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Executive Summary


As Nigeria's pledge to reach the goal of Education For All by 2015 looms ever closer, there is cause for concern within the country's primary education sub-sector.  There are more than 460,000 teachers teaching nearly 19 million children in over 49,000 primary schools across the country.  Between 30% and 40% of primary school-age children (6-11) are not in school, although there is wide variation of enrollment across states.  There are a number of gender-related factors that result in more boys than girls going to school.  Also, in some areas -- such as the northern part of Nigeria -- many parents prefer that their children not attend public schools because they believe that the education there may not be compatible with their own religious or cultural upbringing.  

The number of private schools, both religious and secular, is increasing rapidly.  Some of these schools, such as traditional Qur'anic schools, are devoted strictly to religious teaching, and include little or no literacy or numeracy instruction.  Others, such as the Islamiyya schools, include religious instruction as well as the basic curriculum taught in public schools.  Still others, which are completely unregulated, may or may not be geared toward teaching literacy and numeracy.  There simply is no reliable information about any of the schools, except the public schools, that teaches primary school age children in Nigeria.  This is a matter that the Government of Nigeria needs to address on a priority basis.

Under-funding of the education sector is a big problem in Nigeria, although it is difficult to gauge total education expenditures because of the way the three-tiered federal system works.  Still, best estimates are that the country spends about 2.3% of GDP for education, less than half the percentage of GDP spent by the 19 sub-Saharan Africa countries on average.  Moreover, only about 35% of the education budget is currently devoted to primary education, whereas to reach EFA goals it is estimated that about half of the education budget needs to go to the primary sub-sector.    

The primary school infrastructure has badly deteriorated, with many of the existing structures needing repairs, and it is difficult to attract sufficient numbers of teachers to teach in primary schools, despite salary increases of more than 500% since 1998.  At the same time, some states are experiencing large numbers of teachers who are unemployed after obtaining their teaching credentials, and those who are employed frequently go through many months of uncertainty worrying about when (or whether) they will receive the salaries due them.  

The learning conditions in schools are alarming: paucity of teaching materials (few textbooks, in many schools no charts or teaching aides, children in many cases having only their exercise books for taking notes), absence of adequate furniture in some schools, over-crowded classrooms, lack of ventilation, and generally run-down condition of many of the school buildings.  Also, in many cases teachers appeared to be de-moralized by the conditions under which they were working and by the fact that they had so very little with which to help the children learn.

Taking all of these factors into account, the Federal Ministry of Education and Nigeria's development partners -- including USAID -- summarized the issues that continue to plague the primary sub-sector, and which contribute to continued poor performance.  These five issues, presented in a "white paper" describing primary education more broadly, will be presented to the new Federal Minister of Education as soon as one is appointed under the recently re-elected administration of President Obasanjo.  The issues are: (1) inadequate financing, (2) institutional constraints, (3) low quality of teaching and learning, (4) limited participation of civil society, local communities, and the private sector, and (5) weak planning and policy analysis capacity of the system.

USAID engaged a seven-person Situation Analysis team to examine these issues, looking particularly at primary schools with respect to access, retention, and completion.  The team examined how these issues are addressed at the federal policy level, how funding is secured to support policies, how policies get translated into service delivery, and what impact -- if any -- can be seen with respect to actual learning achievement by the pupils.  The team visited the three states (Lagos, Nasarawa, and Kano) in which USAID has funded a pilot project that is trying to improve literacy and numeracy through several innovative techniques.  The team also examined measures that might be taken or that are already underway at various levels of government to address the major constraints to primary education achievement.  Finally, the team examined programs that the donor community is implementing (or planning to implement) to help Nigeria resolve some of these problems.  The team's assessment contains recommendations to USAID/Nigeria that are meant to help the Mission develop a country development strategy for the coming five-year period.  

The specific recommendations offered by the team are intended to focus attention -- and assistance -- at both the federal and state policy levels and at the school level, where service delivery actually takes place.  At the policy level, the team is cognizant of the new Universal Basic Education (UBE) Bill that was passed by the National Assembly while the team was in Abuja, and the wide expectation of changes that may come once the bill is signed into law. Despite its importance, there was little knowledge or apparent interest in this proposed legislation at the state and local levels, although much of the impact of the UBE is expected to be at the point of service delivery.

Finally, the team was encouraged by the progress to date of the USAID-funded LEAP program, even though actual implementation has been underway for only one year.  The project is using the tools available to it to get communities involved with the education of their children and with the management of the schools.  These are positive interim results for a project that has had so little time on the ground.  It is the team's hope -- as reflected in several specific recommendations -- that USAID/Nigeria will continue to support the community participation and school-focused interventions started by LEAP that seem to be making a real impact by getting various community individuals and groups more actively involved in the learning processes that take place at the school.  The team also believes there are specific ways to use the school as the central point in the community -- again as reflected in specific recommendations -- to achieve a level of true integration of education and health activities, one of the specific objectives the USAID Mission wants to achieve over the next development strategy period.
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Introduction

Development is a skill-intensive set of processes requiring a literate population capable of supporting and building a nation.  An adaptive and viable educational system is a given if a developing nation is to modernize.  In the present world order, those nations that have failed to promote and invest in the development of their educational structures to provide the skills needed to develop and modernize are at a distinct disadvantage.  Over the last decade, USAID has supported numerous efforts in several African countries (e.g., Benin, Guinea, Uganda, and Malawi) to improve and expand the educational systems of these countries.  These efforts have tended to focus on:  

· [image: image2.jpg]Community opinions on integrating Health and
Education in the primary school curriculum

= Nutrition: Communities supportive of nutritional
education; community members felt positive about this
topic;

= General Health/Hygiene: Communities support for the
teaching of hygiene; this subject is already being taught
as part of health in P-5 and P-6;

= HIV/AIDS: Communities members generally support
HIV/AIDS education;

= Reproductive Health/Family Planning: There was little
support for this topic and created concern among
community members.



Expanding access to primary education, especially for girls, and improving quality overall in primary education;
· Promoting policy changes in support of basic education for all of the nation's citizens;
· Boosting the capacity of ministries charged with education to carry out their tasks more efficiently; and
· Exploring avenues for greater public/private cooperation among governments, international donors and Non-Governmental Organizations (NGOs) seeking to improve basic education at the community level. 
The modest performance of primary education in Nigeria in terms of access, retention, completion and achievement in the past two decades is cause for concern. Its stagnant trend in the past four years places in jeopardy the country's ability to fulfill the Education For All goal of universal primary school completion (grades 1-6) by boys and girls alike by 2015.
  Of even greater importance is that education had in the past played the role of “equalizer” in a society characterized by economic differences and ethnic and religious diversity.  The current exclusion of a large majority of young people from the system is not only a waste of national resources, but also constitutes an imminent threat to the country’s already volatile political stability.

This report was prepared at the request of USAID/Nigeria to assist the Mission in the development of its five-year (2004-2009) strategic plan.  It seeks to provide an analysis of selected aspects of the Nigerian primary education system with a view to informing the process of designing the education component of the Mission’s country assistance strategy and guiding future USAID support of primary education in Nigeria. The five selected areas of focus are: policy issues, teaching quality, community participation, girls’ education, and literacy and numeracy in Islamic education. In addition, the integration of health and education as a way to increase the Mission’s program impact was also examined.  The analysis was carried out by a seven-person team during May 3-June 14, 2003 (See Annex 1 for the Scope of Work).  

The findings and recommendations are presented in eight chapters. Chapter 1 gives a brief account of the context, background, and research methodology. The findings related to each of the selected aspects are presented in detail in Chapters 2 to 6: policy issues, teaching quality, community participation, girls’ education and Islamic schooling, with particular focus on improving literacy and numeracy.  Chapter 7 discusses possible areas of integration among USAID/Nigeria’s Primary Education and Child Survival, Family Planning/ Reproductive Health, and HIV/AIDS programs.  Chapter 8 presents some general and specific recommendations for USAID/Nigeria to consider as it develops a long-term development strategy for the 2004 – 2009 period. The report ends with a number of concluding remarks.

Chapter 1: Context, Background, and Methodology

Context

Located in West Africa, Nigeria are the most populous country in Africa and over 350,000 square miles (356,700) in size.  The terrain ranges from coastal swamps and tropical forests in the southern part of the nation to grassland savannas and semi-desert regions in the far north.  Nigeria is potentially a wealthy country, with vast oil and gas reserves yet to be fully developed in the Delta region in the south as well as other mineral resources (e.g., tin, iron, coal).  Despite this wealth, poverty is widespread, and almost half (45%) of the population is below the poverty line; that is, the annual per capita income is $840.  The average citizen subsists on a little over $2 dollars (U.S.) a day.  

After a century of colonial rule under the British, Nigeria became an independent nation in October 1960.  The government was originally established as a federation of three regions -- northern, western, and eastern -- more or less coincident with the three main ethnic groups of the nation (Hausa/Fulani 29%, Yoruba 21%, and Igbo 18%).  Along with ethnic divisions, the nation is almost evenly divided along religious lines, with a 50-percent Muslim affiliation (mainly in the north), Christians 40 percent (mainly in the south), and other indigenous faiths comprising 10 percent.  Between 1960 and 1983, Nigeria went through several years of nation-building, including a brief secessionist civil war (1967-1970), moving from a semi-autonomous regional federation government to that of a Federal Republic (1970-1983).
  However, the country experienced considerable political and economic strife during this period, and military coups overthrew the government in 1983 and ruled Nigeria until 1999.  

Following 16 years of military rule, a new constitution was adopted in 1999, resulting in a peaceful transition to civilian rule.  The new government has been confronted with several daunting tasks: rebuilding an oil- and gas-based economy, defusing long-standing ethnic and religious tensions, institutionalizing democracy, and overcoming endemic corruption and mismanagement.  

Background

The Educational System     

The Nigerian educational system as described in the National Policy on Education, version 1998, includes six-year primary education, three-year junior secondary education, three-year senior secondary education and four-year tertiary education. The first nine years of schooling, up to the end of junior secondary level, is considered the basic education segment.

A myriad of institutions and organizations participate in the formulation of policies and management of the system and running of the day-to-day activities of primary education. These include the schools as well as the agencies that provide them with pedagogical and technical support, and manage and run them at the federal, state and local levels. They also include elected officials concerned with primary education in the National Assembly and Local Government Authorities. The most prominent institutions are: at the national level, the Federal Ministry of Education, the Universal Basic Education Commission, Senate and House Committees on Education/UBE, and some 20 parastatals; at the state level, the State Ministry of Education, the State Primary Education Board, the Local Government Education Authority, and the Education Committee within the Local Government Authority Council. The complex institutional set-up for primary education is depicted in Figure 1. 0 below.
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Source: World Bank. "Nigeria---Universal Basic Education Project: Project Submission in September 2002", revised in December 2002.

Performance of the System

In the 1980s and throughout the 1990s, economic decline coupled with successive military regimes resulted in a prolonged period of neglect and decay in the education system. Currently, Nigeria’s education system is unable to provide adequate sector financing, service delivery or staff development and training.  As a result, learning outcomes and the overall provision of quality education and opportunities for further education have been undermined.  

Figures on the primary school gross enrollment rate in Nigeria vary significantly from source to source, and most importantly from state to state, with the North lower than the South. The most recent data available come from UNICEF
 with estimates of an overall GER in 1999 of 81 percent (77% for girls, 84% for boys). The net enrollment rate (the enrollment rate of children of appropriate age for each grade cohort), however, is estimated to be only 55 percent (53% for girls, 57% for boys). Girls make up only 45 percent of total primary enrollment across the country, with wide disparities among states (in general, near-equal enrollment in southern states and as low as 18-23 percent in northern states). Student-teacher ratios average 38:1, with a range between 105:1 (Bayelsa State) and 31:1 (Niger State). 

Information on attrition or drop-out rates is hard to obtain because of the paucity of data. The latest figure available is for 1990-95, with a highest rate of 12 percent from Primary 1 to 2, and 8 percent from primary 5 to 6. The completion rate, calculated on the number of children enrolled in Primary 1 as a percentage of the number of children in Primary 6, shows only a slightly marginal increase (82 to 83 percent) between 1990-1998. An estimated completion rate of 67% was given for 1999
.

In terms of achievement, the 1996 Monitoring of Learning Achievement (MLA) Activity shows that the great majority of primary school pupils do not acquire functional English language literacy by Grade 4. The score of all pupils on the literacy section of the MLA was 25.1 percent and on the numeracy section, 32.2 percent. 

The rate of transition to Junior Secondary Education is not only low but also has declined, from  48 percent in 1990 to 38 percent in 1997; that is, less than half of the pupils who complete primary school move into junior secondary school.

Approximately two million children attend Islamic schools without parallel access to public secular schooling, with girls attending at higher rates than boys
.  Though a wide range of content is taught in these schools, the quality of teaching in literacy and numeracy has much to be desired. 

Thus, at a time when the country sorely requires skills to address its needs, the primary educational system is simply not capable of producing sufficient numbers of students who have basic literacy and numeracy skills.

USAID’s Assistance Program

USAID’s current focus on primary education is in direct response to President Obasanjo’s expressed priority regarding the role of basic education as a support for economic and social development in Nigeria.  

The core USAID objective is to assist the Federal Ministry of Education (FME) develop the foundation for education reform, primarily by supporting a program to enhance literacy and numeracy, the collection of education baseline data, and the coordination of donors’ activities.
1. The Literacy Enhancement Assistance Program (LEAP) seeks to improve the ability of Nigerian children to read and write English well and to do basic math by the end of primary school, in secular public schools and within Islamic school contexts.  It focuses on three interventions:

· Interactive radio instruction (IRI) and complementary teacher training, which involves developing and broadcasting over 360 radio lessons to support pupil learning and teacher skills enhancement in English literacy and Maths in P3-6 throughout the school year;

· The development of democratic policy support systems that promote the transparent use of information in making decisions about educational issues; and

· The harnessing of parents and communities in their children’s futures, and empowering them through an institution-building process for Parent-Teacher Associations.

LEAP is working in Kano, Lagos and Nasarawa States, with a central office in Abuja and small teams in each state. The program is expected to last three full academic years (October 2001 – September 2004).

2. USAID/Nigeria also provides technical assistance to the Federal Ministry of Education, focusing on Education Sector Analysis (ESA) activity, and specifically on the implementation of an Education Baseline Census.  While the World Bank is financing the majority of the Education Baseline Census activity, USAID/Nigeria is funding the printing of all forms used for data collection. Through the education team's relationship with the FME, USAID is helping to ensure that the census is conducted in a timely, transparent, and accurate manner.
3. In addition, the USAID Education team co-chairs (with UNESCO) the Donors’ Coordination Group for Education in Nigeria.  Meeting monthly, the group ensures that activities of the different donors within the sector are coordinated so as to complement, rather than compete with, each other.  A key attribute of the Coordination Group is its ability to review critical issues quickly, and present the FME with analysis and recommendations reflecting the donor community's views with a unified voice.

Methodology

The Situation Analysis began with a study of  relevant USAID program documents (e.g., the Mission’s overall strategy and annual reports, LEAP project documents, and Mission education sector documents).  Other documents obtained from donors working on education projects (e.g., World Bank, UNICEF, UNESCO, etc.) were reviewed along with materials from the Federal Government of Nigeria (see Annex 2: List of Documents). The Situation Analysis (SA) team conducted key informant interviews with several USAID personnel, Nigerian officials at all levels of government (federal, state, and local), the managers and directors of education parastatals, and key implementing partners (see Annex 3: Persons Consulted) over a six-week period.  Additionally, the SA team visited a total of nine schools in three states (Kano, Lagos, and Nasarawa) to conduct structured interviews with school head teachers and focus group interviews with Parent-Teacher Associations (PTA) and community groups to gain first-hand knowledge about primary education issues
.  The Team also visited teacher training colleges and made brief visits to Bauchi State and the Federal Capital Territory.  A brief report on the site visits is given in Annex 5.
The Team’s field work was guided by the following questions and analytical  framework:

1. What is the current situation in the Nigerian primary education system in terms of access, retention, completion and achievement in the three states of Kano, Nasarawa and Lagos?  

2. What policies and programs are in place; and what do the donors support in this area?

3. What are the problems and difficulties encountered in the implementation of these policies and programs? 

4. What are the most effective approaches currently used to address these problems?  

5. What are the remaining needs and kinds of activities that might be undertaken by USAID to help improve the quality of primary education in Nigeria?

The analytical framework is built on the premise that the performance of pupils in primary schools is the product of interactions among a variety of factors, some operating within the confines of the classroom and the school, others deriving from the external environment
. 

School-related factors may be divided into two sets: (a) those directly related to what happens in the classroom, including physical conditions, teacher competence and attitude, instructional materials and textbooks, and the state of pupils’ health and nutrition; and (b) those related to the enabling environment, such as drinking water and sanitation, playground and library, safety and security, and the management style and competence of head teachers.

External factors include the socio-economic characteristics of parents and relevant communities, such as level of income and education, social beliefs and practices, and the economic context, including the perceived value of child and educated labor on the market. These factors affect the achievement of children while they are at school, as well as the demand for education in the community and access to school services. 

Both internal and external factors are subject in varying degrees to the influence of Government policies and actions. Indeed, central to the success of the primary education system are Government policies with respect to financing and management of the system, including school management and the management of teachers’ careers, and the capacity of agencies at all levels of government to implement those policies. 

The Team’s inquiry was guided by the following concepts and specific questions:

With regard to pupils’ performance in school 

1. It is what happens in the classroom and at the school that affects the achievement, retention, completion and enrollment of pupils. Does the system create and maintain the required conditions inside and outside the classroom to make learning happen? Are there operational plans and procedures to translate the national policy into appropriate actions and activities at the school?

2. In poor and illiterate communities, the school characteristics play a critical role in the learning and achievement of pupils. Does the system provide schools with competent and dedicated teachers, adequate instructional materials and textbooks, decent physical facilities, and appropriate health and nutrition to maintain pupils’ attention and attendance, and keep teachers motivated?  

3. The critical role of head teachers in creating and maintaining an enabling environment for teachers and pupils to perform well has been recognized.  Does the system support head teachers’ efforts to play such a role?

4. Parents and communities, especially traditional community leaders, can play an important role in pupils’ learning and achievement, not only by providing financial support, but also by helping in the management of schools.  Does the system permit and encourage such involvement from parents and communities?

5. The policy and institutional environment of schools plays a critical role in supporting school performance, particularly as regards the sustainability of donors’ interventions. How does the current policy and institutional framework fare on this score?

With respect to policies

1. Public policies are the outcomes of an interaction process among three sets of factors: the information/data available on the problems, knowledge of how to solve the problems, and the personality (e.g., values, perceptions) of the policy-makers. Weaknesses in any of these factors affect the quality of the policy-formulation processes, and therefore the quality of policies. How are policies on primary education made in Nigeria? Are there enough data, relevant knowledge, and concern?

2. Good policies are those that are rational (likely to resolve the problem), feasible (in both technical and financial terms), and acceptable to the people whose interests or values are affected by the policy measures.  The processes of policy formulation must ensure that these three criteria are taken into account, implying that the processes must be open and bottom-up. How does the policy formulation process work for primary education? 

3. While policy implementation is facilitated by what is being done during the policy formulation process, the effective management of the implementation process after policy adoption is key to the success of a policy. How is that process being handled in Nigeria? 

The following chapters present the findings and recommendations of the Team as they relate to each of the selected areas of inquiry.

Chapter 2:
Policy Issues Impacting Primary Education

Developing a Primary Education Policy 

Nigeria initially launched a Universal Primary Education (UPE) scheme in 1976, and articulated it in the country’s first National Policy on Education, published the following year.
 Under UPE, local governments were delegated responsibilities for managing primary schools, under guidance from state and federal government.  Management and funding of primary education were initially handled differently in different regions of the country.  For example, in the southern states, teacher’s salaries were generally shared by state and local governments; while in the north, most local governments – under state government supervision – were responsible for paying teacher salaries. 

Although primary enrollment initially expanded under UPE, by 1986 education in Nigeria, particularly at the primary level, saw many teachers who were upset because their salaries were not being paid, resulting in a rash of teacher strikes and a general deterioration of educational facilities and the overall teaching environment.  One response was the creation in 1988 of a centralized and uniform system of primary education under the auspices of a National Primary Education Commission (NPEC).  The NPEC introduced a system under which funds for salaries were channeled directly to local government education authorities (LGEAs) and held separate from the regular local government funds, a system that lasted for three years.  In 1991, full responsibility for primary education was given to local governments, a practice terminated in 1993 after Nigeria experienced another period of prolonged teacher strikes as this system, too, proved inept at paying teacher salaries.  

Current Policy

The current policy on "basic" education calls for six years of “free and compulsory” primary school, along with three years of junior secondary (also free and compulsory).  Three years of senior secondary education is also provided, but it is neither free nor compulsory. The medium of instruction in primary school is to be the language of the environment for the first three years (Primary 1 through Primary 3).  Beginning in Primary 4, English is to be used progressively as the medium of instruction, and the language of the immediate environment and French are to be taught as subjects.  Advancement from one class to another will be based on continuous assessment, and a Primary School Leaving Certificate will be granted upon successful completion of Primary 6.  Special efforts are to be made by state governments to integrate suitable Qur'anic schools into the formal education system.  Also, special efforts are to be made by appropriate agencies to encourage parents to send their daughters to school.
 Table 2-1 below presents a summary of the basic provisions under the 1998 version of the National Policy on Education. 

Table 2.1

Basic Provisions of the National Policy on Education

The basic provisions of Nigeria’s National Policy on Education, as modified in 1998, stress the following:

Philosophy with respect to primary education
· Equal access to educational opportunities for all citizens, both inside and outside the formal school system;

· Universal basic education provided to all citizens;

· Opportunity for religious instruction, so that no child is forced to accept religious instruction contrary to the wishes of his/her parents;

· Every child is expected to learn the language of the immediate environment, one of the three major Nigerian languages (Hausa, Igbo, or Yoruba) and French, which is compulsory and recognized as the second official language in Nigeria;

· Tuition free, compulsory universal primary education.
The goals of primary education

· Literacy and numeracy skills, and the ability to communicate effectively;

· Sound basis for scientific and reflective thinking;

· Citizenship education;

· Ability to adapt to a changing environment;

· Skills that enable the child to function effectively in society;

· Basic tools for further educational advancement, including preparation for trades and crafts.
The primary education curriculum

· Languages: language of the environment, English and French;

· Mathematics;

· Science;

· Physical and Health Education;

· Religious Knowledge;

· Agriculture and Home Economics;

· Social Studies and Citizenship Education;

· Cultural and Creative Arts (Drawing, Handicraft, Music and Cultural Activities).

Legal Underpinning

The basis of the National Policy on Education is the Constitution of 1999, along with state and federal laws, which pre-date the Constitution but still remain in effect. Implementation responsibilities for primary education are shared among the three tiers of government, and overlap in many important ways.  Both the National Assembly and the State Assemblies make laws that affect and implement primary education policy, although the Constitution does not specifically refer to any federal-level responsibilities with respect to primary education.
  While the system of policy-making and management of post-primary schools have been fairly stable over the years, that has not been the case with respect to primary education.  Secondary and tertiary education management issues are handled at the state level, with policy oversight from the federal government.  For primary education, however, both the states and the local governments claim ownership, and issues of control – particularly with regard to resources -- continue to be debated. 

Universal Basic Education Bill

Since 1999, the Nigerian Federal Government has made Universal Basic Education (UBE) a major policy initiative.  The broad central goal of UBE is to attain universal basic education by the year 2015. The UBE policy also stipulates that basic education is to be both free and compulsory for all Nigerian children.  According to this policy, all states must provide primary education for their children, and all parents must participate under pain of prosecution.  The Bill also includes complementary objectives such as improving equity, quality and learning, as well as the expansion of early childhood care and education and adult literacy.

The Supreme Court ruling of April 2002 brought a halt to the practice in effect up to the time of the ruling whereby the federal government made a “first charge” against the Federation Allocation from the local government allocation to pay teacher salaries.  This was found to be “inconsistent” with the Nigerian Constitution.  This ruling removed the federal government from the flow of funds for primary education, and seemed to make clear that funds for primary education should go directly to state or local governments for funding primary schools in their areas. The Supreme Court ruling came after the UBE Bill had been passed by the National Assembly, and had been awaiting the President's signature.  Following the ruling, the President, the Federal Minister of Education, and the Education Committees of the National Assembly agreed upon changes in the Bill, and the President re-submitted the Bill to the National Assembly in November 2002.  It took seven months more for the National Assembly to pass the revised Bill and send it back to the President for signature. Once it is signed into law
, issues of responsibility, funding, and management of primary education should begin to clarify, although it is likely to take some time for a new, stable implementation system to emerge.  

The UBE Bill re-iterates Nigeria's policy of free and compulsory primary education and expands compulsory education by another three years -- through junior secondary school (ninth grade).  The Bill also adds three other categories in the concept of "basic education," pre-primary, adult, and special education (see Annex 6 for a more detailed description of the Bill).

Issues of Authority and Responsibility

Several issues will need to be resolved. Responsibility for primary education currently overlaps at several points: the UBE Commission and the Federal Ministry of Education
 at the federal level, the State Primary Education Board and the State Ministry of Education at the state level, and the Local Government Education Authority (LGEA) and the LGA Education Committees at the local level.  Under the UBE Commission, twelve Zonal Offices have been established and have responsibility for primary education as well. Communication and coordination among the three levels of government, and among these various entities, often have overlapping mandates.  In addition, the UBE Bill calls for establishing State Universal Basic Education Boards in each state.  In a conversation with the UBE Commission in Abuja, there seemed to be no immediate plans for establishing a UBE presence in each state, although twelve Zonal Offices have already been established (apparently with the primary role of inspecting schools).  The UBE Coordinator indicated to the Situation Analysis Team that creating additional UBE presence in the states will be a gradual process.  It is not clear what will happen with respect to the existing State Primary Education Boards (SPEB). Currently these Boards are responsible for much of the substance of managing public primary schools, although the UBE representative told the SA Team that the UBE Commission will clearly have to work with the SPEBs.  One possible approach – which would seem on the surface to make a lot of sense, and which seems to be sanctioned by the UBE Bill – would be simply to dissolve the SPEBs and re-constitute them as the new State Universal Basic Education Boards, with appropriately expanded responsibilities.  The SPEBs are, after all, well staffed, well respected, and already have responsibility for the major element – primary schools – for which the State UBE Boards will eventually have responsibility.  

A second issue flows from the broad scope of the UBE Commission’s mandate.  The Commission will be the coordinating body for pre-primary, primary, junior secondary, adult, non-formal, and special education.  Since there are several existing parastatals that deal with one or more of these specialized groups, it would seem that a part of the adjustment under UBE should be to bring some or all of these specialized functions firmly under the jurisdiction of the UBE Commission.  Two such commissions that would seem to be affected immediately are 1) the National Commission for Mass Literacy, Adult & Non-Formal Education, and 2) the National Commission for Nomadic Education -- both of which will receive funding through the UBE Commission.  In any case, clarification of these responsibilities -- and management issues -- will likely take some time to effect, as the various entities compete for position and influence.  As the newly legislated actor on the scene, the UBE Commission will need to handle this initial test with aplomb and ability, and to establish its credibility early on.  Support from the donor community, and possibly from USAID/Nigeria, or other donors, may be an important factor in determining whether and how seriously the UBE Commission is taken – particularly with respect to primary education.  The World Bank UBE project will locate a national coordinating unit in the Federal Ministry of Education, and, although several federal-level entities will receive support under the Bank project, including some parastatals, there were no plans at the time this report was written to provide Bank support to the UBE Commission. 

Policy Formulation

In the words of the Director of the Federal Department of Planning, Research and Statistics (DPRS), “there is no planning process per se” in the Nigerian education system.  There is, however, a very structured mechanism for raising issues, discussing them, and reaching consensus and approval.  The problem is that approval does not lead necessarily, or even usually, to an enforceable mandate to state or local government, nor does approval generally translate into resources for implementing a policy decision.

Discussion of issues can be initiated at any level – but is usually begun at the state level – and issues are forwarded by memorandum to the Joint Consultative Committee on Education (JCCE) Reference Committee for consideration.   This committee meets once a year (it used to meet twice yearly), has representatives from the states at the deputy director level, and is broken into eight committees (primary education, secondary education, teacher education, education planning, science education, education technology, adult and non-formal education, and special education).  Issues/proposals that are successful at this level can be referred to the JCCE Plenary, a week-long gathering that also takes place once a year.  The JCCE Plenary is chaired by the Permanent Secretary, and is attended by representatives from states at the director level, university representatives, and teacher college representatives.  Proposals can be referred from this level to the National Council on Education (NCE), chaired by the Federal Minister of Education.  This body is open to State Commissioners of Education, the head of the National Commission for Colleges of Education (NCCE), and other parastatals as well as other stakeholders (including some external donors).  Proposals/issues that are successfully argued in the NCE, once approved by this body, effectively become policy.  The NCE Secretariat records, prints, distributes and archives these decisions.  Once an edict is issued, if no additional funding is required, states are free to implement immediately.  If funding is required, the decision goes to the Federal Executive Council and an appropriate bill is prepared for debate in the National Assembly and possible passage into law.  

A criticism of this process is that approval of policy is neither accompanied by funding, nor is its implementation mandatory.  The JCCE/NCE fora present excellent opportunities for discussion of policy issues at length, and, with print and broadcast media coverage in many cases, there is wide dissemination of information about many of these issues.  Yet, the adoption of policy is left up to each state to do – or not – as it sees fit. There are no further procedures to ensure implementation, nor are there penalties for not adopting a policy, or reward for doing so.  

While it is understood that in a federal form of government, the federal government cannot dictate to the state and local governments, many nations with similar forms of government have resorted to various incentives to encourage state/local governments to adopt certain policies.  Two such mechanisms are the use of block grants and matching funds whereby relatively large federal funds are transferred to state/local government upon the commitment of a smaller amount of state/local funds.  For example, when the U.S. federal government wanted to encourage state governments to invest in a network of interstate highways, the federal government provided 90% of the financing and each state was required to raise the remaining 10% of the construction cost.  Nigeria does not appear to have utilized these types of tools, although the Federation Allocation appears to be one mechanism that could be used as an incentive to encourage the adoption of specific policies at the state or local level.  (The frequent adjustments to the formula seem to have been made for other purposes.) The UBE Bill authorizes the UBE Commission to receive block grants.  While there was no evidence available to the SA Team that block grants have been used in Nigeria, their inclusion in the new legislation would add this mechanism to the arsenal of techniques that may be employed in the future. 

To be meaningful, policy formulation needs to be based on timely and reliable information.  This has not generally been the case in Nigeria, and certainly has not been the case in the education sector.  There is a plethora of confusing and contradictory figures, particularly for the education sector.  "Baseline 2001" was an attempt, supported by the donor community, including USAID/Nigeria, to update data for the education sector. This exercise was spearheaded by the Education for All office, in cooperation with the Education Sector Analysis (ESA) and the Education Management Information System (EMIS) units of the Government of Nigeria.  This information was published in draft in November 2002 and represents the most up-to-date data available.  The figures show nearly 19 million children in 49,000 public primary schools in Nigeria, and over 460,000 teachers.  Estimates are that 30-40% of primary school-age children (ages 6 - 11) are not in public school, with wide variations by state.  It is not clear how many of these children may be enrolled in private schools, secular or religious, or how many are simply not attending school at all.  Also, there remain a number of inconsistencies among Baseline 2001 data, published by the Federal Ministry of Education in November 2002, the Education Sector Status Report, published by the Federal Ministry of Education in May 2003, and UNICEF data published in 2001
.  The education sector analysis planned by the Federal Ministry of Education for the second half of 2003 (data collection is scheduled for June 2003, but not all funding was in place at the writing of this report), should help to remove some of the existing data inconsistencies once these data are available.

USAID/Nigeria has assisted the task of improving educational data in several ways.  First, the support provided to produce the data collection instruments for Baseline 2001 was provided at a crucial time, and was a key intervention. Second, USAID has provided similar support by printing the data instruments for the ESA exercise.  Finally, the policy component of the USAID-supported LEAP project is attempting to build demand for reliable data from the bottom up.  LEAP is promoting more effective and efficient allocation of resources (government and private) in support of improved learning environments at the community level.  The project does this by working with local PTAs to improve decision-making concerning allocation of resources, and by helping these groups to demand from local governments timely data to assist them with this process.  It assists these local groups (schools, parents, civil society, politicians) to identify an agenda of community needs/wants that will improve the environment for learning, to reach a consensus on how to make demands of local governments to assist those efforts, and at the same time on how to rely on the community's own efforts.  Implicit in this approach is the assumption that local communities need to be concerned about, and involved with, data collection and resource tracking in order to better benefit from local government resources and to have a better handle on resources the community can mobilize from other sources.  The Situation Analysis Team believes that USAID should continue to tackle the reliability-of-data issue, both from the local community level and from the state and federal government levels.

Financing Issues

Teacher salaries have been one of the continuing financing issues with respect to primary education.  Prior to the Supreme Court ruling in April 2002, teacher salaries were paid from the local government share of the Federation Allocation, but were “withheld at source” by the federal government and paid directly to teachers through the State Primary Education Board.  

Following the Supreme Court ruling and the subsequent passage of the UBE Bill by the National Assembly, funds for basic education, including primary, will be transferred from the Federation Account into a joint state/local government account in the State Ministry of Local Government.  All basic education expenditures will be made from this account, except those for some construction, which will continue to be handled directly by the federal government. Already following the Supreme Court decision, before the UBE Bill was passed by the National Assembly, tensions were beginning to show between state and local governments in states where joint accounts were initially established.  Once the Bill becomes law, questions concerning how to handle priorities, budgeting, and release of monies from these accounts will need to be addressed and resolved, particularly with respect to teacher salaries. 

Decisions on teacher salary levels were taken at state and sometimes at the federal level.  Since 1998, there has been a 550% increase in teacher salaries
, bringing them on a par with salaries of other civil servants in Nigeria, and making teacher pay comparable to, even higher than, that in other countries in the region.  This is a very positive occurrence in that the higher salaries should make teaching more attractive, both retaining existing teachers and encouraging others to enter the profession.  On the other hand, the increased salaries do not represent an increase in overall resources to primary education.  Rather, their effect – at least in the short term – has been to exacerbate the imbalance between salary and non-salary expenditures, since a larger share of the same primary education pie must now go for salaries.  As a result, it has become more difficult for local governments to fund non-salary items and less likely they will get needed materials.  These are issues that must now be addressed within a broader context, and resolved against both state and local government priorities from the joint account for basic education.

Under the World Bank’s UBE project, the Bank plans to work with the Government of Nigeria to design a new financing system for primary education, suited to the country’s needs, with consistent and clear divisions among the three tiers of government.  This is a critical need, and should be given high priority.  

Continuing Policy Issues that Affect Primary Education

The following issues continue to beset primary education in Nigeria:

1) Under-funding is a general problem for the education sector in Nigeria, and for primary education in particular.  Education accounts for some 20% of GDP in most countries of the sub-Saharan region; in Nigeria, the figure for 2002 was 2.3% (7.6% of the Government of Nigeria budget).  For primary education, nearly 50% of the education budget of most sub-Saharan countries goes to primary education; in Nigeria, the figure is about 35%.  This problem must be addressed urgently if Nigeria is to meet its commitment for Free Education for All by the year 2015.

2) Poor management of resources.  Attracting and retaining teachers constitute a real problem in Nigeria.  Long periods without salaries have disillusioned some teachers and discouraged others from entering the profession.  Perhaps more important, teachers are disheartened by the paucity of teaching materials and the physical conditions under which they must teach, both of which impair their teaching effectiveness and detract from the learning that should be taking place inside the classroom.  Resources that are available to primary schools do not seem to be used to best advantage. For example, textbooks are received but not distributed; funds are used to hire newly-minted NCE graduates instead of to provide in-service training for practicing teachers to hone their skills.

3) The National Certificate of Education (NCE) has been established as the minimum teaching requirement.  Since only about 60% of teachers nationwide meet this requirement, it leads to an imbalance in teachers -- too many or too few in different areas.  The World Bank and other development partners have called on the Government of Nigeria to relax the NCE minimum requirement, at least until this imbalance can be addressed.  The Government has recently developed a National Teacher Corps program that will assign teachers to critical areas on a short-term basis; however, this is not a long-term solution to the problem, and its effectiveness is to be proven as well.
4) Lack of policy continuity.  Most studies show, and the schools reflect, that education was largely ignored under successive military regimes.  Now that the country has been returned to civil authority -- and the current civilian administration, beginning a second term, has already brought renewed attention to education -- education, and primary education especially, should receive a boost, and a policy environment should develop in which learning can improve.
5) Redundant and overlapping responsibilities for primary education, as depicted in Table 2-2 below, have contributed to uncertainty in many areas: policy formulation, implementation authorities, management, and financing.  Once the UBE Bill becomes law, Nigeria will have a good opportunity to review and rationalize issues of authorities, responsibility and accountability for all aspects of primary education.  
Table 2-2 

Primary Education Responsibility Matrix

	
	NCE*
	NERDC
	UBE/Abuja
	UBE/Zonal 
	FIS
	FMOE
	SMOE
	SPEB
	SUBEB**
	LGEA
	Headmaster
	Parents
	PTA

	Policy Formulation
	X
	
	X
	
	
	X
	X
	
	
	X
	
	
	

	Policy Implementation
	
	
	X
	
	
	X
	X
	X
	A
	X
	X
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	· Recruit
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	X
	A
	B
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	X
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	A
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	X
	X
	
	X
	X
	
	

	· Approve Funds
	
	
	
	
	
	
	
	X
	A
	B
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	?
	X
	
	

	· Source of Funds
	
	
	
	
	
	
	
	
	
	?
	
	
	

	· Pay (cut check)
	
	
	
	
	
	
	
	X
	A
	B
	
	
	

	· Promote
	
	
	
	
	
	
	
	X
	A
	B
	
	
	

	· Discipline
	
	
	
	?
	
	
	X  ?
	X
	A
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	· Terminate Service
	
	
	
	?
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	A
	
	
	
	

	Textbooks
	
	
	
	
	
	
	
	
	
	
	
	
	

	· Approve Contents
	
	X
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	· Source of Funds
	
	
	
	
	
	X ?
	
	
	
	
	
	X
	X

	· Contract to Purchase
	
	
	
	
	
	
	X
	
	?
	
	
	
	

	Schools
	
	
	
	
	
	
	
	
	
	
	
	
	

	· Inspections
	
	
	
	X
	X
	
	X
	X
	A
	X
	
	
	

	· Renovate
	
	
	
	
	
	X
	X
	
	
	
	
	
	 X

	· Construct New
	
	
	
	
	
	X
	X
	
	
	
	
	
	X

	· Source of Funds
	
	
	
	
	
	X
	X
	
	
	
	
	X
	X

	Furniture
	
	
	
	
	
	
	
	
	
	
	
	
	X
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	X
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	X
	
	
	X

	Exercise books, pencils
	
	
	
	
	
	
	
	
	
	
	
	X
	

	Uniforms
	
	
	
	
	
	
	
	
	
	
	
	X
	


* National Council on Education

A = Not yet established, but expected to exercise these functions.

B = NPE assigns these responsibilities to LGEA, but they seem to be exercised by SPEB rather than by LGEA.

** = State Universal Education Boards are to be established under the UBE legislation.

Chapter 3: Improving Teaching Quality

Teacher training for improved literacy and numeracy

The Monitoring of Learning Achievement test conducted in 1996 found that the great majority of primary school students do not acquire functional English language literacy or numeracy by Primary 4.  The mean score of all pupils on the literacy section of the MLA was 25.1%, and on the numeracy section, 32.2%.  
Efforts are currently being made to reverse these trends.  In terms of general literacy, the Report of the Poverty Alleviation and Elimination Group of the Vision 2010 Committee (1997) set the target of increasing literacy from 52% to 70%.  Moreover, the Federal Ministry of Education (FME) has included a mother tongue language provision in its educational policy, and numerous donors and NGOs are making attempts to improve the situation of numeracy and literacy in Nigeria.

Factors Contributing to Pupils’ Difficulties with Literacy and Numeracy 

Many factors seem to contribute to pupils’ difficulties with literacy and numeracy.  Some are related to school and others are external.

Lack of teaching and learning materials.   In virtually every study conducted on primary school quality in Nigeria over the last several years, including the present situation analysis, one of the key findings was the near-complete absence of teaching and learning materials, from textbooks to teachers’ guides to learning aids.  The reasons are numerous, including:

Inadequate textbook provision: Though the distribution of textbooks to students improved in the mid-1990s, there has reportedly been no replacement or additional distribution since then (with a few exceptions such as the U.S. government’s recent donation).  Making matters worse is the fact that there appears to be no policy on such questions as, how many textbooks should be provided to schools, with what regularity, and what should be the textbook-per-pupil ratio.    

Textbook distribution to schools: With at least four major publishers providing approved texts to the education system, Nigeria has one of Africa’s exceptional publishing markets.  However, book orders are made from the top, usually by the SPEBs, who then purchase them and oversee their delivery to LGEAs who, in turn, distribute them to the schools.  Moreover, there is no standardization of texts, and decisions concerning, what is purchased or to whom it is delivered appear to be arbitrary.  Teachers visited by the SA Team reported that they never knew which books were coming when, that often the books they received didn’t fit with what they were teaching, and that, once the books arrived, they had to abandon the previous texts and adapt their teaching to the new ones.  There is no central bidding process; that is, the SPEB goes straight to the publishers, who provide the texts on an as-requested basis.  

Textbook distribution within schools: It seems to be common practice for head teachers to “safeguard” materials in their offices, presumably to protect them from theft or damage.  It is not uncommon to find boxes of books in head teachers’ office that have not even been opened, or to find beautiful charts hanging on the walls, in safe keeping, while children struggle in the classrooms, writing everything the teacher says in their exercise books – the only texts they might ever see.  Of nine schools visited by the Team, only one had a functioning library, and no school reported having a lending program that enabled pupils or teachers to take materials home to use in their studies.

Teaching quality in general: The teaching of literacy and numeracy is a function not only of home environment, instructional materials and implementation of language policy, but also of teaching quality in general.  Numerous studies in Nigeria have found that in most cases observed, Nigerian primary school teachers make poor use of instructional time, have weak communication skills, rarely take part in teacher teamwork, provide their pupils with few opportunities for group learning, seldom involve the children in active learning, and rarely monitor pupil learning.  A monitoring and learning achievement study conducted in December 2001 by the UBEC found that teachers had extremely low levels of competency in reading and in communication, especially in rural areas. The LEAP program has repeatedly found a reliance on “chalk and talk” methods; similarly, the Team found no examples of teachers helping learners construct their own understanding of subjects being taught.  

Low teacher qualifications: Approximately 60% of Nigerian primary school teachers are NCE-qualified or higher.  However, in some regions, the percentage is much lower. For example, in states such as Kano, despite the fact that some less-qualified teachers are being replaced by more qualified ones,
 the total number of qualified teachers is actually decreasing; from 2000-01 to 2001-02, the number of teachers with diplomas in Kano State decreased from 1,400 to about 1,100.
Home environment.   Many if not most Nigerian children live in a pre-literate environment.  With an adult literacy rate (age 15 and above) of 64.1%, Nigeria ranks 22nd among the 47 African countries. However, with 22 million illiterate adults, Nigeria has the largest population of illiterate adults in Africa and the fifth-largest in the world, after India, China, Pakistan, and Bangladesh
.  Moreover, exposure to English, especially in Nigeria’s more rural areas, is limited.  When asked whether Nigerian pupils cope well with literacy and numeracy in this situation analysis, most teachers and College of Education (COE) personnel either said “some of them” or simply “no.”  When asked why pupils have such difficulties, the biggest reason given by teachers was a poor home environment (especially the lack of English used in the home), followed by lack of teaching/learning materials, especially textbooks.  For college lecturers, the two biggest reasons were poor home environment followed by the poor quality of teachers, both coming into the COEs (especially their poor communication skills) and leaving the COEs (poor training in the COEs).  For lecturers, lack of instructional materials was the third-biggest reason.

Lack of support for mother tongue instruction: As already noted, the link between the use of the mother tongue in the early years and achievement in literacy and numeracy is well known.  Yet, except for the example of NINLAN, virtually no support has been provided by the Ministries of Education at the federal or state levels to develop a program of instruction in Nigerian languages in P1-3.  Very few materials have been developed in the mother tongues; not many teachers have been trained to teach in Nigerian languages, and no efforts have been made to sensitize parents and communities to the importance of this approach to early literacy development. Colleges of Education offer courses in language learning (e.g., semantics, syntax, morphology, grammar) but nothing on instruction in the mother tongue in the early years, the transition to English as the medium of instruction in Primary 4, or time-tabling.  Aside from a course taught at Kano FCE entitled “the mechanics of reading from preprimary stage,” the Team was not able to find any courses on the teaching of reading to emergent readers, especially in a second language. 

Low pupil enrollment.  Of course, if children are not in school, the likelihood that they will become numerate and literate, even in their mother tongue, is slim.  UNICEF estimates that in 1999 the gross enrollment rate for primary schools was 81% (77% for girls, and 84% for boys); and net attendance was at 58% (57% girls, 61% for boys).  The Demographic and Health Survey estimated that in the same year, 60% of Nigerian children entered primary school late.   In short, many children simply are not in school, and a disproportionate percentage are girls.
Policy Framework

Low attainment in literacy and numeracy is not only a function of school conditions and home environment, but also of the education system more generally.  The following are some illustrative elements:

Language Policy Issue

The National Policy on Education stipulates that Nigerian languages are to be used principally as the media of instruction from nursery school through the third year of Primary Education, with the transition to English as the medium of instruction occurring in Primary 4.  Nigerian languages are also to be taught as core subjects in Primary, Junior and Senior Secondary curricula.  The primary school curriculum, developed and continually revised by the National Educational Research and Development Council (NERDC), specifically calls for the use of national languages as the medium of instruction in Primary 1-3 (Hausa, Igbo and Yoruba), and provides guidance to teachers in terms of approaches and methodologies.  However, the curriculum makes no recommendations on how to handle the transition from national languages to English in Primary 4.  

The inclusion of the requirement in the curriculum that Nigerian languages be used as the medium of instruction in P1-3 signals the Federal Ministry of Education’s (FME) recognition that learning is best achieved in the early years when children can learn through their mother tongue – a position abundantly supported by the international literature on learning and language in the early grades.
  In keeping with this principle, the FME established the National Institute for Nigeria Languages (NINLAN) in 1992 to promote Nigerian language studies.  One example of NINLAN’s work is an experiment it conducted in the use of Nigerian languages in Bende, Abia State.  In this project, NINLAN facilitators worked in a participatory manner with teachers from five schools as they jointly developed instructional materials and methods for teaching literacy in the Igbo language to children in P1-3.  According to NINLAN’s report, the new methodology not only increased student interest and achievement, but also improved teacher morale because pupils were able to learn more easily in every subject area.  NINLAN also reported self-expression on the part of the students, and decreased truancy and absenteeism.  The communities and LGEA also expressed their enthusiasm and interest in continuing with the project.

The SA Team is not aware that plans or policies exist, either at the national or state level, to rationalize teacher deployment so that teachers can be placed in their own language zones, thus ensuring that they are able to speak the language of the milieu as the language of instruction in the early grades.  In fact, there is some evidence that in communities where minority groups exist, minorities do not attend school because they do not understand the "language of the environment," which is usually the language of the majority group in the school area
.
Teacher management system
Class size:  The pupil/teacher ratio in Nigeria is approximately 40:1, yet teachers are often allocated to schools on the basis of the number of grade levels in a school rather than the school’s total enrollment.  As a result, the pupil/teacher ratio in some parts of the country is extremely low, while in other places teachers must contend with over 100 pupils in a classroom. 

Hiring practices: There is evidence that local governments often hire teachers with lower qualifications (e.g., TC II) instead of NCE-qualified teachers because of pay increases granted to NCE teachers.  More teachers can be hired at lower salaries.

Salary delays: In spite of salary increases, teachers often do not receive their salary on time, resulting in a demoralized teaching force, absenteeism (while teachers seek paychecks or income from other sources), and teacher strikes.
Conditions of service: In spite of recent (and significant) salary increases, the morale of teachers is severely undermined by conditions in the schools in which they work: dilapidated buildings; poorly-ventilated, overcrowded classrooms; children sitting on broken benches or on the floor; lack of teachers’ desks; lack of food or drinkable water at the school; few or no instructional materials or libraries; and even a lack of toilets for teachers to use, much less the pupils.  Add to this the lack of professional development opportunities or a clear career professional development system or career structure, and many teachers decide to look elsewhere for employment.

In sum, general support for primary education, from provision of infrastructure to teacher motivation, is inadequate to support improvements in literacy and numeracy.  According to the Education Sector Analysis of 2000, the population growth rate exceeds the education sector growth rate and, as long as this remains the case, the quantitative expansion in the education sector will fail to have a significant impact on literacy rates.  Given current rates of educational investment, this is not likely to change in the near future.

Support for Literacy and Numeracy Instruction in Nigeria

Attempts are being made in Nigeria to improve literacy and numeracy using mother tongue and English as the media of instruction.  This section describes some of those efforts.

USAID/ Literacy Enhancement Assistance Program (LEAP)

LEAP aims to improve the quality of literacy and numeracy teaching and learning in P3-6 through a variety of interventions in 327 primary schools in Lagos, Nasarawa and Kano States.  These interventions include: 

· Interactive Radio Instruction (IRI): three 30-minute radio broadcasts per week, during which teachers and pupils receive instructions from a “radio teacher” and carry out a variety of learning activities in literacy and numeracy;

· School-based, in-service teacher training, in which teachers take part in bi-monthly workshops facilitated by a “master teacher” from their school, focusing on student-centered teaching methodology;

· Support for community participation, in which local NGOs receive training and support to, in turn, train Parent-Teacher Associations in school management, and assist them with community grant procurement and management for school development projects designed to enhance literacy and numeracy;

· Policy dialogue occurring through a program of “Literacy and Numeracy Agendas,” in which stakeholders meet at the community, LGEA and state levels to prioritize problems with literacy and numeracy in their schools, and develop solutions to improve instruction in these areas;

· Teacher studies to examine teaching quality and qualifications, teacher management, and incentive structures, in order to inform policy on the improvement of teacher training and management;

· Support for training in the collection, use and analysis of statistics.

  World Bank Community-Based Program

Recently, the World Bank supported a community-based teacher development program in Kano.  The program consisted of 2 weeks of training for 25 teachers – 5 from each of 5 schools – during which strategies and materials were developed to teach literacy and numeracy in Nigerian languages in the first three years of school.  The program lasted three months, when funding ceased (Interview with Dr. Abdalla, Department of Education at Bayero University, Kano).

Other efforts   

· The National Commission for Nomadic Education has collaborated with the Federal College of Education in Yola to offer a Grade II Teaching Certificate for primary school teachers in nomadic communities.  Teachers have been trained and materials have been developed in the majority languages of these communities, Fulfulde and Pidgin English, for use in instruction in the early grades.  

· Some Islamiyya schools are developing and pilot-testing special teacher training programs in Nigerian languages in Islamiyya schools in various parts of the country
.

Pre-service teacher training 

Policy and Systems

The National Policy on Education set the National Certificate in Education (NCE) as the minimum teaching qualification for primary and junior secondary school teachers.  Hitherto, the Teachers’ Grade II Certificate was the qualification required for teaching in the primary school.   This was achieved after going through a six-year post-primary teacher-training course.  The NCE, on the other hand, is obtained after a three-year post-secondary teacher education course, typically in a College of Education (COE).  (See Annex 7 for description of the NCE program.)  The policy of NCE being the minimum teaching qualification was strengthened with the establishment in 1991 of the Teachers’ Registration Council (TRC), which was charged with the registration of all state-employed teachers, thus leading to the professionalization of the teaching career service.  

The percentage of NCE-qualified teachers has risen rapidly.  In 1996, 30% of Nigeria’s primary school teachers were NCE-qualified or higher; today, it is approximately 60%, with significant variations among the states, the northern states having the lowest percentages (e.g., Bauchi and Kano have about 30% NCE-qualified teachers). 
Conditions of Service for Teachers  

Once teachers receive their NCE, they are eligible to teach in primary and junior secondary schools anywhere in Nigeria, and to look for employment in both public and private schools.  Compared to teachers in other countries, teachers are well-paid in Nigeria, the average salary for an NCE teacher starting at N 11,186 per month.  A TC Grade II teacher, in contrast, earns about N 7,374 per month.  A B.Ed. holder makes about N 14,839 per month.

The Federal Teachers’ Corps
NCCE is working with the TRC on a new program designed to address the growing need for teachers in Nigeria’s schools, as well as the growing number of unemployed NCE-holders.  The Federal Teachers’ Corps, recently approved by the federal government, will hire unemployed NCE holders to teach for two years.  The salaries will be provided by the federal government from “first charge” account, as the federal contribution to UBE.  The salaries will be set at N 10,000 per month (about N 2,000 less than a full teacher’s salary).  The expectation is that after two years of teaching in schools around the country, local and state governments will be able to continue supporting these teachers’ salaries.  The program is scheduled to begin soon.

The National Certificate in Education (NCE) Program

Currently, there are 78 institutions that offer the NCE certificate: 20 Federal Colleges of Education (FCOEs), 41 State COEs (including the Federal Capital Territory COE), 5 private COEs, 1 Army COE, and 10 polytechnics.  Among the FCOEs is a women-only College in Gusau, Zamfara State.  There are also Arabic-medium COEs, in which people with Arabic backgrounds can pursue the NCE in Arabic, e.g., Kwara State COE, Sokoto COE, Kano SCE, Jigwawa SCE, and Borno SCE.  Approximately 151,578 students were enrolled in these institutions during the 2000-2001 academic year, 53% of whom were women.  

The other main route to certification for primary school teaching in Nigeria is through the universities, which offer a Bachelors’ Degree in Education (B.Ed.), a higher qualification than the NCE (seven COEs also legally award B.Ed. degrees).
  Candidates for the B.Ed. attend one of the 26 universities that confer a B.Ed. degree.

In addition to these routes, some Nigerians receive pre-service training via institutions such as the School for Arabic Studies (SAS) in Kano, a secondary school in which students can elect to follow a teacher-training stream and receive a Senior Islamic Studies (SIS) Certificate graduation.  SIS holders are qualified to teach Islamiyya studies, Arabic, one local language, and everything taught in the public schools.  According to the Principal of the Kano SAS, all teachers earning the SIS have been able to find employment teaching in public and Islamiyya schools in Kano State.

Donor Support for pre-service teacher training  

While the major players in pre-service education are the COEs, universities, the NUC and the NCCE, donors are also assisting with the development of these institutions in the following ways:

· According to the World Bank Project Appraisal Document (September 2002), the new Universal Education Project (2003-2007) will support curriculum revision of the NCE, upgrading programs so that they better recognize teachers' own experience and better reflect the needs of teaching and learning in schools in which teachers are working.  Also in this program, staff development and training services will be provided in the areas of the primary school curriculum for COE staff. These supports will serve both pre-service and in-service students enrolled in NCE programs.

· UNESCO has assisted the NCCE to conduct train-the-trainers workshops on the use of information technology to improve the coverage, acquisition and quality of education.

Problems With Pre-Service Teacher Training

It does not seem that the current system of teacher training is adequately meeting the needs of primary school instruction in Nigeria’s schools.  Among the factors contributing to this observation are the following:

Attitudes toward teaching and primary school teaching 

Undoubtedly the biggest problem raised by stakeholders in this Situation Analysis concerning teacher training, was the enormous cloud that hangs over the very perception of teaching in general, and primary school teaching in particular, in Nigeria.  Most people refer to it as “a general aversion to teaching.”  Even though Nigerian teachers’ salaries have increased significantly in recent years,
 teachers’ status in the community remains low.  One official noted that “in the community, they will call everyone first, even the armed robbers, before they call the teachers.”  In terms of primary school teaching, as in many countries, there is a general preference for secondary school teaching, be it for higher salary, higher status, or better working conditions – all of which are perceptions which might not be borne out in individual assignments, but which are nevertheless significant in determining courses of study in the COEs and universities.  

Aversion to Primary Education Studies (PES):  Indeed, because of the attitudes described above, very few student teachers enroll in PES programs.  Officials in COEs visited by this Situation Analysis team reported that “students have no reason to enter the PES program, and opt not to,” except practicing teachers who are sent to the COEs to upgrade from TC Grade II to NCE, in which case they are required to follow the PES course of study, then return to primary school teaching.  This situation reinforces “the blind alley effect,” as one official put it, the perception that once one is assigned to teaching at the primary level, he or she can never leave it.  “Unless you make primary education attractive,” he said, “PES will always attract the dregs.”  A UBE official observed that “something big” is needed to draw people back to teaching, especially at the primary level – something like the program launched in the 1970s by the government, considered highly successful by some, in which science education was promoted through an array of schemes such as scholarships, competitive salaries and guaranteed job placements.   

COEs as a stepping stone:  For most Nigerian secondary school leavers, going to university is their first choice.  In order to be admitted to the university, they must pass the Joint Admissions Matriculation Board (JAMB) University Matriculation Examinations (UME).  If they fail the UME, their next option and second choice is the Polytechnic, which takes candidates who cannot pass the UME but pass the PCE/ME.
  Failing that, a College of Education is their third choice.  Completion of the NCE gives students three different options: university admission (which is possible without the UME if they have received their NCE), a more highly remunerated job in the private sector (one official said that many NCE students are now working in banks), or teaching.  And if secondary school leavers both fail the UME or PCE/ME and have poor secondary school records, they can enroll in the pre-NCE program, a one-year “remedial” course, which prepares them for the NCE course of study by strengthening their basic knowledge and skills in areas such as English communication and mathematics.  A GPA of 1.5 or higher qualifies them to enter the NCE program the following year.  Such an admission system not only invites mediocrity, but in fact establishes it as the foundation for its primary education system.  It is important to note that there are many unemployed NCE graduates in Nigeria, which raises the question: Why? Is it because they are unable to find work, unwilling to change locations, or simply waiting for something better to come along?  Statistics on actual outcomes of NCE students were not available at the time of this writing, but a tracer study of recent NCE graduates is being undertaken and the findings should be available in 2003.  

Teacher deployment issues:  Teachers trained for primary-school teaching often are not deployed to primary school classrooms, and teachers prepared to be subject specialists often end up teaching in primary schools.  In one sample, 15% of the NCE graduates who specialized in primary were teaching at the secondary level, and about 60% of NCE graduates who were subject specialists were teaching in primary schools
.  Why are PES-qualified teachers not regularly deployed to primary schools?

· There appears to be no coordinated system or policy of teacher deployment to schools.  The major players in teacher deployment – the COEs, universities, SPEBs and LGEAs – seem to have no mechanism for coordinated review of supply, demand, and placement requirements;

· The COEs and universities are not producing enough graduates to fill the available primary teaching posts in Nigeria. In Anambra state, an extreme case, the output of COE graduates specializing in primary education reportedly represents only about five percent of that State’s current primary teacher requirement;

· Sometimes local governments prefer to hire secondary school leavers instead of NCE holders because they cost less (secondary school leavers with Primary 6 are on salary Primary Level 4);

· State governments sometimes deploy NCE teachers to senior secondary school levels simply because they are the most educated teachers that can be found in certain instances.

· According to one official, teachers can feel stigmatized if they are placed outside their geographic area, creating pressure on education officials to ignore the exigencies of rational deployment.

Teacher recruitment issues:  According to the NCCE, the goal for each college is to recruit 5,000 students per year, but the colleges have not been able to meet these targets.  Part of the reason, as explained above, is that, given the choice, students opt for the university or polytechnics.  But as with teacher deployment, there also seems to be a lack of coordination in the recruitment of teachers.  Total enrollment in colleges of education has risen in the past three years, but the absolute number remains low, particularly if Nigeria is to reach its goal of universal primary enrollment by 2015.  

Curriculum questions: Although the creation of the PES program signals an important step in the direction of improvement in the quality of primary education, it is only a step.  Studies and stakeholders have reported that many NCE holders teaching in primary schools have insufficient pedagogical skills to teach literacy and numeracy to young children, to operate effectively in a bilingual teaching and learning context, or to manage teaching and learning in multi-grade situations common to small rural schools
.  Such observations raise questions about the quality of the curriculum in the COEs, which include such problem as:

Underdeveloped PES programs in COEs:  The Primary Education Studies (PES) program is offered in Colleges of Education for teachers who wish to specialize in teaching at the primary level.  Yet according to lecturers we interviewed, these programs are under-resourced, lecturers are often unqualified to teach about primary school methodology, and courses tend to be academic rather than practical.  These lecturers feel that COEs need to provide student teachers with greater opportunities for making and using materials for teaching children, and to strengthen the practice teaching and supervision component so that primary school teachers receive guidance as they learn to apply what they learned in teacher training college.
Absence of PES in universities: Four universities confer B.Ed. degrees with a concentration in primary school teaching, though they have not adopted the PES program.  One COE calls itself a “College of Primary Education” (Lagos State College of Primary Education, Noforija), yet none of its faculty is trained as primary education specialists, and they have only just begun admitting students into a primary education program.  Such a situation has led some students to say “If university doesn’t offer primary education, what will happen to me?”  If students are to feel certain that they will be qualified as primary school teachers, they must be able to complete a program and earn that distinction, in COEs and in the universities.

Lack of instruction in reading programs for teaching beginning readers:  Whereas COEs and universities offer courses specially designed to teach mathematics and science in the first years of school, no classes are offered that explicitly prepare teachers to teach reading to emergent readers.  The COEs and universities do offer courses on reading and language
 - courses that include instruction in morphological and syntactic processes, grammatical categories, semantics, and principles of first and second language acquisition. However, teachers of beginning readers need guidance in more basic areas, such as decoding skills, error-correction strategies, reading for meaning, making and using tools such as flash cards, word masks, big books, readers, games, rhymes, and story telling.

.  

No courses offered that specifically prepare teachers to teach in the language of the environment:  The national curriculum calls for the use of “the language of the environment” as the medium of instruction from Primary 1 to 3, yet courses in the COEs only provide instruction in the theoretical topics listed above (morphology, semantics, etc.) without giving teachers specific skills for this difficult task: when should the teacher use the local language, and when should he/she use English?  What is the proper sequence in which to introduce the different sounds of the language?  What materials exist to facilitate learning in the target language?  How should English be taught as a subject?  How is the transition to English to be made in Primary 4?  Without such training, and a structured program that includes teachers’ guides and learning materials to facilitate such instruction, teachers tend to implement the language policy in a haphazard and ineffective manner. This point, and the previous one, arguably lie at the heart of some of the difficulties experienced by Nigerian children in the initial stages of reading, and account, at least in part, for the 25% pass rate in the MLA 1996 reading test.

Gender issues: The NCCE reports that the teacher training curriculum is “gender-free”; for example, course Ed 314 (Education of special target groups, including women’s education, fishermen, nomadic education) covers issues around women’s education. But it is not apparent that the COEs deal with such matters as the limited number of women faculty in the COEs, gender-sensitive instruction techniques, awareness of gender stereotyping, establishment of “girl-friendly schools,” or sensitization of parents and community around girls’ enrollment issues.  Further research needs to be conducted in order to understand how the COEs can play a more central role in the promotion of women and girls in education.  Some of this work has already begun: for the last two years, the Forum of Women Academics in Education (FAWE) has assisted with research on the gender problem in colleges of education for two years, and its report, called “Bridging the Gap,” is in press with UNESCO.  UNESCO is also reportedly helping with capacity-building in the girls’ education area in the COEs.  

Community participation issues: While the course EDUC 124 ostensibly covers parent-teacher relations, there is a need for inquiry on the question of the role of parents and communities in the management of schools, in local participation in instructional activities, and in the planning and management of school/health interventions.

Curriculum debate: While officials at NCCE argue that “the days of the classroom teacher are over,” officials at UBE maintain that the contrary is true: that teachers should not be expected to specialize, particularly in light of the trend in multi-grade classrooms, one of the new areas in teaching.  Multi-grade teaching is likely to increase over the coming years if the targets of UBE are to be met by 2015. 

Delivery quality:  According to reports from COE lecturers and OE officials, COE lecturers and University Faculties of Education often lack the training, experience and resources to teach primary education, even if they are assigned to a PES program.   This is due, in part, to the low level of financing available to the COEs and universities.  “It’s not that we cannot do teacher education the way we want,” said one official, “but the government does not sufficiently support it.” Officials at UBE also commented that the curriculum in the teacher training programs needs to focus more on pedagogy and practice, and that teaching practice is rushed, unsupervised, and uncoordinated at the present time.

There is also the question of whether or not the three years of training for NCE are really necessary.  Some local governments in Nigeria prefer to hire teachers with less than NCE qualification.  Two reasons have been suggested by persons consulted in this Situation Analysis: (1) because they cost less: a local government can hire three Grade II teachers for the cost of two NCE teachers; (2) because it is not always clear that teachers with NCE qualification perform significantly, or even noticeably, better.  There are no standardized performance criteria or expected teaching competency standards for teachers to meet, and no studies available as to the quality of performance of teachers vis-à-vis their qualifications (though the LEAP project is conducting a Teacher Training and Qualifications study that will examine this question).  The NCCE maintains that no Commonwealth country has anything less than NCE level, so why should Nigeria be the exception?  This reasoning might justify the continuation of the NCE track for status reasons, but, in time, financial considerations, especially in the absence of evidence that NCE-trained teachers actually perform better, might lead decision-makers to pursue alternative routes, as they are already doing with the NTI and other programs.  The lack of such evidence also raises the question whether a country like Nigeria, with its different regional characteristics, population pressures and limited educational budget, might not want to consider a variety of more cost-effective options adapted to each context.

In-service teacher training 

In Nigeria, “in-service teacher training” usually refers to any of a number of professional upgrading programs available to already-serving teachers, most of which are offered by the COEs and universities.  The concept of in-service workshops to upgrade teachers’ skills, without some kind of formal upgrading document like a certificate or degree, is known, but rare: most teachers have not experienced any professional upgrading since they were certified as teachers to begin with, in some cases many years ago.  

This assessment will address the two kinds of in-service teacher training: formal upgrading programs and what some have called teacher development programs or recurrent in-service training programs.

Formal upgrading programs

As with the pre-service teacher training programs, formal upgrading programs provide teachers with the opportunity to acquire a professional development certificate (TC Grade II, NCE) or degree (B.Ed.).  The curricula for the NCE and B.Ed. Programs are the same for in-service students as they are for pre-service, the main difference being the structures of the programs and the amount of time spent in completing them.

COEs and universities.  Both COEs and universities offer part-time “sandwich degree programs” involving study during vacation periods, the completion of self-study materials between these periods, and, occasionally, weekend sessions.  COEs and universities also offer a full-time in-service program in which already-serving teachers take leave from school to attend regular courses alongside full-time pre-service students.  

NTI.  Another route to in-service upgrading is a parastatal called the National Teachers’ Institute (NTI), the main source of teacher upgrading and other teacher education programs through distance education.   NTI has two programs: a part-time teacher up-grading program, which leads to the NCE, and the Pivotal Teacher Training Program (PTTP).

This PTTP program, administered by NTI, is an 18-month course of study that awards secondary school leavers with the TC Grade II, and upgrades holders of TC Grade II referred to Grade II pass.  At the completion of the course work, there is a three-month internship in a primary school before qualifying for appointment to teach.  The curriculum is seen as equivalent to the first year of the NCE, and it is expected that the teachers would continue part time study to complete the full NCE program.  The course is based on face-to-face contact sessions on weekends and during holiday periods, self-instructional course materials and school experiences.   The first cohort of 12,955 students passed the course in 2001 and, to date, PTTP has reportedly produced 40,000 graduates, though fewer than half are said to have been employed.  PTTP is heavily subsidized from public sources; students are paid an allowance, pay no fees, are supplied with learning modules, and may have additional private costs met by the local government that has agreed to employ them upon completion of the 18-month program.  The Institutes of Education in the universities moderate the NTI program.

FCE Yola.  Still another route to teacher upgrading is the FCE/Yola, which has been working with the National Commission for Nomadic Education to offer a Grade II Teaching Certificate for primary school teachers to teach in nomadic communities (described above).  

Incentives for upgrading

Nigerian teachers have several reasons to upgrade their credentials.  First, since the NCE was established as the minimum qualification for primary and junior secondary school teachers, the federal government, particularly the TRC and the NCCE, have been working to standardize this qualification throughout the country.  Although there has been some divergence of expectations on this question, the percentage of NCE holders has increased significantly in recent years and this will undoubtedly be the trend in the near term, thus creating pressure on teachers with lesser qualifications to “move up or out.”

Second, there is a considerable salary reward for upgrading from Grade II Teachers’ Certificate to NCE (cited above).  

Third, some states pay tuition in part or in full for a proportion of teachers taking upgrading courses, either full time or through sandwich courses.  Thus, teachers have a financial incentive to participate, though most teachers pay for their own teacher education and training.  

Finally, public service regulations allow up to five percent of public servants per year to be eligible for study leave with full pay.  Thus, teachers who qualify for this support have yet another financial incentive to upgrade to NCE. 

All of these reasons notwithstanding, it is also true that many teachers who upgrade through in-service programs have reported dissatisfaction with these programs, claiming that little direct value was added to their teaching (Aarons, 2003).  This perception is a reminder that the question about the quality of in-service upgrading, and the quality of the NCE program itself in terms of actual returns in performance, remains an open one and should be studied. 

Recurrent in-service training programs

Recurrent in-service training involves the following institutions or agencies:

UBEC: In Nigeria, the responsibility for coordinating in-service teacher training activities (outside of in-service programs for upgrading of formal qualifications) falls to the Technical Committee on Teacher Development and Curriculum Development within the Universal Basic Education Commission (UBEC).  This committee is a statutory body of stakeholders in teacher education consisting of the Nigerian Union of Teachers (NUT), TRC, NTI, NCCE, UBE, Federal Ministry of Education (FME), the National Commission for Nomadic Education (NCNE), the National Board for Technical Education (NBTE), the Nigeria Educational Research and Development Council (NERDC), the National Institute of Nigerian Languages (NINLAN) and representatives of institutes of education, one per geographic zone.  The committee meets periodically to discuss in-service issues and to plan and coordinate activities.  The UBE also has other resources to support in-service teacher education.  For example, the UBE library promotes literacy by holding monthly meetings for teachers to discuss the development of reading skills and authorship. The UBE also has a research component resident in the DPRS, and is developing its own web page.  There is also a book management committee in UBE.

State efforts: The SPEBs offer short, periodic in-service workshops (e.g., 2-3 weeks) to upgrade teachers’ skills and content knowledge.  These workshops are typically organized at the LGEA level, with representatives from some schools invited to take part who then pass on their new knowledge and skills to other teachers. Each time the workshops are offered, the SPEBs call on different schools.  Topics are determined on the basis of needs as perceived by the SPEBs and LGEAs.

                 There are also innovative programs being implemented in various states.  For example, school supervisors in Bauchi prepare monthly itineraries for school visits, hold meetings regularly with head teachers in a group of schools, conduct classroom observations and discuss the results with teachers during their visits.  The role of the school supervisor as a professional leader is also being explored in states such as Oyo. 

Universities and COEs: Like the SPEBs, universities and COEs offer similar short, periodic in-service workshops to upgrade teachers’ skills and content knowledge.  While workshop content is determined by the universities and COEs, they are sometimes carried out through their consulting firms within their institutions. For example, a university wishing to conduct a workshop approaches its internal consulting firm, which writes the proposal and seeks funding.  If funding is acquired, the consulting firm recruits training staff from the university as needed, and manages the implementation of the workshop.

Math and literacy workshops:  The Mathematics Association of Nigeria (NMA) and the Reading Association of Nigeria (RAN) both organize occasional skills-upgrading workshops for teachers in mathematics and literacy throughout Nigeria. 

Donor Support Programs

World Bank Cluster Teacher Support Program: In terms of day-to-day activity, the principal activity undertaken by the UBE is the Cluster Teacher Support Program, part of the World Bank’s Primary Education Project (PEP II).  The objective of this program is to develop a cost-effective model of school-based support for teachers, focusing on inexpensive ways to develop teaching materials so that, instead of stocking imported materials at the SPEB, then sending them to schools, teachers can use simple materials to make their own learning aids.  Still in its pilot phase, the program works in P1-3 in clusters of up to 5 schools located not more than 5 km (within walking range) from a “focus school.”  The model is “on-the-job in-service” in which teachers express their needs, identify a mentor, then allow consultants from nearby COEs to come observe them in order to derive lists of training needs.  Based on these lists, “needs-based workshops” are designed and implemented with the teachers, after which the consultants and head teachers observe the teachers in the classroom to ensure the transfer of the new ideas. So far, over 1,000 have been trained (30 per state) since April 2002.  It is hoped that currently active states will be included in the new World Bank-assisted UBE program (see below).

USAID/LEAP Cascade Approach: In the states of Lagos, Nasarawa and Kano, the most visible provider of recurrent in-service training programs is USAID, through the LEAP project (described above).  Through this program, P3 and P4 teachers have been involved in ongoing support via broadcasts into their classrooms three times per week of Interactive Radio Programs.  These teachers have also benefited every two months from face-to-face school-based in-service workshops on topics such as IRI instructional methods, lesson design, student-centered teaching, cooperative learning, and multi-level thinking. The program uses a cascade model in which a core of training designers in Abuja trains a group of “LEAP trainers,” who in turn train groups of master teachers in the three LEAP states.  These master teachers then return to their schools to deliver the workshops, usually in a series of after-school meetings lasting 2-3 hours each.  All trainers, including master teachers, receive trainers’ guides for these events.  

DFID is conducting a primary education/adult literacy “community education program” in Abia State, and with nomads in Adamawa and Taraba.  This program uses a community/whole school development approach in assisting with renovation and infrastructure support, educational materials, head-teacher and teacher training and community mobilization.

UNESCO has supported the NTI and the National Universities Commission (NUC) to organize training workshops on the development of training and instructional materials for distance education.  UNESCO also supported a policy advocacy workshop that developed and proposed a National Policy on Distance Education for incorporation into a revised National Policy on Education for Nigeria.   

UNICEF has been implementing community-based projects in the fields of primary and adult education and child development. A Child-Friendly School Initiative (CSFI) partnership has recently been launched targeting 8 states, including Kano.  Situation Analysis team members visited a CSFI pilot school called Science Primary School in Kuje, FCT, which exemplified UNICEF’s vision of the provision of extensive inputs in order to ensure the provision of health and a hygienic environment.

Local NGOs:  Various local NGOs provide school-based in-service training for teachers.  One is Kano Forum, which is working in eight model primary schools in Kano (soon to expand to 8 more).  Kano Forum works with teachers and communities to upgrade their schools by assisting with the provision of water points, toilets, desks, chairs, charts, teaching aids, textbooks, and school-based in-service teacher training.  Kano Forum previously attempted to develop a mother tongue instructional program in the early grades, but because of lack of support from the SPEB, abandoned it.  

Upcoming Donor programs:  The World Bank is launching a new program consisting of a $101 million credit for Universal Basic Education focusing on both primary and junior secondary schools in 16 states over 5 years, from 2003-2008.  The program will give priority to school and teacher development through in-service training and mentoring programs at the school and cluster levels complemented by local, demand-driven teacher workshops and in-service training.  The focus will be on the links among language of instruction, learning and literacy, and would need to be supported by appropriate teaching and learning materials.  Emphasis will also be given to managing teaching and learning in multi-grade situations in small rural schools, including nomadic and Qur'anic schools.  Support will be provided for teachers to upgrade their qualifications at state colleges of education or through distance education programs.  Eighty percent of the resources will be targeted at the state level, the other 20% at the federal level.  DFID contributes an additional $18 million to this project. 

Problems with In-Service Teacher Training

What problems have stakeholders had with PTTP?  Why are recurrent in-service teacher training programs rare?  What can be done to revitalize this type of activity?  What are the linkages between pre-service and in-service programs?  

Problems with PTTP:  PTTP was created to respond to the dearth of qualified teachers, especially in many of the northern states’ schools, as well as to create a ready pool of candidates for admission into the COEs (most of the COEs are under-subscribed by students). Education planners believed that by creating a program such as PTTP, they could provide needed teachers through another channel.  Yet there has been resistance to PTTP, voiced from several sides, in general because of its perceived lack of quality.  Instructional materials, according to some, did not get to centers early enough; tutors often refused to teach during weekends.  The NUT has asked “Why do we need to create half-baked teachers when we have unemployed NCE teachers?” The southern region of Nigeria also voiced resistance, saying “We already have higher quality teachers than the north; why do we need this program?”  Some southern states did not even participate in PTTP, e.g., Oyo and Ondo.  The NCCE has also discouraged the COEs from accepting PTTP graduates. 

                  In time, UBEC was asked to assist in enriching the PTTP. It reviewed the program and, according to UBEC officials, “built in quality assurance for its curriculum,” though it is unclear whether its recommendations were carried out.  The World Bank has proposed an impact evaluation of PTTP, and the Monitoring and Evaluation Department of the UBE has put it in its work plan.  According to UBE, one question that remains is how to mop up all of these PTTP graduates if they have not been fed into the NCE system.  Perhaps it would also be worth exploring mechanisms for giving teachers credit for teaching experience or previous training.  In order to make up for the deficit of teachers entering the COEs, it might also be wise to consider strategies to accelerate access to NCE upgrading courses. 

Reasons for infrequency of recurrent in-service teacher training programs:  As discussed in the introduction to this section, recurrent in-service programs in Nigeria are known, but rare.  There are several possible reasons.

                  First, with the deterioration of the educational system under military rule over the last 20 years, only the most essential activities have been funded and even those, such as teachers’ salaries, were until recently severely under-funded.  Even now, resources for regular in-service teacher training and professional support activities, especially at the school level, are provided at the state level but are extremely limited and come mostly from donor sources. 

                 Second, no formal links exist between most recurrent in-service training programs and teachers’ professional development.  Programs might offer certificates of participation, which can be added to the teacher’s personal records on professional development in general (and used informally for future promotion purposes), but such certificates do not automatically qualify the teacher for an increase in formal qualification and pay, as a formal certificate (e.g., NCE) does.  Thus, recurrent in-service training programs do not provide sufficient motivation for many teachers to participate.

                 Third, and perhaps most importantly, many people within the system simply are not accustomed to regular, professional support and development and, perhaps as a consequence, do not give it the priority it deserves.  

                 The top FME leadership understands that teacher development at the school and school-cluster levels is at the core of improving teaching and learning in classrooms, and for most teachers it needs to be the main source of professional development.  UBEC and NCCE leaders are working to make this kind of training a regular feature of educational life in Nigeria.  The NCCE, in conjunction with the TRC, for example, is proposing that refresher courses be made available to teachers every two years (officials note that in Singapore teachers are required to have a minimum of 100 hours per year of refreshing; if two years pass without any upgrading, they leave the teaching profession).  Such initiatives are in the works, but it will take time to bring them about.  

Linkages between pre-service and in-service programs: As noted in the previous point, there are two kinds of in-service teacher training programs: upgrading and recurrent training.  The in-service upgrading that is carried out in the universities and COEs is essentially the same program as pre-service training in terms of curriculum (the same one established by the NUC and NCCE, respectively, for pre-service training), and the number and type of units expected for completion of the program.  Even many of the lecturers and facilities are the same.  The same is true for the NTI in-service program for upgrading to the NCE.  The only differences are in the format or “structure of the program” (which can sometimes be the sandwich model of in-service training), admissions criteria (which are different for practicing teachers) and requirements for post-training placement (for teachers who must return to primary school teaching).  The exception to this rule is the PTTP program, which is based on the Grade II curriculum.  Thus, in spite of the differences between these programs, it is fair to say that the in-service upgrading programs are essentially a reflection of the pre-service program in content and purpose.  

                 
Recurrent in-service training presents a different picture.  As we have discussed above, such training is rare, sporadic, and uncoordinated.  Designs tend to derive from implementers of specific programs (e.g., LEAP) based on needs determined by those programs and the programs’ objectives.  While some programs draw on pre-service resources (e.g., the World Bank Cluster Teacher Support Program and LEAP both use COE lecturers as trainers and resource persons), no reports have been made of linkages between recurrent in-service training and pre-service programs in terms of shared curriculum, facilities, equipment, materials, information, data sets, or even shared goals.  Another impediment to the coordination of training services is the fact that no research exists on in-service teacher training at primary level outside of the programs implemented in the COEs. 

                  The UBEC should take the lead in coordinating and monitoring such teacher education activities at the national level.  Its influence in education has been seriously reduced in recent months due to the uncertainty around its role, largely due to the April 2002 Supreme Court ruling that brought legislative consideration of the UBE Bill to a halt for more than a year.  Now that the Bill has passed the National Assembly and is awaiting the signature of the President, UBEC officials feel certain that the parastatal will have its previous powers renewed, and even increased, and that a re-invigorated agency finally will be able to fulfill its mandate.
  

                  Amongst decision-makers, from the NCCE to the UBEC to the SPEBs and LGEAs, there seems to be a consensus that more school-based in-service (“recurrent”) training needs to be provided; indeed, it is at the very heart of professional development for teachers.  There is thus an opportunity to create more linkages.

Lessons learned from World Bank's PEP I AND PEP II 

The first Primary Education Project (PEP I: 1992-97) was intended to provide support to the Federal Government of Nigeria through (a) upgrading the quality of primary education, (b) improving resource allocation, (c) increasing enrollments, (d) strengthening institutions, and (e) facilitating future planning.  Implementation was slow, and a second program, PEP II, was initiated to assist with the implementation of universal basic education by (a) strengthening human resource capacity in approximately 10,000 primary schools, (b) creating a primary school environment conducive to teaching and learning, (c) improving the quality and availability of instructional materials and distance education, (d) developing an enhanced information base to facilitate decision-making under Nigeria’s UBE program, and (e) creating national awareness about HIV/AIDS.  In its September 2002 Project Appraisal Document for the new UBE project, the World Bank gave PEP II an unsatisfactory mark for implementation progress and development objective (p. 18).  What can be learned from these two projects and how will lessons learned be fed forward into the next World Bank-supported initiative, the Nigeria Universal Basic Education Project, and other initiatives such as those to be reflected in USAID/Nigeria’s next country strategy plan? 

Recommendations
1. Develop a reading program for use by teachers in primary schools.  Work with lecturers in the Colleges of Education and universities in target states to develop a state-of-the-art program for the teaching of reading, initially for Primary 1-3 (eventually to be expanded to Primary 4-6), either in English or in the language of the environment (see recommendation 3).
  The program would include the development of:

· detailed teachers’ guides offering explicit instructions for teaching activities, pupil learning tasks, and use of teaching/learning materials

· readers for pupils (if appropriate readers cannot be found and procured)

· training for teachers in the implementation of the program, including the use of the teacher’s guide, and fabrication and use of teaching/learning materials such as flash cards, word masks and big books
· training-of-trainers program for in-service trainers and lecturers from the COEs and universities.

2. Develop a course on the teaching of reading for the COEs and universities. Once the reading program in recommendation 1 is developed, work with lecturers in the Colleges of Education and universities in target states to develop a course, or series of courses, through which the program is offered.  Assist with the development and production of course materials, and provide training to COE and university lecturers so that they can participate fully in the development of this course.  Training of lecturers can consist of in-country workshops facilitated by experts on the teaching of reading, international study tours and/or participant training programs.

3. Develop an experimental program of instruction in the language of the environment (i.e., a local Nigerian language). Either as part of recommendation 1 or in addition to it, carry out the following activities:

· Conduct a situation analysis of LGEAs to be served by USAID, of any instruction already being carried out in the language of the environment in those LGEAs, and of receptivity to the idea of experimenting with mother tongue instruction in the early classes on the part of government officials, teaching and school management staff, and parents and community members.

· Establish an objective process whereby the zone(s) most likely to succeed in such an experiment are identified and selected.

· Select the experimental schools (e.g., 10 schools in close proximity to one another).

· Carry out an intensive sensitization program to prepare ministry officials, teachers, head teachers and parents for the experiment.

· Research appropriate methods of instruction in the language of the environment; for example, the work being conducted by NINLAN in Abia State, or the “pédagogie convergente” model, now in its 16th year in the Republic of Mali.

· Based on research conducted, develop and implement an appropriate system of instruction in the language of the environment for Primary 1-3, with a transition to English in Primary 4, in at least the subjects of reading, mathematics and basic science.  The program should include the following elements: 

· Detailed teachers’ guides offering explicit instructions for teaching activities, pupil learning tasks, and use of teaching/learning materials

· Readers for pupils (if appropriate readers cannot be found and procured)

· Training for teachers in the implementation of the program, including the use of the teacher’s guide, and fabrication and use of teaching/learning materials

· Training of trainers program for in-service trainers

· Using an experimental design, evaluate the impact of this experiment at the end of years 1 and 2. 

· Pending a positive evaluation of this experiment:

· Consult key decision-makers and policy-makers at the state and national levels with an eye to adopting the program in other LGEAs and states.

· Work with COE and university lecturers to develop a course for teaching this new program in their institutions.

4. Continue with teacher training activities initiated by LEAP.  If results from LEAP’s impact evaluation for school years 2002-03 and 2003-04 show significant student learning gains in LEAP experimental schools as compared to control schools, implement the following activities:

· Continue broadcasting IRI programs in LEAP schools.

· Expand broadcasts to other LGAs or states.

· Conduct a formative evaluation of the IRI programs (e.g., pacing, sequence of content, clarity of instructions, appropriateness of program elements – music, activities, character names, familiarity of examples – level of difficulty for pupils and teachers, etc.), and modify the programs accordingly. 

· Conduct a formative evaluation of the LEAP school-based in-service teacher-training program, and modify the program accordingly.  Changes might take into consideration the following: 

· Design of the master teacher model: given occasional problems with the quality of master teachers selected, and some teachers’ aversion to being trained by their peers, consider applying different guidelines to the selection and training of master teachers, or adopting a cluster-based training approach in which trainers would be drawn from groups of schools rather than from each school.  

· Design of the bi-monthly workshop model: if evaluation shows that the model does not provide sufficient training, consider providing more frequent in-school activities (e.g., once per month), or providing periodic activities (e.g., once per term) at training centers lasting 2-5 days.  Of course, this latter idea carries cost implications for transport, lodging and meals.

· Design of system for developing training activities and materials: Should training activities and materials continue to be developed in Abuja, then passed down through the cascade model? Or should they be developed in target states? If the process is decentralized, who would do it? How would it be done? The USAID-funded FQEL Project in Guinea is currently developing a decentralized model of teacher training program development that might prove instructive for Nigeria.

· Explore ways to involve SPEB and LGEA supervisors as training partners or co-trainers so they can knowledgeably supervise their teaching staff and, if feasible, serve as master teachers themselves. 

· Conduct a needs assessment of teachers to identify both expressed and observed needs in the classroom (content and methodology), materials needs, school management needs, and training support needs, with a special focus on the role teachers can play in:

· The promotion of girls’ enrollment, retention and achievement in school, e.g., gender-equitable teaching practices, talking with parents about the importance of girls’ education, and 

· The promotion of health in the school, e.g., teaching activities (how to do role plays in culturally sensitive ways around RH/FP and HIV/AIDs issues)
, health awareness days, dispensing drugs, working with parents to raise their awareness around the use of ITNs.

· Based on the results of the needs assessment described above, develop an in-service teacher training curriculum to be used as a basis for project in-service training development.

5. If in-service school-based teacher training is provided, design a viable monitoring and evaluation system, and ensure that it is implemented from the beginning of the project.  Establish a system that includes:

· Input indicators, e.g.: 

· Number of workshops provided

· Number of teachers in attendance

· Number of hours of training received by teachers (both via radio and face-to-face training)

· Costs of different kinds of training

· Quantity of materials disseminated and used by teachers, pupils, etc.

· Results indicators, e.g.:

· Knowledge acquired by teachers

· Behavior adopted by teachers (ability of teachers to effectively apply in the classroom knowledge or methods acquired in training)

· Behavior adapted by teachers (ability of teachers to apply knowledge or methods acquired in training to new lessons or situations). This aspect of teacher training tends to receive little attention in M&E designs, in particular with IRI: to date, no research exists to our knowledge that assesses the ability of teachers to transfer knowledge or skills they have gained from using IRI to their teaching once the radio is turned off.

· The relationship between knowledge acquired or behavior adopted, on the one hand, and student achievement, on the other.

6. Provide support for the provision, production and use of teaching and learning materials for literacy, mathematics and basic science from P1-6:
· Provide teachers in target schools with teachers’ guides for literacy, mathematics and basic science from P1-6.

· Provide all pupils in target schools with some kind of print material support for literacy, mathematics and basic science from P1-6, including reading materials and other supports discussed in recommendations 1 and 3 above.  A minimum of 1 text per 2 pupils in mathematics and science should be maintained in target schools, excluding readers; multi-subject textbooks can be used to satisfy this formula.  

· Provide all pupils and classrooms in target schools with non-textbook learning materials as well, e.g., comic books, models, wall charts, and, in the upper classes, science kits.

· Conduct a study assessing the instructional-materials needs of teachers and pupils as noted above, and the capacity of teachers and parents to produce at least some of these materials themselves.  

· Train teachers and parents to develop teaching and learning materials with local resources.  

· Conduct an inventory of locally available print materials to determine the extent to which the need for instructional materials can be satisfied through procurement of these materials, either from local or international publishers.  

· Based on the assessments noted above, make a determination regarding (1) which materials should be provided in each subject at each level for teachers and pupils and (2) whether these materials should be procured, produced by the teachers and parents, or produced by the project to be funded by USAID. 

· Help schools and communities develop systems for managing instructional materials more effectively and efficiently, e.g., book boxes, school libraries or reading rooms, lending practices for children, storage, classroom security.
If the cluster model of teacher training is adopted, explore the development of modest teacher resource centers in schools in which training occurs, equipping such centers with resources such as dictionaries, encyclopedias and visual aids that are available on a loan basis as well as lesson plans and basic reproduction equipment such as steno machines.

Chapter 4:
Community Participation

This section discusses the nature of community participation (CP) efforts underway in Nigeria in the area of primary education.  The pros and cons of various approaches now being implemented by donors are analyzed and recommendations for future programming by USAID are presented.

Background

A generation ago, the community was considered an integral ingredient of the education process.  The local community played a fundamental, albeit informal, role in seeing to it that young children attended school, supported teachers in their commitment to education, and generally conveyed respect and support for the importance of primary education.  Although interviews at all levels of the educational system by the Situation Analysis (SA) Team confirmed that the community had been relegated to a less influential role in the education of Nigeria's children, this is now changing.  

The federal government is now seeking to renew its past emphasis on using the local community to assist in the support of primary education.  The last Education Sector Status Report by the Federal Ministry of Education (May 6th, 2003) stated:

Recently government introduced an innovation of allocating substantial funds for community self-help projects for school improvement.  This is to increase community involvement in school management and hold schools accountable to parents and pupils.  The World Bank has supported this effort since 1992; and since the 1980s it has been common for local communities, normally working through parent-teacher associations, to provide financial assistance in the form of classroom construction, supply of furniture and equipment and provision of scholarships.  They also assist in promoting enrollment and attendance in primary schools.

Now that Nigeria has adopted the goals of achieving Education for All (EFA), the country is working to implement Universal Basic Education (UBE), consistent with the democracy that Nigeria has practiced for the last four years. The nation is attempting to involve its local citizens in the activities of their communities, especially in local primary schools and in community health.  This same document argued that "local community involvement in primary schools will need to be expanded beyond contributions for renovation and rehabilitation.”  Government education entities at all levels expressed similar opinions, asserting that by building upon existing local PTAs and other community organizations, improved learning by primary students would take place in the school setting.

Policy Framework

When local education officials were asked if any formal policy(s) were in place regarding the prescribed or anticipated roles for PTAs (or other CBOs), these officials said that to their knowledge there were none.  However, the primary education section of Nigeria's National Policy on Education (NPE, 1998) states:

Government welcomes the contributions of voluntary agencies, communities and private individuals in the establishment and management of primary schools along side those provided by the state and local governments as long as they meet the minimum standards laid down by the federal government.

This is hardly a clear statement of policy on the role of communities in primary education.  Additional language on the role of the community is provided in Section 10 (p-42) of the NPE, which says; "School systems and consequently their management and day-to-day administration shall grow out of the life and social ethos of the community which they serve."  

The closest the NPE comes to articulating a formal policy on community involvement is Article 92(b), which calls for "close participation and involvement of the communities at the local level, in the administration and management of their schools."  This appears to be a generalized goal rather than a statement of formal policy calling for exact and specific behaviors on the part of communities.  The Universal Basic Education (UBE) Bill, which supersedes the NPE when signed by the President, establishes a Universal Basic Education Commission.
  Notwithstanding an interest by government in using the local community to support primary education, there is only one reference to the role of the community in the UBE.  It says that the Commission shall "carry out Mass Mobilization and Sensitization of the general public and enter into partnerships with Communities and all Stake-holders in Basic Education with the aim of achieving the overall objectives of the Program in Nigeria.  While there are clear statements on the role of "parents" in the UBE, there is no further guidance in the Bill on what is expected of communities in primary education.  This is in all likelihood an area that will have to be worked out at the state and local government levels.

Current Approaches to Community Participation 

Numerous organizations have adopted community participatory approaches (CPA) to improve primary education programs.  The majority of these programs share a great deal of similarity.  They all seek to strengthen school management through community participation, although the degree and form of community involvement vary by organization.  In most cases, grants to improve school infrastructure are provided directly to the community or through a local NGO.  Local PTAs or other community-based organizations (CBOs), where they exist, are sensitized and mobilized to support their local school or participate in government-supported health programs.  Basic questions for the CPA are when and how to involve the community.  Should resources be used first to improve the school infrastructure, the physical pre-condition for learning?  Subsequently, it is the community's responsibility to support and/or maintain the changes that have taken place.  This is basically a "top-down" approach, wherein outside donors (or the LGEA) decide on the needs of the community.

Alternatively, and typically more often, the local PTA or CBO is asked by outside donors to participate in determining the needs of the community school or other community needs.  This approach relies on "participatory" techniques for collecting information directly from community members to determine their perception of community needs, which are then prioritized by participants.
  Usually at this point, resources are provided to the community for specific projects (possibly with matching funds or in-kind services required of the community) or communities are encouraged to request funds from the donor by developing proposals or action plans for specific activities.  These proposals or action plans must explain why the community wants funds and how they would be used, and must provide a budget consistent with the purpose of the proposal.

Each approach will have variations depending upon a given donor and its government's operational procedures and funding regulations.  Brief descriptions follow on what major donors are doing in CP in Nigeria. 

The World Bank

The World Bank supported primary basic education by providing financing for school construction and rehabilitation of local schools through self-help grants to communities under its initial Primary Education Project (PEP I) between 1992-1997.  This was a pilot project introduced into nine states and later expanded to all 36 states under PEP II
.  PEP II also focused on training school head teachers in school management and supplied learning materials to schools throughout Nigeria.  Both, PEP I and II, provided schools with small grants to meet some perceived need of the community, although often without formal input from the community. These efforts will now be superseded by the Bank's UBE efforts to improve school facilities in only 16 states, thereby targeting resources ($101 million dollars U.S.) to areas with the greatest need.  To the extent possible, the Bank has sought to enlist the assistance of the local community -- although the Bank has worked primarily through the State and LGEA.

The World Bank Project Appraisal Document (September 2002) noted that its original pilot program of self-help grants in PEP I was successfully implemented, although the implementation process was slow.  However, in PEP II, it rates the program as "unsuccessful," acknowledging the wide variation in capacity and in commitment [for communities] to achieve UBE.  Basically, given the breadth of the program in all 36 states, the Bank has found it too difficult to provide sufficient oversight, through the UBE Commission in Abuja, to assess project performance.

Under the new UBE project, the Bank will scale back its efforts and work in only 16 states -- far easier to manage.  The Bank also plans to work primarily at the state level under the new project, with state-based project implementation staff, instead of through the central UBE Commission.  The Bank appraisal document clearly suggests that resources (i.e., self-help grants) used to promote local involvement in the earlier projects were too little and spread too thinly to demonstrate positive and measurable results in primary education.   The important message is that pilot project outcome does not necessarily "scale up" effectively and operating parameters must always be taken into consideration. 

UNICEF

UNICEF has plowed new ground by establishing a public-private partnership with British Airways (BA) to completely rehabilitate a school at the Kuje Community in the Federal Capital Territory (FCT).  Known as the Child-Friendly School Initiative (CSFI),
 this school was commissioned in November 2002 and demonstrates what can be achieved with considerable resources and the support of the community.  Originally constructed in 1946, the school was completely run down and in need of serious repair.  UNICEF provided the funds to build all new classrooms, a library and science lab, latrines with running water, and a new bore hole with a water tank.  UNICEF's partnership with British Airways is showing what can be done with the infusion of a tremendous amount of resources.
 The Headmaster also stressed that a considerable effort had been made to recruit well-qualified and dedicated teachers to complement infrastructure improvements. The local UNICEF Manager told the Situation Analysis Team that UNICEF programs operate on the basic assumptions that children learn best when they 1) are in a safe and clean learning environment, 2) have appropriate water and sanitation facilities, and 3) are in good health.  The Team clearly observed the first two conditions, but health programs were not in evidence.

UNICEF has not yet had an opportunity to assess its efforts at Kuje.  However, the project has only been in operation since November 2002, and it remains to be documented how, or if, the new and improved infrastructure will lead to improved performance by the students.
  A great deal of resources went into this project and it is unlikely that this type of effort will be emulated on a wide scale.  Nevertheless, Kuje represents a model type of school and demonstrates what can be done to build a positive, enabling environment for students and teachers alike.  Depending upon funding, UNICEF is planning to expand its Child-Friendly Initiative to perhaps as many as eight states.

ActionAid

Instead of relying on providing material resources to the community, ActionAid focuses on building the capacity of a community's human resources.  This organization trains community facilitators to mobilize the local community to solve its own problems.  No resources are provided per se; instead, communities are encouraged to work with local NGOs--especially those involved in gender-specific programs, HIV/AIDS awareness efforts, and promotion of good governance in their community.  ActionAid seeks to empower communities to help themselves through the application of REFLECT methods, calling on people to analyze their local environment, identify their problems, and work out practical solutions to these problems.
 

By way of contrast with UNICEF, ActionAid relies on "self-help" efforts in the communities where ActionAid staffs work.  Generally, these efforts are rewarding because the community buys into the process of capacity-building and takes ownership of the outcomes of its efforts.  

These outcomes are usually more sustainable but typically limited in scope (given the financial constraints of most communities) and take a relatively long time to achieve.  

USAID 

For its part, the USAID Mission in Nigeria has chosen to predicate its primary education program on participatory approaches involving the local community.  This effort is structured as a "bottom-up" approach designed to involve the local community fully through existing institutions.  Also, in an effort to obtain a better return on its investment, USAID/ Nigeria is focusing its efforts to improve primary education on only three states (Kano, Lagos, and Nassarawa) through the Literacy Enhancement Assistance Project (LEAP) as implemented by the Educational Development Center (EDC).
  The overall goal of this project is to improve English language literacy and numeracy skills among students in public primary schools as well as Islamic primary schools.  LEAP is conceived as a threefold set of building blocks that work together to achieve several goals: 1) it seeks to improve classroom instruction by improving teacher training and resources, along with the use of interactive radio to assist teachers in their craft; 2) it works with State Primary Education Boards (SPEBs) and LGEAs to assist in developing policies that support more effective and efficient use of resources in primary education; and 3) it encourages all members of the local community (especially parents of school-age children) to be more involved in the education of their children.

LEAP Geographic and School Settings

USAID selected three states for its primary school activities.  These sites were chosen because they permitted the LEAP contractor to carry out LEAP interventions in a cross-section of geo-political zones within Nigeria--to a limited extent representative of the country’s cultural and ethnic variation.  In brief, these states can be described as follows:

· Lagos, located on Nigeria's southwestern coast, is a multi-ethnic, multi-religious, high-density, heterogeneous population center. It is essentially urban, with residents from throughout the country.  In the educational sector, there is an interesting mix of private and public primary schools.  LEAP is working with public primary schools in the urban center as well as with some public and Islamiyya schools in the more remote and rural locals of the state;

· Nasarawa, Nigeria's newest state is situated in the north-central part of the nation.  Until its establishment in 1996, it was part of Plateau State.  The state is primarily rural, with a small heterogeneous population, and is relatively poor.  A tremendous need exists for improved educational services, in both public and private Islamiyya schools.

· Kano is part of Nigeria's northern zone, featuring a highly homogeneous Islamic and Hausa-Fulani population.  It has a mix of urban and rural areas.  Serious deficiencies (gender inequities, low teacher quality, and poor school infrastructure) exist in the Islamiyya schools as well as the public sector.  Many other donors (e.g., UNICEF, World Bank) are working in the North, and USAID is planning the possible development of cross-over strategies in such areas as general health and HIV/AIDS education.

LEAP Community Strategies

The LEAP community strategy is designed to increase local community participation in primary education through the development of literacy-numeracy agendas and the implementation of a small-grants program.  By providing training and technical assistance to local community organizations (CBOs or PTAs), the long range goal (3-5 years) is to strengthen local institutional capacity to ensure organizational and financial sustainability beyond short-term, capacity-building technical assistance.
  The LEAP community strategy consists of three major steps for encouraging local communities to become more involved in primary basic education.
  These steps call for:

· Establishing literacy and numeracy agendas (LNAs) with the local community;

· Identifying self-governing institutions that possess sufficient capacity to implement LNAs; and

· Implementing an incentive grants program via local NGOs with school PTAs/CBOs to improve primary pupils' literacy and numeracy. 

SA Team’s Community Site Visits
Over a three-week period, the SA Team visited LEAP (and non-LEAP) schools to understand more fully the LEAP community participation component in working with local PTAs in selected community primary schools.

The SA Team found that infrastructure issues confronted all of the schools visited without exception, albeit in varying degrees.  The schools in Nasarawa were somewhat poorer in terms of physical needs than those in Lagos or Kano, but not by much.  The physical conditions of the primary schools are summarized in Table 4.0 below:

Table 4-0

	Infrastructure Conditions at the Schools Visited by the

Situational Analysis Team

	· Of 9 schools visited, only 6 had potable water; 5 from local wells, and one from containers brought to school;

· 78% of the schools had latrines; most had separate facilities for boys and girls  (75%);

· However, the ratio of latrines to pupils (both sexes) was high (averaging 1 latrine per 112 pupils; one school with 124 pupils has none; and a school with 2678 pupils has 20 latrines);

· Of these, 55% were deemed clean or moderately clean, with a third (33%) considered unclean;

· Two-thirds of schools had play fields; only one-third had a school library;

· Teachers had desks in just over half of the schools (56%); just over half of the pupils had a desk to sit at (56%); 

· Only two-thirds of the classrooms were well-lit; 

· 44% of classrooms were moderately clean, 33% were clean and 22% were not clean; 

· Only 2 schools provided some type of food to their students (both in Kano State); 

· Most schools (8) conducted vaccinations, mainly for polio and meningitis;

· Lastly, 66% of schools visited had double shifts.




Source:  School Survey conducted by SA Team, May 2003
When the team interviewed local PTA Executive Committee members (LEAP and Non-LEAP), they indicated that their primary roles were to:

· Ensure the attendance of students;

· Purchase materials for school projects;

· Provide overall maintenance, such as fixing roof leaks, and repairing floors, windows and school furniture; 

· Determine the amount levied on each parent for children attending school (per term); and 

· Act as an Advisory Board to the school head teacher.

Interestingly, the same kinds of issues were found in LEAP and non-LEAP schools alike. When asked the main problems that their communities were confronting in improving primary education, PTAs (Executive Committees and/or PTA Congresses) said: 

· They lacked adequate funding in their communities;

· There was a lack of syllabi for certain subjects;

· There was a need for more in-service training for teachers to improve their teaching skills;

· There were immediate needs for latrines and potable water for pupils and teachers;

For those schools that were participating in the LEAP project, the PTAs appeared more interested and involved in assisting the local primary school; they had undergone training with local NGOs (e.g., sensitization and empowerment awareness, management training, and training in banking and bookkeeping procedures).  More enthusiasm was in evidence by LEAP PTAs and participants in focus groups, who stated they were interested in doing something for their local schools rather than just waiting for government to do something.

Indeed, all of the LEAP communities visited had participated in NGO training and were awaiting grant funds. PTAs indicated that, once they received grant monies, these would be used to:

· Buy materials for new classrooms, toilets, or other structures;

· Carry out general maintenance on the schools (e.g., fix roofs, floors, shutters, and wells);

· Purchase school materials, furniture, blackboards, etc.;

· Provide potable water for students in schools where it was lacking; and 

· Acquire a new school site (in one case). 

Unfortunately, LEAP staff did not provide data (either qualitative or quantitative) on how its community participation efforts were affecting literacy and numeracy in the primary schools.
  Interviews with community members and the PTAs conveyed a strong feeling that communities receiving CP treatments were more organized and motivated.  But these PTAs had not exacted any higher levies on community members than those in other school sites visited (in fact, the amount was rather uniform -- 100 naira per child per term). Labor in-kind contributions appeared to be voluntary and very fluid.  

Local NGOs had been contracted by LEAP to improve the capacity of local communities, but how and what this process consisted of was never clear.  Respondents tended to make reference to processes such as "mobilization" and "sensitization" --- concepts that appeared to be fuzzy and not operationalized (that is, defined as a specific set of activities).  These communities had been sufficiently organized to develop grant proposals requesting funds for projects the community felt were most important for the school.  Since communities had been waiting for almost nine months for receipt of these funds
, however, some of the enthusiasm of PTA members had waned.

Community Participation Effectiveness

Overall, involvement in local primary schools by groups such as PTAs, school committees, CBOs, and individual community members does improve the enabling environment of local schools.  These organizations can make a substantial contribution to their local schools through the construction of school buildings, repair and maintenance, and provision of furniture and instructional materials.  Communities also participate in promoting the enrollment and attendance of students, and have an input, albeit often limited, in the management of their primary schools. 

Despite valuable contributions, these groups are all too often faced with multiple and frequently overwhelming demands, and their roles vis-a-vis other stakeholders in the management of primary education are not well-defined.  Moreover, PTAs and CBOs usually suffer from inadequate accountability and transparency procedures
.  Additionally, "while community organizations are eager to take action . . . the capacity of these organizations is greatly constrained"
.  As a recent study has observed, involving the local community in any type of intervention does not happen overnight.  Invariably, implementation of these programs is slow and may even generate conflict within participating communities
. In many cases, especially in 

poor rural areas, enthusiastic and sustained community participation requires genuine effort on the part of government authorities to empower local people, in addition to providing them with the usual literacy and accounting techniques
.  

Anyway, local communities cannot afford simply to wait for government to do everything. Communities are being called upon to make up for the lack of adequate funding by LGEAs or SPEBs for primary education, and, as the recent report of the Federal Ministry of Education makes clear, a major task of local government is " . . .to foster more effective participation by local communities in the management and maintenance of primary schools"
.  

In summation, community involvement in education and health programs is not a panacea; it takes time, requires patience, and, given human nature, culture, and chance, things frequently do not go the way that outside planners envision. Finally, self-help efforts by communities are but a short-term solution to broader problems that must be addressed by governments at the federal, state, and local levels.

Recommendations

It is recommended that:

· There be continued focus on the community as the point of intervention for injecting resources into the primary school system and for basic health education programs; 

· LEAP improve its monitoring and evaluation procedures for determining the results of its community participation component; too much emphasis is being directed at collecting information on community processes rather than assessing the outcomes of community intervention; 

· Matching grant mechanisms be established to support local PTA/CBO initiatives, utilizing participatory approaches to community development.  Local communities should provide either direct cash or in-kind contributions to receive grants;

· Local NGOs be identified to work directly with communities.  All contractual arrangements should be based on established performance goals; a performance-based contract should also be required for outside implementing contractor (s); 

· Monies be channeled directly to communities, and the turn-around time be shortened for transferring monies from NGOs to the local community (not longer than 3-4 months);

· Build the institutional capacity of PTAs/CBOs to manage funds and to generate monies in support of community activities drawing upon their own funds; and

· Intervention strategies remain flexible. No single strategy will work in each and every case; the "one size fits all" approach should be avoided.

These recommendations are graphically displayed in Figure 4-0.
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Chapter 5:
Girls’ Education in Nigeria

This section summarizes the trends in parity between boys and girls in access, persistence (retention) and achievement at the primary school level over the past four years to the extent that this could be done from existing data, visits to selected schools, and interviews with officials in the states of Nazarawa, Kano and Lagos.  Key factors explaining the progress observed in closing the gender gap are discussed with as much evidence as could be established. 

Access to primary school

Statistics on access to primary education indicate that a lower number of girls than boys enter the education system overall. The severity of this disparity varies by region and is worst in northern Nigeria. The key factors explaining this trend are varied and are found both in and outside the school. The perseverance of such factors is mainly a result of the lack of systematic enforcement of policy at the national, state and local government levels.

Disparities between boys and girls in education begin from the time of access to primary school; that is why it is necessary for USAID and other stakeholders to invest in strategies and activities that ensure that boys and girls enroll in primary school.  National trends on access to primary school, as shown by enrollment data from the Federal Ministry of Education (Baseline 2002), indicate a persistently lower number of girls than boys entering the education system. While it is acknowledged that primary school gross enrollment rates in Nigeria vary from source to source, girls currently constitute only 45% of total primary school children overall (World Bank, 2002). The figures in the Northern region show lower girls’ enrollment than the national average.  For example, Kano’s average shows that girls account for only about 40% of the total enrollment into primary school over the last four years (Kano SPEB Educational statistics, 2002).  Calculations of gender disparity from Baseline 2002 data and Kano SPEB educational statistics show that the national enrollment gender gap since 1999 has stagnated at 12-13%, while in Kano it has grown from 19% to 22% since 2000.
  Gender parity in access is achieved when the same proportion of boys and girls enroll in school.

Causes of gender disparity

The precise causes of gender disparity in access to primary school vary from region to region in the country, and there is need for a systematic study to establish specific factors that lead to non-enrollment of boys and girls in school.
 However, from various visits to schools, individual interviews and focus group discussions in Kano and Nasarawa States, a common set of factors emerged that may explain why more girls than boys never enroll in school. These factors were mostly economic and cultural, although the availability of schools within a safe distance from home
 also played a part in prompting parents to decide whether to send their daughters to school. Indeed, from these interviews and discussions, it appeared that parental and community perceptions of the school, and of its ability to deliver the proper outcomes and values, determine whether parents will enroll their children in school. Low girl enrollment was observed to be much more a rural problem, as there is higher demand for girls’ education in the urban centers.  Some of the specific reasons for non-enrollment of girls were the perception that economic and social returns to a girl's education were low, especially to poor families, and the higher preference placed on girls’ marriage as opposed to their education. 

Policy efforts to address access to primary school

The recent government’s UBE policy, which waives tuition fees and states that it is compulsory to enroll all school-going age children in school, has the potential to increase boys’ and girls’ enrollment in primary school substantially, if it is enforced.  The UBE Bill (2003) is very specific, pointing out that every primary age child has a right to compulsory, free basic education.  It is the duty of the parent/guardian to ensure enrollment, sustenance, retention and completion of the child in school, while the local government has the duty to ensure that parents comply.  The bill makes non-compliance an offense punishable by law. 

Experiences from other countries implementing a similar policy (e.g., Uganda, Tanzania) show a dramatic increase in boys’ and girls’ enrollments, but a gap remains in favor of boys.  Making schooling free does not necessarily get all children to school or automatically lead to gender parity, but, in the case of Nigeria, making school compulsory could make a difference.  Experience from countries like Mauritius and Botswana that have managed to achieve gender parity in access to primary schooling has shown that deliberate action needs to be taken over a long period of time to overcome non-enrollment and gender disparity, even when the law grants gender parity.

Evidence from the three states visited by the Situation Analysis Team shows that at state level there is no formal policy on girls’ education to address the persistent and in some cases growing gender disparity that disadvantages girls.  This means that there are no specific education workers charged with focusing on the factors that discourage large numbers of girls from enrolling or staying in school.  It is also apparent (from interviews) that a number of policy-makers and implementers hold to traditional concepts of femininity.  These include defining women’s role in the home and in the community as that of good mothers and good wives, and perceiving high levels of education for women as directly opposed to their expected role.  Under this optic, ‘good’ seems to imply submissiveness and obedience to men and to elders as ends as in themselves.  That notwithstanding, there was evidence of interest in improving girls’ enrollment, particularly in primary school both at state and local government levels, even though few strategies or activities have been planned to make that happen.

The case for investing in girls’ education 

The well-documented positive impacts of educating girls in family health, nutrition and the future education of their children are not commonly articulated by policy-makers, educators or communities as motivators for investing in girls’ education.  Empowerment of women and girls in their own right as representing half of the country’s human resources seems to be an even more remote rationale for promoting girls’ education.

Yet there is evidence from a growing number of countries in all regions of the world demonstrating that increasing investment in women’s human capital, especially education, should be a priority for countries seeking to increase both economic growth and human welfare
.  This factor needs to be better exploited in promoting investment in girl child education in Nigeria.

Strategies for reducing the gender gap in enrollment to primary school

Gender inequality in education is often a reflection of the lack of value placed upon women’s position and their contribution at different levels; therefore, the case for women’s empowerment as well as the benefits of educating girls need to be marketed to policy-makers, educators and the community more than is the case now.

In order to reduce the gap between boys' and girls’ enrollment, and, ultimately, to get all children into school, a three-pronged strategy is required.  First, state and local governments need a more explicit commitment to solving this problem through specific policies, strategies, targets and budgetary resources.  Second, the USAID strategy of focusing on the North needs to be maintained and refined in order to assure more resources for rural areas and to target the factors that have a direct impact on non-enrollment, particularly of girls.  More systematic education data will help in isolating these specific factors and ranking them; however, based on current literature and our limited field visits, the culprit characteristics at community and household levels seem to be: large household size, with many children under 12 years; household poverty; and community constructs of femininity that marginalize women and limit their roles to motherhood and caring for family members.  This affects girls directly because they are socialized as apprentices of their mothers so that they can play similar roles. Results include early girl child marriage to raise income and reduce child-care costs, more security concerns for girls than for boys, low parental aspirations for girls, and a tendency to exploit girls as domestic helpers.

Third, the school-related factors that inhibit enrollment of children, particularly girls, need to be identified and addressed.  For example, the pattern of continued under-enrollment of children from rural and poorer households has been shown by studies in many African countries to be related to the direct costs of attendance, even when no tuition is charged. Costs of uniforms, texts, exercise books, ‘voluntary’ school contributions, transport and food are of great significance to poorer households.

Persistence and Completion

Overall, statistics show no serious gender disparity in retention or completion rates at primary school level. However, some regions and local government areas show different patterns.  For example, in northern Nigeria more girls than boys drop out of school, while more boys than girls drop out in Lagos state.  Factors responsible for lack of persistence in primary school lie inside and outside school.  Poor feeding, excessive labor and lack of scholastic supplies at home, and an unfriendly environment and ineffective teaching at school are some of the key factors responsible for pupils’ dropping out of primary school.

Trends

National data on completion rates indicate high wastage in the education system, with only an estimated 65% of girls and 64% of boys who enrolled completing primary six.
  While there is no serious gender gap in completion rates, there is evidence to show that girls’ outcomes feature lower levels of achievement.  In both these areas, there are variations from state to state, between rural and urban areas and between boys and girls.

For example, data from the northern state of Kano for 1999 to 2002 indicate that more girls than boys drop out of school. The girls tend to drop out in Primary 3 and Primary 5, while their repetition rates are almost twice as high as boys in Primary 2.  In our interviews, PTA members and headteachers indicated that dropping out of school for girls was more an urban than a rural problem.  However, while boys’ persistence rates are higher than girls’, there is evidence to show that boys tend to repeat classes more often than girls, even if government policy says that promotion to the next class should be automatic.  While the Team could not establish the reasons for girls' high repetition rates in Primary 2 and the reasons for their dropping out in big numbers in Primary 3 and Primary 5, experiences from other countries have shown that differential progress between boys and girls within the learning process, usually measured by repetition and survival to Primary 5,
 is an indication of internal inefficiency of the school system.

Preferred approaches by girls

The focus group discussions carried out with girls from Primary 5 and 6 in Nasarawa, Kano and Lagos States showed that girls in the North are faced with a wide range of difficulties in the school environment, classroom teaching/learning dynamics, and school and parental in-puts.  For the part of Lagos state that we visited, the main problems for girls were poor school infrastructure and excessive household labor, especially before school, mostly among girls who do not stay with their real parents. 

Within the school environment, girls would like strong leadership, particularly from head teachers.  A strong leader was defined as one who protected them from gangs outside the school and from teachers who gave excessive corporal punishment. Both phenomena were common in all schools visited.  In one Islamiyya school in Nasarawa, where girls testified that they enjoyed strong leadership from their head teacher, they also said the environment changed when the head teacher was out.  All the groups we interviewed said they would like to see more positive teacher attitudes.  They wanted more commitment from their teachers as evidenced by their punctuality at classes and fair treatment for all students in and outside class.  They wanted more incentives in the form of awards for high performance, as well as higher expectations.  A number wanted more science courses so they could become doctors and nurses and take care of women who find it uncomfortable to be examined by male doctors.  Such aspirations are frustrated when science is not emphasized and when there are few science teachers.  Finally, girls wanted more flexibility and more mobility than they currently have. 

Girls in the North wanted to be able to travel to other schools and meet other people so that they could widen their horizons, while in Lagos they wanted to be transported between home and school to avoid harassment. 

In the classroom teaching/learning practice, girls in the North complained that their teachers’ methods were not sufficiently active or illustrative.  They wanted more examples they could relate to.  For example, having a ‘globe’ and ‘skeleton’ in class made it much easier to locate countries of the world and to understand how the human body worked. They wanted more charts, and more opportunities to learn from each other. 

There were persistent complaints from girls in Islamiyya schools about inappropriate class size and disturbance across classes.  In the Lagos schools we visited, girls were happy with the way teachers explained new ideas, especially in Agriculture and Science. Congestion of pupils in all three states was observed in the urban schools, both public and Islamiyya, but there seemed to be more serious congestion in the latter.  The thin paper walls that separated classes, and inadequate ventilation compounded the problem.  There was constant noise as sound carried across classes doing different subjects, and excessive heat because of poor ventilation.  There was a general complaint from all the girls’ groups, but more so from Islamiyya schools, about the low level of English-language teaching.  Girls wanted teachers to speak to them in English, which rarely happened.  Most of the teachers, particularly female teachers in Islamiyya schools, could not communicate in English, which was true even of those who were introduced to the Team as English teachers.

The girls’ groups in the North, especially those from public schools, felt that the curricula did not emphasize all the content they would like.  They wanted equal emphasis on science, English and cooking, and provision of high-quality teaching as well as more learning materials and equipment, such as science and cooking laboratories.  They also wanted to learn more about healthy eating, hygiene, and access to first aid facilities at school.  Some schools did have first aid boxes and took children to hospital if accidents occurred at school.

Girls did not want schools to levy costs on their parents, which provided parents excuses for withdrawing girls from school.  They wanted the schools to mediate for them with their parents so that household labor before school was kept to a minimum and they got something to eat in the morning (or got provided with food at school).  Kano State already operates a feeding program and it is claimed that this has made a noticeable difference in pupil attendance rates for both boys and girls.

Survival rates in primary school, based on African regional trends, show that, although boys are more likely to be enrolled in school, girls are more likely to stay there until Primary 5.  This means that overall, once girls are in school, they tend to progress as well as or better than boys.  Some of the insights from the girls of Nasarawa and Kano help explain why Nigeria’s enrollment, survival and achievement rates, particularly in the states that were visited, show the patterns they do.   

Gender disparity in achievement

In Nigeria, where the mean scores of all pupils are already very low (25.1% in literacy and 32% in numeracy
 in Primary 4), girls demonstrate lower levels of achievement than boys.  The trend in scores is similar, although lower than many countries in the region, but different from the results of many other countries, where the tendency for girls to perform better than boys seems increasingly wide-spread
.  The concerns raised in the girls’ focus group discussions in Kano and Nasarawa, and Nigeria’s low adult literacy rate (41% for women and 58% for men), give some insights into the factors likely to be responsible for low outcomes overall and especially lower girls’ achievement.  For both developed and developing countries, there is strong evidence that parental income and parental educational levels have a strong impact on learning outcomes.  There are also several studies in different countries that show that within the education system, a combination of student characteristics, school-related inputs, the teaching and learning process and school environment are important in pupils’ achievement.

One of the key findings of the school visits in Kano and Nasarawa States is that girls had most problems with what goes on in the school and in classroom practice.  Many girls aspire to be scientists and professionals (see above), but their teachers do not show such high expectations of them.  Girls would like to see more positive teachers’ attitudes, as demonstrated by punctuality and equitable treatment.  They would like a safe and gender-sensitive school environment, where girls’ special needs are addressed.  Some girls start menstruation in the upper primary classes, when they have not been prepared to handle their condition, especially at schools where there are no facilities that provide the privacy they require. Many girls also felt that they needed to be better appreciated and encouraged, especially through awards for good performers. In order to motivate girls, encourage them to stay in school, and improve their achievement, there is need to focus on improving the school and classroom environment in addition to other efforts aiming at increasing enrollment and achievement.

Parental Aspirations for Girls’ Education in Northern Nigeria

Parents have varied expectations from primary schools for the education of their children, particularly girls.

Focus group discussions with parents and teachers in Nasarawa and Kano States indicated that good behavior was at the top of the list of what parents wanted to see in their daughters.  Good behavior was defined as obedience, respect for parents and elders, honoring and covering their bodies, and following cultural and religious norms.  This expectation was expressed across the board by parents with children in Islamiyya and public primary schools alike.  Parents expressed strong cultural sentiments, with those who preferred Islamiyya schools complaining that girls who go to public schools and some women with Western educations tend to abandon their cultural values.  This is indicated by improper dress, lack of respect for elders, disregard for religious norms, and generally loose behavior.  On the other hand, parents with girls in public schools did not complain that their daughters were behaving in these ways.  Though parents did not condone early marriage, neither did they aspire to high education for their daughters because they believed that men did not want to marry highly educated women.  Highly educated women, they said, have a reputation of talking back and demanding equality with their husbands, a trend they thought most men found contrary to expected cultural practice. 

The teachers who participated in public school group discussions pointed out that there was a realization in the communities that girls needed some education but only to a level that would give them literacy competence and the skills to get public employment.  This shift has been brought about by role models in the community, particularly, women teachers, who are married, with children, employed and still behaving as expected.  As a result, a number of parents are changing their minds and sending over-aged daughters to school. This has led to what is now a common practice – sending 10-12 year old girls to enroll for the first time, particularly in public schools.  That having been said, there is strong suspicion among parents against Western education, especially for girls, based on real or imagined fears.  Unless this parental fear is addressed, activities introduced from outside the community to improve girls’ education will always be suspect.

In a public school focus group in Kano, parents had the strong view that there should be appropriate training at school to help girls understand how to manage puberty and protect themselves. This was triggered by teachers’ disclosure that many girls in upper primary school classes did not pay attention in class and made passes at some of the male teachers. The parents did not want this training to go beyond giving appropriate information.  It should be said that experiences from some African countries that have developed programs to address management of girls’ sexual maturation in primary schools
 found a strong relationship between literacy competence in English and using information to manage sexual maturation challenges, including understanding how HIV/AIDS is transmitted and how to protect oneself against it.     

The whole ethos of parental aspiration for girls’ education in the areas we visited seems to be under-pinned by societal constructions of femininity as closely related with marriage.  One of the challenges in promoting girls’ education in northern Nigeria is to convince parents and the community of the broad and positive impact of education for girls beyond getting them married.

Policy Barriers in the North that Limit Girls’ Access and Retention

While national policy has responded, in part, to the gender gap in access to primary education, state and local governments lack systematic policies that address gender parity in access, retention and achievement at the primary school level.

The national policy on education 
 clearly states an intention to correct imbalances between pupils receiving public formal education by asking all appropriate agencies to make special efforts to encourage parents to send their daughters to school.  The UBE bill
 also provides for basic education for girls and women, and regards them as a special group together with nomads, migrants and street children.  However, experience from the last decade demonstrates that such policies have not been backed up by high-level political support, and therefore the concern has not been prioritized at the state or local government levels. 

Apart from this lack of specific policy on girls’ education at state and local government levels, interviews with policy-makers and implementers indicated that most regard femininity in the same way as cultural and religious groups.  The former need to appreciate the benefits of girls’ education to the overall development of the region even beyond promotion of social justice.  The established benefits of girls’ education to the health of children and families and to poverty reduction should be brought to their attention to encourage them to support investment in girls’ education. 

Experience from other countries has shown that eliminating gender inequality in education will only work if it is part of a much broader nationwide mobilization that has goals ambitious enough to ensure that women fully and equally participate in all aspects of economic, social and political development
.  This creates the enabling environment for the State Ministries of Education and education agencies and NGOs to work together and seize ownership of the initiatives that are put in place.

Current efforts to improve girls’ education in the North indicate that girls’ education is envisaged as separate from mainstream education and treated as a project.   Such a policy approach marginalizes issues of girls’ education, unless the projects are developed within the overall framework of primary education and allocated appropriate budgets and personnel to implement and monitor the progress made.  Illustrative is the Girl Child Education Centers in Nasarawa State, an institution developed for girls who have dropped out of school.  These centers were set up by the State MOE without feasibility studies and are not conceptualized as part of the broad education agenda in the state.  They suffer from chronic under-funding, lack of staff and lack of transport.  While UNICEF has funded them to run training workshops from time to time, this support is given based on a proposal developed by the officers in charge and not through the mainstream funding proposal by the State Ministry of Education as is the case with other projects.  The officer in charge of the project was frustrated in her efforts to raise the quality of the centers and expand them to rural areas, where there are many girls that need the service.

One of the difficulties at the policy level is lack of systematic, gender-disaggregated data that could easily show girls’ position of disadvantage in terms of educational indicators and support the case for specific policies that target girls’ education.  The problem exists not only within Northern states, but is a national problem.

Promising Strategies and Methods for Addressing Problems of Gender Equity Within the Nigerian Primary Education Setting.

This section summarizes the key gender gaps in primary school education and proposes a range of strategies that can be used to close such gaps.

As the situation analysis of primary school education has shown, there are three key problems with girls’ education, and these are more intense in northern Nigeria:

· Girls have unequal access to education compared to boys, particularly in rural areas. Evidence of this problem is the enrollment data that shows a large gender gap in favor of boys nationally and an even bigger one in Kano, a northern state that was used as an example of states in that region;

· The educational services provided to the pupils that get access to school are not sufficient to allow pupils to maximize the learning opportunity offered to them. This is more so in the case of girls, who have demonstrated that they find a number of barriers in the school environment and the classroom that are likely to cause them to drop out of school or to hinder their performance.  While national trends indicate that, once in school, girls show more persistence than boys, in the North girls drop out of school more often than boys do.

· Educational outcomes are generally low, but even lower for girls. The evidence is the low scores in literacy and numeracy that have already been presented.

The causes and effects of these problems are multiple and inter-connected, and therefore difficult to disentangle.  This is mainly because the general problems and those specific to girl child education are closely related to the context, economy and cultural realities of the country and to the peculiar context of the states.  For strategies and activities to be effective, there is need to tailor-make them to fit the context of the states where the activities are located.  Even if initiatives are borrowed from elsewhere, they have to be adapted to the realities of the states where they will be implemented.   Possible means of addressing each of the identified problems of girls’ education will be explored below, in the context of northern Nigeria.

Problem 1: 
Girls’ enrollment rates are lower than boys’, especially in rural areas.

Underlying factors leading to and sustaining the problem:

· Policy-makers and implementers assume that, once education is offered to all children, all will access and utilize the opportunity.  Evidence from many developing countries
 shows that reducing barriers to initial access is necessary but insufficient, since other barriers that are encountered in the classroom do not disappear on their own.  Experience from other countries in Africa has shown that policy needs to be sufficiently targeted to girls’ education if it is to ensure that girls participate equally and benefit as much as boys from the opportunities offered;

· There is limited appreciation of the impact of girls’ education on other development indicators, especially by the community and policy-makers.  There is evidence to show that private/family returns to girls’ education are often lower than the social returns.
   This fact needs to be appreciated so that community leaders and education workers may realize that there is need for them to encourage parents to take girls to school in the interest of the social/economic development of the community.

· Early marriage for girls is a very prominent practice in the region, for both financial and cultural reasons;

· There are very few schools for girls, and the relevance, quality and safety of existing mixed schools may not be attractive to many parents.

Proposed strategies:

· Sensitize policy-makers/implementers/communities to the magnitude of the problem of girls’ lack of access to primary education and the implications for development of the area.  Use evidence from gender-disaggregated statistics. Statistics have a strong impact in persuading opinion and can serve as leverage for securing budget allocations;

· Influence production of EdData to include information on key variables for establishing status and monitoring the progress of girls’ education. The first requirement should be to ensure that, for every variable included, analysis is done by sex and by age group, including the primary school-going age group.  Key education indicators like “never attended school,” “dropped out of school,” absenteeism, completion of primary school, and pass rates to the secondary school level should be included if possible. This has been successfully done in Uganda
 by development partners working with the Ministries of Education, Gender and Planning;

· Develop a community-based advocacy program to address early marriage that includes use of role models and incentives for parents to educate girls. For example, in some countries small stipends have been offered to needy girls
.  In Lagos state, State Ministry of Education officials are considering establishing a similar program.   Kano state already runs a feeding program for all children, having identified hunger as one of the reasons why children do not attend school; but the community contribution to this program needs strengthening.

· Encourage a range of education provisions by supporting/encouraging NGOs to expand basic education to groups that are difficult to reach, e.g., Qur'anic schools.

Problem 2:
Girls find serious barriers in the school environment and classroom processes.

The issues raised by the girls’ groups in discussions related mostly to school leadership and management, curriculum content, physical facilities, and teaching/learning process in the classroom.  Girl-friendly approaches are required in all these areas. 

Underlying causes of this problem, based on team interviews, observations and literature review, include:

· Head teachers, teachers and parents are not aware that the poor facilities in school, existence of threats in the environment, and teacher-centered classroom practices affect girls significantly.

·  Pupils are never considered as key stakeholders in the education process and their opinion is never sought.  The Team's experience was that the girls were able to articulate their needs, analyze their conditions and make targeted recommendations to their parents, the school and government.

· Provision of private and clean toilet facilities at school (and at home), according to a number of girls, is not considered a priority by parents, school administration or local government.

· Management of children’s sexual maturation is a sensitive issue that is little discussed at school, particularly in the North. Girls do not have accurate information about changes they should expect in their growing bodies and how to manage such changes, both to feel comfortable within the school environment and to protect themselves against the vulnerabilities that accompany the changes in their bodies.  Many girls asked the team how pregnancy occurs and why people get HIV/AIDS; yet some of them were in the age range to experience both.

· Teachers may not have the required skills in child-centered teaching methods or management of sexual maturation among adolescents.

· Schools do not get adequate funds to provide comfortable facilities for children.

Proposed strategies

· Raise awareness and support school management, parents and teachers in addressing barriers to girls’ retention and performance.

· Support programs that expose teachers to participatory teaching methods.

· Facilitate provision of appropriate information about growing up and HIV/AIDS

·  Involve girls and boys in prioritizing school needs and appropriate provisions. 

Problem 3: 
Pupils’ achievement is generally low, but girls’ achievement is even lower than boys’ in terms of literacy and numeracy competence. 

Achievement is the culmination of all the educational processes that go on inside and outside the classroom.  From what the team was able to gather in group discussions and observations, the underlying causes of girls’ poorer achievement were those just discussed as well as other causes.  The other causes apply even to Lagos schools, and include:

· Excessive labor before school.  It means that many girls get to school when they are already tired and this affects their concentration in class.

· Poor nutrition.  Many children (both boys and girls) go to school without breakfast and without money to buy lunch.  Such children will not be ready to learn.  This is worse for girls, who have to do extensive household chores before school.

· Limited school in-puts, including too few text and non-text books and learning materials, poor teaching, limited time engagement with pupils and a narrow school curriculum that does not excite pupils.  This was particularly true in schools in Kano, where science and cookery were not offered because of lack of teachers and facilities.

Proposed strategies:

· Work in partnership with local governments and PTAs to offer incentives for poor families so that they can keep girls in school.  Providing schools with meals and offering stipends linked to regular school attendance are two approaches that have worked in some other countries.

·  Invest more and leverage government and other donors to invest more in girls.  It has been established that, without closing the financing gap, the gender gap will not be closed.

Chapter 6: Teaching and learning quality in Islamic schools 

The contents of Islamic school syllabi are inadequate and unsatisfactory with respect to literacy and numeracy, and graduates have little or no prospect of competing successfully for job opportunities in Nigeria’s fast-changing society.   At the base of the problem is the emphasis given to Qur’anic subjects while neglecting English, mathematics, science and management.

In order to make Universal Basic Education (UBE) a success, the issues and problems of upgrading the quality of Qur’anic schools must be tackled with all seriousness.  Neither the current government, nor the Muslim community, has adequately articulated the conceptual and operational contents of integrated schools (Umar Baffa, 2003).  For this reason, thousands of Qur’anic schools, involving millions of primary school age children, operate with a variety of curriculum systems and a widely differing quality of teaching and learning.  Resources are wasted, because many of the schools are, as a result of these problems, inefficient and ineffective.

Part of the problem is that Nigerian Muslims have never given serious consideration to integration with conventional schools.  The proceedings of the Nigerian National Curriculum Conference "A Philosophy of the Nigerian Education, 1969," did not address the case for integration in the northern states of the federation.

In order to understand the Qur’anic school system in Nigeria, it is necessary to put Islamic education into historical context, and to see how Qur’anic schools have developed over time.

Early History of Qur’anic schools

The conceptual framework for Qur’anic schools was established during the life of the Prophet Muhammad, who taught it to his disciples.  The main focus of Muslims during Muhammad’s lifetime was the learning and memorization of the Holy Qur’an, and putting that knowledge into practice. The Prophet’s mosque in Medina became the center of learning of that time. 

Most scholars are of the view that Umar bin Khattab was the first to order the establishment of Qur’anic schools, in the year 634 A.C., with the purpose of teaching children the Qur’an and instructing them how to read and write Arabic. Prior to that time, the education of young children was confined primarily to attending halaqahs (circles) in the mosque with their parents.  Hassan Abdul, quoted in Al-Otaiba, and Rashid mention that Katatibs (schools) were established after the masjid (mosque) in areas in which Islam spread to the east and west during the time of  Caliphah Umar (second caliphah: 634-643 A.C.), when Muslims felt the need to expand the teaching of Islam and the memorization of the Qur’an by Muslim children.  Boys were admitted to katatib from the age of 6 until the memorization of the Qur’an was completed, approximately age 14.  Girls were accepted from age 6 until age 9.  The katatib school day starts after fajr prayer (morning prayer) and continues until Asr prayer, with a lunch break around Zuhr prayer.  The school week runs from Saturday through Thursday.

This tradition of learning continued into subsequent generations with the broadening of the study of the Qur’an, the addition of the Hadith (Traditions of the Prophet), and Islamic jurisprudence during the establishment of the four schools of Islamic Law (those of Imams Abu Hanafi, Malik bin Anas, Shafi’I and Ahmad bin Hanbal).

In the third century after Hijrah, the science of Hadith in terms of its collection, collation and preservation, and the study of the Qur’an, together with Islamic Jurisprudence, were highly encouraged by the six Imams of Hadith (Imam Bukhari, Muslim, Ibn Majah, Abu Dawud, AN-Nasa’I and Tirmiziyy).

Islam and Qur’anic Schools in West Africa

The history of Qur’anic schools, especially in the West African sub-region, is synonymous with the history of Islam in the area because the introduction of Islam occurred simultaneously with advances in literacy in reading the Qur’an, the primary focus of which was memorization of the Holy Qur’an as a foundation for the learning of the Islamic sciences. 

The most accepted accounts claim that West Africa’s first contact with Islam was made in the 8th century through the trans-Sahara trade routes from North to West Africa, with one route leading all the way to ancient Ghana and another leading much further east to the Kanem-Borno region (Chade Lake area).

Qur’anic Schools in Pre-Colonial Era

Early Qur’anic study is said to be an integral part of the socialization process of every Muslim child.  Muslim society expects parents to register their children with a community-based Qur’anic school; at graduation, the child is expected to recite the Qur’an, and read and write Arabic scripts.  Where the Western system of education exists, many school-age Muslim children attend public primary school in the morning and Qur’anic school in the afternoon.

In most parts of West Africa, Qur’anic schools predate the arrival of the colonialists. Historians put the establishment of such schools in the early part of the eleventh century. The "individual method of teaching" was used in the Qur’anic schools, a system that allows students to proceed at their individual paces.  The teacher teaches the pupil a specific portion of the Qur’an on a wooden slate; the pupil then recites it until he has mastered it.  He goes back to the teacher and recites the portion for his teacher, until the teacher is satisfied that the student has learned to recite it well.  Once satisfied, the teacher adds additional portions to be learned by the student.  This process continues until the student finishes the whole Qur’an, at his own pace.  Next comes the memorization stage (Hafiz).  Initially, the student chooses or selects a memorization stage of a group of chapters of the Qur’an that fall within his intelligence and memorization capacity.  The student takes his slate for recitation to other experts in attendance, where corrections are made of spelling mistakes, after which the student goes on to memorize that portion of the Qur’an he has chosen.

The Qur’anic School in the Colonial Era

The conquest of West African peoples and territories by colonialists not only destroyed traditional nations and political control, but also devastated the entire traditional educational set-up.  Many scholars, who by their commitment to Islam were part of the Muslim army, were killed in wars of conquest by the colonialists.  Many of those who did survive, flew into exile.  Islamic institutions of higher learning, such as the University of Timbuktu, were destroyed.

The colonialists specifically developed policies aimed at destroying the traditional Qur’anic schools and replacing them with Western-style schools.  Some people in protest gave their children in trust to the Qur’anic schools' Ulama (teacher), to be taken to villages or other areas to teach them the Qur’an and to remove them from the colonialists’ reach.  This marked the beginning of Qur’anic schoolteachers’ practice of traveling with young children in search of conducive places to settle and teach, far from European schools.

The Qur’anic teacher was left as the sole proprietor of the Qur’anic school.  He had to establish, manage, and run the school; and he had the responsibility of feeding, accommodating and clothing the children as well.  Initially, students were engaged to work on the teacher’s farm.  However, as farming became an expensive business, the little income that the teacher received through the weekly contributions of the children’s parents was insufficient.  Students were then made to pay daily stipends to their teachers, which required the students to carry out menial jobs in nearby markets and other public places.  The students thus got neither their educational requirements, nor their material needs, satisfied. They often grew up to become illiterates (even in Islamic education), and were unproductive.

Qur’anic Schools Today

The Qur’anic schools of the post-colonial Northern states were not very much different from those of the colonial period. The pattern of neglect that started in the colonial era continued with the transfer of government to the neo-colonial elites.

Whereas enormous resources are expended by the government to provide public primary school education, Qur’anic education is considered to be the private affair of the parents. The assistance that used to be offered by members of the Muslim community in which a Qur’anic school was located is almost no longer extended today.  As a result, some of the children who once benefited from this education are now reduced to begging, hawking, and roaming the streets looking for ways to survive.

With Western education, especially amongst the Muslim elite, modernization came to the traditional Qur’anic schools. This first involved the setting up of structures for classrooms and offices to accommodate the students and the staff.  Some of these schools continued with the traditional Qur’anic system of education; others taught the study and memorization of the Qur’an, together with the Hadith, Figh, Tauhid and other Islamic subjects.  Still others combined the subjects studied in the second category with subjects from the Western-style schools, such as English Language, Arithmetic, and Social Studies.  In some states, like Sokoto, Kano, Jos, Katsina, Niger, and Adamawa, the best schools are these types of schools.

Types of Qur’anic Schools

Contemporary Qur’anic schools can be divided into Integrated Schools and Non-integrated Schools (traditional or Qur’anic schools, known in Borno as tsangaya).

Integrated schools have a comprehensive curriculum that touches on all aspects of Islamic studies and on modern disciplines like Mathematics, English, Primary Science, and French.

Non-Integrated (Madrasah) schools are those that offer subjects such as Figh (jurisprudence), the science of Prophetic Traditions (Hadith), the biography of the prophet (sirah), and Tajweed (correct way of reading the Qur’an).  Many children that attend public primary schools attend the Madrasah later during the day.

Traditional Qur’anic Schools (tsangaya) concentrate heavily on the memorization and writing of the Qur’an.  Very little is taught about jurisprudence, and nothing of the modern disciplines.

Stages of Qur’anic Recitation Program in the Hausa (Makarantar Allo) 

This program comprises six stages:

1st Stage:

Recitation and memorization of the last ten chapters of the Qur’an without reference to the text.  Identifying Arabic alphabets.

2nd Stage:

Reading the Arabic alphabets with their vowels, which help the child to identify the letters and easily read the Qur’an.

3rd Stage:

Copying and reading the Qur’an every day, except Thursday and Friday.

4th Stage:

Copying and memorization of the Qur’an.  This is based on the student’s speed, intelligence, and ability to copy and memorize (from 2 – 6 years).

5th Stage:

Writing the Qur’an from memory, without referring to the text.

6th Stage:

This is a final review stage. The student is expected to gain full mastery of Qur’anic recitation, memorization and writing, as well as knowledge of the correct manner of recitation and correct orthography (for writing the Holy Qur’an).

Nature of the Traditional Qur’anic Schools

Any attempt to improve the traditional Qur’anic schools must take into consideration the poor condition of the school structures, how much teachers are paid (no salaries from government), poor health situation, lack of proper arrangement for feeding, lack of division of labor in teaching, and lack of supervision and evaluation.  Students have similar problems, but their problems are less acute and the children are day students, not boarders.

Government Policy

It was only by 1981, and later in 1998, that the Federal government of Nigeria started reconsidering its role regarding intervention in Qur’anic schools, at least in theory.  The following is from the National Policy on education:

With a view to correcting the imbalance between different parts of the country, with reference to the availability of educational facilities and number of pupils receiving formal education and girls education: efforts shall be made by state governments to integrate suitable Qur'anic Schools and schools with the formal system and special efforts shall be made by all appropriate agencies to encourage parents to send their daughters to school.   (NPE: 1998)

At the state level, the initiative in Borno State regarding the (Tsangaya) Curricula is worth  noting, since the Governor’s decision in 2001 to start the integration of all Tsangaya (Qur’anic) schools was prompted by the fact that about 65% of Borno’s school-age children were found in Tsangaya centers.  A committee was set up to translate the policy into action, with the following terms of reference:

· Provide policy and programs for Tsangaya education in Borno state;

· Lay the foundation for producing resourceful, self reliant and responsible persons morally grounded to be assets to themselves, their state and the nation at large;

· Regenerate the unrelenting interest, involvement and commitment of all Mallams (the owners of Tsangaya centers in the state) by developing a strong consciousness of Western education and the willpower to experience it ;

· Create an enabling environment for the pursuit of integrated Tsangaya education in all the Tsangaya centers in Borno state;

· Guarantee the protection of the religious aspect of such schools while providing relevant education and developing the ethical and other vital human faculties in the pupils as the foundation for further learning.

The following are the Committee’s recommendations:

· Governor Mala’s initiative in this direction is perhaps the last chance for Borno state to catch up educationally with the other states of the Federation;

· That Borno State Agency for Mass Literacy should implement the curriculum’s objectives, content, activities, teaching materials and evaluation procedures, which are unique to the tradition of the Tsangaya centers, in such a way that the Mallams will not reject the Governor’s initiative;

· The syllabus for the Tsangaya education program at the various centers and for the program designed for Tsangaya school-leavers up to Diploma level should be conducted by the Continuing Education Institute;

· As one incentive, the government should give the Mallams a monthly allowance of N3,000.00.

The Government of Borno State accepted all the recommendations and started implementation the 1st of January 2001.  So far, the implementing agency has registered only 1,000 out of the more than 3,000 Tsangaya centers in the State.


Donor Support for Qur’anic Schools

At the national level, the National Commission for Mass Literacy, Adult and Non-Formal Education, working in collaboration with UNICEF, started  the Non-Formal Education program (NFE) for traditional Qur’anic schools in the northern states of Nigeria by developing a curriculum that went through JCCE and NCE for approval.  States have already translated the curriculum into a syllabus for learning centers to use.  The curriculum was designed to provide an equivalent primary education to children in traditional Qur’anic schools, without disturbing their school setting. The subjects covered in the curriculum include: Mathematics, English, Social Studies, Primary Science and Life Skills.  Data available from the National Commission for Mass Literacy, Adult and Non-formal Education show that participation has spread across states for NFE (See Table 6-0). 

Table 6-0

Participation of States in Integrated Islamic Curriculum

	
	1997
	1998
	1999
	2000

	States
	Male
	Female
	Total
	Male
	Female
	Total
	Male
	Female
	Total
	Male
	Female
	Total

	Bauchi
	1279
	270
	1567
	1297
	452
	1749
	5167
	791
	5988
	3086
	868
	3954

	Cross-River
	552
	777
	1329
	664
	981
	1645
	505
	370
	855
	470
	370
	840

	Jigawa
	253
	
	253
	253
	
	253
	1165
	
	1165
	1167
	
	1167

	Katsina
	
	
	
	2340
	
	2340
	2464
	
	2464
	2551
	
	2551

	Kebbi
	
	
	
	
	
	
	7369
	
	7369
	2104
	
	2104

	Kano
	
	
	
	
	
	
	7369
	
	7369
	
	
	

	Niger
	1205
	1045
	2250
	1191
	1022
	2213
	1150
	1000
	2150
	1141
	963
	2103

	Taraba
	3930
	2866
	6796
	18284
	12674
	30958
	17124
	11900
	29024
	6661
	2178
	8839

	Yobe
	
	343
	343
	
	490
	490
	
	790
	790
	
	1005
	1005

	Total
	5135
	4254
	9389
	18778
	14186
	33661
	42313
	13690
	57174
	17180
	4146
	22563


Source: NMEC Statistical Digest, 2002

Observations from SA Team Visits to States

In the three states where LEAP is working, particularly Kano and Nassarawa, focus group discussions with parents and community members clearly showed the preference for Islamic schools over public primary schools.  The following are some of the reasons cited:

· Better religious and moral instruction;

· Children in public schools in some areas are not performing well (Junior Secondary Examination for placement);

· Members of the community feel these are their schools, and they care more for them than for public schools;

· Boys are separated from girls in school activities;

· The curriculum is more relevant to their own culture, including the way children dress for school and respect for elders;

Strategies that would address Literacy and Numeracy in Islamiyya Schools:

· Recruitment and posting of more teachers of Science, English and Mathematics to the schools;

· Regular supervision of teachers in the classroom

· Provision of in-service training for teachers

· Provision of adequate learning and instructional materials.

Recommendations

The government and other appropriate bodies should conduct a comprehensive baseline study on the demographics, education and management of Qur’anic schools in the northern states;

The aims and objectives of the integration project should be articulated and assimilated by all stakeholders, especially teachers and pupils;

A way should be devised to involve and empower the community and other stakeholders to carry the integration project along. In this regard, the family, the community, Islamic NGOs and voluntary associations should be mobilized;

The mass media should be involved in the project, especially through popular programs on the radio;

Integration should form part of the Universal Basic Education program, particularly of the northern states.

Chapter 7: Integration strategies 

Multi-Sectoral Strategies and Prospects in Education and Health

The Team believes there are good prospects for integration of the USAID/Nigeria program, although it will require some effort.  One of the difficulties with integrating health and education is the that target age groups of the major programs do not overlap -- child survival targets ages 0 -5; primary education targets ages 6 - 11; and Reproductive Health and HIV/AIDS target ages 12 to 15 for reproductive health and ages 12 and beyond for HIV/AIDS.  In many respects integration of USAID/Nigeria Democracy and Governance programs and education is easier, since the target group -- in this case, the community -- is the same in both cases.  

Nonetheless, there is already some overlap in the physical proximity of the Mission's health and education programs, as well as the possibility of extending the scope of existing interventions.

The LEAP program (education) is currently running pilot programs in Lagos, Nasarawa, and Kano.  Mission Child Survival (CS) and HIV/AIDS programs operate currently in Lagos, Kano, Bauchi, Nasarawa and the Federal Capital Territory.  Thus, there is already considerable physical proximity of the programs.     

In term of scope, community participation strategies can extend beyond the education sector into other social service sectors, especially health; population growth affects the demand for education and health services.  Education enhances appreciation for health and population programs.  Moreover, healthy students are likely to learn more as recent research has shown that healthy children have higher assessment scores than control groups not participating in the interventions.
   In Zambia, the USAID Mission is supporting a School Health and Nutrition program that establishes linkages between the school community and the health center, providing anti-worm medicines and nutritional supplements to primary school children in schools. The program has already had a positive effect in the pilot areas (two districts, and under expansion).  It has also increased awareness of the linkage between healthy children and their ability to learn better.  With several health programs already in operation in Nigeria, USAID/Nigeria should give serious consideration to linking existing (health) programs that address problems of nutrition, immunization, and malaria to the existing interventions already being supported in primary education.  The research in Ghana demonstrates not only the educational importance of children's health and nutrition, but the effectiveness of one type of school-based intervention.  

USAID and other donors are cognizant of the advantage of multi-sector approaches wherein duplication and redundancy are avoided and synergy is derived by way of integrated programs in education, health and economic development.  Table 7.0 displays where USAID partners are carrying out education and health projects and possible cross-over points between these projects, such as in Bauchi and the Federal Capital Territory (FCT).

Table 7-0

USAID and Other Donors’ Interventions in Education & Health

	State
	Education
	Health
	HIV/AIDS

	Kano
	LEAP
	BASICS*
	

	Lagos
	LEAP, UBE***
	
	

	Nasarawa
	LEAP
	
	

	Bauchi
	
	BASICS, VISION**
	

	FCT-Abuja
	UNICEF
	
	

	Anambra
	
	
	


Notes:

*BASICS works at the community level to address problems in basic health, immunization and polio eradication;

**VISION promotes the training of local NGOs and community members in reproductive health, child survival, and HIV/AIDS.

***UBE is the follow-on education program to World Bank's PEP I and II efforts.
When the Situation Analysis Team broached the possibility of an integrative approach with PTAs and community members, they indicated considerable support.  Out of seven community focus groups, five supported integrated teaching of nutrition, general hygiene, and HIV/AIDS.  However, a fair amount of concern was expressed -- especially in Kano -- about the teaching of reproductive health and family planning.  Nonetheless, when some women were asked about this issue, they thought it an important subject that needed to be taught in the schools, albeit not until level 5 or 6 in the primary school and, perhaps, even later.  Also, family planning might best be taught as child spacing.  Another possible expansion of this integrated approach would involve modifying the Interactive Radio programs currently being broadcast under LEAP to include program content that addressed health issues in addition to contributing to literacy.

Chapter 8:
Recommendations

General Recommendations

The Situation Analysis Team proposes that USAID adopt an approach in primary education that focuses on the school as the main vector of assistance.  In order to support this approach, attention needs to be focused at the same time at the federal level -- the UBE Commission, the National Assembly, the Federal Ministry of Education -- to reduce the ambiguities and overlapping authorities that serve as barriers that impact ultimately at the school level.  In addition, efforts must also be focused at the State level -- the State Ministry of Education, SPEB/SUBEB, the Office of the Governor -- to address similar barriers.  There must be greater coordination between the Local Government Authority and their Education Committees so that they can work more effectively with State officials.  Finally, the communities need to become actively involved in school issues -- through community leaders, PTAs, civil organizations, and NGOs.  These efforts -- as addressed in a series of specific recommendations contained in this presentation -- are all focused on improving the flow of resources and the management of schools, and ultimately improving learning in Nigerian primary schools.

Reasons for Selecting a School-based Approach

· Learning takes place primarily at school, especially for pupils whose parents are poor and illiterate

· Opportunities for partnership with local civil society groups and the private sector, and for increased involvement of local communities and local government authorities

· Opportunities for involvement with state and federal government levels to remove institutional barriers that affect service delivery at the local level 

· Synergy with other SOs  and donors, as several of these are already moving toward the school-based approach

· USAID, under the LEAP program, especially its policy support component, has already created a basis for the implementation of this approach

· Flexibility of funding requirements, depending on the scope of intervention. 

Following is a summary of the Team's recommendations, by area of focus.  The Team believes that these recommendations help to shift the focus of primary-education assistance away from factors to improving school effectiveness.   They should contribute to the assurance that all the conditions required for effective learning and achievement will be present at the same time in the school.

Policy recommendations

· Assist the National Assembly to monitor the effect of UBE legislation at local level 

· Provide assistance and support at federal level, possibly to UBE Commission to clarify their roles

· Develop relationships with LGAs and their Education and Health Committees to help them work more effectively with SMOE and SPEB/SUBEB

· Develop funding mechanisms and build capacity in financial management at the state and local levels to provide appropriate funding to schools

Teaching Quality

· Support the Colleges of Education and universities:

· Teaching of reading in Primary 1-3

· Strengthening of the PES programs

· Develop a pilot program for training teachers to teach in the language of the environment 

· Continue to provide school-based in-service teacher training

· Provide support for the provision, production and use of teaching and learning materials

Community participation 

Build Institutional Capacity of PTAs/CBOs to:

·   Generate resources in support of community activities

·   Develop interest and capacities of communities in school management

·   Implement health and nutrition interventions including programs in CS, RH, and     

        HIV/AIDS

·   Develop sustainable school feeding programs (with federal and state government  

        support, including civil society contributions)

Girls’ Education

· Facilitate adoption of policy specifying promotion of girls’ education (with objectives, strategies, targets, budget)

· Raise awareness and support school management, parents and teachers to address issues constraining girls’ equal participation

· Create an understanding in the community about the importance of girls’ education for improving health and other social/economic conditions

· Influence production of EdData to include key variables for establishing status and monitoring progress of girls’ education

· Facilitate competence in literacy and numeracy by providing scholastic and non-text book materials.

· Support programs that increase female teachers in the north.

Qur'anic Education

· Undertake a baseline survey to determine the number of Qur’anic schools countrywide

· Integrate Qur’anic schools as part of the Northern UBE program

· Encourage advocacy to involve all stakeholders, including media, parents, proprietors of Qur’anic schools, traditional leaders

Integration of Health and Education 

· Introduce FP/RH education to help upper primary girls prepare to resist abuse during adolescence. 

· Use school as a vector for transferring health messages to the community.

· Possible activities include:

· Provide school pharmacy

· Encourage immunization visits to school by health workers

· Train  teachers to administer vitamins, worm medicines

· Provide school meals

· Include health messages (CS, RH, HIV/AIDS) in learning materials

· Develop health-related learning materials and train teachers 

· Include FP/RH in life-skills course for upper primary, especially for girls  

· Focus on teachers as a target group for HIV/AIDS.

Specific Recommendations for USAID/Nigeria Consideration

Recommendation One: USAID/Nigeria should integrate its education, health and HIV/AIDS programs in a school-based approach that makes use of existing programs in all three areas

Rationale: Proximity of programs is only a beginning point, one which already exists.  Using the school as a central point, health activities (immunization, nutrition, and anti-malaria programs) should be conducted within the schools.  Research and USAID experience in other countries show that improved nutrition and health interventions such as immunizations, micro-nutrient supplements, de-worming medicines, and related interventions can be effective in raising children's achievement scopes.  The pilot system in place for the LEAP project could be expanded to test this "school-as-vector for integrated education and health," and programs could be started very quickly.  Also, the IRI component of LEAP could be used to deliver program content for both literacy and numeracy, as well as child survival, reproductive health and HIV/AIDS programs. 

Recommendation Two: USAID/Nigeria should support efforts to develop the interest and capacities of communities in school management.

Rationale:  There is evidence that the LEAP project is strengthening management in the schools that participate in the pilot program.  Reportedly, the PTAs exhibited higher levels of interest and involvement after participating in the various LEAP training programs, and members of the community seemed more inclined to support the schools in their areas.  USAID should consider expanding the number of communities/schools that can participate in the program.    Strengthening the management and accounting capacities of local community groups is needed in almost all of the school communities, and should be supported by USAID.

Recommendation Three: USAID/Nigeria should support the House Education Committee of the National Assembly.

Rationale: The Government of Nigeria will need to substantially increase its education budget as a percentage of GDP, and its contribution to primary education within that increase, if it is to have a reasonable chance of realizing the Education For All objectives by 2015.  The team did not find that USAID has currently cultivated strategically-placed contacts that will allow the Mission to effectively use its considerable influence toward this goal.  During the course of interviews in Abuja, the Team met – at the suggestion of the Mission Education office – with Dr. Shehu Garba Matazu, a Member of the National Assembly from Katsina.  Dr. Matazu was Chairman of the House Committee on Education during the last administration.  He was re-elected in the last election, and has been re-appointed as Chairman of the same committee.  As Chairman of the House Education Committee since 1999, he was responsible for successfully managing the UBE Bill through the legislative process.  He seems genuinely interested now in making sure -- under his new chairmanship -- that the legislation is implemented in a manner that improves basic education in the country.  The House Education Committee faces severe constraints on its ability to fund travel of its members and staff to the field to inspect state and local-level implementation of activities that fall under the jurisdiction of the Committee.  Likewise, the Chairman expressed concern that the House Committee on Education was unable to have its members keep abreast of events abroad that are related to the Committee’s responsibilities.   The Team believes that cultivating this contact with this key Committee Chair offers a unique opportunity – for very little investment – that could prove instrumental in helping the country increase interest in improving education in Nigeria, and in increasing the country’s contribution to the sector.  Of additional interest is the fact that Dr. Matazu holds a P.hD. in Curriculum Development, and has a personal interest in improving girl-child access to education in one of Nigeria’s northern-most states (one of 24 states categorized in the UBE Bill as “educationally disadvantaged”).  

Recommendation Four: USAID/Nigeria should provide assistance to the UBE Commission.

Rationale: Although the Situation Analysis Team believes strongly that parastatals generally should not be supported, the Team believes that the situation in Nigeria is unique.  The relative strengths of the Federal Ministry of Education and the twenty-plus parastatals in Nigeria are such that the latter appear to wield power more effectively than the line ministry in many areas.  Primary education is one of those areas.  The powers and authorities given to the UBE Commission under the new legislation appear to offer a real opportunity for a single entity to begin to pull together some of the many over-lapping responsibilities into an effective approach to improving primary education.  This is not likely to be a quick fix, or an easy one.  

As the team understands from various interviews with federal, state, National Assembly members, and parastatal representatives, once the UBE legislation becomes law, each state will need to develop and introduce legislation for presentation to its State Assembly that reflects the new federal law, and that begins to revise authorities for state institutions that have been affected by the federal legislation.  For example, new authorizing legislation may be required at the state level to deal with the SPEBs, since the legislation effectively dissolves them by repealing their underlying authorizing legislation.  The Team believes that USAID/Nigeria can use its influence and a small amount of funding to support the UBE Commission in this effort. 

This recommendation is not made lightly.  The Team is well aware that long-standing USAID policy is to support governments and the private sector, but to move away -- and to move governments away -- from supporting parastatals.  The Team believes this is sound policy.  However, in Nigeria, over the years, effective power in the education sector has moved from the line ministry to the twenty-one parastatals
 that control funding and implement education policy.  In the case of primary education, it has been the State Primary Education Boards (SPEBs) under the authority of the National Primary Education Commission Act.  With the repeal of that Act under the new UBE legislation, that power moves to the UBE Commission, and to the state-level bodies that will later be formed to implement its mandate.  Perhaps, as a long-term objective, USAID and other donors might help the Government of Nigeria reduce the number of parastatals, even abolishing them entirely, and returning power to the line ministry.  The Team does not believe this is feasible at this time, particularly given the broad powers -- at least on paper -- given to the UBE Commission.  The World Bank told the Team of its long-term goal of civil service reform, which would include rationalizing the various ministries and their parastatals, and re-thinking government functions across the board.  For the time being though, the Bank is providing support to both the state government education agencies  and to several parastatals in the education sector.  

The Team sees a critical role for USAID at the national level of Nigeria's federal system to help shape the government's approach to basic education, and to help bring needed improvement in access and quality, particularly at the primary level. This assistance would help the UBE Commission sort out issues of overlapping jurisdictions, improve its capacity to manage the UBE implementation processes, and effectively sustain a continuous assessment of the critical measures of access, retention, and learning achievement.  

Recommendation Five: USAID/Nigeria should continue with teacher training activities initiated by LEAP

Rationale:  LEAP has conducted an impact assessment for school years 2002-03 and 2003-04, and the results were being reviewed at the time this report was being prepared.  If the results of the study show significant student learning gains in LEAP experimental schools, as compared to control schools, USAID should give consideration to implementing the following activities currently being implemented by LEAP:

· Continue broadcasting IRI programs in LEAP schools, and conduct a formative evaluation of the IRI programs (e.g., pacing, sequence of content, clarity of instructions, appropriateness of program elements – music, activities, character names, familiarity of examples – level of difficulty for pupils and teachers, etc.), and modify the programs accordingly

· Consider expanding broadcasts to other LGAs or states.

· Conduct a formative evaluation of the LEAP school-based in-service teacher training program, and modify the program accordingly.  Changes might take into consideration the following: 

· Design of the master teacher model: given occasional problems with the quality of master teachers selected, and the aversion some teachers have to being trained by their peers, consider applying different guidelines to the selection and training of master teachers, or adopting a cluster-based training approach in which trainers would be drawn from groups of schools rather than from each school.  

· Design of the bi-monthly workshop model: if evaluation shows that the model does not provide sufficient training, consider providing more frequent in-school activities (e.g., once per month), or providing periodic activities (e.g., once per term) at training centers lasting 2-5 days.  Of course, this latter idea carries cost implications for transport, lodging and meals.

· Design of system for developing training activities and materials: Should training activities and materials continue to be developed in Abuja, then passed down through the cascade model? Or should they be developed in target states? If the process is decentralized, who would do it? How would it be done? The USAID-funded FQEL Project in Guinea is currently developing a decentralized model of teacher-training program development that might prove instructive for Nigeria.

· Explore ways to involve SPEB and LGEA supervisors as training partners or co-trainers so they can knowledgeably supervise their teaching staff and, if feasible, serve as master teachers themselves. 

· Conduct a needs assessment of teachers to identify both expressed and observed needs in the classroom (content and methodology), materials needs, school management needs, and training support needs, with a special focus on the role teachers can play in:

· The promotion of girls’ enrollment, retention and achievement in school, e.g., gender-equitable teaching practices, talking with parents about the importance of girls’ education, and 

· The promotion of health in the school, e.g., teaching activities (how to do role plays in culturally sensitive ways around RH/FP and HIV/AIDs issues)
, health awareness days, dispensing drugs, working with parents to raise their awareness around the use of ITNs.  

· Based on the results of the needs assessment described above, develop an in-service teacher training curriculum to be used as a basis for project in-service training development.

Recommendation Six: USAID/Nigeria should provide support for the provision, production and use of teaching and learning materials for literacy, mathematics and basic science for Primary 1 - Primary 6 levels

Rationale:  There is a paucity of adequate textbooks and teaching materials in schools.  P1-P6 pupils in target schools must have adequate access to these materials, and teachers must have teachers’ guides for literacy, mathematics and basic science. 

· All pupils in target schools should have print material support for literacy, mathematics and basic science, including reading materials and other supports.  A minimum of 1 text per 2 pupils in mathematics and science should be maintained in target schools, excluding readers; multi-subject textbooks can be used to satisfy this formula.  

· All pupils and classrooms in target schools should be provided with non-textbook learning materials as well, e.g., comic books, models, wall charts, and, in the upper classes, science kits.

· Teachers and parents need to be trained to develop teaching and learning materials with local resources.  

· Provide assistance to schools and communities to develop systems for managing instructional materials more effectively and efficiently, e.g., book boxes, school libraries or reading rooms, lending practices for children, storage, classroom security.
Recommendation Seven: USAID/Nigeria should conduct a comprehensive baseline study of Qur’anic schools in Nigeria, with particular emphasis in the northern part of the country.

Rationale: Neither State Ministries of Education, nor the Federal Ministry of Education have a firm grip on the number of private schools that exist, and there is even less information about the number, management, student enrollment and learning achievement of children who attend Qur'anic schools.  The Government of Nigeria has expressed its intention to survey these schools, but it has not yet happened.  Moreover, the Situation Analysis Team was unable to determine any details about plans for a government-supported survey.  Information about the number and financing of Qur'anic schools will give a better picture of the number of children attending non-public schools, and should offer some insights about the management of these schools.

Recommendation Eight: Sensitize policy-makers/implementers/communities to the magnitude of the problem of girls’ lack of access to primary education and the implications for development of the area.

Rationale:  There must be a broad-based approach to this problem that involves community leaders, parents, and religious groups.  The team learned that Kano state developed a feeding program for all children, having identified hunger as one of the reasons why children do not attend school.   Frank and open discussions about the unintended effects of early marriage on the family and the community as a whole, need to involve a wide number of parents, traditional leaders and others in the community. 

Recommendation Nine: USAID/Nigeria should consider narrowing the geographic focus of its education and health programs by focusing more on Nigeria's northern states.

Rationale: The situation in the north is clearly different from the south in terms of student achievement, teacher qualification, health and nutrition status of pupils, girls’ enrollment and completion rates, and advocacy of Islamiyya schools.  Given USAID/Nigeria’s commitment to supporting conditions for all primary school children to enroll in school and succeed, as well as its limited funding capacity, the Mission should focus its efforts on the northern states, where these issues are the most critical.  

Concluding Remarks

From the situation analysis, three important conclusions should be highlighted:

1. Development Strategy. A top-down development strategy focusing on educational factors has not worked, and cannot work. This is so not only because of lack of resources, but also because the requirement for managing the process exceeds by far the institutional capacity of any country. A strategy focusing on the school as the target of the development effort is not only more feasible, but also more effective, for it is at the school that improved performance takes place. 

However, a school-focused approach does not mean that only the development of schools and the communities around them matter. If long-term sustainability is an objective, a development strategy that integrates the school and its politico-administrative environment is also a must. In addition, to be viable, such an approach must be part of a national and state policy, so that the whole primary education sub-system is strengthened, and not just certain disconnected elements of it. This is where most current efforts supported by the donor community tend to fall short. 

USAID/Nigeria should consider supporting such a systems approach in the states where it intervenes. The U.S. has long and successful experience in community participation in school management, as well as in building the processes of interest articulation and integration that facilitate the effective delivery of social services. 

2. Institutional imperatives. Institutional incapacity is the most pervasive, overwhelming problem facing the primary education system. It is also its major threat. 

That incapacity has been manifested by weaknesses in policy formulation and in the lack of systematic implementation processes, causing frequent policy changes and leaving many policies unimplemented.  It is a continuing threat as well because of the Government’s tendency to resolve existing institutional deficiencies by creating more structures and parastatals, thus adding more institutional confusion.  

In an administrative system characterized by a high level of institutional ambiguity and an absence of appropriate management systems, as is the case with Nigerian primary education at this time, individuals who are in managerial and executive positions play a paramount role. They can make or break the system. If they possess leadership and management skills, they can provide vision and direction to their staffs, bringing their organization’s performance to new heights in the short term; at the same time, they can see to it that systems and procedures are properly established to ensure stability in the long run. Nigeria may not be short of such individuals, but there is a need to identify them and help them hone their skills to a new level. 

USAID/Nigeria should support short-term, intensive leadership and management training programs for executives and senior managers of federal, state and local education agencies, as well as for local government executives and managers, and head teachers. This training should equip participants not merely with techniques, but also, and most importantly, with new concepts and perspectives that will allow them not only to cope effectively with the unknown but also to become trail-blazers in institution-building. This is also an area in which the U.S. excels.

3. Donor support and commitments. Since donor contributions to Nigerian education are relatively modest, USAID should be constantly on the lookout for ways to maximize their combined impact. A number of donors have been active in supporting the Government of Nigeria in its various programs and activities in primary education. At the moment, there are five major donors besides USAID: DFID, the Japanese government, UNESCO, UNICEF, and the World Bank. It is probable that the African Development Bank will join the group starting in 2004. With the exception of the World Bank and AfDB, whose support in loan/credit amounts is relatively large ($101.0 million for 5 years, and $40-45.0 million for 3 years, respectively), other donors’ contributions are more modest and in the form of grants.  DFID leads the way with $18.0 million to the 2003-2007 UBE project (which it co-finances with the World Bank), a planned increase of $1.6 million over its current support to the SESAP project during 2005-2006, and possibly another addition to primary education, especially in the area of girls’ education, in the coming years. USAID comes second after DFID, with its current $10-million program (LEAP).

Since the donors’ programming cycle varies from 2 to 6 years and the certainty of funds is frequently known only year by year, it is not possible to form a firm idea of the total commitment. On the basis of figures available as of June 2003, donors’ commitments are estimated to be a minimum of $241.0 million for the period 2003-2008, in both credits and grants (see details in Annex 9)
Donors’ funding commitments are modest in relation to the overall Nigerian budget; donors also tend to make their interventions separately from one another. Nevertheless, opportunities for synergy and leverage are not lacking, especially in view of the Mission’s new inter-sectoral integration policy. USAID should be on the lookout for such opportunities, now and during the next five years. 
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There are serious problems associated with inadequate and flawed data.  Government officials at all levels have difficulties in planning and decision making because of lack of reliable data.  Education statistics and financial data, as well as information on linkages between education and the economy, are inadequate or non-existent.


		__________


EFA in Nigeria: Development Partners’ Perspective, 9 June 2003  





Nigeria is the third-fastest growing population in the world behind India and Pakistan.  The nation has a relatively young population that will double in 24 years.  





Nigeria Demographics*


Population: 129,934,911


Age Cohorts: 0-14 yrs=44%,


15-64 yrs=54%, Over 65=3%


Annual Growth Rate: 2.54%


Annual Death Rate 14/1000


Infant Mortality 72.5/1000


Under 5 yr mortality 143/1000


Life Expectancy: 50.5 years


Males = 50.6; Females 50.6


Fertility: 5.49 children/female


Net Migration: 0%


HIV/AIDS Prevalence: 5%


No. Persons with HIV/AIDS


2.7 million (1999 est. by WHO)


Males 73%; Females 43%


Source: World Factbook 2002














� World Bank. "Education for All in Nigeria: Development Partners’ Perspective," Final Draft, 9 June 2003.


� Originally, the regions comprised 12 states; as the nation has grown and become more economically diverse, more states have been created.  Nigeria now has 36 states.


� UNICEF. Children’s and Women’s  Rights in Nigeria: A Wake-up Call Situation Assessment and Analysis. 2001.


� World Bank, “Universal Basic Education Project: Project Appraisal Document”, September 2002.


� Boyle, Helen N. “Trip Report: Qur’anic School Strategy and Mini-Needs Assessment”,  February 2002.


� Prior to the site visits, Team members designed structured and semi-structured questionnaires to use during the site-visit interviews.  Subsequently, both quantitative and qualitative data were collected to ascertain school conditions, types of activities underway, problems confronting the schools, and local government attitudes about primary education.  These data are interwoven into the report.  While the SA Team drew heavily on the materials provided by the LEAP project staff, there was no attempt to assess this project; nevertheless, as requested by USAID, some general comments on LEAP are provided in Annex 4.


� Ridker, Ronald G. “Determinants of Educational Achievement and Attainment in Africa”, August 1997.


� The NPE was modified in 1981, 1995, and 1998. 


� The above summary of primary education policy is based on the Federal Republic of Nigeria, “National Policy on Education (3rd Edition)”, 1998.


� The Constitution explicitly gives the National Assembly the power to make laws for post-secondary education, and in a federal form of government those powers not explicitly reserved for the Federal Government are generally held to be the responsibility of the states.


� Released to President Obasanjo on June 5, 2003; expected to be signed within days.


� The Federal Directorate of Primary and Secondary Education has a national-level policy and monitoring role.  The Department of Planning, Research and Statistics within the Federal Ministry of Education, and the National Planning Commission also have responsibilities for primary and other levels of education.


� UNICEF, 2001


� Aarons, Audrey. “Nigeria- Universal Basic Education: Issues of Teaching and Learning”. February 2003, p. 35.


� From school year 2000-01 to 2001-02, the number of primary school teachers with NCE qualification in Kano State increased from approximately 2,000 to about 2,700.  During the same period, Kano reduced the number of HIS/SIS-referred teachers from 878 to 0, increased the number of teachers with HIS/SIS passes from just over 3,000 to almost 3,500, increased the number of Grade II Referred teachers from 2,084 to 5,431, and increased the number of Grade II Pass from approximately 4,750 to over 6,000.


� UNESCO: Statistical Yearbook, 1999.


� See for example Cummins, 2001; Dutcher, 1995; Moumouni, 1975.








� Szymanski et al., “Perceptions of Unequal Access to Primary and Secondary Education: Findings from Nigeria,” in African Studies Review, April 2003, pp. 93-115


� Aarons, 2003.


� The COEs that award B.Ed. degrees are: Adeyemi COE, Ondo; FCE Kano; FCE Zaria; Alvan Ikoku COE, Owerri; COE Part Harcourt; COE Nsugbe; and COE Ilesha.


� Salaries increased by 550% over the period between 1998 and 2002 (Aarons, 2003).


� For FCEs, SCEs, Private COEs, Army COE, and Polytechnics, SSCE entry requirements = Passes in 5 subjects including English language, 3 of which must be at credit level at the same sitting, or 4 credits at 2 sittings OR Grade II teachers with credit or merit in three subjects OR pre-NCE graduates OR Associateship Certificate in Education.


� Aarons, 2003.


� UBE Project Appraisal Document, World Bank (2002).  


� Courses in the COEs include: Universal Principals of Language Studies (PES 214), Intensive and Extensive Reading Leading to Advanced Understanding of the Language of the Immediate Environment (PES 315), and Primary English Language Curriculum and Methodology (PES 112). 


� Some universities have institutes of education, different from faculties of education; some do not. Before NCCE was created, these institutes were in charge of liaising with the federal government, supervising teaching practice, and supervising some COEs.  Now, some of these institutes run part-time in-service programs for teachers – for example, the sandwich program at the University of Ilorin. 





� Despite the many assurances given to the Team by various government and other individuals that signing of the Bill into law was imminent, some were convinced that there were still major problems with the Bill, particularly the ambiguity about funding, that might yet prevent the President from signing.


� While the ideal would be to develop the program in the language of the environment, some stakeholders might opt to develop a course in English for areas in which children do not speak a common language, such as urban areas.  The choice of language for this reading program would need to be negotiated with the COEs, universities, NUC, NCCE and NERDC.  In any case, the development of a reading program in English should not obviate the development of an instructional program in the language of the environment, as described in recommendation 3.


� Numerous education officials told us that RH/FP discussions often fail because parents perceive them as discussions about sex. However, communities are not averse to discussing RH/FP if done in a culturally-sensitive way, which they described as “coming in through the back door,” by talking, for example, about people who only have children every three years instead of every one, students who are noble because they waited until marriage to have sex, the importance of going to the clinic to diagnose your health (for STDs, HIV/AIDS), etc.


�  Federal Republic of Nigeria, National Policy on Education 1998, 3rd edition, Section 3, (k) pg-15.


�  The UBE Bill was originally passed the National Assembly in 1999; it has been revised as late as May of 2003 and is now awaiting the signature of President Obasanjo.


�   This usually involves conducting focus groups or community group interviews to identify major issues of concern to the community in the area of primary basic education.


�  See The World Bank. “Nigeria—Universal Basic Education Project: Project Appraisal Document.” September 12, 2002.


�   Three other Child-Friendly Schools are planned for development in FCT; as of June 2003, one community has been made aware of the planning underway by UNICEF in concert with the  SPEB and another two schools are planned for the future contingent on funding (Personal communication: FCT SPEB UNICEF Program Manager, June 2003).


�  No actual financial data were provided to team members on the costs of completely rehabilitating Kuje.  Team members were told informally that a million dollars was spent on the school infrastructure (e.g., classrooms, latrines, potable water, desks and furniture, and some limited landscaping--yet to be completed) [Personal communication: TACCS Education Officer].


�   This was the largest and newest school that the SA Team visited; it had 3,449 students (1677 boys and 1772 girls), with 96 teachers.  Although all teaching was being conducted in English,  the Nigerian member of the SA Team observed that none of the teachers could speak the local language, Hausa, which is the most common local language in and around FCT.  





� REFLECT stands for Regenerated Freirean Literacy Through Empowering Community Technique.  This approach is participatory and is an innovative approach to adult learning and social change (see Riddell, Abby. “A Review of 13 Evaluations of REFLECT,” ActionAid, June 2001).


�   LEAP is being implemented by a Consortium of three partners.  The Prime Contractor is Education Development Center, responsible for Literacy and Numeracy aspects of the project.  Research Triangle, Inc., is addressing educational policy issues.  World Education, whose forte is involving local communities in education projects, is the third partner.


� See "Nigerian Community Intervention: Intermediate Result No. 2 (IR 2) Improved Quality of Education and Increased Civic Participation in Education [LEAP document, no date].


� These three components are reinforced by twelve community participation steps, which are presented in Annex 8.


� In some respects, it is probably unrealistic to expect direct linkages between community participation activities and pupil performance in literacy and numeracy; however, no information was made available on LNAs established in LEAP communities.


� The LEAP training took place over a nine-month period, developing proposals requesting incentive grants between $3,000 and $4,000. At the time of the SA Team visit, none of the communities had yet received their grants, although funds were due to be dispersed by early June. 


�  Francis 1998, p.52.


�  World Bank 2002, Project Appraisal Document, p.52.


�  Szymanski, et. al. 2003,p.111.


� ActionAid, Archer & Cottingham, November 1994


� Education Sector Status Report 2003.


� The gender gap is calculated by working out the percentage of the difference in enrollment numbers between boys and girls divided by the gross enrollment number for each year (EFA Global Monitoring Report, 2002). 


� This has been done successfully in Uganda by including specific questions in the DHS Survey and producing comprehensive gender-disaggregated educational data: Uganda Bureau of Statistics/MoE (UBOS), 2001 DHS EdData Survey, UBOS, Kampala/Entebbe, Uganda.


� Review team interviews with PTA and education staff + review of several documents.


� Schultz, T.P (2001) Why Governments Should Invest More to Educate Girls. Yale University, Economic Growth Center.


� Federal Government of Nigeria/UNICEF/UNESCO, Comprehensive Education Analysis Project, September 2000.


� UNESCO EFA Global Monitoring Report 2002.


�  Nigeria Monitoring of Learning Achievement (MLA) 1996


�  UNESCO EFA Global Monitoring Report 2002 pp 87


� Kenya, Uganda and Zimbabwe Project on Management of Sexual Maturation in Primary Schools. The project explores how children use their knowledge about their bodies and how growing up transforms such bodies. What information needs do children have and how should such information be packaged to ensure that children will survive to a healthy and productive adulthood, especially in an era of HIV/AIDS.


� Federal Republic of Nigeria National Policy On Education, 3rd Edition, 1998.


� Federal Republic of Nigeria UBE Bill for Compulsory, Free Universal Basic Education  2003


� UNESCO EFA Global Monitoring Report,2002.


� The Global Campaign for Education, Excerpts from A Fair Chance: Attaining Gender Equality in Basic Education by 2005, April 2003.


� The Global Campaign for Education, 2003: A Fair Chance: Attaining Gender Equality in Basic Education by 2005.


� Uganda DHS EdData Survey 2001: Education Data for Decision Making contains gender-disaggregated data on several variables, e.g., literacy levels, background characteristics of school children, distance to school, children’s attendance rates and reasons for attendance, household expenditure on schooling, school quality, value of schooling, absenteeism rates, attainment etc. 


� In Nepal small scholarships are offered for girls from very poor backgrounds to support their primary schooling. The program has had significant impact in increasing intakes and retention, and reducing dropout rates.


� The Global Campaign for Education 2003, A Fair Chance: Attaining Gender Equality in Basic Education by 2005.


� USAID, Children's Health and Nutrition as Educational Issues: A Case Study of the Ghana Partnership for Child Development's Intervention Research in the Volta Region of Ghana, Technical Paper No. 91, December 1998.


� Federal Ministry of Education, Education Sector Status Report, May 2003, p. 28.


� Numerous education officials told us that RH/FP discussions often fail because parents perceive them as discussions about sex. However, communities are not averse to discussing RH/FP if done in a culturally-sensitive way, what they described as “coming in through the back door,” by talking, for example, about people who only have children every three years instead of every one, students who are noble because they waited until marriage to have sex, the importance of going to the clinic to diagnose your health (for STDs, HIV/AIDS), etc.
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