kind of changes this significant effort might generate. The learning questions for the TEGINT project are: 

1. What is the importance of working collaboratively and in a sustained and systematic way with all the different stakeholders at different levels?

2. What factors are most important in bringing about the change needed to transform education for girls and how do these factors interact in the diverse communities in which TEGINT works?

3. How does the allocation and management of financial resources (and the support of community structures to demand and monitor these) affect the inclusion and retention of girls in school?

From these learning questions a project hypothesis was generated, namely:

We can truly transform the education of girls by working with diverse individuals and organisations on a sustained and systematic basis in a strategic and combined way at multiple levels, uses participatory and dialogic methods and explicitly addressing gender discrimination.

For the project to be successful we will need to:

· Build on the existing strengths and track record of credible national NGOs (Maarifa and CAPP) strengthening their skills (particularly in child participation and gender) and building their capacity for implementation and monitoring and evaluation
· Rigorously monitor work through the use of external reputable research institutes that build evidence to influence policy and practice at regional, national and international levels
· Work in close collaboration with research and intervention organisations to use a combined approach that links the community-level initiatives, research and advocacy in the project.

This third volume of the three volume baseline study reports on a multi-faceted investigation undertaken in the schools in which the project is working in Nigeria. The work is the outcome of discussions within the project partnership over the design, analysis, and assessment of the findings from a number of inter-linked research projects concerned with collecting baseline data. It is thus in itself an attempt to rigorously monitor the project as part of a contribution to better understanding of policy and practice for girls’ education.
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A number of different organisations are collaborating on TEGINT through processes of joint planning, evaluation and collaborative implementation. Key project partners involved in directly implementing project activities are:
ActionAid is a leading international NGO that works with local partners to fight poverty worldwide though securing basic human rights, including the right to education. Staff in ActionAid offices in Nigeria, Tanzania and the international education team are part of the TEGINT partnership.
Maarifa ni Ufunguo (‘Knowledge is the key’) was established in 1998 working with communities in Northern Tanzania.  Its vision is of achieving quality education, which promotes access, equity and social integration, and which is affordable and ethically managed. 
Community Action for Popular Participation (CAPP) was founded in 1993 in Nigeria. It has a membership base of 13,000. Its mission is to empower communities to participate in all decisions that affect their lives and livelihoods so as to bring about a just and democratic Nigeria. CAPP places particular emphasis on education, and has trained school based management committees and worked in schools across Northern Nigeria.
The project design for TEGINT comprises a significant research component, where data is used to consider aspects of project planning and evaluation. The main research organisations working with TEGINT on these baseline studies have been:
Institute of Development Research, Ahmado Bello University, Zaria (IDR): IDR is a research institute of the Ahmado Bello University. A team led by Dr Oga Steve Abah contributed to the design, collection and analysis of quantitative and qualitative data for the pilot phase of the baseline study in 2007.

A team lead by Z. K. A. Bonat of Centre for Population and Development and Helen Kezie-Nwoha of Abantu for Development contributed to the design, collection and analysis of quantitative data for the main phase of the baseline study in 2008.

Usman Dan Fodiyo University, Sokoto: A team led by Professor Fatima Adamu at the Department of Sociology of Usman Dan Fodiyo University contributed to the design, collection and analysis of qualitative data for the baseline study in 2009 and participated in the research workshop in April 2011 which agreed the key findings and recommendations.

Institute of Education, University of London (IOE): A team based in the Centre for Critical Education Policy Studies, led by Professor Elaine Unterhalter helped design all three sweeps of the data collection for the baseline study, contributed to the analysis and writing up, have co-ordinated cross-country analysis looking at the Tanzanian and Nigerian data together, and have led the dissemination of the research to international audiences. This team has also participated in meeting reviewing and refining the research in relation to project implementation.

The project funders have contributed actively to discussions of aims, learning questions, research design, analysis, implementation and evaluation. The funders are:  
Comic Relief is a UK-based charity which raises funds and awareness, and distributes money for specific charitable purposes in support of the vision of ‘a just world free from poverty’. The award to TEGINT was one of the first in a new proactive programme of grant-making, which covers strategic grants to support key organisations with longer term secure funding, usually over 5 years, to enable them to scale up or replicate their work and have greater influence in their sectors.

The Tubney Charitable Trust is a UK grant-making trust who has provided substantial financial support to the project in association with Comic Relief.

This report is the outcome of many people collaborating to design the different phases of the baseline study, collect data, review analysis and findings and interpret these in relation to project implementation. For full details of all those contributing to the development of this report see Appendix 1.

[bookmark: _Toc288655137][bookmark: _Toc288655472][bookmark: _Toc293334373]1.3 Aims for the baseline study

The baseline study on the schools in which TEGINT is operating in Nigeria aims to examine their provision of education for girls and boys and assess the views of a number of key groups on gender and schooling with a view to mapping the perspectives of diverse individuals and organisations, to see what understandings they have of gender discrimination in school and how to address it, and what differences might exist between aspirations for gender equality and education and actual conditions in schools. 

The study focuses on seven key areas relating to the aims of the project in the schools in which it is at work:
i) What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome;  
ii) What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and  how these may be similar or different to other schools in the district;  
iii) What insight these indicators suggest on girls’ views relating to the support with schooling they receive;  
iv) Teacher conditions, notably class size, teacher  qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education;  
v) What payments schools receive and how these relate to the school gender profiles and girls’ views on their schooling;  
vi) The work of  school committees, the training they have provided for their members and to parents, their approaches to addressing gender based violence at school and  how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling;  
vii) How gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this. 


[bookmark: _Toc288655138][bookmark: _Toc288655473][bookmark: _Toc293334374]1.4 Organisation of the Report

Volume 1 of the baseline report provides an outline of how the baseline was conceptualised and the conceptual and methodological approach utilised.  It describes the research process and the phases of data analysis. It summarizes some of the key findings from this Nigeria study (Volume 3) and the Tanzania study (Volume 2) and discusses some of the implications of the analysis in each country, and some of the cross country comparisons for the work of TEGINT and for the general field of inquiry into gender and education in Africa.   

This second? volume of the TEGINT baseline report focuses on Nigeria. In the next section (Section 2) we set the scene and provide some background discussion regarding the analysis of gender and schooling in Nigeria and the policy and socio-economic context in which the baseline data was collected and analyzed. This section also considers briefly how this baseline research study can be seen to contribute to current debates in the literature on gender and schooling in Nigeria. 

The research process for the baseline studies for the TEGINT project in Nigeria is briefly outlined in Section 3. A fuller treatment of the conceptual and methodological issues related to the collection and analysis of data for the project as a whole is set out in Volume 1. 

Some contextual background information on the states in northern Nigeria in which TEGINT is working, and on CAPP’s activities there in the early phases of the project, is set out in Section 4. 

The remaining sections of the report draw on the empirical data collected for the baseline studies. Section 5 analyses girls’ views on the capacity of their schools to support their education, the obstacles they think they might face in progressing with their education, girls’ experiences of poverty and violence and outlines their views on the forms of action they think might help them overcome difficulties and constraints.

Section 6 presents data drawing out aspects of gender in enrolment, attendance, progression and completion in the schools in which TEGINT is working and assesses these in relation to other schools in the locale and some of the experiences girls recount. Schools in the project are ranked in terms of a gender profile, a summary measure of enrolment, progression and attainment and the relationship of this ranking to girls’ views about the support they receive with their education is assessed.

Section 7 reports on teachers’ work and conditions in the schools in which TEGINT is active. It examines pupil: teacher ratios, their level of qualifications, the distribution of male and female teachers and in-service training. It considers how all these processes might interact with the gender profiles of schools relating to attendance, progression and completion. It also discusses teachers’ views on how well the schools they work in support girls’ education do or do not match the views’ of girls themselves and the picture that emerges from schools’ gender profile

Section 8 looks at the different forms of finance the schools in which the project is working receive.  It asses different financial regimes in schools in relation to school gender profiles and assessments by girls and their teachers regarding how well schools may support girls’ education.

Section 9 looks at the work of school boards and considers the proportion of women serving on these boards and whether there may be connections between women’s presence as decision-makers, schools’ gender profile and the views of girls and teachers on the capacity of schools to support girls’ education. This section also looks at the training school boards have conducted for themselves and for parents and the extent to which  gender mainstreaming, that is paying some attention to gender equality issues has been a feature of school management . The schools in which the project is working are ranked according to a gender management profile and connections of the gender management profile with the gender profile on girls’ progression and completion and with girls’ views concerning their schooling is examined. 

Section 10 looks at gender, generation and community connection with regard to views about girls’ schooling, the obstacles that might be encountered and forms of mobilisation that are considered useful. 

Section 11 draws conclusions from the findings from the baseline studies in relation to the work of the project in Nigeria and some debates in the literature on gender and girls’ schooling.

2. [bookmark: _Toc288655139][bookmark: _Toc288655474][bookmark: _Toc293334375]
Setting the scene
[bookmark: _Toc288655140][bookmark: _Toc288655475][bookmark: _Toc293334376]2.1 The national policy context

The Federal Republic of Nigeria is the most populous country in Africa with an estimated 155 million people of which over 50% are under 18 years and has generated enormous wealth, partly from the extraction of oil, and partly from the enormous market and enterprise of its population. However, long period of military rule, lack of fiscal attention to basic services, and years of mismanagement in some states have compounded deep social divisions. As a result in some states there is still insufficient provision of education. Gender is an aspect of many of the features of inequality in the society andgender inequities are manifest in every aspect of education, notably access, participation, experiences of schooling, and outcomes of anunevenly distributed system of provision. Since the inauguration of constitutional reform in 1999 the education of girls has been identified as a national priority in a number of large project partnerships between the government and development partners (UNICEF, 2007). Its importance is emphasised in a number of policy frameworks and large federal and state projects have been set up to support girls in school. However, realising aims to transform the education of girls is enormously demanding. This is partly because of the scale of the problems associated with enhancing access, improving learning and teaching, and building a more gender equitable society. It is also partly because the issue is not only one of building schools, employing and supporting teachers, but also of challenging and trying to change very deeply entrenched notions that oppose gender equality and girls’ rights.
Poverty exacerbates these enormous challenges. Very high levels of poverty are recorded in the country, although there are regional differences with regard to its extent and depth.  Estimates using 2003 survey data suggested 64.4% of the population lived below $1.25 per day and 83.9% below $2 a day (World Bank, 2008). The nationally representative living standards survey of 2007, which used income and non-income measures of poverty, found that the greatest depth and severity of poverty is associated with work in agriculture and that poverty is inversely related to educational attainment (Ojowu, 2007).  Thus, poverty may be both a cause and consequence of the lack of educational provision. Poverty and lack of access to economic resources are cited by some as an element in some of the country’s violent struggles, often marked by ethnic and religious division, in particular periods (Salawu, 2010;Ojukwu and Onifade, 2010  ).  In 2006 the federal government instituted development planning based on the Millennium Development Goals (MDG) to funnel funds to states and communities to meet MDG targets concerned with poverty reduction and expansion of education and health.  A Virtual Poverty Fund (VPF) was established to pool debt relief resources to finance these activities.
The federal government has given sustained policy attention to basic education since 1999 when Universal Basic Education (UBE) was introduced with a range of programmes designed to provide free basic education for nine years to all Nigerian children. The 1999 Constitution, enacted at the end of the period of military rule, set out a number of education objectives, including:  
Government shall direct its policy towards ensuring that there are equal and adequate educational opportunities at all levels. Government shall strive to eradicate illiteracy; and to this end, Government shall as at when practicable provide:-
(a) free, compulsory and universal primary education;
(b) free secondary education; 
(c) free university education; and
(d) free adult – literacy programme. (Nigeria, 1999)
However, translating this aspiration into practice has proved extremely challenging. The latest (2007) assessments for the country as a whole indicate a Net Enrolment Rate for primary school of 64% (68% for boys, 60% for girls and a Gender Parity Index (GPI) of 0.88) (UNESCO, 2010, 347). However, there are considerable variations between states, and between boys and girls in urban and rural areas. Data from 2003 suggested that while children from the richest quintile achieved 10 years of schooling, with rural boys completing slightly more years of registration (nearly 11 years) than rural girls, children from the poorest quintile on average completed just under four years of registration. Although urban boys and girls from this quintile completed just over six years, rural boys completed four years, and rural girls completed just over two years. Certain ethnic groups are particularly discriminated against:poor rural Hausa boys complete on average one year of schooling and poor rural Hausa girls do not even complete one month (UNESCO, 2010, 145).

[bookmark: _Toc293065893]Table 1: Key education and gender indicators, 1999-2009
	
	1999
	2005
	2009

	Primary NER ( GPI girls/boys)
	61 (0.84)
	68 (0.88)
	63 (0.88)

	Primary completion % relevant age group
	18
	29
	38

	Secondary GER (GPI girls/boys)
	24 (0.91
	34 (0.84)
	30 (0.77)

	Secondary NER  (GPI) 

	
	22.5(0. 84)
	


Source:  UNESCO, 2009 362-3; 370; UNICEF, 2009, 25; UNICEF, 2007b); World Bank, 2010a; World Bank, 2010b; UNICEF, 2008; UNESCO, 2011)

The key education indicators (Table 1) do not indicate extensive increase in the NER at primary level between 1999 and 2009, although there has been some improvement in the primary enrolment NER GPI.  However, the proportion of children competing primary school has increased markedly. National education figures based on the school year ending 2006 present a primary NER of 59% for girls and 68% for boys with a GPI of 0.86 (UNESCO, 2009, 307).  National survival rates to Grade 5 primary school show 75% survival for girls and 71% for boys (this is based on data from 2003) (UNESCO, 2009, 321).  No data is available on the transition from primary to secondary school but the NER of girls in secondary school in 2006 was 23% compared to 28% for boys (UNESCO, 2009).  

Universal Basic Education (UBE) was introduced with a range of programmes.  The objectives of UBE were:

· Developing in the  citizenry a concern for education and a strong commitment to its vigorous promotion
· Provision of free Universal Basic Education for every Nigerian child of school-going age
· Reducing  the incidence of drop out from the formal school system
· Catering for young people as well as other out of school children or adolescents through appropriate form of complementary approaches to the provision of UBE
· Ensuring the acquisition of appropriate levels of literacy, numeracy, manipulative communicative and life skills as well as the ethical, moral and civic values needed for laying a solid foundation for the lifelong learning.

The UBE Act (2004) provided compulsory universal basic education and stipulated penalties for parents who fail to comply and do not send children to school.  The National Framework for Education,published in 2004, envisaged a clear articulation of governance and management policies between different levels (federal, state and local government), improved efficiency and effectiveness, provision of adequate teaching and learning materials, modernisation and maintenance of schools, and policies to address shortfall in teacher supply, and enhanced teacher quality through an improvement of teachers’ salary, allowances and incentives (Nigeria National Framework for Education, 2004). 

There were severe restraints on social spending in the 1980s and 1990s, but since then education spending has grown and amounted to nearly 2 billion in 2008. In 2005 Nigeria negotiated with Paris and London Clubs to reduce foreign debt.  This created a “fiscal space” of approximately US$ 750m which has been allocated for the achievement of the MDGs and poverty reduction (Nzeshi, 2010). 

Gender and education is a component of MDG2 and MDG3, requiring all children complete a primary cycle (six years) by 2015 and gender parity at all levels of education by the same year.  Some of the debt relief funding has been used for a federal programme of School-Based Management Committee (SBMC) training. The World Bank and DfID have a joint Country Partnership Strategy (CPS). Currently CPS II is under development for the financial year 2010-13.  USAID, UNDP, EU and AfDB are also active. 

There have thus been a number of policy initiatives and increases in spending, but the size of the national and regional challenge regarding gender and education is vast.  Implementation of the National Framework, particularly reforms of teachers’ salaries and conditions of service, has proved difficult.  States and LGEAs, which are constitutionally responsible for primary and junior secondary education, were generally unwilling to raise teachers’ salaries and allowances on the grounds that they do not have the funds (Theobald et al., 2007). However, teachers’ levels of qualification, motivation and support are considered one of the key areas for reform in order to expand education provision and improve the quality of schooling.  UNICEF (2007a) estimated that in 2005, only 29 per cent of all primary school teachers held the minimum National Certificate of Education (NCE) qualification mandated by the government.  In 2007, Theobald et al. estimated that 51% of primary and secondary school teachers had the minimum teaching qualificationwith higher numbers without this qualification in northern states. Although revenues generated from debt relief financed in-service training of 145,000 teachers, the recruitment of 45,000 new teachers and the provision of primary school facilities (classrooms, toilets, and instructional materials) in the period since 2005 (African Economic Outlook, 2011) the scale of the problem of low teacher qualifications required more extensive and intensive work to put in place the forms of support that would help ensure education provision that met children’s rights and needs. 
As the information in Table 1 indicates, by the end of decade the aims of the National Framework and the UBE Act had still not been achieved.  Moreover, below the national averages have considerable regional and zonal variation, and levels of enrolment and gender parity in the northern states were a matter of concern.  

The TEGINT project is operating in three northern geopolitical zones: the North West (Katsina, Kaduna); North East (Bauchi, Gombe); and North Central (Niger, FCT, Nasarawa, Plateau).  In each of these three northern zones the levels of poverty are higher than in the southern geopolitical zones, while the GPI NER is lower.

[bookmark: _Toc293065894]Table 2: Geo–political zones by % classified poor and average girls’ participation in primary school
	Geo-political zone
	% classified poor
	GPI Net Attendance Rate

	North West
	70
	0.75

	North East
	74
	0.86

	North Central
	68
	0.97

	South West
	45
	0.97

	South South
	34
	1.00

	South East
	28
	1.01


Source: Obanya and Binns, 2009; Attfield and Akunga, 2010

Every year the number of primary schools in the country has grown (Table 3), but this has not been adequate to address the large numbers of children without schooling. 

[bookmark: _Toc293065895]Table 3: Number of Primary Schools in Nigeria, 1999-2005
	1999
	49,326

	2003
	59,131

	2005
	60,188


Source: UBEC/EMIS, 2008

There has been considerable debate as to the number of children of primary school age that are not enrolled in schools with estimates ranging from 34 million (UBEC) to 6 million (FMOE) (Bonat and Kezie-Nwoha, 2008). The 2006 National School Census (NSC) revealed a NER of 80.6%, suggesting that approximately 19% of the primary school age population (6-11 years) were not enrolled in primary schools. UNICEF estimated that this represented about 5 million children out of school (UNICEF, 2007a).

EMIS data on gender and primary school completion show a much larger proportion of boys than girls completing primary Grade Six, the end of the primary phase. 

[bookmark: _Toc293065896]Table 4: Primary Six % Completion Rates Nigeria
	Gender
	1999
	2003
	2005

	Male (%)
	74
	102
	85

	Female (%)
	72
	85
	70

	GPI
	0.97
	0.83
	0.82

	M & F
	73
	95
	78


Source:  UBEC/EMIS, 2008; UNESCO, 2011

The low enrolment of girls in certain areas prompted the Federal Government and UNICEF to develop the Strategy for the Acceleration of Girls' Education (SAGEN), launched in 2003. Other development partners associated themselves with the initiative, which came to be known as SAGEN+.  The Girls' Education Project (GEP) was also launched in 2004 as a joint undertaking by the Federal Government, DFID and UNICEF to boost girls' schooling in six states in Northern Nigeria (Jigawa, Borno, Bauchi, Katsina, Sokoto and Niger) with the widest disparity between girls’ and boys’ school enrolment (Attfield and Akunga, 2010).  GEP promotes interventions, including advocacy with local leaders, teacher training for women and advocacy with communities, with the aim to ‘mainstream improvements in the government education systems’ (Akunga and Atfield, 2010), partly though promoting best practice to other states and supporting research and policy development. The states support institutional capacity building to develop staff capacity to assess gender constraints on school completion and act to end these partly through ‘gender sensitive education action plans’ with enhanced information systems, partly through the establishment of SBMCs, and partly through the promotion of quality learning and teaching through teacher education courses.

The Roadmap for the Nigerian Education Sector (FME, 2009) is a response to the ‘years of neglect and mismanagement and inadequacy of resources commensurate with national needs, population growth and demand’ that has resulted in a failure of education as ‘a transformational tool and a formidable instrument for socioeconomic empowerment’. The document contains four priority policy areas: Access and Equity; Standards and Quality Assurance; Technical, Vocational Education and Training; Funding, Resource Mobilisation and Utilisation. Under the first theme gender disparity is considered, as well as poverty, the challenges of out of school children and poor infrastructure. The focus is on implementation and tackling political will. The three key strategies include a national campaign to increase access; mobilising funding; and reviewing the UBE Act to enforce compulsory enrolment and retention. The document states that schools should be within 3-4 km of children’s homes, which may involve the building of further community schools. Support (and hence ability to implement) for this series of initiatives are not clear. There has thus been considerable attention given to developing policy, but translating this into practice is a greater challenge.

Poverty reduction initiatives have been associated with the PRSP, the National Economic Empowerment and Development Strategy (NEEDS), introduced in 2004.  Educational reform is an important component of the Public Service Reform (PSR) programme, which is one of a number of policy initiatives and financial allocation that has established concerns with education and gender. . Linked to NEEDS are the State Economic Empowerment and Development Strategy papers (SEEDS) and Local Economic Empowerment and Development Strategy papers (LEEDS). A number of commentators (Pereira 2003; Centre for Democracy and Development, 2009) comment on the perfunctory treatment of gender issues in NEEDS and SEEDS.  A key focus of NEEDS-1 (2004-2007) was the reform of the social sector. The focus was on “Changing the Way the Government Does its Work” and a set of guidelines was published entitled: “Nigeria Public Service Reform: Generic Guidelines for the Reform of Parastatals” (The Presidency, 2006). However the legacy of many decades of lack of provision, the size of the population, and the large number of actors participating in the change make this a very complex task. In 2007 the Federal Government launched its Vision 2020, a strategy aspiring to take Nigeria into the top 20 global economic powers. This was soon followed by President Umaru Musa Yar'Adua’s 7-Point Plan, an articulation of reforms aiming to build the economy, and NEEDS-2 (2007-2011).  In the 7-Point Plan education is included as a means to develop human capital and serve the labour market and there is an emphasis on public-private partnership, but it also addresses quality and equality of access and educational outcomes for all children as targets (Federal Government of Nigeria 2007). 

Despite these measures levels of poverty and inequality are high. Table 5 provides information based on 2008 calculations by Nigeria UNDP on poverty, gender inequality and gender empowerment by geo-political zone. Levels of poverty are highest in the three northern zones, where measures of gender development and gender empowerment are lowest.

[bookmark: _Toc293065897]Table 5: Human Development Summary Statistics by Zones, 2008
	Zones
	Human Poverty Index
	Gender development measure
	Gender empowerment measure

	North Central
	34.65
	0.478
	0.244

	North west
	44.15
	0.376
	0.117

	North East
	48.90
	0.250
	0.118

	South west
	21.50
	0.507
	0.285

	South East
	26.07
	0.455
	0.315

	South South
	26.61
	0.575
	0.251


UNDP, 2008, 10

While making UBE a reality has been a difficult task in a number of health areas the Government has had some success.  The prevalence? of HIV / AIDS dropped from about five in every 100 Nigerians in 2003 to about four in every 100 in 2005 (African Economic Outlook, 2011). Among pregnant women aged 15-49 the rate declined from six out of every 100 pregnant women aged 15-49 in 2001 to five in 2003 and four in 2005 (ibid). The National Agency for the Control of HIV and AIDS (NACA) and development partners contributed to the implementation of a national response, with a stress on awareness, advocacy, and widespread distribution of condoms.

Nigeria ratified the Convention on the Rights of the Child (CRC) in 1991 and submitted its first report to the UN in 1996. An attempt to domesticate the CRC through the development of a bill on Children’s Rights faced many obstacles in the 1990s. In 2003 the Children’s Rights Act was adopted by the Federal Government but by 2005 very few states had passed this Act into state law, largely because of opposition to clauses setting 18 as the minimum year for marriage (Alemika, Chukwuma et al, 2005). By 2007 the Act had been ratified in 15 states, including two in which TEGINT is operating - Nasarawa and Plateau (UNICEF, 2007a). There has been considerable debate about the extent to which the Children’s Rights Act does or does not infringe Shari’a law, which governs civil and customary law in northern states.
[bookmark: _Toc288655141][bookmark: _Toc288655476][bookmark: _Toc293334377]2.2 Gender issues in Nigeria

Despite constitutional guarantees for women’s rights, many indicators suggest high levels of gender inequality. In 2005, Nigeria ranked 123 out of 140 countries on the UNDP Gender-related Development Index (GDI) (UNDP, 2005, 301).  The UNDP Gender Empowerment Measure (GEM), which measures participation in politics and professional employment, could not be assigned to Nigeria because of inadequate data, but in 2010 on a gender inequality measure Nigeria was ranked 142 out of 169 countries.  Women in the federal parliament comprised only 7.3% of all representatives and women’s labour force participation was 39.5% compared to 74.8 % for men (UNDP, 2010, 159). 

In many areas of women’s health progress has slowed or reversed. The infant mortality rate rose from 81 per 1,000 live births in 2000 to 110 per 1,000 live births in 2005-06;the under-five mortality rate increased from 184 per 1,000 live births in 2000 to 201 per 1,000 live births in 2007. This deterioration occurred despite the introduction of a number of health strategies and intensive capacity building for health workers and Community Resource Persons (CORPs) (African Economic Outlook, 2011). In 2007, the maternal mortality rate was 828 deaths per 100,000 live births in rural areas, and 531 deaths per 100,000 live births in urban areas (the latterrose to 1100 in 2010) (UNDP, 2011). Antenatal and postnatal health care provision is inadequate for large sections of the population and for many there is limited access to reproductive health advice and poor quality of health care delivery. According to analysis by the ADB, policies like the National Health Insurance Scheme (NHIS), Safe Motherhood Programme, National Vital Registration System, and the Making Pregnancy Safer Initiative, appear to have had only limited impact (African Economic Outlook, 2011).

In education, access to education for children has improved but gender inequalities in adult literacy rates are high.   UNESCO estimates that women comprised 65% of the 23 million people without literacy in 2010 with very little change over time(UNESCO, 2010, 314). Between 1995 and 2005 60% of adult women were estimated literate, compared to 70% of men (UNESCO, 2008, 274). The Demographic Health Survey of 2003 indicated that 42% of women in Nigeria had never attended school, compared to 22% of men (National Population Council, 2004).

Women’s incomes are a fraction of men’s. In 2007 it was calculated that a woman working in the formal sector had an estimated earned income of $652 (using purchasing power parity in US$) compared to $1592 for men (UNDP, 2007). Information on employment using 2005 data indicates that women’s economic activity was 50% of men’s and that between 1995 and 2005 only 2% of women compared to 4% of men had been formally employed in agriculture, and 11% of women compared to 30% of men formally employed in industry (UNDP 2007, 340).  World Bank figures show women comprise only 35% of the labour force in the formal sector (World Bank 2007, 345), although the Government report on the MDG targets gave slightly more optimistic data that women’s share of wage employment in the non-agricultural sector was 79% (Nigeria, 2007, 8).  Although statutory law assures women equal rights to own and acquire property, a host of customary and religious laws govern rights to land and housing of many poor women, limiting tenure and women’s incomes (Para-Mallam, 2010, 470-1).

Women were granted the right to vote in 1958 but in 2007 they comprised only 6% of members of the lower house of parliament, 7% of seats in the upper house and 10% of Ministerial appointments (UNDP, 2007, 345) This gross under-representation was repeated at state level. In 2003-2007 Benue state with four women out of 26 legislators had the highest number of women in a state legislature in the country. By 2007 their number reduced to two (Alubo, 2008). Afolabi (2009) documents how by 2003 women comprised only 16% of representatives in state assemblies.

It is acknowledged that religious values, be these traditional, Christian or Islamic, exert a powerful influence on social life generally and on views about gender roles and relations (Para-Mallam, 2010).  Interviews conducted by Para-Mallam with women with secondary education and above over the past six years suggest that despite ‘important advances in female educational attainment the quest for gender equality remains a mirage in the face of sexist ideologies that imbue widely practised traditions and beliefs’ (Para-Mallam, 2010, 460). She highlights the adverse effects of these ideas on gender identity formation, the social relations between men and women, showing how they have become implicated in a form of ‘institutionalized gender discrimination’ (ibid). Similar analyses of widespread gender inequalities in all kinds of institutions, ranging from universities to government to health providers have been made by Pereira (2009), Afolabi (2009), Mbono and van den Born (2010), and Angel-Urdinola and Wodon (2010) who also document gender inequalities within households and some of the differences in the sexual division of labour and household decision-making.

Gender relations within households interact in complex ways with poverty, levels of education, ethnicity and access to resources.  Lincove (2010) looks at the way household income impacts on decisions regarding which children go to school, while Rao and Palmer-Jones (2009) shows how lack of education for girls and women is part of a complex interplay of disadvantage within poor households as they strategise regarding resources.

There is a limited legislative framework addressing domestic violence.  Domestic violence is classified as common assault, which downplays the seriousness of the crime (Pereira, 2003). Wife beating is allowed provided it does not amount to ‘grievous hurt’ involving loss of sight, ability to hear or speak, facial disfigurement, bone fracture or tooth dislocation, meaning that actions that do not cause these injuries are within the law. According to a 2003 Demographic and Health Survey, 64.5 per cent of women consider it normal to be beaten by their husbands – even for minor matters such as burning food or failing to have dinner ready on time.  Although rape is punishable by life imprisonment, there are no sanctions in the Penal Code against spousal rape (African Economic Outlook, 2011).
Nigeria became a signatory to CEDAW in 1985, but the domestication of its policies is highly controversial. In 2007 the National Assembly rejected a Bill to ratify CEDAW and a further attempt in 2010 again came to a halt despite support from some parliamentarians and an extensive NGO coalition.  Suspicions and hostility to some of the terms of CEDAW persist (Egede, 2007; Eze-Ananba, 2010; CIRDDOC/NDI/GAA, 2010).

A National Gender Policy (NGP) was adopted in 2006. Its overall aim was:
To build a just society devoid of discrimination, harness the full potentials of all social groups regardless of sex or circumstance, promote the enjoyment of fundamental human rights, and protect the health, social economic and political well being of all citizens in order to achieve equitable rapid economic growth (National Gender Policy, 2006).
 
The NGP notes that Nigeria is a ‘highly patriarchal society’ (Article 1.2).  Targets include the guarantee of girls and boys, men and women to formal and informal education and skills development opportunities.  Aims included teaching gender studies at all levels of schooling from primary to tertiary by 2010. A quota of 35% of women in all areas of political decision-making by 2015 is proposed, together with the development of gender action plans at federal, state and local levels, support for women’s empowerment programmes and the collection of sex disaggregated data as part of national statistical work. However, in 2008 Nigerian NGOs reporting to CEDAW in New York noted that the policy had not been implemented or backed up by legislation (Nigeria NGO Coalition, 2008).
[bookmark: _Toc288655142][bookmark: _Toc288655477][bookmark: _Toc293334378]2.3 Issues in gender and schooling

Expanding access to schooling for girls has been a key concern of national education policy.. A wide range of initiatives have been outlined above, some by Government alone and some with development partners. However, Dauda (2007), reviewing the range of policy initiatives on girls’ education, concluded that while there had been some clear gains in improving access, in general there has been ‘lots of talk and no action’.  In addition, a number of commentators highlight further howideas that emphasise women’s subordination have not been challenged (Okome, 2000; Pereira 2003). Much attention appears to have been given to improving access to schooling, with less focus on gender relations within schools, processes of learning and teaching, and what opportunities girls have beyond school. The extensive gender inequalities in political, economic, social and cultural life mean that schooling is a particularly significant site for girls to develop some of the skills, insights and social relations to challenge these.
Yet getting into school and remaining there is not easy, particularly for girls in the poorest communities.  School attendance is dramatically lower for girls in the lowest income quintiles (Table 6). In poor families girls are often forced to participate in the labour market very early as ‘bread winners’ to augment family incomes, or source money to support their parents towards their own marriage (Palmer- Tomkins DATE?).
[bookmark: _Toc293065898]Table 6: Education distribution by gender, wealth quintiles, primary and secondary attendance ratios
	
	
	Primary NAR
	Secondary NAR

	Richest quintile

	boys
	87.5
	62.8

	
	girls
	87.9
	65.2

	
	GPI
	1.00
	1.04

	Poorest quintile
	boys
	46.3
	17.5

	
	girls
	36.3
	12.0

	
	GPI
	0.78
	0.69

	Urban

	Boys
	73.8
	47.0

	
	Girls
	70.6
	45.7

	
	GPI
	0.96
	0.97

	Rural
	boys
	61.9
	31.7

	
	girls
	52
	25.9

	
	GPI
	0.84
	0.82


Source, UNICEF, 2009 

A number of studies in other countries have suggested that the presence of female teachers may improve girls’ access to school and attainment (UNESCO, 2000; UNESCO Institute for Statistics, 2010). The gender profile of teachers varies across Nigeria but there is a striking under-employment of female teachers in northern zones (Figure 1). 

Figure 1: Primary school teachers by gender
[image: ]
Source: Bonat, Kezie-Nwoha, and Olorunfemi, (2008)

The literature on gender and girls’ schooling in Nigeria is not extensive. A number of studies have focussed on constraints to access (Lincove, 2009; Angle-Urdinola and Wodon, 2010, Kazeem and Ige, 2010) looking particularly at household and family conditions. Usman (2010) in a study of girls involved in street hawking in Northern Nigeria highlights aspects of family relations, which mean girls undertake this work, linked both to need and to perceptions about preparing girls for economic self reliance. The study importantly highlights both the social networks established through this work, but also the difficulties of exposure to abuse and lack of safety.  Popoola, Ayodele and Ajayi (2009) looked at the relationship between children’s work and their academic attainment, showing the amount of work had negative effects on reading and mathematics, and that these effects were worse for boys. 

There are some reviews of the pattern of enrolment and progression (Pittin, 2002; Egunyomi, 2006; Rufa’i, 2006; Lockheed and Lewis, 2008; Attfield and Akunga, 2010) and assessments of how family attitudes and practices inside schools work together to constrain girls’ opportunities (Egun and Tibi, 2010). Generally there are very few detailed studies of conditions in schools, teachers work and gender dynamics in the relationship between school, home and community.

Concerns with HIV and AIDS and children’s knowledge about the epidemic and responses to interventions have generated a number of studies, but they tend not to deal with gender relations within or beyond school (Ajila & Ajila et al., 2009; Akpabio et al, 2009); Ugboma, Kooffreh, 2011). 

A handful of studies document work with girls to challenge unequal gender relations in the context of schooling.  Kafewo (2008) describes a drama project in Zaria where girls performing, with the audience, looked critically at unequal gender relations in society. Harris (2009) documents work with Muslim and Christian youth in Kaduna in the wake of outbreaks of violence reflecting critically on meanings of citizenship and masculinity. This literature is small, based on a single initiative, and while suggestive of considerable potential to work towards change, in need of a much more sustained and extensive inquiry.

A small number of studies have looked at teachers’ work and some of its gender dimensions, though often this is downplayed for a focus on the ways in which support for reading or science and mathematics are provided and the significance of parents’ attitudes (Fakeye, 2008; Ogunjuyigbe, Liasu and Sulaiman, 2008;).  A handful of studies look at the ways in which secondary school leavers think about their futures, highlighting the enormous significance of marriage for girls and the ways in which this appears to limit concern with careers or qualifications (Salami, 2008; Kantiok & Chiang, 2007). Some effects of gender-based violence on adolescents have been documented but not extensively explored (Monehin, Araoye, 2009; Ikechebelu et al, 2009).

The ways in which in some Northern states’ Islamic education is seen by some to prepare girls more appropriately for lives as wives and mothers is documented by Robson (2002),  while Pittin (2002) in a detailed study of Katsina documents the inter-relationship of class, religion, ideology, colonial and post-colonial power structures in how education is viewed. Kantiok and Chiang’s analysis (2007) of data from a survey conducted with 501 girls at secondary schools in Kaduna, Katsina and Kano found the vast majority enjoyed attending school and had high aspirations for their future. The reasons they anticipated dropping out were associated primarily with poverty and pregnancy, but a significant proportion (19%) mentioned fear of failure and 12% mentioned teasing by boys. Bakari (2009) carried out observations and interviews in three junior secondary schools in Kogi state in the North Central geo-political zone, noting widespread hostility to women’s advancement amongst school managers, gender stereotyping and very difficult conditions for girls’ learning associated with limited water and sanitation. All these studies provide a very useful context through which to review the findings of the TEGINT baseline research.

The rather small literature on gender, girls and schooling in Nigeria raises a number of issues for this baseline study. First, it highlights how few investigations using empirical data have been conducted on an issue of considerable national and international significance. Despite the size and social diversity of Nigeria, only a handful of studies look in any depth at the northern geo-political zones, their gender dynamics and issues of schooling. Second, it helps to explain some of the challenges associated with data collection for this study discussed in Volume 1 and in Section 3 below. With only minimal scholarship in this area, the difficulties of collecting and analysing data are compounded. Third, the absence of work on this theme gives additional significance to this baseline study and the analysis.
[bookmark: _Toc288655143][bookmark: _Toc288655478][bookmark: _Toc293334379]2.4 The administration and funding of education 

In Nigeria schooling is run on a 6-3-3-4 system. Primary education begins at the age of six and is meant to be free. The primary curriculum includes a wide range of subjects including English, mathematics, religion, science and one of the three main languages of Nigeria (Hausa, Yoruba or Igbo).  After the first three years of primary education, English is used as the medium of instruction. Transition to Junior Secondary School takes place on automatic promotion after 6 years in the primary phase. At the end of the JSS phase pupils sit the Junior School Certificate.  After that, some pupils go on to 3 years of SSS, and then 4 years of tertiary education.

The planning and management of public education in Nigeria is highly complex, with responsibilities divided between LGA, State and Federal government.  According to the 1999 Constitution, both Federal and State governments legislate on the planning, organization and management of education. Primary schools are managed by LGEAs while secondary education, adult and non-formal education are managed by the State government. The Federal government is responsible for policy making and the enforcement of standards at primary and secondary levels[footnoteRef:1] but also owns and manages many tertiary institutions and 103 Unity secondary schools. State governments also establish and manage some universities and tertiary institutions, including teacher training colleges.  [1:  With the exception of the 102 Federal Government Colleges i.e. the Unity Secondary Schools owned and managed by the Federal government] 


The National Council on Education (NCE) is the key education policy-making institution. Its members include the Federal Minister of Education and all State Commissioners of Education. It decides on the national curriculum for primary and secondary schools. It sets standards for quality assurance and guidelines for national examinations in primary and secondary schools. It was responsible for advising government to establish the Universal Basic Education Commission (UBEC) and the State Universal Basic Education Boards (SUBEBs) to ensure effective implementation of EFA. The UBEC is the national agency in charge of the disbursement of federal intervention funds for primary and junior secondary education and the monitoring of standards in the basic education sector, while the SUBEBs are in charge of the delivery and management of primary and junior secondary education at state level.  Policy development takes place at the state level.

The 1999 Constitution mandated local governments to participate in education by providing and maintaining primary education.  The NPE extended the role of LGs to include the “planning and administration” of basic education and states that LGs have a “shared responsibility for the funding and management of basic education” as provided for in the constitution.   They are expected to do this through the LGEAs. However, there are difficulties in aligning the work of LGs and LGEAs, as Williams (2009) indicates. LGEAs, according to state UBE Acts, are administratively under the control of the state SUBEB, but are required to manage basic education on behalf of the LGs (according to the NPE). SUBEB makes the majority of decisions regarding quality and use of funds based on information from the LGEAs, but, according to Williams (2009, 15) with little consultation either with them or with the LGCs.  
The head teacher and the school management boards play key roles in the management and supervision of primary education.  The responsibilities of a head teacher are multifaceted, and include ‘planning, coordinating, directing staff, pupils, managing school building and facilities’ (Nwagwu, 1978). However, the support available to a head teacher to carry out this work is constrained. Local government education authorities carry some responsibility for this. LGEAs enter into an agreement with the State whereby SUBEB manages basic education services and LGEAs provide funding for teachers’ salaries. LGEAs manage the school and the teachers. But according to Williams (2009) LGEAs receive little funding or relevant training, which constrains the support they can offer to schools.  LGEAs, she argues, are enmeshed in complex local political allegiances and local priorities on the one hand, but carry large administrative responsibilities on the other which they have limited capacity.   Thus, ‘an absence of transparency and accountability has resulted in low levels of trust and a lack of appropriate demand for quality’ from LGEAs (Williams, 2009, 5).

Education spending as a percentage of the total federal budget has started to increase again in recent years, but it is still proportionally less than it was in 1994.

[bookmark: _Toc293065899]Table 7: Education budgets (Naira) as proportions of Total Budget Size, 1999 to 2008
	Year
	Total Federal Budget Size (TBS)
	Total Federal Education Budget (FEB)
	Education as % of TBS

	1994
1999
2000
2001
2002
2003
2004
2005
2006
2007
2008
	69,200,000,000
315,219,252,837
537,659,135,062
851,754,887,833
840,853,787,128
976,254,543,375
1,302,523,844,588
1,799,938,243,138
1,899,987,922,467
1, 890,000,000,000
1,891,890,000,000
	10,283,800,000
27,713,481,320
52,857,546,613
60,951,489,396
65,940,965,000
78,952,003,053
93,767,886,839
125,035,527,799
165, 213,672,666
185,771,774,929
210,444,818,579
	14.86
8.80
9.83
7.16
7.84
8.09
7.20
6.94
8.70
9.83
11.12


Source: Bonat, Kezie-Nwoha and Olorunfemi (2008)

The disbursement of funding at state and local level is extremely complex and, in the web of competing responsibilities for finance, funds available to some local schools appear to evaporate.  The Federal Government provides an intervention fund to states, which the states must match with an equal grant.  This is utilised based on guidelines formulated by the UBE Commission (UBEC) at federal level.  

LGCs have large budgets for capital and recurrent education expenditure, which they can allocate as they wish. SUBEB provides training to teachers, infrastructure and instructional materials. However, Williams (2009, 13) argues LGs build, renovate and furnish classrooms unaware of how much funding is allocated to their LG from the joint intervention fund or where the projects to be funded from federal funds will be located.   LGs pay for teachers, although Williams (ibid) observes that in some states, they are unable to carry out staff audits to check who exactly they are paying for, due to a lack of cooperation with SUBEB. LGs provide funding for salaries of teaching and non-teaching staff at LGEA level.  This is a significant amount, which in some states is 15% of SUBEB’s total budget.  The State (with federal support from UBEC and Education Tax Fund (ETF) inputs) provides considerable capital funding.
The Tables below, adapted from Williams’ (2009, 24-25) analysis of expenditure in Jigawa, Kano and Kwara states, summarise where responsibility for different elements of school expenditure lies.
[bookmark: _Toc293065900]Table 8: State and Local Government roles in funding basic education
	Item
	State
	Local Government

	Recurrent expenditure
	SUBEB salaries
SUBEB overheads
School overheads
	LGEA and school salaries
Student transport / scholarships Materials for JS1 girls

	
	LGEA overheads  
Instructional materials
Staff training

	Capital expenditure
	Textbooks
	

	
	Vehicles, office renovation and furniture 
School furniture, classroom renovation and construction


Source: Williams (2009: 24-5)

[bookmark: _Toc293065901]Table 9: Local Government roles in funding basic education 
	Resources available for supporting schools
	LGCs
	LGEAs

	Amount per month
	Around N4,000,000
	Between N140,000 
and N300,000

	Teachers’ salaries
	
Deducted at source
Some paid directly
	
From SUBEB

	Funding teacher training
	
On request from LGEA
	X

	Supervision and inspection costs
	
On request from LGEA
E.g provision/repair of vehicle
	
Jigawa – part of OH
Kwara – allowance paid to LSS

	Overheads to schools
	X
	
Only in Jigawa

	Head teachers’ allowance
	X 
	
Sent from SUBEB

	Allowances for rural teachers (N200) and 
Science teachers (N25 – set in 1981)
	X 
	
Included in salary

	Instructional materials
	
Usually notebooks
	
Sent from SUBEB – never enough

	Administrative materials
	
Generally on request from LGEA
	
Sent from SUBEB

	Maintenance of classrooms
	
	X 
Minor - Jigawa

	Construction of classrooms
	
	X 

	Furniture, water, toilets, etc
	
	X 


Source: Williams (2009: 24-5)

It can be seen that there are complex webs of responsibility in Jigawa, Kano and Kwara, and this pattern raises some issues regarding the nature of funding responsibility between LGAs and LGEAs in the states in which TEGINT is at work and how this might link with action on girls’ schooling.

The LGEAs, which have responsibility to manage schools Williams (2009) argues, receive in the main inadequate overheads. Thus they do not plan strategically or monitor performance of schools against targets. Instead they act on instructions by funnelling information from schools to SUBEB and managing personnel issues.  While LGAs do have funds, they are restricted in their use of strategic planning to influence budgets by political considerations.  Williams (2009, 7) concludes both LGAs and LGEAs work in an institutional framework which lacks clarity, trust, accountability and transparency.

Williams’ analysis of the funds available to local schools in Jigawa, Kano and Kwara revealed that only in Jigawa State did schools themselves receive direct funding from government, with a very small allocation (N10,000 per month to each JS school) (Williams, 2009, 25).  In the other two states, PTA levies (parental contributions direct to the school) are the major source of income for schools although in Kwara State only 30% of the levy stays with the school.  In some states, PTA levies are a substantial form of income for government yet they are not reflected in their budgets.  In Kwara State, Williams found, new JS1 students are asked to pay for furniture when they register (ibid). Again, these complicated patterns raise issues regarding the nature of the pattern in the schools with which the TEGINT project is working.

Pre-service teacher training is provided by Colleges of Education and Universities. The National Certificate in Education (NCE) is awarded by a college of education and is the minimum certificate that qualifies one to teach in junior secondary schools. The NCE takes three years to complete. At the time data was collected for the TEGINT baseline, students wanting to become teachers could enter Teacher Training Colleges for a Grade 2 Certificate directly from completing junior secondary education. The Technical Teachers Certificate (TTC) requires one additional year of study following the National Certificate in Education. Universities offer Bachelor of Education programmes, which qualify the holder to teach in secondary schools. Alternatively, a single-subject Bachelor degree plus a Postgraduate Diploma in Education would provide the same professional status. The Higher National Diploma (HND) awarded by the polytechnics can be used to teach vocational subjects in both secondary and technical schools. 
[bookmark: _Toc288655144][bookmark: _Toc288655479][bookmark: _Toc293334380]Conclusion
This overview has highlighted a wide range of policy initiatives and large scale programmes on girls’ schooling set in train since 1999, many with substantial development assistance. However, this work, formulated at federal level, faces many challenges in implementation at state and local level. Some relate to complex structures, and difficulties in making resources flow appropriately. Others relate to a lack of scholarly analysis and informed reflection on processes of implementing policy. Many challenges are associated with deeply entrenched gender inequalities in political, economic, social and cultural relations, which form a difficult backdrop against which policy on girls’ schooling is negotiated. The nature of these inequalities and the form they take in particular local settings is not well documented. In the next section, we outline the methods used in developing the TEGINT baseline study, and then turn to some discussion of the conditions in the eight states in which the project works.
3. [bookmark: _Toc288655145][bookmark: _Toc288655480][bookmark: _Toc293334381]
The research process for the TEGINT baseline studies 

The TEGINT project is working in schools in eight states in Northern Nigeria: Bauchi, FCT, Gombe, Kaduna, Katsina, Nasarawa, Niger, Plateau.

Data for the baseline study report was collected in three sweeps:
· A pilot collection of quantitative and qualitative data in November 2007;
· The main baseline survey in March– July 2008; 
· Collection of additional selected qualitative data in November 2009.

The pilot phase of the study was used to trial research instruments and approaches to data collection. Preliminary discussions within the project partnership between December 2007 and February 2008 led to a decision to focus data collection for the main phase of the baseline primarily on a survey with some collection of administrative records and some observations in schools. The instruments used for this phase are included in Appendix 2. A review of the analysis of the baseline data in March 2009 led to a decision to collect some additional qualitative data to gain greater insights into poverty, violence in schools and aspects of school management that had seemed pertinent in the main study phase. For this qualitative phase, focus group discussions were organised in selected schools and a ‘poverty tree’ participatory methodology was used to better comprehend how violence is understood and handled and what are the structures of school governance. The instruments used for the qualitative component of the study undertaken in November 2009 are in Appendix 3.

Data for the main study was collected in 72 schools (35 primary schools and 37 junior secondary schools) in which the project works across eight states. Survey data based on interviews and self completed questionnaires (at least from some sets of participants) was collected in all schools. Data collection was uneven:  some administrative data was collected in all schools, but only one-third of schools had both enrolment and attendance data. No attendance data was available at junior secondary schools, and no pass rate data was available at primary schools (Table 10). Over the period in which data was collected the main teachers’ union was either on strike or teachers were just returning to work after the strike. In these conditions not all observations on the instrument could be made.  Enrolment, attendance and pass rate data was only collected in two-thirds of the primary schools and none of the JSS. Enrolment data was collected in approximately three quarters of all schools. Pass rates were completed for approximately three quarters of all JSS, but were not applicable in primary schools where there was automatic promotion.  It was not possible to collect gender data and changing patterns of enrolment and attendance back to 2002 because records were either not available at the school or were in such a poor condition of preservation that they were illegible. Data on teachers employed in the school was not available in all schools, although a second sweep of data collected in July 2008 by CAPP Project Officers attempted to fill data gaps regarding teachers and their qualifications.


[bookmark: _Toc293065902]Table 10: Number of schools in which different forms of data were collected 
	
	Bauchi
	FCT
	Gombe
	Kaduna
	Katsina
	Nasarawa
	Niger
	Plateau
	Total

	Administrative data
	Pri
	6
	2
	6
	6
	6
	2
	4
	3
	35

	
	JSS
	6
	2
	6
	6
	7
	2
	4
	4
	37

	
	All
	12
	4
	12
	12
	13
	4
	8
	7
	72

	Enrolment 2008
	Pri
	5
	2
	6
	4
	6
	2
	3
	1
	29

	
	JSS
	4
	2
	2
	6
	4
	0
	2
	3
	23

	
	All
	9
	4
	8
	10
	10
	2
	5
	4
	52

	Enrolment and Attendance 2008
	Pri
	3
	2
	6
	4
	6
	1
	1
	1
	24

	
	JSS
	0
	0
	0
	0
	0
	0
	0
	0
	0

	
	All
	3
	2
	6
	4
	6
	1
	1
	1
	24

	Pass rate data 2008
	Pri
	0
	0
	0
	0
	0
	0
	0
	0
	0

	
	JSS
	5
	2
	3
	6
	1
	2
	2
	3
	24

	
	All
	5
	2
	3
	6
	1
	2
	2
	3
	24

	Survey data
	Pri
	6
	2
	6
	6
	6
	2
	4
	3
	35

	
	JSS
	6
	2
	6
	6
	7
	2
	4
	4
	37

	
	All
	12
	4
	12
	12
	13
	4
	8
	7
	72



Data limitations meant a number of school trends were not explored, particularly due to the lack of pre-2008 data. These also included enrolment and attendance disaggregated by class, so that ‘progression’ of pupils from junior years at time point X (e.g. 2002) to more senior years at time point Y (e.g. 2008) could not be assessed. Data was also absent on school level examination entry and examination results in different years, meaning that proportions of girls and boys ‘completing’ primary school over time could not be assessed. Because of this the gender profile scores (Section 6.5; Annex 2) could not be calculated in the same way as was done for TEGINT Tanzania (Volume 2) and proxy data had to be used.

Respondents to the survey comprised teachers, older girls, school principals, members of school-based management committees and Village Heads. Good proportions of girls were sampled in Bauchi, Gombe, Kaduna and Plateau. Fewer girls were sampled in FCT and Niger, which were treated as one state when respondents were identified (Table 11). Respondents in Nasarawa were selected as part of the sampling for Plateau. A smaller proportion of girls were sampled in Katsina. Similar observations can be made about the distribution by state of teachers, principals and SBMC/PTA members and village heads sampled for the survey.


[bookmark: _Toc293065903]Table 11: Baseline survey (2008): Respondents by state
	
	Girls
	Teachers
	School Principal
	SMBC/ PTA
	Village Heads
	Total

	Bauchi
	116
	141
	12
	12
	12
	293

	FCT
	40
	49
	4
	4
	3
	100

	Niger
	80
	90
	12
	11
	6
	199

	Gombe 
	108
	145
	10
	8
	9
	280

	Kaduna
	120
	329
	12
	8
	10
	479

	Katsina
	40
	67
	4
	4
	2
	117

	 Plateau
	79
	109
	8
	7
	5
	208

	Nasarawa
	22
	19
	3
	3
	3
	50

	Total
	605
	949
	65
	57
	50
	1726



In the qualitative phase of the study conducted in 2009 data was collected from 2-3 schools in each district selected on the basis of analysis made of data collected in the main baseline survey. It was intended that FGDs would be held in:
(i) Schools where largest promotion of girls reported poverty as a major obstacle and with lowest gender profile, 
(ii) All schools where violence was reported, and 
(iii) Schools with biggest discrepancy in girls’ aspirations and results (proportion of girls who sat exams and who passed all exams). 
Needs confirmation from CAPP whether this criteria was followed. If not, how were schools chosen?
Research officers visited X schools split over X states, X in urban areas and X in rural. A list by state of the schools where data was collected is provided in Table 10. Was there a full set of data? Add discussion on data gaps/issues. 

[bookmark: _Toc293065904]Table 12: Sampling for qualitative study To be completed - information from Fatima
	
	No. of participant in FGD

	District
	School no. in district
	Rural/ urban
	Total  no. of schools
	Girls
	Boys
	Female parents
	Male parents
	School Board

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	



The research process for the baseline study was prolonged. A number of interim meetings were held in which findings were considered and interpretation reviewed. Some of these processes, which reflect some of the challenges in developing analysis in this subject area, have been written about in conference papers prepared by the project team (Unterhalter et al, 2009a; Unterhalter et al, 2009b; Heslop et al, 2010). In the following analysis there is an attempt to engage with some of the complex epistemological and methodological issues raised, and the TEGINT project has undertaken further reflection on these.  

4. [bookmark: _Toc288655146][bookmark: _Toc288655481][bookmark: _Toc293334382]
States in which TEGINT is working: outline profiles

Each of the eight states in which TEGINT is working has a different socio-economic profile and diverse histories of education and gender relations. This section provides some contextual background generated partly through team discussions, which have been a key resource in interpreting data collected for the baseline studies.

WOULD BE USEFUL TO INSERT A MAP OF Nigeria HERE HIGHLIGHTING THE states

[bookmark: _Toc293334383]4.1 Education profiles of states

Most of the states in which TEGINT works have shown a rapid increase in the number of primary schools since 1999, with the exception of Nasarawa where numbers appear to have halved since 1999, but this is considered a consequence of changes in state boundaries. Data on enrolment, progression and teacher qualifications in the eight states (tables below) highlight high levels of gender disparity particularly at JSS level.

[bookmark: _Toc293065905]Table 13: Number of Primary Schools in States in which TEGINT is working (1999-2005)
	State
	1999
	2003
	2005

	Bauchi
	1,748
	2,017
	1,908

	Gombe
	956
	1,113
	1,314

	Kaduna
	2,495
	3,277
	3,409

	Katsina
	1,170
	1,988
	2,025

	Nasarawa
	2,100
	1,220
	1,276

	Niger
	1,676
	2,575
	2,805

	Plateau
	953
	1,727
	1,837

	FCT
	474
	479
	435

	Total
	11,572
	14,396
	15,009


Source: Captured from UBEC/EMIS, 2008

An increase in the number of schools appears not to be meeting the needs of the large numbers of children estimated to be out of school. There is considerable difficulty in understanding the numbers of children out of school (Table 14). Bauchi and Nasarawa data appear to show that there are over 200,000 and nearly 150,000 more children respectively enrolled in primary school than the total population of primary school age children. While there may be some overage children enrolled, these numbers seem very high.  Figures from Gombe, Kaduna, Katsina, Niger, Plateau and FCT suggest that in all states, except FCT and Gombe, 15% or more children of primary school age may be out of school.

[bookmark: _Toc293065906]Table 14: Population of primary out of school age currently not enrolled, 2008 
	State
	Total Primary School Enrolment *
	Total Population  Primary School Age (6-11)
	Out Of School Children
	Out of school children as proportion school age children

	Bauchi
	1,015,395
	812,406
	202,989
	25

	Gombe
	477,743
	517,853
	40,110
	8

	Kaduna
	1,105,992
	1,334,639
	228,647
	17

	Katsina
	1,191,189
	1,387,997
	196,808
	14

	Nasarawa
	557,863
	409,921
	147,942
	36

	Niger
	601,141
	869,055
	267,915
	31

	Plateau
	624,466
	889,991
	265,525
	30

	FCT -Abuja
	260,816
	309,144
	48,328
	16

	Total
	5,834,605
	6,531,006
	1,398,264
	21.4


Source: Compiled from (UBEC, 2008) 

Data on enrolment in primary and junior secondary schools show a marked gender gap (Table 15), which are most pronounced in Katsina and Niger.  Nationally more boys than girls are enrolled in primary school; in six states in which the project is working the GPI is worse than the national average, while in only two – Plateau and FCT - is it somewhat better.

[bookmark: _Toc293065907]Table 15: Primary school enrolment by gender and state, 2006
	States
	Male %
	Female %
	GPI

	Nigeria
	54.47
	45.53
	0.84

	Kaduna
	55.36
	44.64
	0.81

	Katsina
	62.52
	37.48
	0.60

	Nasarawa
	57.79
	42.21
	0.73

	Niger
	62.14
	37.86
	0.61

	Bauchi
	59.77
	40.23
	0.67

	Gombe
	58.96
	41.04
	0.70

	Plateau
	51.88
	48.12
	0.93

	FCT
	51.98
	48.02
	0.92


Source: Compiled from UBEC, 2008.

In JSS, the GPI of enrolments is much lower than that at the primary level for all the states in which the project is working and in two states, Bauchi and Katsina, the levels of girls’ enrolment in 2006 were exceptionally low (Table 16).
 
[bookmark: _Toc293065908]Table 16: Student Enrolment in Junior Secondary School by state , 2006
	State
	Total
	Female
	Male
	GPI

	Bauchi
	57,335
	13,925
	43,410
	0.32

	Gombe
	43,111
	14,402
	28,709
	0.50

	Kaduna
	107,862
	41,747
	66,115
	0.63

	Katsina
	44,875
	11,692
	33,183
	0.35

	Nasarawa
	37,828
	16,613
	21,215
	0.78

	Niger
	54,714
	16,479
	38,235
	0.43

	Plateau
	79,654
	34,519
	45,135
	0.76


Source: Compiled from UBEC, 2008. 

Most recent data on primary school completion shows a marked gender gap.  The data suggest there is some movement of children into schools in particular states (Bauchi and FCT) that record larger numbers completing than enrolled, but only in FCT are there more girls completing primary school than boys. 

[bookmark: _Toc293065909]Table 17: Primary school completion rate by state, 2005
	Year
	2005	
	

	States
	Male
	Female
	GPI

	Bauchi
	146
	103
	0.71

	Gombe
	67
	55
	0.82

	Kaduna
	58
	42
	0.72

	Katsina
	95
	50
	0.53

	Nasarawa
	60
	33
	0.55

	Niger
	120
	87
	0.73

	Plateau
	99
	87
	0.88

	FCT
	152
	160
	1.05


Source: Compiled from (UBEC, 2008) 

Gender inequalities in enrolment and completion are considerable and compounded by low levels of training for teachers. The majority of primary school teachers in Bauchi, Gombe and Niger have only three or four years of teacher training after completing JSS. While teacher qualifications are higher in the other states, only a minority of teachers have a degree or higher qualification (Table 18). 

[bookmark: _Toc293065910]Table 18: % Primary school teachers by state by highest level of qualification, 2006 
	
	SSce/GCE
	Certificate/OND
	Diploma/NC/NND
	Degree and higher

	Bauchi
	4
	60
	25
	2

	Gombe
	10
	45
	32
	1

	Kaduna
	13
	31
	40
	1

	Katsina
	7
	41
	30
	6

	Plateau
	6
	34
	44
	1

	Niger
	14
	43
	36
	3

	Nasarawa
	9
	33
	45
	1


Captured from UBEC/EMIS, 2008

State aggregates show marked gender inequalities in enrolment and progression and low levels of teacher education. In the next section we review additional data on gender associated with health, economic and political participation. Thereafter we look at each state and some features of its recent history and socio-economic context. 

[bookmark: _Toc293334384]4.2 Socio-economic context in states in which the project is working

A survey conducted in 2006 by the Nigerian Bureau of Statistics of core welfare indicators provides a picture of some socio-economic conditions in the eight states.
 
[bookmark: _Toc293065911]Table 19: Male and Female literacy levels, 2006 in selected Northern states

	
	% male adult literate
	% female adult literate
	GPI Adult literacy
	% male 15-24 literate
	% female 15-24 literate
	GPI 15-24 literacy

	Bauchi
	50.3
	28.5
	0.57
	60.5
	38.5
	0.64

	Gombe
	62.0
	45.7
	0.74
	55.6
	50.5
	0.91

	FCT
	85.9
	71.5
	0.83
	86.4
	79.6
	0.92

	Niger
	47.4
	25.2
	0.53
	66.1
	40.7
	0.62

	Kaduna
	77.8
	55.0
	0.71
	87.2
	67.1
	0.77

	Katsina
	46.7
	26.6
	0.57
	54.6
	35.9
	0.66

	Plateau
	69.8
	52.3
	0.75
	82.7
	70.4
	0.85

	Nasarawa
	68.4
	37.6
	0.55
	80.2
	54.6
	0.68


Source: National Bureau of Statistics (2006)

It can be seen that there are large gender gaps in already low levels of adult literacy in all the states in which TEGINT is working, with only FCT having a somewhat larger proportion of literate adult women. Although these data suggest that literacy levels are improving, with higher literacy rates amongst young people, the gender gap persists. Young adult literacy rates reflect historical low levels of school provision and some of their gendered consequences. Whilst FCT, Kaduna, Plateau and Nasarawa have more than 80% young adult men who were literate, in no state were there such high proportions of young literate women. In FCT, however, not only is there a much larger proportion the male and female adult population who are literate, there is also one of the smallest gender gaps. There has been a significant increase in literacy rates when we compare older and younger female age groups in Nasarawa, Plateau and Niger, but little change in Gombe and FCT. 

Bauchi and Gombe have the lowest primary enrolment rates for boys and girls and the largest gender gaps. Together with Katsina, these states have the lowest proportion of children completing six years of primary schooling (Table 20).  In other states, the data from this survey suggest there is a relatively small GPI in primary NER in Kaduna, and more girls than boys enrolled in primary school in Plateau.

[bookmark: _Toc293065912]Table 20: Primary NER by gender and primary completion, 2006 in selected Northern states

	
	Male primary NER
	Female primary NER
	Primary completion (6 years)
	GPI primary NER

	Bauchi
	43.5
	35.9
	4.9
	0.83

	Gombe
	36.9
	29.6
	5.2
	0.80

	FCT
	86.4
	80.1
	17
	0.93

	Niger
	59.7
	54.8
	6.5
	0.92

	Kaduna
	67.0
	65.0
	9.3
	0.97

	Katsina
	46.5
	43.0
	5.0
	0.93

	Plateau
	78.5
	80.0
	13.7
	1.1

	Nasarawa
	67.9
	64.7
	13.0
	0.95


Source: National Bureau of Statistics (2006)


With regard to secondary schooling, the survey data indicates low rates of enrolment for girls and boys in Bauchi, Gombe and Katsina, where very small proportions complete (Table 21). 

[bookmark: _Toc293065913]Table 21: Secondary NER by gender and secondary completion, 2006 in selected Northern states

	
	Male sec NER
	Female sec NER
	Sec completion
	GPI

	Bauchi
	23.7
	20.1
	5.9
	0.85

	Gombe
	17.5
	16.7
	3.8
	0.95

	FCT
	59.5
	57.1
	24.4
	0.96

	Niger
	36.5
	30.9
	7.1
	0.85

	Kaduna
	42.8
	39.9
	14.7
	0.93

	Katsina
	25.3
	18.4
	5.3
	0.73

	Plateau
	43.9
	40.6
	11.2
	0.93

	Nasarawa
	46.9
	40.4
	18.7
	0.86


Source: National Bureau of Statistics (2006)

The GPI in secondary NER is much larger than in primary NER, but surprisingly, Plateau and Nasarawa, the states with large numbers of girls enrolled in primary, have sizeable gender gaps in secondary enrolments.  This suggests girls in primary school may have difficulty transitioning to? junior secondary school. In Gombe, although low proportions of girls and boys are enrolled, the gender gap is not large, while in Bauchi, with similarly low proportions enrolled it is large. The differences between these states merit further investigation, and raise interesting issues in interpreting school data. .

Information from the core welfare indicators survey regarding adult views on the extent to which they were satisfied with primary and secondary school provision in their state indicate large variations across the states with the extent to which adults report they are satisfied with schooling provision for children (Table 22).

[bookmark: _Toc293065914]Table 22:  Adult Satisfaction with primary and secondary school provision in selected northern states
	
	% satisfied with primary provision
	% satisfied with secondary provision

	Bauchi
	40.7
	58.3

	Gombe
	49.0
	62.3

	FCT
	72.4
	79.5

	Niger
	39.2
	51.0

	Kaduna
	59.6
	60.3

	Katsina
	61.8
	54.2

	Plateau
	26.2
	22.8

	Nasarawa
	56.2
	60.8


Source: National Bureau of Statistics (2006)

. Katsina sees relatively high satisfaction rates, with regard to primary provision, although completion rates are low (Table 20). Meanwhile in Plateau, which has some of the highest enrolment and completion rates, respondents report the lowest levels of satisfaction. This issue resonates with the ways in which young girls surveyed for the TEGINT project report on their views regarding their schooling (see below). It suggests that adults, like children, may express more dissatisfaction with school provision when access is better and they are responding to levels of relative, rather than absolute, deprivation. 

The core welfare indicators survey also assessed households by reported levels of poverty and access to medical services (Table 23).  This illustrates varying perceptions of poverty, with Gombe and Plateau being the states where most people classified their households as poor.

[bookmark: _Toc293065915]Table 23: Poverty and health: Households self classified as poor and access to health services in selected northern states
	
	% households self classified as poor
	%Access to medical services

	Bauchi
	68.6
	47.2

	Gombe
	91.5
	49.2

	FCT
	44.4
	80.8

	Niger
	43.4
	68.0

	Kaduna
	47.3
	61.1

	Katsina
	46.8
	54.4

	Plateau
	76.9
	47.5

	Nasarawa
	64.0
	64.4


Source: National Bureau of Statistics (2006)

There appears to be little pattern between these data and that illustrating poverty incidence for the same states(Table 24). GDP per capita was ten times higher in FCT than in the next ranked state – Niger - with GDP per capita in Bauchi, Gombe and Plateau a fraction of these.  Although in the core welfare indicators survey around 45% of the surveyed population of Katsina, FCT and Kaduna classified themselves as poor, GDP per capita in these states was dramatically different. The core welfare indicators survey highlights aspects of the ways in which poverty are perceived, when self-classifications as poor are set against measures such as access to health services. In both Bauchi and Gombe less than half the population had access to health services, but two thirds classified themselves poor in Bauchi and more than 90% did so in Gombe. In Nasarawa, despite a quite large proportion having access to health services, nearly two thirds classified themselves as poor, a somewhat similar proportion to Bauchi where there was considerably less access to health services.

[bookmark: _Toc293065916]Table 24: GDP per capita in naira (Us $) 2007
	
	GDP per capita Naira (Us $)
	Human Poverty index
	Incidence of poverty (%)

	Nasarawa
	154, 350 (1,227)
	38.5
	62

	Niger
	212,374 (1,688)
	42.8
	64

	Plateau
	24, 483 (195)
	36.5
	60

	FCT
	1,284,536 (10,209)
	
	

	Bauchi
	66,629 (530)
	48.8
	86

	Gombe
	44, 337 (352)
	45.0
	77

	Kaduna
	88,961 (707)
	34.3
	50

	Katsina
	125,110 (994)
	49.9
	71


Source: UNDP, 2008, 98, 146, 148

The Human Poverty Index (HPI) is a composite index which measures the proportion of a state’s population suffering ill health, inadequate education and lack of access to safe water. On this measure Plateau, Nasarawa and Kaduna have slightly better levels to ameliorate against poverty, but there are very concerning effects of poverty in Katsina, Gombe and Bauchi, although lower proportions of people in Katsina self-classified as poor. On a headcount of the population by income Bauchi, Gombe and Katsina have the highest proportion of people living below the poverty line.

The 2006 core welfare indicators survey also looked at under employment and access to credit by gender.

[bookmark: _Toc293065917]Table 25: Unemployment, under-employment and access to credit
	
	% male unempl*
	% female unempl*
	% male underempl*
	% female undrempl*
	% m access credit
	% f access credit

	Bauchi
	5.4
	4.7
	30.0
	19.3
	6.1
	4.1

	Gombe
	6.7
	8.1
	26.1
	11.2
	3.5
	0.1

	FCT
	2.2
	13.1
	23.4
	18.5
	11.3
	7.1

	Niger
	1.6
	1.3
	10.8
	6.4
	20.5
	19.2

	Kaduna
	2.0
	2.9
	18.7
	18.4
	7.3
	3.3

	Katsina
	2.1
	1.9
	9.3
	4.4
	7.7
	4.5

	Plateau
	3.5
	3.2
	19.0
	9.9
	5.8
	2.9

	Nasarawa
	11.6
	14.4
	23.1
	11.5
	10.2
	9.3


*status within last 7 days of date survey conducted; age 15 and above
Underemployment= those who sought to increase earnings in week of survey
Source: National Bureau of Statistics (2006)

Levels of male and female unemployment are generally low in all eight states, but in FCT and Nasarawa female unemployment is considerably higher than the other states, and also higher than male unemployment, possibly indicating some labour market discrimination in these more urban and industrial economies. Female underemployment is less than male in both these states, and in all states (except Kaduna) considerably less than male underemployment.

Lower levels of women’s access to assets in all states are suggested by the percentage who have access to credit. In Niger the highest proportion of women have access to credit, close on equal to the proportion of men, but in all other states, bar Nasarawa, there is quite a large gender gap between the proportion of men and women with access to credit.

A final useful indicator from the Core Welfare Indicators survey is the proportion of children registered at birth, an indicator of what antenatal care women can afford. Birth registration is neither compulsory nor free, and many women have their babies at home and therefore do not register the births. (Birth registration is not required for school enrolment, where inoculations records are more important). There do not appear to be large differences between whether female or male children are registered at birth, except in FCT. But there are clear difference between states like Gombe and FCT, where between a third and a half of all children have births registered, and Bauchi and Nasarawa , where just 20% or less are registered.

[bookmark: _Toc293065918]Table 26: % of female and male children registered at birth, 2006 in selected northern states
	
	%Male children birth registered
	%Female children birth registered

	Bauchi
	17.8
	16.1

	Gombe
	28.7
	32.3

	FCT
	54.8
	32.9

	Niger
	22.7
	23.1

	Kaduna
	22.4
	19.7

	Katsina
	28.9
	29.6

	Plateau
	29.4
	25.0

	Nasarawa
	18.4
	21.0


Source: National Bureau of Statistics (2006)

The Core Welfare Indicators survey suggests that while there is better access to primary and secondary education and health services in FCT, where more women have access to credit and a higher proportion are economically active, in the other states in which the project is working some women have somewhat better levels of education and health provision or support for women’s ownership of assets, but this is uneven across the different areas of provision. Bauchi emerges as the state with the lowest level of school enrolment, high gender gaps, low proportions with access to health services and few women with access to credit.

[bookmark: _Toc293334385]4.3 Description of States

[bookmark: _Toc288655147][bookmark: _Toc288655482]Drawing on an analysis of secondary data and discussion amongst members of the project implementing team this section considers the socio-economic and political conditions in each of the states in which TEGINT works. Background information on the location (rural, urban, peri-urban) in each state of the schools in which the project is working, is also given. TEGINT is predominantly present in rural schools (Table 26a). In Katsina the project is working in a large proportion of urban/peri-urban schools and in FCT half the schools are in urban or peri-urban locations. However, in the other six states the project is working in more rural than urban schools. In Gombe and Nasarawa, where all of the schools are in rural locations.
[bookmark: _Toc286321726][bookmark: _Toc286327095][bookmark: _Toc293334386]Table 26a: Urban/rural location of schools in which TEGINT is working per state

	
	Rural 
	Peri-urban
	Urban
	Total
	% urban/ peri-urban

	Bauchi
	8
	3
	1
	12
	33

	FCT
	2
	2
	0
	4
	50

	Gombe
	12
	0
	0
	12
	0

	Kaduna
	8
	4
	0
	12
	33

	Katsina
	4
	8
	1
	13
	69

	Nasarawa
	4
	0
	0
	4
	0

	Niger
	6
	2
	0
	8
	25

	Plateau
	6
	1
	0
	7
	14

	All 
	50
	20
	2
	72
	31



[bookmark: _Toc293334387]Kaduna

Kaduna is in the North-West geo-political zone. The 2006 census estimated the population at around 6 million with a lower population density than the rest of Nigeria (Kaduna State, 2008). The state is ethnically diverse with around 32 ethnic groups of which there are six major groups (Hausa, Gbagyi, Jaba, Bajju, Atyap (Kataf), Ikulus, and Kadara). Christianity and Islam are practiced and Sharia law is applied in the north of the state. There are many Islamic schools where Arabic is taught. 

Women’s literacy is 55% (Table 19) making this the state with the second highest level of women’s literacy after FCT of those where TEGINT is working.  Women’s literacy is lower in the north (where females are not generally expected to earn incomes) than south of Kaduna.

According to TEGINT team members early/child marriage, early pregnancy and FGM are common. The Government of Kaduna drafted an Elimination of Violence in Society Bill in 2006, which had a focus on violence against women and children, but neither this nor the Child Rights Act of 2003 (Federal Ministry of Women's Affairs and Social Development, 2008) have been passed into law. Universal Basic Education, through enactment of the UBE Act, was established in 2005. 


Agriculture is the main source of income in Kaduna, particularly in the south of the state. The Jabba ethnic group in southern Kaduna are the biggest producers of ginger in Nigeria (and Nigeria is the third largest producer in the world), with approximately 90% produced for export and the remainder used locally. Women do work on farms but men tend to earn income from agriculture. Women are often given vegetable gardens for themselves but it is not acceptable for them to sell produce in markets: middlemen buy produce from women to take to market, keeping a high margin of profit.  Textiles is the main industry in the north of the state, which brings migrant, mostly male, workers. An oil refinery also employs mostly men. The government is the main employer in the state. 

According to the Kaduna State Education Sector Analysis (Kaduna State, 2008) Kaduna has relatively good health provision in comparison with other states: 61% of households have access to a health centre, a higher proportion than the North-Western zone and Nigeria as a whole. However, fewer than 30% of children between one and five years of age are fully protected by vaccinations -lower than the national average.

Of the schools in which the project is working, four are in the northern part of the state, four are in the central part, and four are in the southern part.  In two schools in the northern area other NGOs were active, but in the other ten schools CAPP was the only working NGO.  All of the schools except one in the northern part, were in areas where somewomen work.  One of the southern schools was in a mountainous area.  Most are in areas characterised by farming and agricultural activities. Six out of the twelve schools are near a major road.  For purposes of analysis of the study (comparing urban and rural schools) eight schools in Kaduna are classified as rural and four as urban or peri-urban.

[bookmark: _Toc288655148][bookmark: _Toc288655483][bookmark: _Toc293334388]Katsina

Katsina was created in 1987 carved out of Kaduna state in the North-West geo-political zone.  In the 2006 census  its population was estimated at around 459,000. The majority of the population are Hausa-speaking Muslim, with some Fulani, Maguzawa, and Yoruba, concentrated in the town of Funtua. Sharia law has been applied since 2000 and there are many Islamic schools in operation. Universal Basic Education, through enactment of the UBE Act, was established in 2005.  While Governor of Katsina between 1999 and 2007 the late President of Nigeria, Umaru Musa Yar ‘adua, prioritised the expansion of primary school and girls’ education. When the new Governor took office in 2007 he promised to focus on education, agriculture and the mineral sectors. Education was made free and enrolments increased considerably. 

Farming is the main occupation with groundnuts the main cash crop. Cotton is important in the south; millet and sorghum are grown as food crops and cattle, sheep, and goats are grazed widely. The government is the largest formal employer in the state.

In the qualitative study comments were made about poor leadership and discrimination at Local Government level, associated with party political affiliations, in relation to the distribution of farming implements and inputs. These were seen as a direct cause of poverty among some groups.  The late President Yar’adua and the opposition leader Buhari are both from Katsina and the state is divided between the two political heavyweights.. Politics are considered very male dominated. Allegations of political discrimination against people believed to belong to the opposing camp was articulated at state and LGA levels during the qualitative data collection phase. 

Basic education and literacy amongst women is low; child marriage, early pregnancy and FGM are common and a low proportion of women work outside the home. However, education at Junior Secondary School is now free. Secondary schools have been established in all areas, with some separate schools for girls. Facilities in a number of girls’ schools were very good, and high numbers of female teachers from this state have been deployed elsewhere in Nigeria and around the world.


In Katsina State, four schools in which the project is working are in the central part, two are in the north-east, two in the north-west, two in the south-west and two in the south-east.  All of these twelve schools were near major roads.  There were two schools in areas where NGEI was an active NGO.  Women work in all but three of the northern parts of the state. For purpose of analysis for this study, four schools are classified as rural and nine as urban or peri-urban.

[bookmark: _Toc288655149][bookmark: _Toc288655484][bookmark: _Toc293334389]Gombe

Gombe, with a population estimated as just over 2 million, is situated in the North East geo-political zone. The population is predominantly Muslim with Christian elite. The largest ethnic group is the Fulani, although there are 17 ethnic groups living in the state and in the south the Tangale are the majority. Hausa is the main language. Gombe city is the commercial centre.  Agriculture is the main source of income: largely smallholders growing maize and millet. 

Universal Basic Education, through enactment of the UBE Act, was established in 2005.  However, health and education indicators suggest that Gombe state compares poorly to national averages (UNFPA, 2003)[footnoteRef:2] and women’s literacy is very low. High numbers of children have been observed hawking.  Gombe also has high levels of HIV infection – 7.8% according to 2003 figures (UNFPA, 2003).  [2:  http://nigeria.unfpa.org/documents/Gombestate.doc] 


Four schools in which the project is working in Gombe are in the central part of the state, two in the north, two in the north-west, two in the south and two in the south-east. There were no other NGOs active in this state at the time of the baseline study. The two schools in the southern part of the state were the only schools in areas where Christianity predominated and women work.  These schools were also found in a part of the state where there are ongoing ethnic tensions.  In the south-eastern part there was no government presence, and the schools in which TEGINT is working are located in difficult mountainous terrain.  The schools in the central part of the state are in areas where there are no accessible roads for vehicles.  In the northern part there are mining activities taking place which have involved the use child labour. For purposes of analysis of the study all the schools in Gombe are classified as rural.  

[bookmark: _Toc288655150][bookmark: _Toc288655485][bookmark: _Toc293334390]Bauchi

Bauchi, with an estimated population of nearly 5 million, has the second lowest rate of female adult literacy of all the states in which the project is working, after Niger. Agriculture is the main source of income but due to high levels of drought farming activity is limited. 

The population in northern Bauchi is almost entirely Muslim. Men do most of the farm work, there are few women teachers, and levels of education are generally lower. In the south of Bauchi, women tend to farm the land, but do not own it. Women are involved in trade, there are many female teachers, and higher levels of education. Southern Bauchi is approximately 50% Christian and 50% Muslim, while central Bauchi is 80% Muslim and 20% Christian. There are religious and ethnic power dynamics, with Hausa Muslim people at the top of the hierarchy. There have been religious tensions and some outbreaks of serious violence in late 2007 and early 2009. The Boko Haram movement opposes ‘Western’ education and culture and the introduction of basic education, sometimes stressing an opposition to female education in particular. Universal Basic Education, through enactment of the UBE Act, was established in Bauchi in 2005.

In 2003 a family planning and reproductive health study surveyed 1083 women and men in the state (Agha, Escudero, Keating and Meekers, 2003). They found 30% of women and 11% of men had no access to any form of mass media (TV, radio or press) and only 7.9% of women, compared to 21.5% of men read a newspaper weekly. There are high levels of child marriage. 51.9% of women reported they had first had sex by the age of 15, compared with 5.8% of men. 78.2% of women and 21.5% men reported they had had sex by the age of 18. 30.1% of women reported they had their first child by 15 and 70% by 18.

Six schools in which the project is working are in the central part of the state, four in the north and two in the south.  Women worked outside the home in five of these areas.  In four of these areas UNICEF was also active.  Half of these schools were situated near to a major road, but two were categorised as very rural, and one school was found in mountainous terrain. For the purpose of analysis, eight schools are classified as rural and four as urban or peri-urban.

[bookmark: _Toc288655151][bookmark: _Toc288655486][bookmark: _Toc293334391]Niger

Niger state, with a population of over 4 million, has a small majority of Muslims and applies Sharia law. There are 22 ethnic groups, the major ones being Nupe, Hausa and Gbagyi. The economy of Niger is largely based on agriculture. Universal Basic Education, through enactment of the UBE Act, was established in 2005. Niger has the highest underemployment of men and the lowest women’s literacy levels (with the largest gender gaps in adult literacy).  However, women have greater access to credit in Niger than across all the other states in which TEGINT works. 

Four of the schools in which the project is working are in the eastern part of the state, two in the west and two in the south.  Women work in all of these areas, and there were no other active NGOs in the areas.  Two of the schools in the west are located in close proximity to a major road, while two of the schools in the south were close to a research centre. For the purpose of analysis in this study, six of the eight schools are classified as rural.  

Federal Capital territory (FCT)

The Federal Capital Territory (FCT) was carved out of Niger, Plateau and Kogi (then Kwara) states in 1976;its population in 2006 was estimated at 779,000. It has many similarities, socially and economically, to Niger state. However, FCT includes the capital city Abuja, which provides a wide range of economic activities for men and women.  There are very active women’s church groups in this state.

Two of the schools in which the project is working are in the western part of the state and two in the south.  Women work in all areas, and there were no other active NGOs in the region.  All the schools are located in close proximity to a major road. Two schools are classified as rural and two as urban/peri-urban.

[bookmark: _Toc288655152][bookmark: _Toc288655487][bookmark: _Toc293334392]Plateau

Plateau state, part of the North-Central geo-political zone, has an estimated population of 4 million with four major groups (Berom, Goemei and Mwaghavwul and Tarok) whoare predominantly Christian.These groups claim to be indigenous, viewing Muslim Hausas as settlers with lesser rights to education and employment.  The last decade has witnessed a number of violent ethno-religious conflicts, including in the capital city of Plateau, Jos, in late 2008/early 2009 and in 2010 and 2011 (BBC World Service[footnoteRef:3]). These conflicts have produced thousands of internally displaced persons and have slowed down socio-economic development in the state.  [3:  Accessed 24 July 2009 http://news.bbc.co.uk/1/hi/world/africa/7858019.stm] 


Plateau is largely agricultural -  subsistence farming is the main economic activity. Rural unemployment and underemployment are 5% and 24% respectively. Women can own and sell crops and have a relatively high level of independence. Irish potatoes, acha, maize, ground nuts and yams (in the Southern axis) are grown on a large scale as cash crops while sweet potatoes, bene seeds, cowpeas, cassava, and yams are usually grown in small quantities across the state. Guinea corn and millets may be grown on a wide scale but are cheap and used locally and not normally regarded as cash crops. Vegetables such as tomatoes, peppers, onions are grown as cash crops to most growers. 

Men and women are involved in farming activities, although it is mainly men who hold title to land and tend to cultivate more crops.  Women may own small farm lands, as may be apportioned to them by their husbands or husbands’ families, working on their farms and on the farms of their husbands as well as fulfilling domestic chores.  Men own animals (goats, sheep, pigs, dogs and some chickens) which they slaughter and sell during cultural and religious festivities. In areas where Fulanis live in the project communities (such as Chanso, Piri, Exlands), men keep large herds of cattle and sheep and do mostly insignificant farming. A few non-Fulani men keep cattle in small numbers in some communities.  Women also own and keep animals for sale although decisions on what and when to sell remains with men. 

Plateau is also known as a mining centre, popularly referred to as ‘tin city.’ A good number of people are involved in mining activities and some children give up schooling to earn money from mining. There is evidence of high environmental degradation across the mining sites in the state, making land less available for agricultural cultivation and other development purposes. In Jos North and South Local Governments, a many women are involved in quarrying - crushing of stones and selling to builders as source of income.  The presence of Yakubu Gowon Dam in Jos South Local Government Area also serves as a source of fish for the local community. 

Artisanal occupations (including carpenters, metal workers, builders, barbers) are male dominated. In remote locations, artisans combine their trade with farming to survive. 

More women are involved in buying and selling than men including brewing and selling burkutu (local beer),selling vegetables,dog and pork meat,cereal grains, yams and cassava. Some of the women are involved in producing and selling akara, yams, ground nut oil, and restaurant services, selling of palm oil and salt. . Some girls help their mothers with selling products, which affects their schooling.

In the middle belt of Nigeria migration to cities is common, so there is a lack of farm labour. Income sources are drifting gradually from farm to non-farm sources (Yunusa, 1999). 

Girls’ enrolment in school is high and there is high female literacy, although the literacy rate is higher for men. There are many schooled women but a much smaller proportion of women than men progress beyond primary and secondary education. As such, men tend to be found in civil/public service and more lucrative jobs, whilst educated women tend to be found in lower paid teaching and healthcare professions.

Universal Basic Education, through enactment of the UBE Act, was established in 2005. The major factors militating against girls’ education are socio-cultural, socio-economic and socio-political: poverty, illiteracy, child marriage, parental attitudes, religious and cultural factors, a lack of teachers, teaching materials and facilities and a lack of confidence in the (economic) benefits of education. Whilst statistics suggest that there are higher numbers of educated women in Plateau and Nasarawa than in states further north, there are still significant gender gaps. 

Four of the eight schools in which the project is working in Plateau are located in the northern part of the state and four in the central part of the state.  Women work in all of these areas, with the caveat that in two areas only Christian women, not Muslim women, work.  No other NGOs are active in Plateau. Five of these schools are not reachable by good roads, while the other three are close to a tarred highway. One of the schools is classified as urban or peri-urban and seven as rural.  

Nasarawa 

In 1996, Nasarawa state was carved out of the western half of Plateau, in the North Central geo-political zone, and thus they share many characteristics.  Its population is estimated around 2 million with 52 ethnic groups.   Nasarawa is a multi-ethnic state, the major groups being the Egom, Mada, Alago and Redre. Christianity is predominant, followed by Islam, with minimal practice of African Traditional Religion in some areas.

Agriculture is the main source of income in Nasarawa, and follows a similar pattern of crop production to Plateau with cereals, roots and tubers, rice, ground nuts and bene seeds grown in large quantities as cash crops and guinea corn, millet, bam bra nuts and cowpeas, acha and Irish potatoes grown for local consumption. Vegetables such as tomatoes and peppers are grown but under rain-fed conditions. A large proportion of farmers derives income from fishing and depends on the Doma dam, although it is not intended for commercial fish production. Gendered division of labour is similar to Plateau. Women are also involved in selling palm wine.  
 
Nasarawa is popularly known as Nigeria’s ‘home of solid minerals’ as there are abundant deposits of precious stones. The Awe salt is also a key source of income for most people in the area. 

Universal Basic Education, through enactment of the UBE Act, was established in 2005. All four of the project schools in this area are in the northern part of the state.  Two are near a major highway, while the other two were notable for the numbers of children hawking in the area.  In all of the areas in which these schools are found women work but in two of these areas only Christian, not Muslim women.  In the past, two schools were NGO rather than community schools. All four schools are classified as rural.

Gender, social conditions and change

This overview of conditions in the states in which TEGINT is working highlight differences in the range of economic opportunities, their gender dimensions, access to political patronage and different forms of popular mobilisation, sometimes in support of girls’ education and sometimes in opposition. Schools are working within particular local contexts, with particular emphases regarding the history of gender inequalities and attempts to change this.  CAPP’s varying histories of working in these states is important. CAPP has undertaken work on governance, education and the environment (with gender mainstreamed in work) in Bauchi, Plateau, Nasarawa, Kaduna, Niger and FCT prior to the start of TEGINT, with a particular focus on addressing conflict in Plateau, Nasarawa and Kaduna and with much work in FCT. In contrast, very little has been done by CAPP in Gombe and Katsina which represent new terrain for the organisation. In interpreting data from the baseline study in the next section, we draw on some of this historical and contemporary socio-economic analysis.


5. [bookmark: _Toc288655154][bookmark: _Toc288655489][bookmark: _Toc293334394]Girls’ views on their education, the obstacles they face and how to overcome them

The baseline studies collected data relating to how girls viewed their schooling, paying particular attention to girls’ understandings of poverty and violence and whether they saw any links between these and progress through school.

In the 2008 survey girls were asked their views on their schooling and what obstacles might prevent them from reaching their desired level of education. The majority of girls surveyed displayed high aspirations (Table 27), wishing to achieve tertiary/university level education (90%) where the main reasons given were for employment purposes (64%), and professional purposes (63%).  Just under a third of the girls linked their educational aspirations to gaining recognition and acting as role models.  These data suggest a very positive climate of girls’ own high aspirations for their schooling in the schools in which TEGINT works.

[bookmark: _Toc293065919]Table 27: Girls’ educational aspirations
	
	
	% responding

	Level of education they wish to achieve
	Primary
	1

	
	Secondary
	10

	
	Tertiary/University
	90

	Reason 
	Profession
	63

	
	Employment
	64

	
	Recognition
	29

	
	Role Model
	30



Considering girls’ views on how well their school supports girls’ education (Table 28), almost three-quarters of girls perceived their school to be supporting girls’ education well or very well, whilst only 4% judged their school to be below average. This can be read in different ways: on the one hand as an appreciation of efforts that have been made and a positive relationship between girls and their schools, on the other hand it can be seen as an uncritical and unrealistic view of their schools (which, as other elements of the baseline study show, present many challenges for girls).  This strong affirmation of their schools and belief in schools’ capacity to support girls’ education generally provides an important endorsement of TEGINT’s work with girls in schools, but also raises questions as to whether girls invest hope in schools that are not able to deliver adequate support for gender equality and girls’ progression.  This clear endorsement of schools also points to the need to understand how girls see the obstacles to achieving their desired level of education.

When we compare responses across states we see major differences in the way girls view their education. FCT stands out as the location where girls have the most critical views, with Gombe.  At the other end of the scale in Kaduna, Nasarawa and Niger where girls are the most positive about their schooling.

[bookmark: _Toc293065920]Table 28: Girls’ views on how their school supports girls’ education

	State
	Very well
	Well
	Average
	Poorly
	Very poorly

	Bauchi
	23
	47
	28
	2
	0

	FCT
	10
	18
	63
	10
	0

	Gombe
	11
	34
	34
	21
	0

	Kaduna
	61
	24
	14
	1
	0

	Katsina
	37
	48
	15
	0
	0

	Nasarawa
	77
	0
	23
	0
	0

	Niger
	62
	37
	1
	0
	0

	Plateau
	18
	50
	32
	0
	0

	All Girls
	38
	35
	22
	4
	0



We can compare these data with adults’ views on satisfaction with school provision as reported in the Core Welfare Indicators of 2006 (Table 22). While a majority of adults surveyed in FCT were satisfied with primary and secondary school provision, only a minority of girls surveyed in the schools TEGINT is working with in FCT considered their school was supporting their education very well or well. These views contrast with those of girls in all the other states, where views are more positive, except (to some extent) Plateau.  Here, as Table 22 indicates, only a minority of adults were satisfied with primary and secondary school provision, whilst a majority of girls were satisfied, albeit less so than in some of the other states. Given that Plateau is one of the states where the GPI in primary and secondary NER is closest to parity (Table 15 and 16), it may be that both here and in FCT girls (and adults) are more critical of their school if they see better education provision elsewhere in the state. In states where there is very little education provision for girls, girls and many adults consider their schools are teaching them well because they can see no alternative.  

Considering girls’ views on the key perceived obstacles to their educational success, the main perceived obstacle by girls was poverty (70%) (Table 29). Nearly half mentioned (43%) early marriage. If early marriage and pregnancy (cited by 32%) are read together, issues around adolescent sexuality and gender relations, over which girls have little control, are as significant an obstacle as poverty.  Ill health, cited by 44%, may be linked to poverty or pregnancy. 

It is notable that a majority of girls cite conditions associated with the household (poverty, early marriage,  pregnancy, parents attitudes or decisions, ill health) and only a minority cite issues associated with school conditions (facilities or where the school is sited). Poverty and parents’ decisions on withdrawal may be associated with the levies schools charge, costs of uniform or transport, but these were not specifically mentioned in this survey. 

[bookmark: _Toc293065921]Table 29: Girls’ views on the obstacles that will prevent them from achieving their desired level of education
	
	% who mentioned

	Early marriage
	43

	Poverty
	70

	Parents withdraw from school
	38

	Old for class
	9

	Lack of facilities
	34

	Distance from school
	21

	Ill health
	44

	Pregnancy
	32



Breaking down girls’ perceptions to the state level (Table 29), poverty is a particularly major concern in all states, with the lowest levels of concern over this in Gombe and Bauchi.  However, as the discussion in the previous section indicated, Gombe and Bauchi are the states with the highest levels of poverty and gender inequality. This suggests that it is particularly difficult for girls experiencing high levels of absolute poverty to identify this as a problem, possibly because everyone around them is poor. In states where poverty levels are somewhat lower and where girls can see other girls who do not experience poverty girls are more likely to mention poverty as an obstacle totheir schooling. It is striking that in the states with lower levels of poverty – FCT and Plateau – all girls surveyed mentioned poverty as an obstacle to finishing school.  
	
[bookmark: _Toc293065922]Table 30: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by state
	
	% who mentioned

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Early marriage
	14
	28
	52
	24
	78
	63
	28
	90

	Poverty
	41
	100
	51
	83
	83
	88
	58
	100

	Parents withdraw from school
	20
	28
	30
	12
	78
	75
	15
	73

	Old for class
	0
	10
	0
	24
	6
	23
	10
	3

	Lack of facilities
	0
	20
	48
	39
	68
	38
	13
	33

	Distance from school
	5
	3
	9
	31
	48
	18
	5
	0

	Ill health
	4
	43
	36
	49
	71
	68
	26
	100

	Pregnancy
	0
	58
	4
	23
	63
	33
	23
	32



Table 30 additionally indicates that in states where levels of education provision in terms of facilities are known to be limited, such as Bauchi, no girls mention this as an obstacle to finishing their education, possibly because those girls who are in school are aware of the level of provision. However, in states such as Kaduna, where there has been a concerted effort to expand schooling for girls, and FCT and Niger, which are richer and have higher levels of education provision, notable proportions of girls comment on a lack of facilities. (We return to this in the analysis below where we consider in-school factors that might account for the obstacles girls identify.) It is also notable that in states where the Child Rights’ Act has not been implemented and early marriage is not outlawed (Kaduna, Bauchi, Gombe, Katsina) varying proportions of girls comment on early marriage as a reason they may not be able to achieve their desired level of education. In Bauchi and Kaduna remarkably low proportions of girls comment on early marriage as an obstacle to them completing schooling, whereas in two of the four states in which the Child Rights’ Act has been implemented, Plateau and Nasarawa, also states where a majority of women are able to work outside the household, high proportions of girls comment on early marriage as an obstacle to their completing schooling. This suggests that it is salient to remember contextual conditions when interpreting the obstacles girls raise.

There are not great differences in responses between urban and rural schoolgirls (Table 31). Overall, girls in urban areas tend to cite barriers to schooling more than rural girls, perhaps reflecting higher exposure to media and different perspectives on social issues. The sole issue that rural girls were more likely to cite as a barrier was early marriage. Issues where there were the biggest differences in perceptions between girls in urban and rural areas was lack of facilities, distance from school, pregnancy and parental withdrawal from class.  Bigger proportions of urban than rural girls cite distance from school and lack of facilities, which is quite surprising, but this suggests that these responses reflect political awareness of girls, and relative deprivation, more than the ‘real situation’ and absolute levels of lack of provision.  

[bookmark: _Toc293065923]Table 31: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by urban-rural character
	
	% mentioned

	
	Urban schools
	Rural schools

	Early marriage
	42
	44

	Poverty
	76
	67

	Parents withdraw from school
	45
	35

	Old for class
	10
	10

	Lack of facilities
	43
	29

	Distance from school
	30
	17

	Ill health
	46
	42

	Pregnancy
	40
	30



Girls in the schools in which the project is working were also asked their views on what might allow them to overcome obstacles to their education(Table 32). The most frequent response was that of sponsorship, with lower proportions (albeit still two-thirds) citing the more political (responsibility of government) options of abolition of fees/levies and the greater provision of facilities. A high proportion mentioned legislative or household actions to stop child marriage. The category ‘enlightenment of parents’ may refer to views on marriage or preference for sons in paying for education. 

[bookmark: _Toc293065924]Table 32: Girls’ views on how to overcome obstacles to attaining their desired level of education
	
	% mentioned

	Sponsorship
	87

	Provision of facilities
	59

	Stop early marriage
	67

	Abolish fees and levies
	65

	Family Life Education
	62

	Enlightenment of parents
	72



Interesting findings were produced when girls’ views on overcoming educational obstacles were considered at the state level. Proposals for sponsorship were significantly lower in Gombe and Bauchi compared to other states. However, in Bauchi, most girls had difficulty in identifying ways of overcoming obstacles, which indicates a lack of capacity to envisage change. Again the ‘political’ solution of abolishing fees and levies in education was mostly cited in Plateau and Nasarawa, in contrast to Bauchi, where virtually no girls cited this, and Gombe where just over half identified this as a possible solution. In both Kaduna and Katsina many solutions for overcoming barriers to girls’ education are cited, which is striking given the differences in the HPI, incidence of poverty and GDP per capita in these states (Kaduna has lower poverty levels). Possible school factors associated with the extent to which girls are able to envisage change are discussed below.

[bookmark: _Toc293065925]Table 33: Girls’ views on how to overcome obstacles to attaining their desired level of education, by state
	
	% mentioned by state

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Sponsorship
	41
	100
	54
	90
	88
	90
	76
	100

	Provision of facilities
	0
	20
	55
	87
	69
	53
	17
	33

	Stop early marriage
	5
	38
	61
	85
	85
	68
	20
	87

	Abolish fees and levies
	3
	78
	56
	72
	70
	88
	13
	100

	Family Life Education
	0
	65
	53
	83
	69
	55
	24
	97

	Enlightenment of parents
	21
	33
	51
	89
	83
	65
	35
	73



The qualitative study attempted to explore in greater depth how poverty was understood in different school communities within the state and how the relationship between poverty and lack of education was seen.  Across all states, in all schools, and among all categories of respondents, poverty was seen as a lack of something - food, employment, access to health, educational services and other basic needs. Causes of poverty were attributed to exogenous processes - lack of opportunities such as jobs, farming inputs, drought, roads to transport goods, water, bad governance and corruption, and to endogenous processes - laziness and selfishness. On the whole, those with more authority, for example SBMC members and teachers in Bauchi, saw the causes of poverty in terms of personal inadequacies of the poor, and saw the effects as impacting at the household level - failure to feed themselves adequately, provide adequate or clean shelter or clothes. In Katsina, possibly because levies were not charged, many adults considered that being poor meant inability to provide for family needs particularly food and health care, but not lack of schooling. In FCT, interviewed girls expanded the meaning of being poor to somebody who is ridiculed and embarrassed due to failure to meet certain societal expectations. A poor person, they said, has to take a loan to buy food, and is somebody that lacks people to go to for support. These observations are illuminating in the light of the discussion of relative and absolute poverty and views regarding obstacles to schooling. 

Household politics and gender dynamics appear to contribute to the ways in which the pressures of poverty are negotiated. Many fathers and boys blamed mothers for sending daughters to hawk or putting pressure to arrange early marriages. However, the actions of mothers need to be understood in a context where in four states, Kaduna, Bauchi, Katsina and Gombe, married women are secluded and cannot themselves go to market to sell the crops they produce.  Economic survival requires they send their daughters to hawk and this may mean girls miss school.  In Katsina one teacher reported that classes are often empty on market day. In a number of discussions the point was made that where a father could not regularly feed his family, he cannot impose his authority against hawking.  Girls do not hold a position in the family to resist these demands. One girl in Bauchi reported that she had tried to argue against the family decision to withdraw her from school.  She refused to hawk unless she was allowed to go back to school and promised to hawk to pay for some school expenses. This was not allowed and she gave up the struggle and complied. It seems that some families earmark the children’s earnings for different household expenses: “boys work to pay for their education, while girls work to support their family” (SBMC member, Bauchi).  In FCT one focus group discussed a case where girls’ earnings had been used to support their brothers’ education. In addition in FCT the point was made that mothers go to market and keep girls out of school to look after younger siblings.  Boys and girls are sent to work for different reasons in different locations and different forms of gender relations are invoked in different kinds of families experiencing poverty.

Early marriage appears to be associated with attempts to move out of poverty. Failure to marry up daughters at an early stage is associated with extreme poverty. This may be linked with parents’ deep-seated fear of girls becoming pregnant. However, in Katsina girls said that the expected age of marriage (14-16) could still allow them to progress to Junior Secondary School. In FCT the benefits of early marriage were outlined: according to one participant the ‘burden of the girl’ is transferred to the husband who is expected to support her family financially and materially.

The links between poverty and withdrawal from schooling were spelled out in nearly all sites, where poverty was associated with inability to pay for school expenses including PTA levies, books, pocket money and uniform. However in Katsina no PTA or other school levies were charged, although girls’ dropout was associated with lack of decent uniform, books, writing materials, and transport money. All these were seen by respondents to contribute to coming late to school, absenteeism, drop out, non-performance and a lack of girl’s interest in schooling. In Kaduna, the cost of paying for PTA levies to run the school, uniform, shoes, writing and reading materials, transportation, and feeding were all mentioned as barriers to girls completing school. In one school in FCT the school was completely reliant on levies as no allowance had been received from the authorities to keep the school open.

The burdens and humiliations associated with poverty were graphically described by boys and girls.  In Katsina, even though no fees are charged, young people described the problem of hunger and trekking long distance to school. Torn uniform brings particular shame. Some students in Katsina described how a young girl had to use her brother’s cloth, and another a book, to cover a part of a torn dress. In FCT, girls skip classes for fear of being harassed and embarrassed because they have not paid fees, levies, made provision for craft requisites uniform, sandals and books.  Here girls also mentioned their lack of washing powder to wash uniform resulting in ridicule and embarrassment, so that they stay out of school. This self-protection compounds the difficulties they suffer as their learning is hampered by absenteeism, late coming and beatings.  At a JSS in FCT it was reported that when parents are unable to pay the fees demanded by the school, girls are flogged or sent home. If she is flogged in school she may not want to come back to school. 

Teachers and pupils (boys and girls) reported incidents in detail and appeared to be more in tune with the daily reality of poverty in the school environment than parents. Boys and girls noted that families struggled to make decisions on who to send to school, and were often forced to choose between girls and boys because of the cost. Generally girls, not boys, were withdrawn from school. Girls seemed to accept this as a rational decision, possibly because there are very few known instances of girls successfully completing school. In the schools in Bauchi where qualitative data was collected, no girl had ever completed Senior Secondary school or was known to be working in a formal job and no girl had ever graduated from any post-secondary institution. All of the teachers in the two primary schools where the data was collected were male.

In FCT mention was made of orphans living in poverty, with an older girl having to look after younger ones, skip school or drop out because she is the breadwinner.  Across states, many girls said hunger limited their concentration and reported irregular meals at home. A girl in one Junior Secondary school in Bauchi said it is common for girls to forfeit food for their younger siblings.  In one school in Bauchi, a teacher reported that a third of the pupils come to school barefoot and yawning in class because they are hungry. In Katsina, girls had to comfort their peers crying because of lack of breakfast money. In FCT girls reported skipping classes due hunger.

During focus group discussions on poverty, many men and boys expressed considerable hostility to girls at school. Many boys and fathers in Bauchi commented on girls’ limited attainment compared to boys, which they attributed to girls going after boyfriends and engaging in transactional sex. One father said, “you send a girl to school without pocket money, you are indirectly telling her to go to her boyfriend to collect”.  This hostile perception of girls and their sexuality was associated with what were seen as rational decisions by poor parents, who refused to enrol their daughters or withdrew them from school. Some fathers in Bauchi mentioned the possibility of a girl changing her religion because of exposure to a school environment; in Kaduna fathers associated schooling with learning Westernisation and losing their religion.  In FCT, similar hostility to girls’ educational attainment was expressed by men and boys, but there was slightly more sympathy with comments on ‘distraction from boyfriends’ mixed with observations about the arduousness of chores associated with domestic work and hawking.  Some girls attending school shared some of boys’ and men’s views. In Kaduna, girls reported peers lured into sexual relationships with men to raise money to pay for schooling. Whether these cases were true, or the outcome of fear and rumour, it was impossible to ascertain.  

Conclusion

Girls’ have aspirations for education and believe in their schools’ capacity to support this. However, in the poorest states girls are least able to assess the level of schooling provision and least able to articulate the demands they and their family should make on the state for the provision of adequate education. The widespread perception that sponsorship will overcome the obstacles girls face, rather than social change and fulfilment of rights, indicates the extensive efforts needed to raise awareness on education and other rights.  In addition the complexities of poverty associated with lack of infrastructural provision, the significant costs of schooling (even when fees are not charged) and the complex decisions families take in choosing between children for education, highlights the multidimensionality of the ways in which TEGINT needs to work with state and LGA officials, SBMCs, and teachers. The blame and humiliation of the poorest girls evident in the qualitative phase of the data collection highlights aspects of social distance, which other features of the quantitative study also revealed, which this reports discusses next.

6. [bookmark: _Toc288655155][bookmark: _Toc288655490][bookmark: _Toc293334395]
Gender profiles of enrolment, attendance, progression and completion

Since 1999, policy has been formulated at the federal level for Universal Basic Education and in some states concerted efforts have been made to expand UBE, with particular attention to the enrolment of girls. The baseline data looks at enrolment and attendance in the schools in which TEGINT works, as instances of how well the federal and state policy is being implemented and in relation to state level patterns.
[bookmark: _Toc288655156][bookmark: _Toc288655491][bookmark: _Toc293334396]6.1 Enrolment and attendance in primary schools

Data gathered from the baseline for enrolment in the primary schools in which TEGINT is working disaggregated to state level shows a significant gender gap in primary school enrolment (Table 34). Overall, the ratio of girls to boys enrolled in primary schools was 0.8.  Some states fared markedly worse than others, for example Gombe, where male populations within schools were twice the size of female populations. Only in FCT, Kaduna and Nasarawa, were more girls than boys enrolled in the primary schools.

[bookmark: _Toc293065926]Table 34: Gender parity in enrolment in primary schools, where data collected
	States
	Average number of girls enrolled in primary
	Average number of boys enrolled in primary
	Gender parity 2008
	GPI state enrolment 2006 EMIS data*

	Total
	380
	455
	0.80
	0.84

	
	
	
	
	

	Bauchi
	154
	200
	0.78
	0.67

	FCT
	300
	289
	1.09
	0.92

	Gombe
	142
	252
	0.48
	0.70

	Kaduna
	182
	177
	1.03
	0.81

	Katsina
	1140
	1328
	0.86
	0.60

	Nasarawa
	324
	300
	1.02
	0.73

	Niger
	112
	171
	0.67
	0.61

	Plateau
	261
	309
	0.84
	0.93

	
	
	
	
	

	Urban
	886
	986
	0.92
	

	Rural
	220
	286
	0.76
	


*Source: UBEC 2008

The gender gap overall for the schools in which TEGINT is working is larger than for Nigeria overall at 0.80 compared with 0.84.  However, virtually all the schools in which TEGINT is working have better GPIs in enrolment than the state average. The exceptions are Gombe, where TEGINT is working in schools below state averages in terms of gender gap (0.48 compared with a state average of 0.70), and Plateau (0.84 in TEGINT schools compared to state GPI of 0.93).   

Reviewing the proportion of girls and boys who are enrolled and attend TEGINT primary schools by state (Table 35) shows that overall boys have higher levels of attendance (0.97) thank girls, but this varies by state.  Four states (Bauchi, FCT, Niger and Katsina) have higher levels of female attendance.  Only in three states (Gombe, Kaduna and Nasarawa) did fewer girls attend. When these proportions are compared with the average GPI for attendance rate for the geo-political zone in which the state is located, it can be seen that the schools in which TEGINT is working generally have better gender parity in attendance than the zone in all states except Gombe and Nasarawa.

[bookmark: _Toc293065927]Table 35: Gender parity in proportions of enrolled students who attend primary schools where data available, by state
	State
	Average proportion of girls attending 
Primary (%)
	Average proportion of boys attending
Primary (%)
	Gender parity (2008)
	GPI NAR for geopolitical zone*

	Total
	84
	86
	0.97
	

	
	
	
	
	

	Bauchi
	85
	87
	1.02
	0.86

	FCT
	72
	69
	1.06
	0.97

	Gombe
	66.5
	73
	0.84
	0.86

	Kaduna
	93
	96
	0.98
	0.75

	Katsina
	93
	92
	1.01
	0.75

	Nasarawa
	88
	95
	0.93
	0.97

	Niger
	109
	97
	1.12
	0.97

	Plateau
	100
	101
	1.0
	0.97


*See Table 2

Table 36 below shows the gender gap of enrolled students who attend primary schools where TEGINT is operating, in classes 1-7 by urban and rural areas.  The gender gap in urban areas is small (1.02) where there are slightly higher numbers of girls enrolled than boys. However, rural areas show a different picture whereby significantly lower numbers of girls enrolled attending than boys (0.95).  

[bookmark: _Toc293065928]Table 36: Gender parity in proportions of enrolled students who attend (Class1-7) in TEGINT primary schools, 2008
	
	Average proportion of girls attending Classes 1-7 (%)
	Average proportion of boys attending
Classes 1-7 (%)
	Gender parity 2008

	Total
	84
	86
	0.97

	Urban/ rural 
	
	
	

		Urban
	88
	87
	1.02

		Rural
	83
	86
	0.95



Despite some of the gender gaps in enrolment and attendance in the schools in which TEGINT is working there has been improvement over time. Between 2002 and 2008, the gender gap in enrolment in the schools narrowed from 0.74 to 0.84 (Table 37). Similarly, girls’ attendance has improved relative to boys’ between 2002 and 2008, with an evaporation of the gender gap (0.90 to 1.02).  However, the number of schools in which it was possible to collect data on enrolment and attendance over time was a minority of those in which the project is working and it may well be that it is in the schools which have been able to collect and preserve records that improvements have occurred.  Any extrapolation from these figures to all the schools in which the project is working would be speculative.

[bookmark: _Toc293065929]Table 37: Changes in gender parity in enrolment and attendance over time in project primary schools with data, 2002-2008 that provide numbers for both years (2002 and 2008) (enrolment: n=20. attendance: n=15.)
	  
	2002
	2008
	Change 02-08

	Gender parity in enrolment
	0.74
	0.84
	0.98

	Gender parity in attendance
	0.90
	1.02
	0.12



An examination of changes between 2002 and 2008 in gender gaps in enrolment and attendance by state (Table 38) shows that improvements can be seen in most states, except, for enrolment, in Katsina, Nasarawa and Plateau.  In the very small number of schools for which there was data on changes in gender parity in attendance, this had remained the same or improved in four states and become somewhat worse in two states.

[bookmark: _Toc293065930]Table 38: Changes in gender parity in enrolment and attendance over time in TEGINT primary schools with data, 2002-2008, by state (only schools responding both years)
	
	Gender parity in enrolment 
	Gender parity in attendance 
	N

	State
	2002
	2008
	Change 02-08
	2002
	2008
	Change 02-08
	Schools with data 

	Bauchi
	0.79
	0.94
	0.15
	
	
	
	0

	FCT
	0.91
	1.10
	0.17
	0.83
	1.07
	0.23
	2

	Gombe
	0.16
	0.28
	0.18
	1.00
	1.00
	0.0
	1

	Kaduna
	0.78
	1.15
	0.40
	1.00
	1
	-0.01
	2

	Katsina
	0.87
	0.86
	-0.16
	0.96
	1.01
	0.5
	6

	Nasarawa
	0.89
	0.88
	-0.04
	
	
	
	0

	Niger
	0.57
	0.67
	1.00
	0.27
	1.12
	0.86
	1

	Plateau
	0.92
	0.84
	-0.76
	1
	1
	-0.1
	1



Between 2002 and 2008, in the small number of schools for which data was collected, girls attending primary schools in rural areas has increased significantly more than girls attending primary schools in urban areas (by 15.9% compared to 1.4%) (Table 39). 

[bookmark: _Toc293065931]Table 39: Changing proportions of girls attending primary school by key school characteristics, 2002-2008
	
	% Change in proportions of girls attending school, 2002-2008

	Overall change 02-08
	

		Urban
	1.4

		Rural
	15.9



A more detailed examination of the difference between rural and urban areas in relation to changes over time in gender parity in enrolment and attendance (Table 40) shows larger changes in GPI in enrolment in rural areas compared to urban areas (0.13 and 0.03 respectively), while no marked differences between rural and urban areas in the changing level of attendance. In both rural and urban schools, there were more girls than boys attending in 2008, although the GPI enrolment in 2008 showed more boys on the roll than girls - and this trend was more marked in rural than urban schools.

[bookmark: _Toc293065932]Table 40: Changes in gender parity in enrolment and attendance over time in primary schools, 2002-2008, by urban-rural character
	
	Gender parity in enrolment
	Gender parity in attendance

	
	2002
	2008
	Change 02-08
	2002
	2008
	Change 02-08

	Urban / rural 
	
	
	
	
	
	

		Urban
	0.89
	0.92
	0.03
	0.93
	1.03
	0.11

		Rural
	0.66
	0.76
	0.13
	0.9
	1.01
	0.13



School facilities may well have an effect on changing girls’ enrolment and attendance over time. Tables 41 and 42 show changing girls’ attendance between 2002 and 2008, broken down by whether or not Class 6 in schools had its own classroom and by whether or not all girls in school had desks and chairs. In schools in which pupils in Class 6 had their own classroom, attendance improved by 6 percentage points between 2002 and 2008. However, where this was not the case and Class 6 was in a shared classroom attendance increased by 13.8 percentage points. This is counter-intuitive and requires further detailed local interpretation.  In schools where all girls had desks and chairs, attendance increased by 40 percentage points between 2002 and 2008, and where all girls did not have desks and chairs, attendance increased by only 1.3 percentage points over the same period. This indicates that desks and chairs may have a positive effect on girls’ attendance. However, caution must be exercised. Numbers of schools involved in calculations are small and an association between school facilities and improved attendance does not necessarily imply causation.  

[bookmark: _Toc293065933]Table 41: Changing attendance over time (2002-2008) by state of Class 6 accommodation
	Class 6 accommodation
	% point change in attendance, 2002-2008

	Own room
	6.0

	Shared room
	13.8



[bookmark: _Toc293065934]Table 42: Changing attendance over time (2002-2008) by whether all girls have desks and chairs
	All Girls have desks and chairs
	% point change in attendance, 2002-2008

	Yes
	40

	No
	1.3

	Total
	10.3



These data on primary schools suggest that TEGINT is not working in primary schools that are uniformly gender inequitable in terms of enrolment and attendance.In some states TEGINTis working in schools where gender parity levels are better than the state or zone average, although in others there are considerable challenges with regard to gender gaps. 

[bookmark: _Toc288655157][bookmark: _Toc288655492][bookmark: _Toc293334397]6.2 Enrolment in Junior Secondary Schools

Attendance data was not available for junior secondary schools hence this section focuses on enrolment. Table 43 below shows that the enrolment of girls in primary school is not maintained at the JSS level.  Female populations in junior secondary schools are only approximately half the size of male junior secondary school populations, where the largest gaps are in Bauchi (0.29), Katsina (0.32) and Niger (0.38). In none of the states is the project working in JSS schools with gender parity in enrolment. At the time data was collected, although primary schooling was free in all states, JSS was not yet free in Bauchi and Kaduna, where high fees for registration and other associated costs were known.  In contrast to primary school data,where the GPI was generally better than the state or zone average, at JSS level the schools in which TEGINT is working appear slightly worse in most states..  Gender parity in enrolment in JSS appears slightly better in rural than urban schools, though in both it is very low.
	
[bookmark: _Toc293065935]Table 43: Enrolment by gender in TEGINT junior secondary schools where data collected; comparisons with state data
	Project states
	Average number of girls enrolled in JSS
	Average number of boys enrolled in JSS
	Gender parity 2008
	GPI state enrolment 2006 EMIS data*

	Total
	333
	541
	0.50
	

	
	
	
	
	

	Bauchi
	95
	321
	0.29
	0.32

	FCT
	316
	520
	0.60
	-

	Gombe
	68
	161
	0.50
	0.50

	Kaduna
	254
	482
	0.62
	0.63

	Katsina
	806
	1331
	0.32
	0.35

	Nasarawa
	-
	-
	-
	0.78

	Niger
	231
	553
	0.38
	0.43

	Plateau
	116
	158
	0.73
	0.76

	
	
	
	
	

	Urban
	474
	580
	0.48
	

	Rural
	216
	490
	0.51
	


*Source: UBEC 2008

The gender gap in enrolment and attendance in the small number of junior secondary schools for which data was available for both years evidences that the gender gap has decreased in these schools, though it is still very wide (Table 44).  

[bookmark: _Toc293065936]Table 44: Changes in gender parity in enrolment and attendance over time in project JSS schools with data, 2002-2008 *

	
	2002
	2008
	Change 02-08

	Gender parity in enrolment
	0.50
	0.63
	0.12


*Calculations are only from schools that provide numbers for both years (2002 and 2008) (enrolment: n=13.)

Considering change over time at state level, Table 45 below sets out state level variations in gender parity on enrolment in the schools for which data was available.  The gender gap in enrolment decreased in the three states with available data, although as with primary schools, we cannot extrapolate to the whole sample from the small number of schools with historical data. It may well be that schools that are more successful in enrolling larger proportions of girls may have better capacity to preserve administrative data. In addition in some states JSS were only established in 2005/6.

[bookmark: _Toc293065937]Table 45: Changes in gender parity in enrolment over time in JSS with data, 2002-2008, by state (only schools responding both years) 
	
	Gender parity in enrolment 

	
	2002
	2008
	Change 02-08

	State:
	
	
	

	Bauchi
	-
	-
	-

	FCT
	0.39
	0.62
	0.22

	Gombe
	-
	-
	-

	Kaduna
	0.41
	0.55
	0.14

	Katsina
	
	
	

	Nasarawa
	
	
	

	Niger
	
	
	

	Plateau
	0.69
	0.72
	0.60



Considering changes in gender gap in terms of enrolment by urban and rural areas between 2002 and 2008, at both levels gender parity appear to have worsened, although there is a larger decline evident in the rural areas (Table 46).

[bookmark: _Toc293065938]Table 46: Changes in gender parity in enrolment over time in JSS schools, 2002-2008, by urban-rural character
	
	Gender parity in enrolment

	
	2002
	2008
	Change 02-08

	Urban/ rural 
	
	
	

		Urban
	0.50
	0.48
	-0.05

		Rural
	0.63
	0.51
	-0.19



Clearly in every state in which TEGINT is working there are considerable gender gaps in JSS, and the schools in which the project is working at this level have much worse enrolment and attendance averages than at state level.  Data limitations at JSS level meant a number of school trends were not explored. These included enrolment and attendance disaggregated by class in different years, so that ‘progression’ of pupils from junior years at time point X (e.g. 2002) to more senior years at time point Y (e.g. 2008) could not be assessed. Data was also absent on school examination entry and results in different years, meaning that proportions of girls and boys ‘completing’ junior secondary school over time could not be assessed. 

[bookmark: _Toc288655159][bookmark: _Toc288655494][bookmark: _Toc293334398]6.4 Examination performance

Table 51 below presents the proportion of girls and boys who are entered for the primary leaving exam as a proportion of those enrolleddisaggregated by state.  No data on exam performance was collected. More girls than boys are entered for the primary standard 6 exam in all states except Gombe, Katsina and Nasawara.  In the states where more girls are entered for the exam, the gender gap is pronounced (from 1.07 to 1.18).  

[bookmark: _Toc293065943]Table 51: proportion of girls entered for primary leaving exam, by state

	State 
	% of girls enrolled in P6 who are entered for p6 exam
	% of boys enrolled in P6 who are entered for p6 exam
	GPI of p6 exam entry (Primary only)

	Bauchi
	102
	92
	1.10

	FCT
	131
	118
	1.10

	Gombe
	81
	86
	0.93

	Kaduna
	82
	71
	1.07

	Katsina
	86
	93
	0.93

	nasarawa
	81
	96
	0.84

	Niger
	77
	77
	1.15

	Plateau
	77
	69
	1.18

	Total
	88
	86
	1.03



Analysing the proportion of girls and boys enrolled and entered for the primary leaving exam by urban and rural areas (Table 52)shows that all children are entered for exams in urban/peri-urban areas whilst a little over four in five children are entered in rural areas. Interestingly, there are more girls in rural areas who are entered for the exam than boys whereasthe reverse is true in urban areas where slightly more boys are entered for the exam.  

[bookmark: _Toc293065944]Table 52: Proportion of girls entered for primary leaving exam, by urban/rural characteristic
	Classification
	% of girls enrolled in P6 who are entered for p6 exam
	% of boys enrolled in P6 who are entered for p6 exam
	GPI of p6 exam entry (Primary only)


	Rural
	85
	82
	1.05

	Peri-urban / Urban
	99
	100
	0.97

	Total
	88
	86
	1.03



Considering the number of boys and girls passing JSS3 exams, proportionate to the numbers entered, it can be seen that girls have higher pass rates than boys (GPI 1.04), with state variations (Table 53). In Bauchi, Gombe, Kaduna and Niger, girls mirror the general trend, with higher pass rates than boys, and a pronounced gender gap.  This is particularly the case in Kaduna (GPI 1.11).  Boys have higher pass rates than girls in Katsina and Plateau.  FCT and Nasawara have the lowest gender gap in exam pass rates with near parity at 0.99.  The reasons for these diverse state trends merit investigating. No studies of gender trends in examination performance in JSS in these states could be located, and the very sparse literature on mathematics, gender and JSS results in other states (Okigbo and Osuafor, 2008), which suggests no marked gender differences, does not look at questions relating to school location or parental background.

[bookmark: _Toc293065945]Table 53: Numbers passing exams in 2008 as a proportion of numbers entered, by state

	State 
	% of girls entered for JSS3 exam who pass
	% of boys entered for JSS3 exam who pass
	GPI of performance

	Bauchi
	100
	95
	1.06

	FCT
	95
	96
	0.99

	Gombe
	100
	95
	1.05

	Kaduna
	87
	82
	1.11

	Katsina
	91
	98
	0.89

	Nasarawa
	90
	91
	0.99

	Niger
	89
	82
	1.10

	Plateau
	93
	97
	0.96

	Total
	93
	91
	1.04



Girls’ exam pass rates at JSS3 overall are higher than boys’ in both rural and urban areas, and pass rates are higher overall in rural than urban areas (Table 54). This does not follow the patterns seen in enrolment and attendance where rates tend to be lower.

[bookmark: _Toc293065946]Table 54: Numbers passing exams in 2008 as a proportion of numbers entered, by urban rural characteristic
	Rural Urban classification
	% of girls entered for JSS3 exam who pass
	% of boys entered for JSS3 exam who pass
	GPI of performance (exam pass for JSS only)

	Rural
	95
	93
	1.03

	Peri-urban/Urban
	90
	86
	1.07

	Total
	93
	91
	1.04



Of the number of boys and girls who passed JSS exams as a proportion of those enrolled at JSS3, by state, there are significantly more boys who passed the exams than girls as a proportion of those enrolled, except in Niger and Plateau where girls’ exam performance is significantly better than boys (Table 55).  Reading this data in the light of Table 53, which factors in numbers entered for the exam rather than enrolled in proportion to the pass rates, girls do significantly better than boys.  This indicates that girls’ performance in the exams is higher than boys when they are entered.  It further indicates that there are significant numbers of girls who enrol but do not sit exams at JSS3.  However, Table 55 does show that the gender gap is quite small.  Gombe continues to show the largest gender gap in exam pass rates with fewer girls passing exams than boys, in proportion to the numbers enrolled (0.63).

[bookmark: _Toc293065947]Table 55: Numbers passing exams in 2008 as a proportion of numbers enrolled in JSS3, by state
	
	% of girls enrolled JSS 3 who pass exams
	% of boys enrolled JSS 3 who pass exams
	GPI

	Bauchi
	97
	98
	0.96

	FCT
	45
	60
	0.76

	Gombe
	55
	83
	0.63

	Kaduna
	75
	87
	0.92

	Katsina
	87
	96
	0.80

	Nasarawa
	158
	169
	0.94

	Niger
	117
	98
	1.32

	Plateau
	117
	106
	1.15

	Total
	89
	94
	0.95



Reviewing numbers of girls and boys passing exams by enrolment, when factoring in urban and rural areas, Table 56 shows that girls have lower pass rates than boys in both urban and rural areas.  This data, along with Table 57, show that factoring in enrolment has a significant effect on girls’ attainment in exams at JSS level, indicating that attainment levels drop as significant numbers of girls do not sit the exams.  

[bookmark: _Toc293065948]Table 56: Numbers passing exams in 2008 as a proportion of numbers enrolled in JSS3, by urban-rural characteristic
	Rural Urban classification
	% of girls enrolled JSS 3 who pass exams
	% of boys enrolled JSS 3 who pass exams
	GPI

	Rural
	98
	101
	0.94

	Peri-urban/Urban
	78
	83
	0.96

	Total
	89
	94
	0.95



Table 57 presents data on pupils passing exams, in proportion to those enrolled at JSS1. This is a proxy for completion as historic data was not available. In all states the gender gap is pronounced where more boys than girls complete, except in Nasawara where girls are slightly more likely to complete than boys.  The state of Nasawara has the smallest gender gap in exam pass rate (1.02), whereas the states of Katsina and FCT (0.52 and 0.66) have large gender gaps where boys have higher pass rates than girls.  Compared to Table 53, which provides proportions of those in JSS3 passing exams, the gender gap is wider when looking at the whole journey from entering JSS to passing final exams. However, the data in Table 57 needs to be treated with caution because of the high completion rates in some states, which may reflect increasing enrolment, rather than improbed completion.

[bookmark: _Toc293065949]Table 57: Numbers passing exams in 2008 as a proportion of numbers enrolled in JSS1 2008, by state 
(* not historic data)

	
	% girls completing (proxy)
	% boys completing (proxy)
	GPI completion (proxy)

	Bauchi
	60
	76
	0.74

	FCT
	39
	60
	0.66

	Gombe
	52
	64
	0.72

	Kaduna
	69
	97
	0.80

	Katsina
	76
	125
	0.52

	Nasarawa
	250
	244
	1.02

	Niger
	133
	145
	0.93

	Plateau
	107
	126
	0.81

	Total
	82
	102
	0.78



[bookmark: _Toc288655160][bookmark: _Toc288655495][bookmark: _Toc293334399]6.5 School gender profiles

For the TEGINT baseline report in Tanzania (Volume 2) a gender profile was developed for all schools based on enrolment, attendance, progression, and completion data. It was not possible to create the same school gender profile scores for Nigeria because of the large amount of absent administrative data. However, a ‘gender profile’ score was calculated for 63 of the 72 schools in the data set based on a smaller number of key indicators (Appendix 4). However, of these 63 schools, 17 gender profiles were based on only one or two indicators. As we do not have a complete picture of all facets of gender parity in schools’ gender profiles scores, the discussion that follows should be treated as indicative of relationships that require more detailed treatment with more robust data sets.  

Table 58 shows the schools in which TEGINT is working by gender profile scores banded into below average, average, and above average, and broken down by state.  Although FCT is the state with the lowest poverty incidence and best social infrastructure provision, 50% of schools fall into the below average gender profile band.  Schools in Gombe also tended to cluster into ‘below average’ in terms of gender profile. The best performing state in terms of gender profile scores was Nasarawa, where 50% of schools in which TEGINT is working had above average gender profiles, and 25% had average gender parity profiles.  

[bookmark: _Toc293065950]Table 58: School gender profiles by district
	
	School gender profile

	State
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	Bauchi
	18
	46
	36
	100

	FCT
	50
	25
	25
	100

	Gombe
	44
	22
	33
	100

	Kaduna
	42
	25
	33
	100

	Katsina
	40
	40
	20
	100

	Nasarawa
	25
	25
	50
	100

	Niger
	17
	67
	17
	100

	Plateau
	29
	14
	57
	100



Table 59 provides a more detailed picture of gender profiles by state in primary schools.  In most states primary schools cluster in the high gender profile band, with the exception of Gombe and Niger. Nasawara has a high proportion of primary schools in the high gender profile band, but an equal number in the low gender profile band. 

[bookmark: _Toc293065951]Table 59: Primary school gender profiles by district
	State
	Low
	Medium
	High
	Total

	Bauchi
	0
	50
	50
	100

	FCT
	0
	50
	50
	100

	Gombe
	50
	33
	17
	100

	Kaduna
	33
	33
	33
	100

	Katsina
	0
	67
	33
	100

	Nasarawa
	50
	0
	50
	100

	Niger
	0
	75
	25
	100

	Plateau
	0
	33
	67
	100

	Bauchi
	17
	46
	37
	100



Table 60 presents gender profiles in Junior Secondary Schools by state.  Compared to primary school gender profile groupings there is a marked difference in distribution. In FCT, with its higher level of income and social provision, all the JSS are in the low gender profile band. The same transpires for Katsina, despite state support for girls’ education. With the exception of Nasarawa and Gombe, in all the other states at JSS there is a higher proportion of schools in the low gender profile band. The high proportion of schools in Gombe in the high gender profile band is interesting and runs counter to the general pattern regarding gender parity and poverty in Gombe. 

[bookmark: _Toc293065952]Table 60: JSS gender profiles by district
	
	Low
	Medium
	High
	Total

	Bauchi
	40
	40
	20
	100

	FCT
	100
	0
	0
	100

	Gombe
	33
	0
	67
	100

	Kaduna
	50
	17
	33
	100

	Katsina
	100
	0
	0
	100

	Nasarawa
	0
	50
	50
	100

	Niger
	50
	50
	0
	100

	Plateau
	50
	0
	50
	100

	Total
	54
	18
	29
	100



Taking primary and junior secondary schools’ gender profiles by urban and rural areas, shows that urban schools have slightly higher proportion of schools in the above average gender profile band (Table 61).  Schools in rural areas do not show a very marked clustering at the below average end of the gender profile band, which runs slightly counter to the standard portrayal of gender inequities in schooling.

[bookmark: _Toc293065953]Table 61: School gender profiles, by urban-rural character
	
	School gender profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

		Urban
	31
	31
	38
	100

		Rural
	34
	34
	32
	100



Table 62 provides a further level of analysis of the rural/urban divide focusing on gender profiles in primary schools.  Primary schools in urban areas are more likely to be grouped in the above average gender profile band.  There are no primary schools in urban areas that have below average gender profiles. 

[bookmark: _Toc293065954]Table 62: School gender profiles, by urban-rural character: Primary schools
	
	School gender profile – Primary School

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

		Urban
	0
	43
	57
	100

		Rural
	22
	44
	33
	100



When examining the data for gender profile by urban and rural areas in Junior Secondary Schools (Table 63), it can be seen that rural schools are more likely to be above average than urban schools. This counters the trend of primary schools. 

[bookmark: _Toc293065955]Table 63: School gender profiles, by urban-rural character: JSS
	
	School gender profile - JSS

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

		Urban
	56
	22
	22
	100

		Rural
	53
	18
	29
	100



Gender profiles and girls’ views of schooling

The gender profiles were constructed as a way to group and assess the schools with which TEGINT is working. In the following sections we discuss a number of features of school provision, notably teacher qualifications, the actions of SBMCs, school finance and actions on violence, attempting to reflect on how the gender profiles interact with other variables. However, before turning to discuss this it is useful to look at the gender profiles in relation to how girls view their schooling and their educational obstacles. 

Analysing girls’ views on how well they think their school supports their education by the gender profile band of the school they attend (Table 64) highlights that there is little difference between the mean score of girls’ views in schools that are in the medium and low gender profile band. In other words, girls who attend schools which, relative to other schools, do not do well by them with regard to enrolment or attainment, are nevertheless rated by girls as supporting them well. It is also noteworthy that there is no difference between the mean score on how well they consider their schools support girls’ education for girls attending medium and high gender profile schools. This suggests that girls attending high gender profile banded schools are more critical and more able to articulate demands about their schooling than those attending medium or low gender profile schools.

[bookmark: _Toc293065956]Table 64: Girls’ views on how well their school supports girls’ education
	Gender Profile Score [footnoteRef:4] [4:  1=Very well, 2=Well, 3=Average, 4=Poorly, 5=Very Poor
] 

	Mean score: How well school supports girls education

	Low
	2.00

	Medium
	1.74

	High
	1.74

	Total
	1.80



We can look at this in somewhat more detail if we take account of the kinds of obstacles girls in the different bands of gender profile schools identify (Table 65). 

[bookmark: _Toc293065957]Table 65: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school gender profile performance
	
	Gender profile of school 

	
	% who mentioned

	
	Below average
	Average
	Above average

	Early marriage
	40
	44
	42

	Poverty
	60
	72
	73

	Parents withdraw from school
	29
	39
	40

	Old for class
	2
	14
	13

	Lack of facilities
	27
	33
	38

	Distance from school
	17
	23
	21

	Ill health
	31
	40
	60

	Pregnancy
	30
	30
	36



Poverty was viewed as the main obstacle for girls’ educational progression across all gender profile bands, although somewhat more girls in schools which had above average gender profiles cited poverty as an obstacle.  Pregnancy and early marriage were also identified as obstacles in equal proportions across all gender profile bands of schools. However, girls attending average and higher gender profile band schools were markedly more likely than girls attending low gender profile band schools to comment on lack of school facilities, distance from school, and the effects of ill health and parents decisions to with draw them from school. They also identified a problem of being too old for their class (not identified as an issue for girls at low gender profile band schools).  This indicates that in schools where there are better levels of gender parity, girls are more able to look critically at school conditions and comment more extensively on their education rights. We cannot say, from this data, whether girls who attend schools with greater levels of gender parity might come from families where there is more social awareness, and this is the reason for the comments they make, or whether there is something elicited by conditions in the school. Schools in the higher gender profile bands tend to comprise urban and rural primary schools, but only JSS in a few states. This makes it difficult to draw conclusions on whether it is in-school or out-of-school processes that contribute to this pattern.

Looking at girls’ views on how to overcome obstacles which would enable them to reach their desired level of education, by gender profile of schools, most girls in schools in all three gender profile bands viewed sponsorship as the most important facilitator to enable them to achieve their desired educational level (Table 66). However, a larger proportion of girls attending the above average gender profile schools, cited the abolition of fees, a more political strategy. This contrasts with the smaller proportions of girls citing this as an approach in schools classed average and below average in gender profile.  Girls attending above average gender profile schools were also much more likely than girls at below average gender profile schools to identify gaps between their aspirations for their education and the views of their parents, and also somewhat more likely to consider the end to early marriage as an appropriate solution.

[bookmark: _Toc293065958]Table 66: Girls’ views on how to overcome obstacles to attaining their desired level of education, by school gender profile performance
	
	Gender profile of school 

	
	% who mentioned

	
	Below average
	Average
	Above average

	Sponsorship
	67
	73
	79

	Provision of facilities
	49
	41
	52

	Stop early marriage
	58
	49
	61

	Abolish fees and levies
	52
	51
	68

	Family Life Education
	49
	42
	68

	Enlightenment of parents
	48
	58
	69



Table 66 confirms some of the trends in Table 65 that girls who attend above average gender profile schools appear more aware than girls at below average gender profile schools of some of the difficulties associated with their education in relation to political and social arrangements.

Conclusion

Although a full set of administrative data was not collected for all the schools in which TEGINT is working, the analysis shows that in many primary schools in which TEGINT is working there appear to be reasonable levels of gender parity, considerably above state averages. However, at JSS level gender parity is low, although the extent to which the schools are better or worse than those elsewhere in the state is not uniform. Ranking schools by gender profile highlights that JSS’s in urban and rural areas tend to be in the low gender profile band, and JSS’s in all states except Gombe and Nasarawa are disproportionately represented in this band. Girls attending schools in the higher gender profile bands appear better able than girls in lower gender profile bands to articulate problems with their schooling and political and educational processes for social change. 

7. [bookmark: _Toc288655161][bookmark: _Toc288655496][bookmark: _Toc293334400]
Teachers

A number of studies on girls’ retention in school point to the significance of the presence of female teachers (King & Hill, 1993;  Glick, 2008; Sperandino & Kagoda, 2009; Maia, 2008; Athill& Jha, 2009; UNESCO 2000) as both an encouragement to parents that their daughters will be safe, and because of the positive role models they present.  This was a commonsense view expressed by a number of respondents during discussions for the qualitative phase of the baseline study where male teachers were associated with sexual harassment of girls, requiring them to do housework, and bullying for sexual favours in exchange for food or marks. However, the extent to which it is simply the presence of a woman in a classroom, or other features associated with her employment and the form of her relationship with male colleagues and girl pupils has not been much examined. There has also been remarkably little examination of whether particular features of teachers’ conditions of employment might support girls’ schooling or action for gender equality. TEGINT baseline study data enables consideration of some of these features of teacher employment and the relationship with school gender profiles and girls’ aspirations.

[bookmark: _Toc288655162][bookmark: _Toc288655497][bookmark: _Toc293334401]7.1 Pupil: teacher ratios

The average pupil: teacher ratio (PTR) in the primary and secondary schools in which TEGINT is working across all states was 36:1 in 2008 (Table 67).  In primary schools in Katsina and Plateau there was a higher than average PTR. In junior secondary schools the PTR was on average higher than in primary schools and in all states except Gombe, Niger and Plateau the PTR was higher than the average (there was no information for Nasarawa).

[bookmark: _Toc293065959]Table 67: Pupil teacher ratios at primary and JSS schools in which TEGINT is working, 2008, by state
	Ratio of teachers: pupils
	Primary schools
	JSS schools
	All schools 2008

	State 
	
	
	

	Bauchi
	21:1
	39:1
	29:1

	FCT
	28:1
	54:1
	41:1

	Gombe
	19:1
	7:1
	14:1

	Kaduna
	22:1
	42:1
	33:1

	Katsina
	66:1
	62:1
	64:1

	Nasarawa
	23:1
	-
	23:1

	Niger
	21:1
	33:1
	26:1

	Plateau
	44:1
	54:1
	52:1

	All States
	31:1
	41:1
	36:1



Pupil:teacher ratios at primary schools in which TEGINT is working, compared to state averages for 2006, show that TEGINT appears to be working in schools with a lower pupil: teacher ratio than state averages, with the marked exception of Plateau (Table 68)..  

[bookmark: _Toc293065960]Table 68: Pupil teacher ratios at primary schools in which the project is working and state averages, 2008, by state
	
	Primary TEGIN schools
	State EMIS data 2006*

	
	
	

	Ratio of teachers: pupils
	
	

	Bauchi
	21:1
	70:1

	FCT
	28:1
	21:1

	Gombe
	19:1
	44:1

	Kaduna
	22:1
	34:1

	Katsina
	66:1
	65:1

	Nasarawa
	23:1
	45:1

	Niger
	21:1
	28:1

	Plateau
	44:1
	33:1

	All Schools
	31:1
	

	National
	
	46:1



These figures corroborate some of the information in Section 6, which suggested that TEGINT is working in schools that are somewhat better in most states than average in terms of gender parity of enrolment and attendance.
[bookmark: _Toc288655163][bookmark: _Toc288655498][bookmark: _Toc293334402]7.2 The gender profile of teachers

The literature on gender and attainment has given considerable attention to the question of whether more women teachers support better retention and progression of girls at school (King & Hill, 1991; Carrington and Tymms, 2008).  Some studies in some countries show positive effects on girls’ enrolment if more women teachers are employed, although they are not able to prove a causal link (Glick, 2008; Carrington and Tymms, 2008; Merrell, 2010).  They suggest that when children’s attitudes to learning are examined and data is controlled for socio-economic status, a teacher’s gender is not a factor in students’ attainment.  The context of the particular gender issues in education in Nigeria which affect the work of TEGINT mean that these conclusions require some more detailed consideration. Girls may have opportunities secured through legislation to enrol in primary school, but clearly it is difficult for girls to remain in school, particularly in JSS. The qualitative data collected for this study indicates drop out is associated with fees, hunger, shame at not having adequate clothing, capacity to wash, and torn books. It is also associated with household duties and demands for children to assist with income generation to enable poor households to try to survive. Sexual harassment and gender-based violence is also associated with drop out in many accounts given (discussed later). In these harsh conditions of poverty and girls’ vulnerability it appears that we know too little about the (in)ability of schools to support learning to advance gender equality within them and in society. In this context the sexual division of labour amongst teachers has some salience in understanding these processes.

Table 69 presents the proportion of male and female staff in all government schools by primary and JSS level by state.  The results show that, overall, there are more female than male teachers at primary level and more male than female teachers at JSS. However, in most states at primary level there are more men than women teachers but there are greatly more female teachers in Kaduna (2.48), Katsina (1.02) and Nasarawa (3.08). At JSS level, there are more male teachers in all states except Nasarawa (1.40).  

[bookmark: _Toc293065961]Table 69: Gender parity in teaching staff profiles by state, 2008
	
	Primary
	JSS
	All schools

	Bauchi
	0.53
	0.23
	0.42

	FCT
	0.83
	0.30
	0.57

	Gombe
	0.67
	0.19
	0.43

	Kaduna
	2.48
	0.62
	1.55

	Katsina
	1.02
	0.43
	0.73

	Nasarawa
	3.08
	1.40
	2.24

	Niger
	0.83
	0.44
	0.66

	Plateau
	0.25
	0.06
	0.14

	Total
	1.19
	0.42
	0.82



Comparing teacher gender parity in primary schools in which TEGINT is working with state averages reveals that there are more female teachers in the primary schools in which TEGINT is working (Table 70), which contrasts with the pattern of more male teachers employed in schools in each state at primary level. FCT is the only state where this pattern is different. In FCT more women than men are employed, but in the schools assigned to TEGINT more men are employed. 

[bookmark: _Toc293065962]Table 70: Gender parity at primary schools in which the project is working and state averages, 2008, by state
	
	TEGINT Primary schools
	State EMIS data 2006*

	Bauchi
	0.53
	0.26

	FCT
	0.83
	2.36

	Gombe
	0.67
	0.49

	Kaduna
	2.48
	0.78

	Katsina
	1.02
	0.27

	Nasarawa
	3.08
	0.52

	Niger
	0.83
	0.56

	Plateau
	0.25
	0.65

	Total
	1.19
	

	National
	
	0.88


*Source: UBEC 2008

Table 71 presents gender parity in teaching staff by urban and rural areas for primary and JSS schools.  Primary schools in both rural and urban areas have more female teachers than males.  At JSS level there are significantly more male teachers than females in both urban and rural areas.  

[bookmark: _Toc293065963]Table 71: Gender parity in teaching staff profiles by urban-rural character, 2008
	 
	Primary
	JSS
	Total

	Rural
	1.23
	0.40
	0.88

	Peri-urban/Urban
	1.01
	0.50
	0.70

	Total
	1.18
	0.44
	0.83



Since no historical data was collected it is not possible to see whether there have been changes in the employment of female or male teachers over the period of the policy development on UBE and girls’ education from 1999. We discuss next how questions of gender parity amongst teachers might bear on how much girls are able to progress in school and articulate the obstacles they confront.

[bookmark: _Toc288655164][bookmark: _Toc288655499][bookmark: _Toc293334403]7.3 Teacher qualifications

Teacher qualifications fall into four categories. The basic 3 year training  at the end of JSS (SSCE GCE), the extension of this through OND, or the post senior secondary school qualifications of diploma or degree. In 1998 the Federal Government  recommended that all teachers hold the minimum qualification of the National Certificate of Education (involving 3 years of full time teacher training past secondary schooling) (DFID 2005). 

Overall, men are better qualified than women teachers, but the difference is small (Table 72). The main difference is that men are more likely than women to hold degree qualifications. FCT, Kaduna and Nasarawa have the highest proportions of women with degrees, whilst Plateau has the highest proportion of women with the lowest qualification (SSCE GCE), along with Bauchi, Niger and Gombe. The most commonly held qualification is the NCE diploma for both men and women.

[bookmark: _Toc293065964]Table 72: Percentage of female and male teachers holding each qualification, by state, in 2008 

	
	Women
	Men

	
	SSCE GCE
	OND
	Diploma NCE
	Degree
	SSCE GCE
	OND
	Diploma NCE
	Degree

	Bauchi
	42
	5
	51
	2
	18
	11
	62
	9

	FCT
	0
	8
	72
	20
	0
	20
	40
	40

	Gombe
	38
	26
	36
	0
	50
	22
	25
	3

	Kaduna
	8
	13
	57
	22
	4
	10
	61
	25

	Katsina
	0
	0
	93
	7
	0
	0
	85
	15

	Nasarawa
	9
	9
	65
	17
	0
	10
	80
	10

	Niger
	40
	20
	35
	5
	15
	8
	45
	32

	Plateau
	52
	0
	48
	0
	5
	4
	67
	25

	Total
	15
	8
	67
	10
	14
	9
	60
	17



Most female teachers, and nearly all male teachers, in the schools in which the project is working have the minimum recommended qualification of 3 years training post senior secondary school, with the exception of Gombe, Niger and Plateau (Table 73). However, a significant proportion, almost a quarter of teachers, is under-qualified.

[bookmark: _Toc293065965]Table 73: Percentage of female and male teachers holding the NCE qualification or above, or above, by state, in 2008
	 
	Women
	Men
	GPI

	Bauchi
	53
	71
	0.75

	FCT
	92
	80
	1.15

	Gombe
	36
	28
	1.29

	Kaduna
	79
	86
	0.92

	Katsina
	100
	100
	1.00

	Nasarawa
	82
	90
	0.91

	Niger
	40
	77
	0.52

	Plateau
	48
	92
	0.52

	Total
	77
	77
	1.00



Table 74 gives the distribution of primary school teaching staff by qualification in all the schools.  The proportion of teachers with NCE or above working in the schools assigned to TEGINT is higher than the general proportion for teachers in primary schools.

[bookmark: _Toc293065966]Table 74: Distribution of Teaching Staff by Qualification in Primary Schools by state, EMIS data
	Qualification
	Kaduna
	Bauchi
	Gombe
	Nasarawa
	Niger
	Plateau
	Katsina

	SSCE / GCE
	13
	4
	10
	9
	14
	6
	7

	TC II REF
	5
	6
	4
	4
	6
	5
	12

	TC II
	24
	51
	38
	25
	34
	27
	26

	OND
	2
	3
	3
	4
	3
	1
	3

	Diploma in Education
	3
	8
	4
	5
	6
	5
	4

	NCE
	36
	17
	27
	39
	29
	39
	26

	HND
	1
	0
	0
	1
	1
	0
	1

	B.A / B.Sc
	0
	0
	0
	1
	0
	1
	0

	B.A Ed / B.Sc Ed
	1
	1
	1
	3
	1
	5
	1

	PGDDE
	0
	0
	0
	0
	0
	0
	0

	PGD
	0
	0
	0
	0
	0
	0
	0

	M.Sc / M.A
	0
	0
	0
	0
	0
	0
	0

	M.Ed / M.A Ed
	0
	0
	0
	0
	0
	0
	0

	PHD
	0
	0
	0
	0
	0
	0
	0

	Others
	14
	10
	12
	11
	5
	9
	20

	Total
	38
	18
	28
	44
	31
	48
	28


Source: UBEC, 2008

The relationship between teachers’ qualifications in the schools in which TEGINT is working and gender profile bands is discussed below. In order to streamline this, schools were banded in relation to the number of teachers holding particular qualifications.  Each school within the dataset was assigned a ‘score’ for teacher qualifications based on numbers of teachers holding qualifications at different levels. Details of how the teacher qualification scores were calculated can be found in Appendix 4.

Table 75 presents information on the grouping of schools by teacher qualifications in primary and JSS schools.  Qualifications have been categorised as below average, average and above average.  Interestingly, qualification levels do not vary significantly between primary and JSS levels.  JSS teachers have more average or above average qualifications compared to primary teachers, but this is only marked by a 4% difference (average).  
  
[bookmark: _Toc293065967]Table 75: School teacher qualification profiles for primary and JSS schools 
	
	School teacher qualification profile

	
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	Primary
	34
	31
	34
	100

	JSS
	29
	37
	34
	100

	All
	33
	33
	33
	100



Regarding teacher qualifications by state (Table 76), the schools in which TEGINT is working in Katsina have the largest proportion of teachers with above average qualifications (91%), followed by FCT (75%). Bauchi and Gombe both have a larger proportion of teachers with below average qualifications.  Plateau has no teachers in the above average qualification band, and high proportions in the below average qualification band.  

[bookmark: _Toc293065968]Table 76: School teacher qualification profiles by state
	
	School teacher qualification profile

	State
	% below average
	% average
	% above average 
	Total

	
	%
	%
	%
	%

	Bauchi
	50
	25
	25
	100

	FCT
	0
	25
	75
	100

	Gombe
	50
	50
	0
	100

	Kaduna
	33
	42
	25
	100

	Katsina
	0
	8
	91
	100

	Niger
	43
	14
	43
	100

	Nasarawa
	0
	75
	25
	100

	Plateau
	43
	57
	0
	100



Table 77 presents the numbers of teachers with below average, average and above average qualifications by urban and rural areas.  The vast majority of teachers in urban areas have above average qualifications (72%), with very few (6%) having below average qualifications.  The majority of teachers in rural areas in contrast have below average qualifications (41%) with only 20% holding above average qualifications.  These differences are interesting as we noted above that the distribution of schools in higher and lower gender profile bands did not seem to relate to urban or rural location.

[bookmark: _Toc293065969]Table 77: School teacher qualification profiles by urban-rural character
	
	School teacher qualification profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

		Urban
	6
	22
	72
	100

		Rural
	41
	39
	20
	100



Given these patterns of teacher qualification, how do these correlate with girls’ views concerning their schooling?
Comparing girls’ views of their educational obstacles in relation to teachers’ qualifications in the schools they attend (Table 78), it appears that girls attending schools where teachers have above average qualifications are much more likely to identify obstacles that may prevent them finishing their education, than girls in schools where teachers have below average qualifications. This holds across the range of obstacles identified by girls, with some marked patterns.  Girls taught by better qualified teachers seem better able to articulate problems associated with lack of infrastructure and service delivery and personal misfortune. It is not possible to ascertain causality in this relationship as it may be that girls who are more socially aware and whose parents inculcate this perspective attend schools that employ more highly qualified teachers. However, a clear implication is that efforts to improve teachers’ formal qualifications appear to have a correlational value in helping girls articulate their educational demands. 
[bookmark: _Toc293065970]Table 78: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school teacher qualification profile
	
	Teacher qualification profile score

	
	Below average
	Average
	Above average
	Total

	% Early marriage
	39
	42
	48
	43

	% Poverty
	59
	71
	76
	70

	% Parents withdrawal from school
	33
	32
	45
	38

	% Old for class
	4
	13
	9
	9

	% Lack of facilities
	15
	37
	42
	34

	% Distance from school
	10
	15
	32
	21

	% Ill health
	29
	52
	49
	45

	% Pregnancy
	22
	29
	41
	33



Comparing girls’ views on how to overcome obstacles to their desired level of education with the level of qualification of teachers at the school they attend (table 79) highlights again that more girls attending schools with teachers with average or above average teacher qualifications are more likely to identify solutions to obstacles, than girls attending schools with below average teacher qualifications. However, there is not such a clear predominance of particular solutions associated with girls attending schools where teachers have above average qualifications.
[bookmark: _Toc293065971]Table 79: Girls’ views on how to overcome obstacles to attaining their desired level of education, by school teacher qualification profile
	
	Below average
	Average
	Above average
	Total

	% Sponsorship
	61
	79
	80
	74

	% Provision of facilities
	28
	56
	50
	47

	% Stopping early marriage
	44
	62
	62
	57

	% Abolition of fees and levies
	30
	71
	59
	55

	% Family life education
	38
	59
	54
	52

	% Enlightenment of parents
	53
	60
	61
	58



The formal qualification level of teachers may therefore be a very important strategy to pursue in supporting girls in schools to assess their conditions and identify solutions for which they can mobilise support. 

[bookmark: _Toc288655165][bookmark: _Toc288655500][bookmark: _Toc293334404]7.4 Teachers and INSET

A number of studies (Oshi, Nakalema and Oshi, 2005; Bankole and Mabekoje, 2008; Vavrus, 2005;  Bastien, 2005; Mwanga, Jensen et al, 2007;) have noted the limited levels of training and support teachers receive as a factor in why initiatives to teach children about HIV are not as successful as might be anticipated. Other work (Leach, 2008; Page and Jha, 2008; Para-Mallam, 2010; Unterhalter and North, 2010;) comments on how little attention has been given to training teachers on gender. 

[bookmark: _Toc286321789][bookmark: _Toc286327161]Looking at the proportions of teachers, in schools in which TEGINT works, who received INSET training on HIV/AIDS and gender in 2008 (by state) we see that HIV/AIDS training was delivered notably more widely overall than gender training (51% compared to 39%).  The number of teachers who received INSET training on the two issues varies greatly by state.  Kaduna was the only state that had more teachers who had received gender training than HIV/AIDS training.  For HIV/AIDS INSET, Katsina had the most number of teachers who had received training in HIV/AIDS (all teachers) and gender, followed by FCT (75% teachers) and Kaduna (57%).  In terms of gender training, in Katsina and FCT all the teachers in the schools with which TEGINT works had received training (100%), and 79% teachers’ in Kaduna.   However in Bauchi and Niger very few, only one fifth, teachers had received training on gender.
[bookmark: _Toc293065972]Table 80: Proportions receiving INSET training on HIV and gender, 2008, by state
	
	% teachers received HIVAIDS training
	% teachers received gender education training

	Bauchi
	28
	20

	FCT
	75
	100

	Gombe
	47
	31

	Kaduna
	57
	79

	Katsina
	100
	100

	nasarawa
	41
	25

	Niger
	38
	20

	Total
	51
	39



Disaggregating teachers’ receiving INSET training by rural / urban area (Table 8) shows shows that more teachers overall had received training on both HIV/AIDS and gender in urban areas.  Just under half (48%) of rural teachers had received HIV/AIDS training, but gender training was much less widespread (33%).  
[bookmark: _Toc293065973]Table 81: Proportions receiving INSET training on HIV and gender, 2008, by urban rural characteristic
	Rural Urban classification
	% teachers received HIV/AIDS training
	% teachers received gender training

	Rural
	48
	33

	Peri-urban/Urban
	52
	48

	Total
	49
	38



The following two tables present data on how levels of teacher INSET training may influence girls’ views on obstacles to their educational progression.  In schools with high numbers of teachers receiving INSET in HIV girls are more likely to cite early marriage and pregnancy as factors that will prevent them completing school, but not such a marked relationship is associated with teachers receiving training on gender (Table 82). 

[bookmark: _Toc293065974]Table 82: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school levels of INSET training on HIV/ AIDS and gender (correlation)
	 
	% teachers received HIVAID training
	% teachers received gender education training

	% Early marriage
	.404*
	.181

	% Poverty
	.199
	.269

	% Parents withdrawal from school
	.186
	-.151

	% Old for class
	-.099
	.067

	% Lack of facilities
	.201
	.031

	% Distance from school
	.259
	.152

	% Ill health
	.242
	.193

	% Pregnancy
	.411*
	.282


** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
[bookmark: _Toc286321794][bookmark: _Toc286327166]
In addition, there is a stronger relationship between teachers’ INSET in HIV and gender and girls likelihood to comment on the need to end early marriage (Table 83). Teachers INSET on gender also seems to have a stronger relationship with girls seeing education for parents as a possible solution to the difficulties they face.  Both types of INSET do not appear to have a strong relationship with girls citing other aspects of demanding their rights associated with improving facilities and abolishing fees.

[bookmark: _Toc293065975]Table 83: Girls’ views on how to overcome obstacles to attaining their desired level of education, by school levels of INSET training on HIV/ AIDS and gender (correlation)
	
	% teachers received HIV/AIDS training
	% teachers received gender education training

	% Sponsorship
	.246
	.367

	% Provision of facilities
	.301
	.386

	% Stopping early marriage
	.448*
	.445*

	% Abolition of fees and levies
	.270
	.252

	% Family life education
	.304
	.492*

	% Enlightenment of parents
	.267
	.400


** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).

Reviewing four elements associated with teacher deployment and training in the schools in which the project is working – class size, teacher qualifications, teacher gender, and additional INSET training on HIV and gender –in some areas the schools in which TEGINT is working are better than state or national averages, notably in class size and teacher qualifications. The gender pattern of teacher deployment in the schools associated with TEGINT is very different to the national picture, with many more women working in these schools. This suggests that girls have role models for their aspirations and do, potentially, have women they can turn to for advice. Schools with more highly educated teachers were those where girls were more able to identify problems and strategies. Better trained teachers, whose training was complemented by INSET, were a particularly valuable resource for girls, and a more sustainable resource than INSET provision alone.

[bookmark: _Toc288655166][bookmark: _Toc288655501][bookmark: _Toc293334405]7.5 Teacher conditions and school gender profiles

[bookmark: _Toc286327170]Analysing schools by gender profile (below average, average and above average) in relation to pupil: teacher ratios and the number of female to male teachers interestingly reveals that in schools with below average gender profiles there are more women teachers and smaller pupil: teacher ratios, while in schools with above average gender profiles there are more men teachers and quite large pupil: teacher ratios (Table 84). This implies that it is the teacher qualification level that may be of key importance in relation to school gender profile. Female teachers have slightly lower levels of qualification on average than male (Table 72) and they appear to be deployed in schools with lower gender profiles. This seems an important area for further investigation, as the qualitative data highlights the difficulties for girls in aspiring to finish school if there are no women teachers in their area. A negative feedback loop might be established with female teachers associated with limited qualifications and support, teaching in schools with low levels of gender parity and with girls less able to speak up and demand their rights.  

[bookmark: _Toc293065976]Table 84: Key teaching indicators and school gender profiles
	School gender profiles
	Ratio of pupils to teachers
	Number of female to male teachers

	Below average
	30
	1.22

	Average
	26
	.69

	Above average
	47
	.69

	Total
	36
	.82



Table 85 provides an insight into the relationship between teacher qualifications and schools’ gender profiles.  Teachers with below average qualifications cluster in schools with low gender profile scores, but teachers with above average qualifications are in fact under-represented in schools with high gender profiles, instead present across the range.  This pattern remains under-examined.  
[bookmark: _Toc293065977]Table 85 : Teacher qualifications profiles and school gender profiles
	Teacher qualification profile score 
	Gender profile score 

	
	Low
	Medium
	High
	Total

	Below average
	43
	24
	14
	27

	Average
	19
	33
	57
	37

	Above average
	38
	43
	29
	37

	Total
	100
	100
	100
	100



[bookmark: _Toc288655167][bookmark: _Toc288655502][bookmark: _Toc293334406]7.6 Teachers’ views on schools’ support to girls’ education 
Teachers were surveyed about how well they thought the schools in which they were working support girls’ education Teachers overwhelmingly felt that girls’ education was supported in their schools  (above average - 81%).  Only 19% felt that support was average or below average. 

[bookmark: _Toc293065978]Table 86: Teachers’ views on school quality
	
	How well do you think your school supports girls’ education?

	
	Above average (%)
	Average (%)
	Below average (%)

	Teachers
	81
	16
	3



Teachers’ positive assessments of the performance of their schools in relation to girls’ education needs to be examined in light of indicators of progression and attainment. Table 87 shows the average scores that teachers gave on how well their school supported girls’ education, by the gender profile score of the school they worked. Teachers in all schools tend towards saying their school supports girls’ education well (with a score of 2), whether they are working in above or below average schools in terms of gender parity in girls’ outcomes. Teachers did give higher scores in schools with above average gender profiles, in this regard mirroring data on attainment. However, teachers in schools with below average gender profiles, some of which had very marked levels of gender disparity, considered their school was doing somewhere between well and average in supporting girls’ education.

[bookmark: _Toc293065979]Table 87: Teachers’ views on how well their school supports girls’ education
	Gender profile score
	Mean score: How well school supports girls education[footnoteRef:5] [5:  1=Very well
2=Well
3=Average
4=Poorly
5=Very Poor
] 


	Low
	2.27

	Medium
	2.00

	High
	1.64

	Total
	1.95



This section strongly indicates that a number of issues associated with teacher employment are of significance for transforming girls’ education. Firstly, the presence of female teachers does not seem to be significant in supporting girls’ progression and attainment.  This may be because there are many fewer women than men teachers in JSS, where some of the biggest inequalities in schooling are evident. Secondly, improved general qualifications for teachers combined with INSET provide particular support to school girls in articulating the obstacles they confront and the range of solutions. Thirdly, teachers in schools with the lowest gender profile scores tended to think that their school supported girls’ education well, and vice versa. This suggests that the highest performing schools for girls employ teachers who are more aware of acceptable standards and able to critique school quality. It is cause for concern that large proportions of teachers in the lowest performing schools consider their schools to be supporting girls’ education well; more work may be needed here to help teachers understand the conditions of their schools, how they relate to positive outcomes for girls, what changes could be effected and how.


8. [bookmark: _Toc288655168][bookmark: _Toc288655503][bookmark: _Toc293334407]School finance 

The federal policy on UBE set a framework for schooling to be free and compulsory. All of the states in which TEGINT is working have ratified this policy meaning that education at primary and junior secondary level is legally free. However, studies document how a range of levies, for registration, exams, PTA, sports and more, continue to be charged (Williams, 2009, Oduolowu, 2007; Poulsen, 2009). This section presents data on school finance for schools in which TEGINT works. 

The baseline investigation of the proportion of primary schools involved in decisions about how much additional finance needs to be raised at the local level [NB CHECK HOW THE QUESTION WAS ASKED], and the proportion who charge fees or levies reiterates thatmost primary schools (between 50-100%) across all the eight states charge levies. . Only in Kaduna did only 33% of primary schools charge (Table 88).  

[bookmark: _Toc293065980]Table 88:  Proportion of primary schools that take part in spending decisions and charge levies, by state
	
	Participate in spending decisions %
	Charge fees or levies %

	Bauchi
	17
	50

	FCT
	0
	50

	Gombe
	25
	50

	Kaduna
	0
	33

	Katsina
	17
	50

	Nasarawa
	0
	100

	Niger
	0
	75

	Plateau
	50
	100

	Total
	15
	58



Table 89 presents this data for JSS level.  It is evident that more junior secondary than primary schools charge fees or levies. All schools in Plateau, Nasawara, Kaduna, FCT and Bauchi charge, as do the majority of schools in Gombe.  No schools in Katsina charge at JSS level.  The participation in spending decisions is higher than at primary level.  

[bookmark: _Toc293065981]Table 89: proportion of JS schools that take part in spending decisions and charge levies, by state
	
	Participate in spending decisions (%)
	Charge fees or levies (%)

	Bauchi
	17
	100

	FCT
	0
	100

	Gombe
	20
	83

	Kaduna
	100
	100

	Katsina
	80
	0

	Nasarawa
	50
	100

	Niger
	0
	0

	Plateau
	100
	100

	Total
	48
	66



Data was not available on school income from government sources.  There were many gaps in the data available from schools on the amount of levies charged by type so data tables should be interpreted with caution. Most of the levies charged at primary level (Table 90) are for PTA, examinations, and school fees.  Levies for development, sports, health and textbooks were also charged.  Overall Plateau state charges the most levies (860 N) and Katsina charges the lowest levies (32 N).  

[bookmark: _Toc293065982]Table 90: Mean primary school levies charged by state (Naira)

	Levy / 
State
	School fees
	PTA 
	Development 
	Sports 
	Health 
	Examinations 
	Text Books
	Exercise Books
	Clubs and Societies 

	Bauchi
	 
	17
	5
	
	
	10
	
	
	

	FCT
	 
	 
	50
	
	
	
	
	
	

	Gombe
	75
	50
	
	
	50
	
	
	
	

	Kaduna
	0
	65
	0
	0
	0
	15
	0
	0
	0

	Katsina
	 
	27
	
	
	
	5
	
	
	

	Nasarawa
	 
	120
	
	50
	
	
	
	
	

	Niger
	 
	50
	
	
	
	
	
	
	

	Plateau
	0
	683
	10
	7
	0
	150
	10
	0
	0

	Total
	30
	158
	15
	14
	13
	58
	7
	0
	0

	N
	5
	17
	5
	5
	4
	6
	3
	3
	3



There are considerably more levies charged at JSS level compared to primary level on all activities or resources in schools, except on textbooks where no levies were recorded in any of the states (Table 91).  Most levies were charged overall in FCT (here especially for exercise books) and Gombe.  The second highest number of levies was on school fees in Bauchi, Gombe and Kaduna.  All states charged levies on development except Bauchi.  Levies were also charged by all states on PTA and sports.   

[bookmark: _Toc293065983]Table 91:  Mean JSS levies charged by state (Naira)
	 Levy / 
State
	School fees
	PTA 
	Development 
	Sports 
	Health 
	Examinations 
	Text Books
	Exercise Books
	Clubs and Societies 
	Total

	Bauchi
	400
	117
	0
	23
	0
	25
	0
	0
	0
	565

	FCT
	 
	70
	250
	50
	50
	 
	 
	1,000
	150
	1,570

	Gombe
	303
	153
	40
	97
	111
	200
	 
	90
	150
	1,144

	Kaduna
	75
	50
	100
	100
	93
	115
	 
	 
	50
	583

	Nasarawa
	 
	125
	500
	100
	30
	100
	 
	 
	 
	855

	Plateau
	0
	600
	200
	20
	100
	0
	0
	0
	0
	920

	Total
	233
	128
	173
	75
	8
	91
	0
	273
	70
	1,051

	N
	8
	20
	8
	17
	12
	10
	2
	4
	10
	



This survey data is corroborated by the qualitative study where it was found that levies were charged in all the schools in which data was collected. The amounts mentioned ranged from 450 Naira reported in Kaduna to 730 Naira mentioned at a school in Niger to 2000 Naira mentioned at a school in Plateau.  In Katsina, the qualitative study found the state government had abolished all forms of fees and levies including school fees, registration, exam and PTA fees. However, even here parents and students paid for transport to and from school, uniform, learning materials and breakfast money. Teachers considered the abolition of school fees a double-edged sword. On the one hand it had boosted enrolment, but it has also starved schools of the cash they need to run and reduced the possibility of minor services in the schools. Teachers complained about the abolition of fees and levies without provision for alternative sources of money to run schools. Some schools had difficulties to print student report cards, do minor repairs, first-aid, transport students for extra-curriculum activities. In all the sites in which qualitative data was collected fees and levies were associated by girls and their parents with dropout.

Looking at the number of levies charged in the primary schools in which TEGINT is working by school gender profile (Table 92), factoring the mean school size (no. of pupils) into the analysis, shows that schools with low gender profiles charge more levies.  They also have fewer pupils in their schools, hence smaller grants, which might explain why higher levies are charged as they have less access to capitation.  Schools with above average gender profiles appear to charge considerably less in levies. They have more pupils than schools in the low gender profile band, but fewer pupils than schools in the medium gender profile band. 

[bookmark: _Toc293065984]Table 92: Average primary school income and levies charged (Naira) by school gender profile band 
	School gender profile score band 2008
	Total levies charged
	Mean number of pupils per school

	Low
	545
	451

	Medium
	40
	1030

	High
	97
	755

	Total
	170
	835



Regarding the number of levies charged in JS schools by school gender profile (Table 93), again factoring the average number of pupils into the analysis, shows that as with primary schools, JS schools in the lower gender profile band charge more levies.  

[bookmark: _Toc293065985]Table 93: Average JS school income and levies charged by gender band (Naira)
	School gender profile score band 2008
	Total levies charged
	Mean number of pupils per school

	Low
	633
	825

	Medium
	388
	823

	High
	496
	511

	Total
	525
	770



The situation with regard to school levies in the schools in which TEGINT is working in Nigeria is slightly counter-intuitive In reflecting on the pattern in Nigeria implementing partners noted that SUBEB makes grants to the local government for textbooks, teacher materials etc. This is meant to be based on the size of the school and needs of pupils. However, this often does not happen.  In a highly politicised atmosphere with widespread corruption some schools inflate the number of pupils, and some receive more money as a result of political patronage. It may be that schools in the higher gender profile band are schools attended by the children of better connected parents and this relative affluence and social capital reflects in more resources from government and less need to charge levies. The corollary is that children whose parents are poorer in social capital are attending schools with lower gender profiles (which might explain why they are less likely to articulate demands about rights and obstacles to girls’ education), but that these parents, who are already poor, are being asked to pay higher levies and when they cannot pay, they keep their daughters out of school (as described in Section 1).  In FCT it was reported that many girls had to stop attending school because of a N300 levy by the PTA.  One girl interviewed said “The school demands for N340 my parents have nothing to give me, so I have to miss for some days within which I engaged in business to make-up the money.” Her comment illustrates it is sometimes not parents but girls themselves who struggle to pay levies.

The qualitative study revealed some SBMCs and LGEAS took the question of levies and poverty seriously. In one state fees were paid for 775 pupils in 92 schools in 2009. The criteria for selecting beneficiaries were academic performance and poverty. In another the costs of uniforms were donated. Two primary schools, one in Kaduna and one in Katsina, reported agreements reached between parents and school authority on the need to inform parents before any levy is imposed.  Request for the payment of fees was to be directed at parents, not the pupil. 

The data indicate that despite federal and state policy on free education, schools continue to charge fees and levies, which fall heaviest on the poorest parents who attend schools that are least able to attract well-trained qualified teachers or support girls in their studies or speaking out. 

9. [bookmark: _Toc288655169][bookmark: _Toc288655504][bookmark: _Toc293334408]
Gender mainstreaming and school management 

Gender mainstreaming has been used since the mid 1990s as both a strategy and tactic within institutions and organizations to ensure a focus on gender issues. It has been a feature of education planning at national and local levels of government and in NGOs, and is often associated with particular techniques of ensuring women have a key position in decision-making and that organisations give concern with gender equality a significant place in planning (Moser and Moser, 2005; Unterhalter and North, 2010). How much has gender mainstreaming been a feature of school management in the schools in which TEGINT is working?

There have been attempts to introduce forms of decentralised management in Nigeria since at least 2004, associated with GEP (Poulsen, 2009).  In all the schools in which TEGINT works there is either a PTA or a SBMC, and in some cases both.  There is an overwhelming predominance of men on school committees in all states (Table 94). Even in Plateau and Nasarawa where the gender gap is smaller, women members comprise a very small proportion. Male presence on school committees is greatest in Kaduna (0.16), Katsina (0.19) and Bauchi (0.36). However, the project team pointed out that some SBMCs only exist on paper, a point corroborated by Poulsen (2009).

[bookmark: _Toc293065986]Table 94:  Gender parity in PTA/SMBC composition, by state
	
	PTA
	SMBC
	Both
	Total

	Bauchi
	0.28
	
	
	0.28

	FCT
	0.36
	0.36
	
	0.36

	Gombe
	0.32
	0.38
	
	0.33

	Kaduna
	0.57
	0.00
	
	0.16

	Katsina
	0.17
	0.23
	
	0.19

	Nasarawa
	0.53
	
	
	0.53

	Niger
	0.35
	0.00
	
	0.36

	Plateau
	0.50
	
	0.27
	0.41

	All
	0.52
	0.03
	0.27
	0.25



Average female to male ratios on school committees in relation to schools banded by gender profiles shows that there is no a clear relationship (Table 95) supporting the assertion that SBMC compositions may have little bearing on girls’ education because SBMCs are not yet well functioning.

[bookmark: _Toc293065987]Table 95: Relationship between gender parity in school board composition and school gender profile performance
	
	Female: Male ratio (GPI)

	School gender profile: 
	

	Below average
	0.39

	Average
	0.26

	Above average
	0.51



In schools in the higher gender profile band there is a better representation of women on school committees, although in schools in the average gender profile band women’s representation is lower than in the below average gender profile band.

A feature discussed in the literature on gender mainstreaming relates to how much leadership is given from those in senior positions in an organisation with regard to gender equality or girls’ and women’s rights (Moser and Moser, 2005; Unterhalter and North, 2010). Head teachers tended to have positive views on how well their school was supporting girl’ education, with 86% perceiving their school to be doing well or very well and only 19% considering support was below average (Table 96). 

[bookmark: _Toc293065988]Table 96: Head teachers’ views on school quality
	
	How well do you think this school supports girls’ education?

	
	Very well
	Well
	Average
	Poorly

	
	%
	%
	%
	%

	Head teachers
	45
	31
	19
	5



SBMC and PTA members were less positive about school support to girls’ education (Table 97): they were evenly split on whether they thought their school supported the education of girls or not. 

[bookmark: _Toc293065989]Table 97: School board members’ views on school quality
	
	Do you think this school supports girls’ education?

	
	Yes
	No

	
	%
	%

	School board members
	50
	50



Considering Head teachers’ views against how their schools are actually doing in terms of girls’ education some troubling features are notable. In the schools in the below average gender profile band a majority of head teachers thought their school was supporting girls’ education well or very well (Table 98). While it is not surprising that a high proportion of head teachers in schools in the gender profile band thought their schools were doing well for girls, it is troubling that so many who headed schools where girls were not enrolling or progressing thought their support  for girls was good.

[bookmark: _Toc293065990]Table 98: Head teachers’ views on school quality compared with actual school gender profile performance
	
	School gender profile

	Head teachers’ views
	Below
	Average
	Above
	Total

	Above average (very well or well )
	69
	83
	76
	45

	Average
	23
	8
	24
	19

	Below average (poorly)
	8
	8
	0
	5

	Total
	100
	100
	100
	100



SBMC/PTA members’ views are also not closely aligned with actual quality. The majority of school committee members (56%) in below average gender profile schools felt that their school was supporting girls education well.  It is equally a matter of SBMC/PTAs being out of touch that 59% thought schools in the above average gender profile band were not providing good support to girls’ schooling.

[bookmark: _Toc293065991]Table 99: School board members’ views on school quality compared with actual school gender profile performance
	
	By school gender profile
	

	Does the school support girls’ education?
	Below
	Average
	Above
	Total

	Yes
	56
	56
	41
	50

	No
	44
	44
	59
	50

	Total
	100
	100
	100
	100



These tables suggest that head teachers and SBMC / PTA members have very little hard data on which to base their understanding of whether girls at their school are or are not attending, progressing or achieving well. This upholds the salience of working with school communities to raise awareness, including of techniques like gender profiling, and building insight into the type of and solutions for features of gender inequality.

[bookmark: _Toc288655170][bookmark: _Toc288655505][bookmark: _Toc293334409]9.1 School-Based Management Committee training

The baseline study collected information on the levels of training SBMC/PTA members had received. A minority of SMBCs have received training, the most common being gender and HIV/AIDS (Table 100). There has been very little training on other topics (management, finance, MDGs and reproductive health for example).  Similar gaps were found in Poulsen’s (2009) study, some of which reported on SBMCs in Kaduna state.

There seems to be little relationship between training held and the school gender profile. Thus we see more workshops on a wider range of topics were held for SBMC/PTA members in schools with low gender profiles, than were held in schools with medium or high gender profiles, although in these schools more training had been provided on HIV / AIDS, which was not the case in schools with a low gender profile.

[bookmark: _Toc293065992]Table 100:  School committee workshops for members, by school gender profile
	
	% mentioned, by gender profile

	
	Low
	Medium
	High
	Total

	HIV/AIDS
	0
	16
	21
	14

	Gender
	15
	21
	16
	18

	School management
	0
	5
	0
	2

	MDGs/EFA
	8
	0
	0
	2

	Reproductive health
	8
	0
	0
	2

	Budget tracking
	8
	0
	5
	4

	Resource mobilisation
	15
	0
	5
	6



When we look at training for parents by SBMC/PTAs alongside school gender profiles, we see a clear relationship. Those schools with high gender profiles are those where parents are most likely to have been provided with training. 

[bookmark: _Toc293065993]Table 101: School-Based Management Committee training for parents, by school gender profile
	School gender profile
	% Yes

	Low
	30

	Medium
	10

	High
	60

	Total
	100



Disaggregating data for parents’ training by states, it can be seen that in some states, such as Nasarawa, a good proportion of school committees have provided training for parents, but in four states no training at all has been run. 
[bookmark: _Toc293065994]Table 102: School board training for parents, by state
	State
	% Yes

	Bauchi
	25

	FCT
	0

	Gombe
	0

	Kaduna
	25

	Katsina
	0

	Nasarawa
	75

	Niger
	0

	Plateau
	14.3



Higher proportions of schools providing training for parents were noted in the schools with above average gender profiles. An explanation may lie in the notion that school committee provision of training for parents ‘makes a difference’ to gender outcomes for schools. However, it may also lie in the fact that greater provision of training for parents occurs in schools where there is greater social advantage and education among the school community (parents, children, teachers, SBMC / PTA) as a whole. The school committee’s actions most strongly associated with higher gender profile scores are monitoring enrolment, ensuring teachers teach and mark homework, action on HIV and monitoring gender in exam performance, which suggests these actions may have the strongest positive effect.

[bookmark: _Toc293065995]Table 103: School board action in key areas, by school gender profile
	
	% mentioned

	
	By school gender profile

	
	Below average
	Average
	Above average

	Monitoring school enrolments
	63
	86
	78

	Checking on attendance
	86
	88
	78

	Monitoring numbers passing exams
	71
	33
	67

	Checking on gender balance in exam passes
	43
	29
	56

	Contacting families where children don’t attend
	89
	88
	89

	Ensuring teachers teach lessons
	57
	88
	89

	Ensuring teachers mark homework
	29
	50
	78

	Encouraging action on HIV/AIDS
	14
	17
	56

	Encouraging action on gender equality
	67
	17
	67



The data suggest a great deal of work is still to be done in providing training for SBMCs, ensuring they deliver further training to parents, and that gender issues are a key feature of this training and reflection on the work of the school. It is evident that schools with the lowest gender profile require the greatest investment in training and support for SBMCs/PTAs or other local structures.
[bookmark: _Toc288655171][bookmark: _Toc288655506][bookmark: _Toc293334410]9.2 Gender-based violence

Recent research (Parkes & Chege, 2010; Manning & Leach, 2008; Dunne and Humphreys and Leach, 2006) has highlighted sexual harassment and gender-based violence in or on the way to school as an important but under-researched factor in why girls may not attend or progress at school. 

In most schools with which TEGINT works where violence had been reported some form of action had been taken (Table 104). However, in the majority of states no violence had been reported or no data was available. Given the large number of schools in the study, and the emerging picture from studies in a number of other countries in West Africa of considerable instances of gender-based violence at school (Manuh, 2007; Antonwicz, Floagothier et al, 2010), this likely indicates a lack of awareness and culture of silence around the issue in many areas.

Head teachers were asked whether there had been any cases of violence reported in their schools and if so whether action was taken and what sort (Table 103). Very few school committees admitted any violence occurring (6 out of72 schools),despite wide reports of physical punishment and sexual harassment at school by girls. These silences by those in positions of authority are corroborated in other studies (e.g. Parkes and Heslop 2011) and may well be related to increased awareness that physical punishment in school is viewed as illegitimate, by government and NGOs. However, 8% of head teachers agreed that sexual harassment or violence in school was a barrier to girls attending, suggesting that some head teachers are willing to be open about violence. 

Of the six head teachers admitting cases of violence all except one said that action had been taken. Actions included physical punishment of the perpetrator and warnings. Only two mentioned more formal responses, such as reporting to law enforcement (Table 104).

[bookmark: _Toc293065996]Table 104:  Violence in schools, by state
	
	Number of schools reporting:

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt
	Tot

	Violence was reported
	0
	1
	2
	0
	0
	3
	0
	0
	6

	Report to Village Chair
	NA
	0
	0
	NA
	NA
	1
	NA
	NA
	1

	Fine
	NA
	0
	0
	NA
	NA
	0
	NA
	NA
	0

	Physical punishment
	NA
	0
	2
	NA
	NA
	2
	NA
	NA
	4

	Warning
	NA
	0
	0
	NA
	NA
	2
	NA
	NA
	2

	Report to law enforcement
	NA
	0
	1
	NA
	NA
	0
	NA
	NA
	1

	Improve security
	NA
	1
	0
	NA
	NA
	1
	NA
	NA
	2

	Others
	NA
	0
	0
	NA
	NA
	0
	NA
	NA
	0

	No action taken
	NA
	0
	0
	NA
	NA
	0
	NA
	NA
	0


NB Number of schools reporting actions will not necessarily add up to the number of schools reporting violence as respondents could name multiple responses.

Of the six schools reporting violence, three were in Nasarawa, two in Gombe and one in FCT.  Five of the six schools are rural, and five of the present school committees were PTAs rather than SBMCs.

Head teachers were asked the same question and interestingly their responses did not correspond with those of school committees. Only three head teachers admitted any cases of violence, and these were in Kaduna and Katsina. Actions again involved physical punishment. In no schools was there reflection with learners (through counselling) or at the SBMC/PTA or village head level regarding these issues and their effects on schooling.

There does seem to be some association between reported violence in a school and girls’ attendance at that school. Table 105 shows percentage point change in girls’ attendance between 2002 and 2008 disaggregated by whether or not schools had violence reported; also whether or not action had been taken on that violence. In schools where no violence had been reported, attendance for girls had increased by 7 percentage points between 2002 and 2008. However, where violence had been reported and where action was taken attendance had declined by 2.3 percentage points.  

[bookmark: _Toc293065997]Table 105: Changing girls’ attendance rates over time (2002-2008) by reports of gender based violence
	Violence reported in school
	% point change in attendance, 2002-2008

	Not reported
	+7.0

	Reported; no action
	N/A

	Reported; action taken
	-2.3



In the qualitative study detailed discussions were held regarding how violence was understood and what was done about it.  It emerged that violence as punishment is entrenched in the school system. Parents and pupils appeared powerless to stop it even though they disapproved of it. Parents complained about the practice of flogging pupils for failure to pay school levies, not buying books or uniform. Some reported: ‘there was a girl who was always beaten by a teacher with horsewhip for not having books and biros during lessons.’ While parents and pupils have complained bitterly of these practices, they have not succeeded in stopping them. In some cases where girls gave detailed accounts of violence, the head teacher had said: ‘there is no incidence of violence of any kind in this school’. In other cases head teachers reported there was lighter caning administered to girls compared to boys: “you see we have school sergeant that normally administers the cane but for the girls we use to cane them in the legs or hands. So we don’t beat them any how”.

In Plateau and Nasarawa many mothers expressed frustration at the incapacity of schools to take action against boys and teachers who were violent to their daughters. Female pupils and mothers reported calling on traditional authorities to take action because schools would not.  In Plateau, male students gave many instances of girls becoming pregnant, boys denying responsibility, and girls dropping out of school. The schools appeared not to have the will to take action and protect the girls and parents and girls appeared helpless to take action themselves or equip girls to protect themselves against such violation.  In Niger there were reports of school-age ? boys touching girls on their breasts or buttocks in a field in the old market where young people socialise at night. In addition, some girls reported an attempt rape by boys who they believed were under the influence of drugs.  A male pupil was also reported to have beaten a girl in school. She reported the case and the boy was punished, but, on closure of school the boy caught her and beat her so that she was hospitalised. These anecdotes suggest schools are under-reporting,under-concerned and under-skilled at responding to gender based violence.

There were little or no reported cases of sexual violence by mothers, girls and boys in Katsina, Kaduna, and Bauchi. The strict Islamic code of behaviour may account for the low level of reporting. In Bauchi at a JSS mothers requested boys to stop visiting the girls in the night. In Katsina, girls reported that boys taunted them on their way to school. Sexual harassment and violence were also reported in all schools in FCT and Niger state. School girls were reportedly lured into exchanging sexual activities to raise money for school, family and personal use.  The qualitative study also gathered data of some concern relating to sexual harassment by teachers. Some teachers were reported to have girls come to their house for food or to undertake chores and then demanded sexual favours.

The baseline studies highlight significant levels of violence associated with schooling and frequently a culture of silence maintained by the head teacher or SBMC on how to deal with this violence.

[bookmark: _Toc288655174][bookmark: _Toc288655509][bookmark: _Toc293334411]9.3 School gender management scores

Data collected for the baseline study from numerous sources were brought together in order to create a summary variable for school management performance on girls’ education. Management performance on girls’ education is conceptualised as comprising elements such as: provision of training and information for teachers, parents and pupils on issues such as gender, HIV/AIDS, reproductive health and educational management; involvement with political campaigning organisations; outreach activities to help the most disadvantaged and socially excluded families; and the mobilisation of pupils and staff in order to promote community development.  Appendix 4 explains the variables included in the gender management profiles and how they were created.  Schools were then banded according to their gender management profile. A number of states (Nararawa, Kaduna, FCT and Bauchi) had a high proportion of schools in the high gender management profile band, while some others (Katsina and Plateau)had virtually none in this band (Table 106).

[bookmark: _Toc293065998]Table 106: School gender management profiles  by state
	
	School gender management profile

	State
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	Bauchi
	25
	33
	42
	100

	FCT
	25
	25
	50
	100

	Gombe
	58
	25
	17
	100

	Kaduna
	17
	8
	75
	100

	Katsina
	54
	31
	15
	100

	Nasarawa
	0
	0
	100
	100

	Niger
	38
	38
	25
	100

	Plateau
	88
	14
	0
	100



Schools with above average gender management profiles were more common in urban than rural schools (Table 107). 

[bookmark: _Toc293065999]Table 107: School management profiles, by urban-rural character
	
	School management profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

		Urban
	30
	20
	50
	100

		Rural
	47
	22
	31
	100



Looking at the relationship between a school’s gender management profile and features of gender parity as expressed in the gender profile (Table 108), schools with high gender management profiles were distributed roughly equally across schools with low medium and high gender profiles suggesting no very clear relationship between what a SBMC/PTA did, who its membership was, and girls’ enrolment and achievement at school.  Similarly schools with low gender management profile were slightly under-represented in schools with low gender profile scores. 

[bookmark: _Toc293066000]Table 108: School management profiles, by school gender profile
	
	Gender profile score

	School management profile score
	Low
	Medium
	High
	Total

	Low
	29
	43
	33
	35

	Medium
	29
	19
	29
	25

	High
	43
	38
	38
	40

	
	100
	100
	100
	100



Assessing the relationship between SBMC/PTA members in schools by their gender management profile and their views on women’s participation in decision making (Table 109), while across all types of school there was a consensus that women should participate in a decision to send a child to school, SBMC/PTA members in schools with high gender management profile were more tolerant of women contributing to decision-making regarding school fees, content of schooling and the choice of school, than SBMC/PTA members in low gender management profile schools.

[bookmark: _Toc293066001]Table 109: School board views on women’s participation in decisions on education, by school management profile performance
	
	Do women participate?

	Decisions
	By school management profile

	
	Below
	Average
	Above

	School fees
	36
	53
	63

	Content of schooling
	45
	32
	50

	To send child to school
	87
	68
	74

	Choice of school
	57
	32
	61

	Keep or withdraw child from school
	57
	44
	53

	Take child to school
	64
	89
	89



The data suggest women are seriously under-represented in all school-based management committees at a local level. Although a great deal of training and activity has taken place, this may be un-coordinated and not strategic because the baseline studies indicated no clear relationship between the kinds of activities taking place in school committees and improved gender profiles. This may be because the causes of a lack of gender parity in enrolment and attainment lie outside the remit of school committees, but it also suggests the need for school committees to look more carefully and strategically at how they work, how they involve women, and particularly how they can help to break the silences and accepted sexism associated with instances of gender based violence.
10. [bookmark: _Toc288655175][bookmark: _Toc288655510][bookmark: _Toc293334412]
Gender, generation and community alignments

This final section of the report compares the views of girls and adults who work with schools regarding the obstacles girls face in progressing in their education. It also discusses the extent to which the mobilisations by school committees have engaged with girls’ concerns and whether school committees in particular kinds of schools are more responsive than others to transforming education for girls.

Village Chairs were asked their views about the reasons girls and boys may not attend school. In their view it was girls’ engagement in hawking, and responsibility for household chores that largely kept girls out of school, while it was sport and a range of other non-household related activities that kept boys out of school (Table 110). 

[bookmark: _Toc293066002]Table 110: Village Chair views on the activities in which children out of school engage during school time
	
	% mentioning girls’ involvement
	% mentioning boys’ involvement

	Family
	24
	20

	Religious
	22
	16

	Sports
	18
	50

	Hawking
	70
	28

	Household chores
	58
	26

	Other
	30
	52



Village Chair views on girls and boys missing school  broken down to the state level show thatacross nearly all states hawking was commonly mentioned (Table 111 and 112), and this was mentioned both in the states where mothers may not be able to engage in economic activities outside the home (Bauchi, Gombe, Katsina and Kaduna), and in states where mothers commonly went to work or market (FCT and Niger). Girls’ responsibility for household chores were mentioned across all states as a reason they might be out of school, but in Bauchi, Gombe and Nasarawa Village Chairs also suggested girls out of school may engage in sports.

[bookmark: _Toc293066003]Table 111: Village chair views on the activities in which girls out of school engage during school time, by state.
	
	% mentioning girls’ involvement

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt
	Tot

	Family
	33
	100
	50
	25
	80
	100
	100
	67
	60

	Religious
	75
	100
	50
	40
	50
	
	67
	0
	50

	Sports
	70
	0
	50
	0
	0
	50
	0
	0
	35

	Hawking
	71
	100
	100
	71
	100
	50
	100
	33
	83

	Hhold chores
	67
	100
	100
	67
	88
	
100
	
100
	100
	
85

	Other
	67
	100
	
	75
	75
	
	100
	100
	79



Village chairs viewed sports as the most common activity which boys out of school engage with during school time.  Hawking was mentioned in Katsina as an activity in which out of school boys might also engage. In a number of states a large proportion of village chairs considered boys had responsibility for household chores.  

[bookmark: _Toc293066004]Table 112: Village chair views on the activities in which boys out of school engage during school time, by state. 

	
	% mentioning boys’ involvement

	
	Bch
	FCT

	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Tot

	Family
	33
	100
	0
	25
	80
	100
	0
	67
	53

	Religious
	50
	100
	0
	20
	50
	
	67
	0
	36

	Sports
	90
	100
	75
	43
	80
	100
	100
	33
	74

	Hawking
	17
	50
	67
	0
	71
	50
	0
	67
	45

	H’hold
chores
	0
	50
	83
	60
	25
	
100
	
100
	33
	
48

	Other
	83
	67
	100
	83
	88
	
	100
	100
	87



School committee members were also asked about reasons girls do not attend school.  The most common response to this question was work outside the home and contribution to family income. This fits with village chair views on the extent of girls’ involvement in hawking. Interestingly, despite the qualitative data stressing how costs of schooling kept girls out of school, just over half school committee members commented on fees, costs of uniforms, books or transport.  This stands in some contrast to girls’ views that it is poverty that is the major obstacle to them completing school. 58% mentioned possible discrimination by parents regarding which children should receive education.  This is in contrast to a very high proportion of girls commenting on the need for parental education to help them achieve their education. 

Thus there are differences in that the reasons girls give for difficulties completing schooling (poverty and the views of their parents) are not raised as issues by school committees or village heads. Hawking and income earning are mentioned, but appear as linked to family survival not the costs associated with schooling. This suggests a disconnect in that the same events are observed – girls working rather than attending school – but for those with decision-making powers this is seen as a family strategy, while for girls it is the outcome of the costs of schooling being too high for poor parents to take the risk of sending girls to school rather than to work.

[bookmark: _Toc293066005]Table 113: School board views on the reasons girls do not attend school
	Reasons
	% mentioned

	Fees
	56

	Cost of uniforms
	55

	Cost of books
	55

	Cost of transport
	27

	Parents see educating sons as more important
	58

	Work in the home
	65

	Care for siblings (brothers/sisters)
	45

	Care for elderly relatives
	17

	Care for sick relative
	15

	Income earning, Contribution to family work, etc.
	74

	Ill health
	51

	Belief that schooling harms girls’ chances of getting married
	38

	Cultural beliefs practices forbid girls to go to school
	20

	Anxiety about girls’ safety on the way to school
	15

	Anxiety about girls’ safety in school
	9



Breaking down data to the state level, greater awareness of the inhibiting costs of schooling in some states (Bauchi, FCT, Gombi, Nasarawa) is notable (Table 114). There are fewer references to girls’ hawking in Kaduna and Katsina, possibly because of the introduction of free education here. In states with large Muslim populations, there is little concord that cultural beliefs and practices are keeping girls out of school. Only in Nasarawa do SBMC / PTA members mention anxiety about girls’ safety at school, while anxiety about girls safety on the way to school was noted mainly in Gombe and Nasarawa.

[bookmark: _Toc293066006]Table 114: School board views on the reasons girls do not attend school, by state
	Reasons
	% mentioned

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Fees
	25
	100
	58
	17
	31
	100
	38
	43

	Cost of uniforms
	33
	50
	58
	8
	31
	75
	63
	29

	Cost of books
	42
	25
	50
	33
	31
	75
	50
	0

	Cost of transport
	17
	0
	17
	17
	15
	50
	38
	0

	Parents see educating sons as more important
	25
	100
	58
	25
	31
	100
	63
	29

	Work in the home
	50
	100
	75
	17
	31
	50
	63
	43

	Care for siblings 
	33
	100
	25
	17
	15
	50
	38
	43

	Care for elderly relatives
	8
	0
	0
	8
	8
	50
	14
	19

	Care for sick relative
	0
	0
	0
	8
	8
	50
	13
	29

	Income earning, Contribution to family work
	58
	100
	75
	25
	38
	75
	75
	43

	Ill health
	25
	50
	8
	67
	23
	75
	38
	29

	Belief that schooling harms girls’ chances of getting married
	8
	50
	25
	17
	15
	75
	75
	14

	Cultural beliefs practices forbid girls to go to school
	8
	50
	0
	0
	15
	75
	13
	14

	Anxiety about girls’ safety on the way to school
	0
	0
	33
	0
	0
	50
	13
	0

	Anxiety about girls’ safety in school
	0
	0
	0
	0
	0
	75
	13
	0



Head teachers were also asked about the main reasons boys and girls do not attend school in their local area. One in ten head teachers indicated that sexual harassment or violence in school could be a key issue preventing girls from attending school. Interestingly,  despite girls stress on poverty as a reason they will not be able to continue schooling, a greater proportion of head teachers felt non-payment of fees was more likely to keep boys than girls out of school. Work outside the home was seen to affect both girls and boys, but early marriage primarily affected girls.

[bookmark: _Toc293066007]Table 115: Head teachers’ views on the reasons boys and girls do not attend school
	Reasons
	Girls (%?)
	Boys (%?)

	Family not able to pay fees/levy
	36
	50

	Not sufficient teachers
	39
	30

	Poor school facilities
	39
	49

	Not achieving well
	33
	31

	No opportunities for future study (secondary school or higher)
	35
	42

	Fighting/bullying/violence in school
	20
	3

	Fighting/bullying/violence out of school
	5
	5

	Sexual harassment/violence in school
	8
	6

	Sexual harassment/violence out of school
	10
	3

	HIV/AIDS
	3
	0

	Issues around sexual development
	14
	12

	Teenage pregnancy
	18
	23

	Required to work at home
	80
	77

	Early marriage
	66
	43

	Required to work outside home
	53
	60

	Distance to school/road safety
	48
	39

	Lack of Employment
	41
	39

	Peer pressure
	-
	-

	Parents’ attitudes
	-
	-



When girls’ views on the obstacles they envisage in their education and how to overcome these are set side by side with those of adults (with some responsibility for their schooling at community level), at first glance there does seem to be some alignment, particularly in the recognition of poverty and the opportunity cost of education (Table 116). However, in the qualitative interviews girls’ often talked in terms of the real costs (fees, levies, books, uniform) of education as a barrier, whilst only about half of members of school committees mentioned these. This suggests that many of those responsible for setting levies are unaware of the effect they have on girls. We have little information on what the particular health-related concerns of girls are, but this seems to be an important obstacle for many girls, and this is not recognised by the majority of people in leadership and management roles. In contrast, all leaders prioritised household chores as one of the greatest barriers, whilst girls tended not to mention this. Whether this indicates girls take high volumes of household chores for granted, and are more alert to additional problems, while adults are not aware enough of other health concerns of girls, merits more investigation. It is clear there is some generation gap concerning how girls and adults rank the problems girls encounter.

[bookmark: _Toc293066008]Table 116: Stakeholders’ most commonly cited reasons that girls do not attend school

	Girls
	Head teachers
	SBMCs
	Village Chairs

	1. Poverty
2. Ill health
3. Early marriage

	1. Required to work at home
2. Early marriage
3. Required to work outside home
	1. Income earning, contribution to family work
2. Work in the home
3. Parents see educating sons as more important
	1. Household chores
2. Hawking
3. Family reasons




Girls and school staff including SBMC/PTA members are optimistic regarding schools’ support to girls’ attainment (Table 117).  Their views are presented in relation to actual performance of girls.  The general trend in all states was for respondents to be either very over optimistic or over optimistic. Only in Gombe were 5 out of the 12 schools roughly accurate in their assessments of their schools.  These data are concerning because they indicate all members of school communities are far too optimistic about what schools can currently deliver and this hampers their capacity to demand change. 

[bookmark: _Toc293066009]Table 117: Summary of girls’, teachers, head teachers and school board members’ combined views on school performance on girls’ education in relation to actual performance 
	
	Number of schools, by state

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Very over-optimistic
	5
	1
	3
	6
	3
	1
	6
	0

	Over-optimistic
	6
	1
	4
	3
	10
	1
	2
	2

	About right
	1
	1
	5
	2
	0
	2
	0
	1

	Pessimistic
	0
	1
	0
	0
	0
	0
	0
	0

	No data
	0
	0
	0
	1
	0
	0
	0
	4

	Total 
	12
	4
	12
	12
	13
	4
	8
	7

	Mean score 
	1.7
	2.3
	2.2
	1.6
	1.8
	2.3
	1.3
	2.3



Analysing the variation in attitudes between girls, teachers, head teachers and school committee members regarding a school’s performance on gender parity and support for girls’ attainment (Table 118), it can be seen that in the majority of schools in most states there was little variation of views.

[bookmark: _Toc293066010]Table 118: Variation of responses of girls’, teachers, head teachers and school board members’ views on school performance on girls’ education (numbers denote number of schools per category)
	
	Number of schools, by state

	
	Bch
	FCT
	Gbe
	Kdn
	Ktsn
	Nas
	Ngr
	Plt

	Little variation
	6
	3
	8
	4
	9
	3
	8
	0

	Some variation
	3
	0
	4
	3
	0
	0
	0
	2

	Lots of variation
	3
	1
	0
	3
	3
	1
	0
	1

	No data
	0
	0
	0
	2
	1
	0
	0
	4

	Total 
	12
	4
	12
	12
	13
	4
	8
	7

	Mean score
	1.8
	1.4
	1.3
	1.9
	1.5
	1.5
	1.0
	2.3



This alignment of views can be interpreted in two ways. On the one hand, it is arguable that there is a strong shared perception amongst teachers, girls, head teachers and SBMC/PTA members that schools are supporting girls’ education. On the other hand, there is a concern when these views do not reflect girls’ actual opportunities and outcomes in their schools. It can be argued that school management, teachers, and head teachers have little data on which to assess the work they do to support girls’ education or to understand levels of progression, dropout and attainment. While it is unlikely that girls themselves would criticise their schools, it is clear they have many ideas about ways to change the obstacles they encounter and that their views are not synchronised with those of school boards, who do not appear to pay enough attention to the effects of school fees and levies on the inability of girls to attend school and have little knowledge of the health anxieties girls have.

11. [bookmark: _Toc288655176][bookmark: _Toc288655511][bookmark: _Toc293334413]
Conclusions

The TEGINT baseline study set out to investigate seven areas relating to the aims of TEGINT in the schools in which it works:

i. What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome
ii. What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and  how these may be similar or different to other schools in the district;  
iii. What insight these indicators suggest on girls’ views relating to the support with schooling they receive
iv. Teacher conditions, notably class size, teacher  qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education
v. What payments schools receive and how these relate to the school gender profiles and girls’ views on their schooling
vi. The work of  school committees, the training they have provided for their members and to parents, their approaches to addressing gender based violence at school and  how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling
vii. How   gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this. 

The conclusions from this full baseline report and some of the implications for the TEGINT project from this data will be discussed under these seven headings. 

11.1 Obstacles to girls’ education

Girls have high aspirations for their education, but the majority highlight poverty, pregnancy and early marriage as major obstacles they anticipate will prevent them from completing their education. Their suggestions for transformation are partly economic - enhancing sponsorship and abolishing fees and levies – partly focused on enhancing provision within the school – improving the curriculum and facilities – and partly tied up with challenging gender relations within their families and communities through an end to early marriage and the ‘enlightenment of parents’.  However, as the report shows, SBMC / PTAs have only partially taken on the concerns of girls, particularly relating to the effects of poverty, gender-based violence and ill health, in organising their community mobilisation work. There is thus a challenge to enhance the levels of communication between girls, teachers, school committees and community organisations in order to open the space for more substantive gender equality.

Key finding: Girls have high aspirations for their education and can identify the obstacles they face and a wide range of solutions, but not in all states or schools.

Recommendation: Work with girls’ clubs to further develop girls’ confidence and, where feasible, provide support to turn ideas for change into action. In addition advocate to key decision-makers (e.g. religious leaders, traditional leaders, fathers, mothers) to effect the changes that will help overcome the obstacles girls face in progressing in their education.

11.2 Is TEGINT working in the most gender inequitable schools? 

At primary level it seems that TEGINT is not working in schools with the highest levels of gender disparity. While gender disparity is high in all the JSS, the schools in which TEGINT works generally have better gender parity levels and PTRs than the state averages. However, assessments on the form of gender disparity have been limited because of a lack of records at many schools.

Key finding: A lack of school-level data and limited understanding of its purpose makes it difficult to monitor, assess and act on gender gaps, and makes action on the problems of girls’ and boys’ attendance, progression and attainment difficult.

Recommendation: Work with schools and LGEAs on record keeping, analysis and appropriate action. Strengthen links between SUBEB, LGEAS and schools to improve flow of data and actions based on its use. Advocate for improved political will at different levels to require accurate record keeping at school level. Strengthen SUBEB capacity to monitor quality of data collected at LGEA and school level. 

11. 3 Gender profiles and girls’ perspectives on schooling

Girls are generally very positive about their schools, but when girls’ views about their schooling are matched with schools’ actual performance in supporting progression and achievement there are some worrying gaps. A high proportion of girls tend to think their schools are supporting them well (and in this there is agreement with head teachers, teachers and SBMCs) when this is not the case. Thus it appears that in some contexts girls might be highly aspirational, despite schools not being able to support this, and that girls may complain less the worse their school supports them.  Girls tend to comment more critically and perceptively on conditions in their school and how to change this in schools where teachers are better trained

Key finding: Where teachers have higher levels of qualifications, schools do more to support girls’ attendance and completion,  and in states with more economic, political and educational opportunities for women, girls are more able to articulate a wider range of demands for their schooling.

Recommendation: Build girls’ capacity and confidence to claim their rights through providing exposure to role models and communities, which offer opportunities to girls and women for economic, cultural and educational advancement. Improve teachers’ qualifications and their capacity to support learning and attainment at school. Develop teachers’ insights into their professional work and its relationship with girls’ rights.

11.4 Teachers

There is inadequate information to associate teachers’ level of training and work conditions with girls’ progression and attainment. However, it appears that teachers have a relatively high level of qualifications. There is a relationship between schools with better qualified teachers and girls’ capacity to articulate obstacles and strategies for change, but there is not a close relationship between teachers’ level of qualification and school gender profiles.

Key finding: Teachers improved levels of training are not translating into higher attainment for girls in all schools. Teacher training alone will not improve girls’ access, attendance and progression. However, better trained teachers (through pre-service and in service training) are associated with girls speaking out more about obstacles to completing their education and possible solutions. The presence of female teachers, without these teachers having adequate training and support, is not necessarily associated with better educational attainment for girls.

Recommendation: Advocate for all teachers to have NCE or higher and continuous good quality in service training and professional development in schools that promote rights through the commitments and actions of all stakeholders. Ensure plans for improving teacher qualifications are linked with policies and plans (developed by LGEAs, SBMCs, SUBEB) for developing whole school communities to take forward education rights.  Advocate for more well trained and supported women teachers in basic education level schools, possibly girls who live in rural areas being supported and trained for careers in teaching as being piloted in some states. Improve women teachers’ capacity to be role models for girls. 

11.5 Funding

Although schooling is nominally free, the data confirms a very wide range of charges made by the schools in which the project is working. Counter-intuitively it appears the highest charges are made in the schools with the lowest gender profile, possibly suggesting something about these schools being excluded from the networks of social relationships that may help to secure sufficient funding.

Key finding: Despite legal framework, basic education is not free and the levies charged are contributing to girls not attending and progressing in school.

Recommendation: Ensure zero tolerance for the imposition of school fees and levies. Advocate for more government funding to reach schools and that government makes regular periodic subventions to schools and that this is regularly monitored. Build skills in financial monitoring in SBMCs and enhance the capacity of SBMCs to raise additional funds outside levies. 

11.6 The work of School Committees

Gender mainstreaming has not been carried out systematically with school committees (SBMCs / PTAs) who carry a great deal of responsibility for school finance and monitoring school provision. Women make up a minority of members of school committees.  It appears that their task of monitoring is difficult as both they and head teachers have very little hard data on which to base their understanding of whether girls at their school are or are not attending, progressing or achieving well. While data has been gathered on some very worrying levels of gender based violence, school committees and head teachers are not very well supported or informed in dealing with this. Improved gender management profiles for school committees do not seem to correlate with improved school gender profiles, highlighting the importance of thinking more strategically about how the training and organisation work with SBMCs / PTAs and other members of school committees are organised.

Key finding: SBMCs/PTAs are not well informed to support children’s attainment and respond to issues of concern to girls. They do not have enough female members and do not understand girls’ particular experiences. Multiple forms of violence are reported. SBMCs do not have the capacity to monitor these and act on them. The policy framework that mentions violence in schools is not known at local levels and parents, and teachers have limited understanding of the causes and effects of violence. 

Recommendation: Work with SBMCs to identify active and qualified women who can be SBMC members. Develop SBMC members’ capacity to monitor pupils’ attendance and progression, the quality of teaching, and review responses to violence against children.  Ensure full and active children’s participation in SBMCs. Develop women’s circles linked to SBMCs and make space for pupils to raise issues with SBMCs. Discuss teacher code of ethics with teachers and teacher unions and ways to ensure its implementation in each school.

11.7 Gender, generation and community

When girls’ views on their obstacles to education and how to overcome these are set alongside those of adults with some responsibility for their schooling at community level it is evident that there are some significant differences. School committee members and village chairs tend not to share the perspective of girls on the significance of poverty and locate the ‘blame’ for girls out of school in households which require girls to work.  Although there is an alignment of views between teachers, head teachers and SBMC / PTAs on how well schools are working to support girls’ education this appears to be based on a lack of information and reflection, and opening up these relationships to closer scrutiny might allow a more frank discussion of some of the challenges to emerge.

Key finding: There are troubling silences and lack of understanding  by some teachers, SBMCs, village heads and some parents of the levels of violence girls are exposed to and  the effects of poverty on children’s schooling. Girls advocate for deepening parental understanding. Teachers in some schools are not aware enough that the school could do more to support children’s education. 

Recommendation: Build capacity of parents and SBMCs to listen more to girls using participatory methodologies such as Reflect.  Encourage schools to have an open process (e.g. report back day to community) so communities can see how their schools operate.  Hold a multi-stakeholder consultation on violence and children to inform the development of policy and improve practice.
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[bookmark: _Toc288655192][bookmark: _Toc288655524][bookmark: _Toc293334417]Appendix 2A: How the school gender profiles were constructed

The limited school records data available in Nigerian schools meant that the gender profile scores were made up of less variables than in the Tanzania study, and had to be based on some proxy indicators. The profiles for primary and JSS schools had to be calculated differently based on the data available at the two levels of schooling.

The school gender profile for primary schools combines: 
· GPI enrolment. Weighted x1
· GPI attendance. Weighted x2
· GPI progression (the proportion of all girls enrolled in a school who are enrolled in P6 compared with the proportion of all boys enrolled in a school who are enrolled in P6). Weighted x2
· GPI exam entry (proportion of girls enrolled in P6 who are entered for the P6 exam compared with proportion of boys enrolled in P6 who are entered for the P6 exam). Weighted x2.

 The school gender profile for JSS schools combines: 
· GPI enrolment. Weighted x1
· GPI progression (the proportion of all girls enrolled in JSS1 who are enrolled in JSS 3 compared with the proportion of all boys enrolled in JSS1 who are enrolled in JSS 3). Weighted x2
· GPI Completion (the proportion of all girls enrolled in JSS1 who are entered for the exam in JSS 3 compared with the proportion of all boys enrolled in JSS1 who are entered for the exam in JSS 3). Weighted x2
· GPI Performance (the proportion of girls entered for the JSS3 exam who pass in all subjects compared with the proportion of boys entered for the JSS3 exam who pass in all subjects). Weighted x3.

A mean was calculated of all the above values for each school, with particular indicators weighted more heavily than others (enrolment indicators weighted x 1; attendance, progression and exam entry indicators weighted x 2; indicators related to the passing of exams weighted x 3).  Average school scores on gender parity were then calculated. A score of less than one meant worse results for girls than for boys. A score of greater than one meant better results for girls than for boys. Scores were then ranked 1-72 and split into three equal groups (above average, average and below average) for purposes of analysis, particularly in examining relationships with other variables.


[bookmark: _Toc288655193][bookmark: _Toc288655525][bookmark: _Toc293334418]Appendix 2B: How teachers’ qualification bands were constructed

Each school teacher within the data set was coded as belonging to a particular grade which corresponded with the level of teaching qualification received:

· SSCE GCE
· CERT OND
· Diploma
· Degree

Here, SSE GCE denotes the most junior teachers and those with degrees are the most senior grade teachers within a school. Each staff member with his/ her requisite grade was weighted according to seniority within a newly constructed variable, i.e. 

· SSCE GCE. Weighted x1 
· CERT OND. Weighted x2 
· Diploma. Weighted NCE x3 
· Degree. Weighted x4 

Seniority scores for all staff within a school were then summed, giving each school an overarching score for the qualifications and grades of its staff. Schools were ranked on the basis of staff grades/ qualifications and, as for other summary variables, were grouped into three equal sized bands: 1) below average; 2) average; and 3) above average. 



[bookmark: _Toc288655194][bookmark: _Toc288655526][bookmark: _Toc293334419]Appendix 2C: How the gender management profiles for schools were constructed

Variables included in the overarching management summary variable were drawn from administrative data in addition to interviews with head teachers, teachers, School-Based Management Committee members and girl pupils themselves. They were as follows: 

From administrative data

· Provision of staff training on HIV/AIDS in 2008
· Provision of staff training on sex in 2008
From interviews with head teachers

· Work with the following disadvantaged groups in the community on girls’ education in 2008: 
· Pastoralists/ nomads
· Families who have children living with a disability
· Families who cannot pay school fees 
· Girls involved in hawking or household chores
· Orphans or vulnerable children
· Children infected with or affected by HIV/ AIDS
· Children of internally displaced persons or refugees

· Forms of activity carried out with these disadvantaged groups, including house visits, discussions with community leaders, community theatre, support with fees, counselling and advocacy visits to policy makers. 
· Specific home visits made to families whose children do not attend school. 
· School involvement with government, non-government, trade union and other education campaigning organisations.
· Provision of workshops for teachers, parents and School Based Management Committee members on school funding, employing teachers, improving girls’ enrolment and attendance and HIV/ AIDS. 
· Mobilisation of girls within the school to carry out community development activities, tree planting and involvement with building or renovating local schools.  
From interviews with teachers

· Averages were calculated for all teachers interviewed within each school on the extent to which they had received training on HIV/AIDS and gender and education/ girls’ schooling. Data on the extent to which training received had been put into practice was also included.  
From interviews with School Based Management Committee members

· School Based Management Committee members’ attendance at workshops on: HIV/AIDS, gender, school management, the Millennium Development Goals/ Education for All, reproductive health, budget tracking and resource mobilisation. 
· Provision of training by the School Based Management Committee or Parent Teacher Association specifically for parents within the last year. 
· School Based Management Committee work on girls’ education with key disadvantaged groups in the community (as listed above for head teachers)
· Particular School Based Management Committee activities carried out in order to help these disadvantaged groups (as listed above for head teachers)
· School Based Management Committee action in 2008 in the following areas:
· Monitoring school enrolments
· Checking on attendance
· Monitoring numbers passing exams
· Checking on gender balance in exam passes
· Contacting families where children do not attend
· Ensuring teachers both teach lessons and mark homework
· Encouraging action on HIV/AIDS and gender equality 
From interviews with girls

· As with data for teachers, averages were calculated for all (usually 10) girls interviewed in each school on the extent to which:
· detailed information on HIV/AIDS had been given (e.g. information on HIV transmission and prevention, use of condoms, where to get help, and stigma and discrimination);
· detailed information on girls’ and women’s rights had been given (e.g. the right to stay at school, not to be married before 18, to participate in school governing bodies and to hold senior positions within government). 
Relative ‘success’ or evidence of action on these key school management indicators was summed (with points for every category and sub-category listed above) into an overall management score for each school. Schools were ranked according to this score and were grouped into three bands: 1) below average performance; 2) average performance; 3) above average performance.  
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