Abstract
This paper is about the introduction in 1976 of Universal Primary education
in Nigeria. The effect of sending Rausa Muslim girls to school on 1) popular
perceptions of women's proper role in an Islamic society, and 2) the girls'
perceptions of themselves and their own life prospects are the central themes
explored.
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EDUCATION AND THE EMANCIPATION OF HAUSA MUSLIM WOMEN IN NIGERIA
Kano is an ancient city of some five million people in northern Nigeria,
Africa's largest country.
Its people are Hausa-speaking and belong to
Nigeria's largest subnational ethnic group. This population is 98% Muslim,
and the city has long been considered a center of Islamic learning as well
as the most important industrial and commercial center in that part of the
country. Although a well-establ ished system of Islamic education has long
existed in Kano,. until recently ~estern education has been very limited and
virtually unavailable to women.
This situation changed dramatically in
1974 when the Head of State, General Yakubu Gowan, announced a scheme of
Uni versal Primary Educati on (UPE) to be 1aunched in 1976 in Ni geri a. By
1982, 356,000 girls were in primary school (grades 1-2 in the American
system). A mistrust of Western education and the values associated will
certainly circumscribe the potentially liberating effects of the increasing
numbers of girl s in school, but school attendance on the part of 1arge
numbers of Hausa female children in Kano is a dramatic development, the full
impact of which cannot yet be evaluated.
In Kano, in spite of a real push for education, the average age for
marriage for girls is still twelve. After marriage, most girls live in
seclusion (kulle in the Hausa language) and do not leave their houses unless
accompanied and then usually only at night and for sanctioned purposes.
Because the Islamic context is so central to an understanding of the
possibilities offered by education, this paper will briefly touch upon
Islamic beliefs about women and the nature of Islamic education, and then
look at th~ impact of secul ar educati on as a force for women's
emancipation.
Data has been collected from female secondary school
students, secondary school principal s and teachers, and university students
concerning education and approprlate roles for women in Islamic society.3
The dissonance created by expanding educational levels, on the one hand, and
the strong cultural and rel i gi ous norms of femal e subservi ence to men. on
the other hand, is a central theme of this paper.
Is 1am and Women
Islam differs from other major world
it places on the status of women and the
Matters affecting women's status are set
or in Islamic law (Sharia) derived from
sayings of the Prophet.

religions in the explicit emphasis
protections it provides for them.
forth either in the Qur'an itself
interpretations of the Qur'an and

The Qur'an is regarded as God's final word and, as such, gives complete
instructions for living good and Godly lives. The Qur'an and laws that flow
from it cannot be altered. The Prophet Mohammad revealed that Allah had
ordained distinct but complementary roles for men and women with the overall
injuction that, in essence, the "strong" should protect the "weak." Through
the centuries, as scholars and judges further interpreted the words of the
Prophet, they continued to reflect the patriarchal customs and attitudes of
their time and place. Therefore, in contemporary times, Islamic women are
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essentially limited by divine edict to the roles of wife and mother.
Marriage and child-bearing are believed to be religious duties.
These
beliefs are serious constraints on the possibilities for the emancipation of
Hausa or any Islamic women through education.
Although Islam is widespread and exists in many cultural contexts
(Africa, the Middle East, Asia, and the Pacific), all Islamic cultures share
basic understandings about women and their proper role and place in
society. The revelation of the Qur'an to the Prophet Mohammad and the
articulation of the Sharia through the ages by Islamic scholars are the
basis of this understanding and unanimity. Muslim scholars maintain that
the Qur'an explicitly demands the same standard for men and women and, thus,
they are equal before God. "And whosoever does a righteous deed, be they
male or female, and is a believer, we shall assuredly give them a goodly
life to live; and we shall certainly reward them according to the best of
what they did" (Qur'an 16:97).
Under Islamic law, women are given explicit rights and protections,
particularly in regard to inheritance, marriage, and support, but the
general thrust of references to women in the Qur'an is that women are
dependent on men and are fulfilled only though subordination to them.
Although roles of wives and husbands are viewed as complementary rather than
"unequal," it is quite clear that relationships within the family are
hierarchal and patriarchal. The role of women may be complementary to that
of men, but it is not equal. While "women have the same [rights in relation
to their husbands] as is expected in all decency from them, men stand a step
above them. God is mi ghty and wi se" (Qur' an 2: 228). Men's ri ghts and
responsibilities are greater than women's because the Qur'an (4:34)
instructs men to support women.
Islamic Education in Kano
Education in Kano has been heavily influenced by Islam and, until the
last decade, Western education has been distrusted, if not feared. Recent
advances in providing Western education for children in Kano are closely
watched by Islamic . leaders, and the concern for reinforcement of Islamic
values is shared by religious leaders and educators alike.
Islamic education had its beginnings in Nigeria with the establishment
of the Muslim dynasty in Bornu in 1085 A.D. Islam was firmly rooted in Kano
by the late fifteenth century, when traders journeying across the Sahara
helped forge small centers of Islamic literacy. A school of higher Islamic
learning (madrasa) was established in Kano by the early seventeenth century
and eventually offered Islamic law, theology, philosophy, and Qur'anic
exegesis. The arrival of the British in Kano in 1903 saw the establishment
of a new official elite, the kadis (qudis), who were recognized as scholars
of Is 1ami claw.
Today, most children in Kano, both male and female, attend traditional
Qur'anic schools as well as Western or Islamiyya schools. All education
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beliefs.
Islamic schools emphasize the importance of maintaining the
Islamic traditions as a way of life. As others have observed, there has
been little change in the content or methods of Islamic teaching since the
sixteenth century.
Islamic education emphasizes spiritual and literary
authority rather than intellectual curiosity.
In Kano, children enter
Qur'anic school between the ages of four and six and immediately set about
learning the Qur'an, beginning with the first chapter and proceeding
strai ght through the Book. Learni ng is by memory and rote rather than
di scussi on and understandi ng. Fi xed secti ons of the Qur' an are reci ted by
the teacher and repeated by the students as the texts are 1earned by heart.
Students squat on the ground in a semi -ci rcl e, memori zing the Qur' an by
"reading" their verses in a sing-song fashion and swaying their bodies back
and forth. Students learn to write the Arabic al phabet as well as to chant
large portions of the Qur'an. The letters of the alphabet are written on a
large sl ate and chi 1dren practice copyi ng them in the sand; hence, the
designation "makarantum allo" or "board schools" is used to distinguish such
school s from the "makarantum boko" or "book school s" that characterize
Western education. Boys attend classes for approximately two hours a day
for several years, while girls usually attend classes for one hour a day and
for fewer years.
For Muslim leaders, the function of education is to transmit Islamic
doctrine, not to inspire inquiry or new interpretations; education consists
in rel ating rel i gi ous knowl edge for the good of soci ety. Educati on in the
Western sense of teaching ways of thinking and pushing back the frontiers of
knowledge is alien and threatening.
Muslim leaders fear that the
introduction of Western educati on fosters an attempt to establi sh control
over the minds of the people.
In "higher" Islamic education, theology and law are the basic
disciplines, and preserving the delicate balance of truth resting on divine
revelation and interpretation is the predominant concern. Islamic education
is noncompetitive, and examinations are considered a foreign invention;
there are neither entry nor exit requi rements. The student's educati onal
status is determined by the reputation of the teacher he studies with, not
by his own performance (Hiskett 1975:97; Hassan 1975:124; and Gibb and Bowen
1957 [Vol. 1, Part 2]:139-161).
During most of the colonial era (1908-1960), education, other than
Islamic, was limited in the north because Christian mission work was
prohi bi ted there.
In 1947 the Briti sh attempted to combi ne the Western
tradition of learning with the Islamic tradition of memorizing by
establishing the School for Arabic Studies and Higher Islamic Learning (SAS)
in Kano in 1947. SAS was the fi rst secondary school in Kano and was for
boys only.
The first such school for Kano girls, the Women's Arabic
Teacher's Coll ege, was not opened unti 1 1978.
These schools were
established, in part, to begin to train teachers who could introduce Arabic
and English literacy to the Qur'anic schools, thus redressing an enormous
imbalance in education between northern and southern Nigeria, which
continued to exist well after independence in 1960. By 1956, the British
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educational attainment on the part of Kano citizens.
"In fairness to
Northern schools . • • it should be recognized that education in Kano
Province is in a class of its own" (Nigeria 1953:17). As late as 1954,
there was only one boy from Kano in a post-primary institution (the Junior
Secondary School) (Bray 1981:45).
As independence approached, northern
leaders became more consciously concerned about the educational imbalances,
not only between the north and south, but within the north itself (see
Tables I and II).
Ma11am Aminu Kano, the most important nationalist
politician in Kano from 1952, when he entered politics, until his death in
1983, made educational reform a cornerstone of his quest for political
1eadership.
Mall am Ami nu expressed particu1 ar concern for both the
education of girls and the aversion of Muslims to Western education. It was
in part to convince some of the religious leaders in Kano of the benefits of
Western education that he founded a school for five- and six-year-01d boys
in his home. Here he sought to demonstrate that, by learning according to
Western methods, a child could recite the Qur'an better and learn more
Arabi c in one year than he cou 1d attendi ng Qur' anic school for fi ve years
(Feinstein 1973:142).
The school opened in 1950 with thirty boys;,
enrollment doubled in the next year.
In that year instruction in the
English language, elementary arithmetic and the English alphabet were
introduced. The school was considered a great success, but because Mall am
Aminu Kano's politics were controversial, the school closed after a few
years (Feinstein 1973:143; Hassan 1975:178-180).
A school for girls,
founded in 1952, survived until Ma11am's death in 1983 -- partly because it
did not attempt to introduce Western education but focused on crafts,
nutrition, and health care.
The 1960s witnessed a renew1 of interest in schools such as Ma11an Aminu
Kano's school for boys; these came to be referred to as Is 1amiyya schoo 1s.
The Premier of the North, Sir Ahmadu Bello (the Sardauna of Sokoto),
appointed a special ministerial committee to study appropriate educational
reform in the Northern Region and, more especially, to examine once again
ways to build upon traditional Islamic education. The Committee toured the'
Sudan, Libya, and the United Arab Emirates and finally recommended, in 1964,
that selected Qur' anic schools "should be organized into classes in
accordance with age, year of entry and standard of 1earni ng and that the
curriculum should be diversified to include arithmetic, reading and writing
as well as Koranic study" (Adamu 1973:56). It was also recommended that
special inspectors oversee the maintenance of standards.
The Is1amiyya schools were initially a large component of the UPE system
in Kano City. By 1975, 63 such schools were established under a wide range
of proprietorship, from philanthropic individuals such as A1haji Dantata to
the Mama'atu Nasril Islam (the Young Muslims' Congress). By 1980, however,
10 had ceased to function, and it is likely, given the downturn in the
Nigerian economy, that more wi 11 lose their patrons. Those schools that
remain are under the supervision of the Ministry of Education and coexist
today with the government-sponsored primary schools. The Is1amiyya schools
are part i cu1 ar1y important in the education of gi r1 s because parents have
fewer
reservations
about
them
than
about
the
more
secular
government-sponsored schools.
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In 1976, the Kano State Education Review Committee (Ga1adanci Committee)
recommended that one Is1amiyya school be established in every quarter of
Kano City.
Some two years later, the Islamic Education Center was
estab 1i shed in the Mi n i stry of Educat i on and gi ven the responsi bil ity for
inspecting and registering all Is1amiyya schools that met Ministry
standards. By 19B3, 13 private schools, boasting 203 teachers and 10,277
pupils, were accredited as Is1amiyya Primary Schools (Gana 1983:1). Girls
constituted over 50 percent of the enrollment in the Is1amiyya schools, but
all teachers were male.
Thirty-six of these teachers were interviewed in
1983, and all be 1i eved that Western educat i on "made gi r 1s behave immorally"
(ibid.: 44). Although some efforts at standardization have been made, no
common syllabi have been developed and no attendance records are kept. Like
the traditional Qur'anic schools, the Is1amiyya schools give no formal
certificated examinations, although many pupils do continue their studies at
the SAS, the judicial schools (madrasa), or the Arabic Teachers' College by
providing testimonials from their teachers.
In accordance with the
Ga 1adanc i Commi ttee recorrrnendat ions, graduates of these schoo 1s may enter
the School of General Studies at Bayero University to take the remedial
courses necessary for them to pursue university degrees. These students
usually take degrees at Bayero in either the Faculty of Education or the
Faculty of Arts and Islamic Studies, both of which prepare teachers for
Is1amiyya schools as well as for state secondary schools.
Girls and Education in Kano
The introduction of universal primary education in 1976 created a
dramatic increase in the number of girls in school (see Table III). Shortly
after installation of his government in early 1980, the Governor of Kano
State, Abubakar Rimi, proclaimed that:
My government is equally aware that no profound change could take
place in a society where women are relegated and marginalized from
the helms of socio-economic and political life of any society. It
follows then that any serious mass education programme should make
women its focal point . • • Parents and husbands or guardians are
therefore urged to send their wives and daughters to school . • •
Critics of women [sic] education should stop deceiving themselves
and others by opposing women's education from the religious point
of view, because God will in the hereafter question them for
distorting his words (Bello 1983:13).
Getting girls into the classrooms was a crucial step, but only a first
step.
Because of the low level of Western education and the lack of
qualified teachers, extraordinarily high failure rates on national
examinations are characteristic for Kano State secondary school girls. The
prob 1em is compounded by a general 1ack of concern about high fail ure rates
in Kano State schools in general, but especially in the case of girls, for
whom the value of education is still seen as limited, particularly in the
rural areas.
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exams in three government secondary schools for girls in Kano City and one
rura 1 school in Kano State for the years 1980 and 1981 demonstrates the
problem:

Schoo 1

Year

#Pass

#Fail

Dala

1980

14

WIC

1980

GSS
Kazaure

%Pass

Year

#Pass

348

3.8

1981

12

14

104

11.0

1981

1980

28

513

5.0

1980

10

192

4.9

#Fail
-

%Pass
-

196

5.7

14

114

5.7

1981

0

172

0.0

1981

5

201

0.02

uguda 198 :4
(WTC is the Women's Teachers' College and GSS is the Girls' Secondary
School.
Dala, WTC and GSS are in Kano City, while Kazaure is a town
approximately 50 miles to the north of Kano.)
Two-hundred-seventeen students and eighty-three teachers in three of
these four schools (Dala, Women's Teachers College, and Kazaure) were
surveyed in regard to the high failure rates (Bello 1983; Yuguda 1983).
Their responses reflect the cultural and religious values of the society.
Sixty of the 217 students (or 27.6%) were already married and all the others
were engaged. All these students and teachers bel ieved that there was no
reason to be concerned about the poor performance of gi rl s because thei r
husbands would support them regardless of how well they did in school.
Another lack of motivation lies in the fact that 93 percent of the students
noted that their parents believed that Islam enjoins females to stay home
and live in seclusion or kulle after marriage. A large majority, 190 or 88
percent, indicated that their parents did not encourage them to study and
138 (or 88%) of those girls not married indicated that their parents would
not allow them to pursue further studies regardless of how well they did in
school.
Another observer noted that female students in the secondary
schoo 1s feel that "it is a waste of time to study hard and stri ve for good
(result since they will only end up in their husbands' houses" (Gana
1983:47). Since all students are promoted whether they pass or fail, many
girls take their WASC exams without ever having passed a single subject
(Ibid.). Two principals interviewed (at Dala and Kazaure) asserted that,
although English is the official language of instruction in Kano State, the
actual language of instruction in the primary schools is Hausa, as it is in
the Is 1amiyya schools from wh i ch many of the rural students come. In the
secondary schools, many of the expatri ate teachers cannot speak Hausa and
the students cannot speak English; hence students cannot learn.
In the
secondary schools, exams too are in Engl ish. Both principals stressed the
need to upgrade primary education if girls were to improve their performance
at the secondary 1eve 1 ( Intervi ews #53 and #54, Kano, January 5, 1985).
But, since both parents and students expect gi rl s to regard marri age and
children as their primary interests, there is no particular motivation to
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against girls' taking their studies seriously. Girls who later want to
teach can do so regardless of whether they have passed any subjects or
succeeded in the WASC exam.
Both Hausa and Islamic culture stress modesty and uncompetiveness,
especially for girls and women. This, together with the emphasis on early
marri age and the overall importance of marri age for women, great ly affects
girls and their attitudes toward education.
A survey of gi rl sin both urban and rural secondary schoo 1s suggests
that, in cultural matters, there is no discernable difference between girls
in urban and girls in rural schools.
Their is, however, a pronounced
difference in the mental and emotional health of the students in the two
settings.
Overall, students in the two urban schools (Dala and WTC)
appeared more future-oriented and achievement-oriented than their rural
counterparts at Kazaure, although their more "modern" aspirations toward
careers generally were tinged by the contradictory desire for a traditional
marriage as well. Their ambivalence suggests the influence of the large
numbers of expatriate teachers and NYSC (Nigerian Youth Service Corps)
teachers from other parts of Nigeria serving in Kano urban schools; it is
perhaps also significant that the very existence of these aspirations
contradicts the values of Hausa culture, which stress complete submission to
the will of Allah and the acceptance of fate.
In contrast, the rural
students adhered to the be 1i ef that whatever happened must be accepted and
did not believe they had any control over their fates -- as in fact, for the
most part, they did not. Hence, rural girls were more inclined to believe
that nothing depended on their own effort.
In the rural school, a large proportion of the teachers were Hausa. In
the urban school, where teachers were predominantly non-Hausa, adjustment to
the school situation and its contradictory was very difficult for most
students; the principal likened the reactions of her urban students to those
of soldiers in combat who give evidence of nervous irritability,
overreaction to the merest provocation, and a loss of identity and
self-esteem. (Interview #55, Kano, January 5, 1985). She felt that, in the
rural setting, the threat of failing or of being expelled from school did
not affect the girls. For the most part, they did not want to be there in
the first place and saw education as irrelevant to their future roles as
wives and mothers. The urban girls, she emphasized, felt both ambivalent
and confused about such matters.
In another study, an urban gi rl s' secondary school pri nci pa 1 commented
that "the Hausa girls . • • sit almost motionless on their beds doing
nothing, showing general apathy with little interest in their surroundings
. . • often become mute, talking to no one and wi 11 not answer questions"
(Abdullahi 1980:99). This principal noted that bedwetting is frequent among
the younger urban students, but is nearly nonexistent for rural students,
thus suggesting greater psychological stress among the urban students. She
also noted that, on several occasions in the late 1970s, the urban students

-8-

became "quite hysterical" and claimed to have seen "spirits of the dead"
during the night.
They were clearly affected by the great change in
environment and by being removed from the protective walls of their mothers'
compounds. The principal also commented, "there were five suicide attempts
while I was principal, all involving an overdose of drugs which were brought
from home." During this time, fifteen girls a day requested to go to the
hospital. The girls in one dormitory set fire to their mattresses, burning
the dorm to the ground (Ibid:105).
In the principal's view, the girls
suffered from feelings of alienation, helplessness and failure (Ibid:1l4).
In short, torn between two sets of norms, they succumbed to stress. In
rural areas where there were fewer non-Hausa, the teachers described their
students as much less traumatized by the experience of living away from
home.
There were few instances of unacceptable behavior and the girls
themselves seemed happy to be away from home for a few years before
marrying. 4
In the urban school, the students tried to speak English because so many
of their teachers could not speak Hausa. In the rural school, in contrast,
the teachers tended both to speak and teach in Hausa, even though the
official language of instruction in all secondary schools in Kano State (as
in Nigeria as a whole) was English. The importance of this in relation to
the high failure rates in Kana State is clear when the scores of girls in
the St. Louis Secondary School for Girls are contrasted with those of the
government schools discussed above. St. Louis was founded in 1951 for the
daughters of non-Hausa parents resident in Kano. In 1976, all 67 girls at
St. Loui s who took the WASC exam passed; in 1977 and 1978, when 56 and 66
girls were examined, 95 percent passed. The scores began to come down in
1980 after the Kano State Government decreed that 80 percent of St. Louis
students must, henceforth, be indigenous to Kano State. That year the pass
rate fell to 85 percent and, by 1981, it had fallen to 68 percent. (Umar
1982:5). The better prepared students were the 20 percent non-Hausa girls
admitted under the quota system. It is reasonable to attribute at least
part of the gap between Hausa and non-Hausa girls to abil ity in the use of
the English language. Of the 235 students taking the WASC exams at the end
of the fifth form in 1981 (roughly the equivalent of an American high school
education), all but two of the 25 non-Hausa students passed the exams,
whereas only five of the 210 Hausa girls taking the exam passed.
When the author visited Kazaure in 1982, the rural students appeared to
be at ease and easily engaged in animated conversation in Hausa, much in
contrast to students in classes visited at the Dala Girls Secondary School
in Kano City. Classes seemed to be free-floating, with the teachers giving
little guidance and placing little pressure on the girls to settle down to
their lessons.
Clearly, school as an academic institution had little
relevance for the lives of these girls. And, indeed, no candidate for the
WASC examinations in this school obtained a passing score in 1982. For most
of them, according to the principal, school was a "waste of time and a good
soc i a 1 center where they can meet thei r fri ends and do interest ing thi ngs
together before going to live in their husbands houses" (Interview #55,
January 5, 1985).
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Loui s had dropped out, 80 percent of these for academi c reasons. Winety
percent of those who remained passed the WASC, but in recognition of its
"disadvantaged" status, the passing score for indigenines of Kano State was
only 25 percent.
In Kazaure, 90 percent of the students remained to
complete their Fifth Form, but less than 10 percent passed the, state
exami nati on that woul d all ow them into a post-secondary i nstituti on' or the
Bayero University School of General Studies, a kind of remedial program that
attempts to prepare graduates of Kano State schools for university work.
At home, girls are too busy with domestic chores to study, even were the
atmosphere conduci ve to it. However, the 1ack of pri vacy, the 1ack of
encouragement from adults, and the constant stream of people in and out of
compounds make it virtually impossible for a girl to pursue school work at
home even were she so inclined. This is a problem in Hausa society in
general.
Of 319 female secondary school students surveyed, 88 percent
indicated that their parents did not encourage them to read and 87 percent
claimed that their parents did not encourage them to study (Bello 1983,
Yuguda 1983). Of 144 students at Oala Government Girls Secondary School in
Kano, 40 (27.8%) were married and all the others were bethrothed. Of those
not married, 89 percent said their parents or husbands-to-be would not allow
them to continue their education, no matter how well they did in school. A
large majority of the 83 secondary school teachers (78%) related the high
failure rates of girls to the fact that they would never have to work, as
their husbands would provide for them; education was more of a social
interlude before marriage than an experience related to any practical
application (Yuguda 1983).
The failure rates and the lack of concern about them suggest that, while
educati on is now vi ewed as an asset for gi rl s before marri age, it does not
offer them options in addition to marriage. The indications of stress among
urban students suggest that education alone will not change for the cultural
factors inhibiting women's emancipation in Kano. The expansion of education
levels for women is, indeed, a sensitive indicator of change in women's
lives, but it is not so much an engine of social change as a preconditi,on.
In terms of numbers affected, educational developments have been rapid and
far-reaching in Kano State in the past decade. Their impact on the lives'of
women is just beginning to be felt; the long-term effects on women's
percepti ons about themsel ves and thei r 1 ife prospects will interact with
deeply ingrained cultural prescriptions to determine what changes, if any,
will affect women's emancipation from the confines of domestic 1 ife to
public roles, both economic and political. At present, education may expand
hori zons, but the practi cal real iti es of gi rl s 1 i ves, as dictated by the
cul ture and the marri age system, have not changed. Gi rl s themsel ves do not'
take their studies seriously, partly because they either are or soon will be
married, and they do not expect the nature of marriage to change.
Educated Women and Change
At the university level, there is some evidence of divergence in
attitudes and expectations between men and women, perhaps because it is
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truly exceptional for a Hausa woman in Kano to attend a university and these
women represent the el ite cl asses. In the author's survey of 572 mal e and
114 female university students at Bayero University in Kano, 81 (71.1%) of
the women thought 1ife woul d be easi er for thei r daughters than for them.
When asked whom they wanted their daughters to marry, "A good man whom she
1 ikes" was the most frequent response of female students (78%); in contrast,
most male students (75%) thought wealth or position were most important to
young women and their famil ies. No students conceived of 1 ife outside
marriage as a desirable option.
These interviews solicited the views of university students on the
expansion of female education, the situation of educated women, the impact
of education on marriage, the participation of women in the work force, and
on women's participation in politics. Students have acquired expectations
about marri age and fami ly 1 i fe through observati on and personal experi ence,
and they have also acquired attitudes and expectations regarding what is
appropri ate and inappropri ate for husbands and wi ves indifferent domesti c
situations. They are interested in the process of social change and the
effects of education on social life.
They make it possible to make a
preliminary assessment of the effects of an independent variable (education)
on the direction of social change.
Femal e students at Bayero were from better-educated and more well-to-do
famil ies than were male students. Forty-three percent of the 92 Musl im
girls had gone to school in the western rather than the northern region of
Nigeria, particularly in Kwara State, and spoke Yoruba as a first or second
language; 50 percent came from the lower north rather than from Kano State.
Twenty percent (23) of the female students were Christian and had attended
Christian schools.
One third of the rluslim girls had also attended
Christian schools, again reflecting both the rather high percentage of
Muslim Yoruba girls among the female students and the requirement that St.
Loui s Secondary School for Gi rl s reserve 80 percent of its seats for Kano
State girls. In contrast, 93 percent of the male students were from Kano
State and were graduates of government secondary schools or teacher training
colleges in the state. In terms of the population of Kano state, Hausa
gi rl s were underrepresented, as were Musl im gi rl s who had not attended a
Christian secondary school. Thus, the very poor performance of Hausa Muslim
girls in Kano State secondary schools is reflected in the university
enrollment figures.
Since 1976, when the concerted campaign for girls' education was begun,
Musl im fami 1i es have appeared somewhat 1ess opposed to Western educati on or
educati on for gi rl s; most gi rl s cl aimed that thei r famil ies were supporti ve
of their educations. 6 The greatest obstacle to Muslim girls' education
remains the fear among parents that it will "spoil" them; thus, while
opposition to education per se is unusual, an insistence on early marriage
remains. Ninety percent of the Musl im female students rank "pressure to
marry young" as the primary obstacl e to gi rl s pursui ng thei r e~ucati on,
whereas only 50 percent of Christian girls cited this as an obstacle. These
Christian girls are, apparently, not referring to themselves, but to girls
in general, and especially those in the north where the survey was taken.
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one student, a Christian female, cited religion as the main obstacle to
girls' education (see Table IV).
Education, more than any other factor, postpones the age of marriage for
girls whose families have allowed them to continue in school. Even so, at
the University level, a majority of female students are married (four of the
22 Christian girls in the survey, and 82 of the 92 Muslim girls). Cultural
differences underscored by re1 i gi on are evi dent in the fact that the Mus1 im
girls believed that progressive fathers were the most important factor in
furthering thei r educati on, whereas Chri sti an gi r1 s credited thei r mothers'
interest as the decisive factor. Christian girls also cited their mothers
as important financial contributors to their education, whereas for Mus1 im
girls, fathers and husbands are virtually the only means of support. Muslim
gi r1 s a1 so bel i eved that havi ng educated si sters is important -- perhaps
because it suggests a family strongly supportive of female education, even
though sisters do not often contribute financial support (Table V).
Also indicative of strong cultural prescriptions about relations between
the sexes is the fact that fi fty percent of the Mus1 im gi r1 s preferred
single-sex schools at the primary school level and 75 percent of them
believed single-sex institutions were essential at the secondary level so
that girls would not develop "moral" problems. Both ~lus1im and Christian
gi r1 s overwhe1mi ng1y stated that they expected that thei r daughters wou1 d
attend university.
Male students were even more strongly in favor of
si ng1 e-sex educati on and much 1ess commi tted to uni versity educati on for
their daughters (Table VI).
Muslim male students overwhelmingly felt that women were not
"exp1 oi ted. "
Interesti ng1y
and perhaps ref1 ecti ng the post 1976
concerted emphasis of Islamic leaders on the importance of education for
girls -- they felt that no preference should be given to boys in education.
On the other hand, 87 percent of the Mus1 im gi r1 s stated that it was
important to change the status of women in Nigeria, particularly in the
north, where women are especi ally di sadvantaged. Both groups thought that
educated women were happier than uneducated women because they had more
freedom and cou1 d attai n a greater degree of personal fulfi llment. But, a
significant subgroup of Christian girls (31%) thought that traditional women
were happier because there is too much conflict in modern life (Table VI).
Male students tend to represent the entire range of Nigerian society,
from poor peasant to ru1 i ng eli te, whereas only 2 percent of the Hausa
Muslim girls come from homes that would be considered less than
midd1e-c1ass 7 (See Table VII). This may partially explain why all the
fema1 e students, but only 56 percent of the Mus1 im mal e students, in the
university survey expected their own daughters to be educated beyond primary
This unanimity of opinion among female students
school (Table VI).
indicates that change is beginning to occur in the aspirations of
upper-class girls, if not in their actual life styles and choices. The
percentage of girls continuing their education beyond primary school is much
less than that for boys, but the proportion is steadily increasing and this
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possibility that a few women will seek personal fulfillment through careers.
In spite of changing views on the importance of education, then,
traditional attitudes are still a predominant component of the value
system. Rising levels of education suggest a more articulate and informed
society in Kano in the years to come, but patterns of interaction between
men and women may not be challenged.
Women will be more enlightened
concerning their daily lives, more articulate about their problems, and more
effective in securing publ ic pol icies which address these problems -- so
long as they do not overtly challenge the structure of the relationship
between the sexes.
To supplement the student survey, several men of traditional status were
i ntervi ewed. These men emphasi zed that they were not opposed to a hi gh
level of education for women ~ se, but only to the corruption of character
and resulting social instabil ity promoted by Western education. Interviews
with a leadi ng Isl ami c educator in Kano hi ghl i ghted concerns that gi rl s'
educati on beyond the primary school 1evel woul d interfere wi th the
widespread custom that girls are married shortly after the onset of
puberty. (Interview #15, Kano, June 21, 1982). His views were echoed by
both students and parents.
The Grand Kadi of Kano al so expressed deep
admiration for knowledge; while he believed that girls should be educated,
he feared that educated girls would not give full attention to "their proper
roles as wives and mother." "Women's place is in the home training children
to be obedient Muslim citizens" (Interview #15, Kano, June 21, 1982).
According to the Madaki of Kano (one of the four highest traditional
title holders), the status of women fell once men became concerned with the
establishment of their own power rather than with religion. The Madaki
stressed that education for women was important, but asserted that the best
way for most women to become educated beyond primary school is to marry
scholars and learn privately from them (Interview #51, Kano, July 7, 1983).
In this vein, a man generally perceived as very progressive on religious
matters, the former Grand Kadi of Sokoto, Abubakar Gummi, once remarked that
men should see that women are educated
according to their own natures. Some may prefer science and the
law to domestic subjects and we should encourage their minds to
grow by studying them.
This does not mean that they should
practice these subjects professionally when they are adults
because they shoul d marry, and then thei r fi rst responsi bi 1ity
will be to safeguard the peace and piety of the home and develop
their children's sensitivity and moral character. But we have a
duty to see that their own minds and personalities develop too, or
their contribution will be less (Trevor 1975:255).
Hence, while traditional leaders now stress the importance of education
for girls, they continue to believe that such education should consist of
1 iteracy and domesti c sci ence.
The culture conti nues to di scourage
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stating that girls should marry young so that they will not know much of the
world (although divorce rates for young girls in first marriages are very
hi gh ).
While there is little enthusiasm for Western education under any
ci rcumstances, 1ess concern is aroused when boys rather than gi rl s are the
focus. The Grand Kadi explained that "men are bred to lead, therefore they
need Western skills."
During the colonial period, sons of hereditary
leaders were given special attention for this very reason, and traditional
leaders concurred with the British on this point. Thus, men may adapt to
cultural change, but women, as the preservers of culture, must reflect
tradition and continuity.
It is, thus, hardly surprising that in Kano, at Bayero University as
el sewhere, sex stereotyping of occupations is beginning to occur; very few
women enter such "male" fields as science, law, and technology. During
1975-76, 16 percent of the university student population was female (Kisekka
1980:39). At Bayero, 62 of the 98 women (63%) matriculating for the 1982/83
tenn entered the faculties of Arts and Islamic Studies or Education, eight
women (8.27%) entered the Faculty of Science, three women (3.1%) entered the
Faculty of Law, and no women entered the Faculty of Technology. The other
twenty-five (25.5%) women were in the social and management sciences (Bayero
University Official Bulletin #331, 1983).
It is interesting to note,
however, that in other Nigerian universities approximately half of female
students were not pursuing stereotypical courses, which suggests a
correlation between Islam and sex stereotyping (Pitten 1980:890).
It has been asserted that hi gher education is the most potent force
stimulating a reassessment of women's roles (Dodd 1973). Secondary and
university education are credited with expanding women's horizons, thus
encouraging them to look for fulfillment not only in the home but outside
it, equipping them with the skill s and inclination for employment, and
reducing childbearing and lessening its burdens.
This may describe the
impact of education on middle- and upper-class urban Hausa women, but, even
more, it describes attitudes and practices widely regarded as Western and
unacceptable, particularly by religious leaders and by both men and women in
rural areas.
.
Indeed, educated women in Kano are as religious as uneducated women.
They may be less fatalistic, feel more responsibility for their actions, and
feel they have more ul timate control over thei r 1 ives, but they do not
challenge their religion and its prescriptions to marry, obey, and seek
greater knowledge of Allah.
Nevertheless, their attitudes towards their
children often diverge from the traditional. Among the dozen or so educated
women married to university lecturers, only one is practicing traditional
ku:ya ("first-child avoidance," or giving the first-born child to relatives
an avoiding all interaction with it). While several have given care of
their fi rst chi 1dren to si sters or mothers-i n-l aw, they keep in touch wi th
them, talk with them, and are keenly interested in how they are being raised
and educated. These women help their children learn to think and to expect
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they have as educated women.
They often make conscious choices against
traditional practices such as kulle (seclusion) and kunya while continuing
to function traditionally in regard to marriages, naming ceremonies and the
like. Educated women who have lived abroad with their husbands are appalled
at the loneliness and isolation of women in the West and want to avoid any
such development in their own culture. While educated women and some men
support higher levels of education for women, uneducated men and women still
fear it as a challenge to social norms and particularly to the authority of
men (Interview #56, Kano, December 26, 1984).
Some research suggests that even uneducated men and women admire
different qualities in women. When uneducated men were asked to rank women
in terms of respect, they placed the wives of high traditional rulers first
and primary school teachers and midwives last.
On the other hand,
uneducated women ranked primary school teachers on top and the Emir's wives
at the bottom, "because they are shut in and have no power to do anything
positive, only grumble" (Trevor 1975:260; Callaway 1986:309).
Men generally do not regard women with careers as "successful." In
fact, the Hausa term for "modern women," "matan zamani" is an euphemism for
prostitute. The few career women who do not marry, or who di vorce and
support themselves, are regarded as a disgrace to their families, having
challenged religious and social mores.
In addition, shame 1s often
associated with female employment, for it indicates to the common people
that the husband cannot support his family or is unwilling to do so.
Women, on the other hand, tend to rate other women wi th some
independence hi gh1y, and those few women who are ab1 e to support themse1 ves
and to live outside of marriage (and not in kurawanci, loosely defined as
prostitution) are admired and envied. There are a few women teachers who
work outside their homes, leaving their children with their co-wives, and
are respected. These women are not against ku11e (seclusion) for themselves
or thei r daughters, however, because it provides security, companionshi p,
and household help. There are few incentives for women to work outside
their homes unless they are internally motivated to do so since their
economic well-being is assured within the kinship structure, few personal
freedoms are gained by outside employment, and working may present
difficulties in negotiating a marriage.
At present, the financial contributions of educated women to their
families are small. But, women in public roles are providing models that
were not available when these women themselves were growing up; thus they
are creating a new experience in
socialization
for
the coming
generation. 8 The author's survey of secondary school students indicates
that their motivations and aspirations are broader than their mothers'.
Educated women influence the direction of social change by influencing those
in their households just as the Islamic scholars assert women should.
Indeed, it may well be that the main contribution of educated women is to
educate the young.
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Secondary and university education in and of itself cannot change the
1He prospects or the public and domestic rol es of secl uded Hausa Musl im
women. Underemployment and unemployment are severe problems in Nigeria; in
Kano, even university graduates are beginning to have difficulty in finding
appropriate positions. Most educated women will have no choice but to marry
and pursue their domestic responsibilities more or less in seclusion (kullen
zucci rather than kullen tsari),9 but essentially, women's lives continue
to be almost wholly focused on thei r fami li es and compounds rather than the
public sphere. Their life decisions are still made by husbands and male
relatives. To change the extent of female subservience, women will need
more than education -- they will need a market for their skill s and the
social standing to participate in nondomestic activities.
Another primary consi derati on in openi ng opportunities and expandi ng
1He choices for women is the extent to which men's fundamental bel i ef in
female seclusion and submission will produce resistance to women's
involvement in nondomestic employment, even without the added stress of
competition for jobs between the sexes. To date there is little data on
thi s sensitive questi on; what can be sai dis that many men appear more
willing to see changes for their daughters than for their wives.
It is also important to note that, while research on other Islamic
societies has emphasized that Islamic women are in many ways more
independent of men than are Western women who have not experienced seclusion
or life in a female world (Del Vecchio Good 1978:485; Fallers 1982:225; and
Papanek 1973:312), observation in Kano suggests that when secluded women do
step into public roles, they remain deferential to men; they retain a sense
of independence from men, but are unable to assert thei r own interests in
the face of male opposition.
Nonetheless, as teachers, midwives, or
bureaucrats, they interact with a wide variety of people, and their
influence among women is considerable. At home, young professional women
interact with co-wives, relatives temporarily in town from rural areas,
women of all ranks from extended families, and others who may be in their
compounds for a variety of reasons.
Women's reticence at work is not
reflected in their lively interaction with other women. In their own world,
women's views and perceptions are changing.
What effect this changing
consciousness will have is dependent, in large measure, on changing men's
attitudes -- a much more problematic matter.
While levels of education for girls and women are rising dramatically in
Kano, attitudes toward marriage and family and appropriate behavior for
women do not seem to be changing.
Therefore, women seek "female
appropri ate" employment, that is, work of whi ch husbands and fathers
approve. Because of a great and increasing need for female teachers to
teach girls and female physicians to treat female patients and because these
two fields can be juggled around family needs, teaching and medicine are
considered appropriate careers for women.
Islamic writing on the subject of sex roles often stresses
"complementarity"; in real ity, this means that women obey and serve men and,
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domestic tasks. Thus, working Hausa Muslim women in Kano are finding
themselves concerned with the same problems as Western women -- child-care
arrangements and the pressure of the double day. The difference in Kano is
that women do not feel that confrontation with men or discussions about a
different allocation of responsibilities are likely to be fruitful; in fact,
they do not see such reallocation as legitimate within an Islamic culture.
Nonetheless, there is change, however slow. Choices are expanding, even
if most women are not yet taking conscious advantage of them. Women
increasingly do have access to higher education; employment opportunities do
exist for some women; women can vote; and, should there be a return to
civilian rule, they can run for office.
To predict that change engendered by education will be slow is not to
deny that pressure for such change exi sts. The i nterp 1ay between these
pressures and entrenched cultural norms will often be contradictory and
unpredictable. Women's education, although it is having some impact and
effect, is working against a dominant culture in which female subordination
is central. Hausa mores, Islamic teachings, men's attitudes, and the
association of women's liberation with Westernization circumscribe the
All indications are that women will
dimensions of possible change.
rationalize their subordination in the dominant culture while nurturing
their own evaluations of the merits of that culture in their own private
domain; that is, their perceptions of themselves and their own abilities and
values may change without challenging the public order.
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Notes
1

The term "Western" here refers to a type of education and incl udes both
government-sponsored non-Islamic and Christian mission schools.
In
Kano, "Western" schools are those providing conventional classes with
classrooms, desks, certificated teachers, and blackboards, as well as
textbooks and examinations in contrast to Qur'anic and Islamiyya schools.

2

In thi s context, emancipati on is envi si oned as freeing women from the
restrai nts that 1 imit thei r 1i fe opti ons to early marri age, long years
of childbearing, life in seclusion, and no role in public
decision-making.

3.

Data for this study were collected in Kano, where the author was a
Ful bri ght Professor of Pol itical Science at Bayero University, duri ng
the period of 1981-1983, and on a short visit in 1985. Fifty-six
unstructured i ntervi ews were conducted wi th both men and women
recognized as prominent in Kano society.
In the context of this
culture, the information sought was very sensitive; thus, most of those
interviewed wished to remain unnamed, and most interviews are cited only
by date and place. Structured interviews were conducted with 88 women
living in two wards of Kano City. Finally, a survey questionnaire was
admi ni stered to 686 university students and 144 femal e secondary school
students.
In addition, the data base was extended by third-year
undergraduate students at Bayero University who surveyed 183 teachers in
rural and urban girls' secondary schools, 275 students in these schools,
138 illiterate mothers with daughters in school and 292 illiterate men
with daughters in school as a part of their own research requirements
for their undergraduate honors theses.

4

Secondary school sin Ni geri a have traditionally been boarding school s.
In 1983 the Government of Nigeria "deboarded" students in such schools
as an economy measure. All girls' secondary schools in Kano State were
boarding schools during 1981-1983.

5

The 1960 Nigerian Constitution delegated the question of female suffrage
to the States. During the First Republ ic women voted in the southern
states, but not in the northern. Islamic women in the north voted for
the first time in the 1979 elections.

6

Noted Islamic leaders began stressing the importance of education for
gi rl s as well as for boys during the 1970s. They emphasi zed that the
Prophet Mohammed had educated one of hi s wi ves, and that one of hi s
daughters was herself a scholar of some note. Hence education for girls
could be supported within the Islamic tradition.

7

Although thi ngs are changi ng rapi dly, hi stori cally Kano is a genui ne
class society. The transition from precolonial feudalism to colonial
administration involved no transfer of privilege or prestige from the
traditional ruling class to the depressed class of commoners (see Smith

-181960 and Whitaker 1970). Government servi ce was dominated by the sons
of nob 1e fami 1i es and by members of famil i es bound to them in customary
servi ce, or dependent upon them as "faithfu 1 retainers."
The
i ntroduct i on of democrat i c forms of representat i on and mass educat i on
did not alter the fact that high traditional elite class standing was
normally an unstated but understood prerequisite for a position of
social standing in the society.
In Kano today the emphasis of
traditional
Hausa culture remains on inherited family status,
stratification of classes, ascription of roles, and continuity of
institutions.
8

A self-proclaimed radical party was elected to power in Kano State in
1979 and reelected in 1983. It was the only Nigerian party to address
the question of the public standing of women.
Through political
activity (recruiting women to active party politics, encouraging them to
vote, and appointing them to public positions) and educational reform,
the People's Redemption Party (PRP) hoped to begin to move women from
the seclusion of the household into legitimate participation in the
public domain. The efforts were cut short by a military coup d'etat in
December 1983.

9

In Kano, three types of kulle are acknowledged. Kullen dinga involves
complete seclusion -- a wife never goes out. In kullen tsari, a wife
may go out occasionally, with permission and accompanied by others, to
attend ceremonies and seek medical care. The most modern form of kulle,
an option 1imited in pract ice to the wi ves of a few educated e 1ite
families, is kullen zuci.
In kullen zuci, the emphasis is not on
physical seclusion, but on good judgement, modesty, and proper behavior.
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TABLE I
Comparative Educational Development
Northern and Southern Nigeria
Primary
Schools
North
South

Year
1906
1912
1926
1937
1947
1957
1965
1972

1
34
125
549
1,11 0
1,080
2,743
4,225

126
150
3,828
3,533
4,984
13,473
12,234
10,313

Primary
Enrollments
North
South
n.a.

954
5,210
20,269
70,962
185,484
492,829
854,466

Secondary
Enrollments
North
South

Secondary
Schools
North South

11,872
35,716
138,249
218,610
538,391
2,343,317
2,419,913
3,536,731

0
0
0
1
3
18
77

255

1
10
18
26
43
176
1,305
964

0
0
0
65
251
3,643
15,276
63,515

20
67
518
4,285
9,657
28,208
180,906
337,288

n.a. = not available
Sources: Adamu 1973: 51 ; Federal Republic of Nigeria 1976:151-2.

Primary School Enrollment Ratios (1972) (percentages)

Kano State
North-Eastern
North-Western
North-Central
Benue-Plateau
Kwara State
Source:

State
State
State
State

7.7%

9.4%
9.8%
16.3%
22.0%
27.3%

Western State
South-Eastern State
Ri vers State
Mid-Western State
Lagos State
East-Central State

45.4%
46.7%
69.3%
82.5%
86.1%
86.4%

Calculated from Federal Republic of Nigeria 1976:151; and Kano State
1976:9.
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TABLE II
Educational Enro 11 ments in the Northern Provi nces, 1937

Province

I
Nonadult
pop. 1931

III
I sl ami c
Schools Pupils

IV
III as
% of I

Adamawa
Bauchi
Benue
Bornu
Il ori n
Kabba
Kano
Niger
Plateau
Sokoto
Zaria

191 ,889
362,719
389,405
389,583
202,919
173,304
672,345
137,963
178,144
676,138
662,812

1,535
5,875
4,225 . 21,772
643
5,186
4,231
29,832
1,116 15,639
284
4,526
49,123
10,421
5,905
1,124
250
2,787
7,168 38,170
5,841
31 ,470

3.06
6.00
1.33
7.66
7.71
2•. 61
7.31
4.28
1.56
5.65
4.75

450
998
296
903
568
283
1 ,178
538
203
2,098
1,101

0.23
0.28
0.08
0.23
0.28
0.16
0.17
0.39
0.11
0.31
0.17

82
91
84
151
120
70
131
98
41
123
219

0.04
0.03
0.02
0.04
0.06
0.04
0.02
0.,07
0.02
0.02
0.03

4,037,221

36,838 210,285

5.21

8,616

0.21

1,210

0.03

Total

II

V EleVI
mentary V as
Pupils* % of I

VII
Middle
pupils*

VIII
VII as
% of I

*Government schools only
Note: Oaura and Katsi na Emi rates, formerly in Kano and Zari a Provi nce s, were
combined to form a separate province in 1934. Fi gures here are adj usted to
include both with Zaria.
Source:

Bray 1981:44.
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Student Enrollments by Type of Institution
for the Years 1978/79-1982/83
Primary Schools Enrollments:
Years
1978/79
1979/80
1980/81
1981/82

Male

Female

Total

469,570
601 ,219
726,753
843,514

190,358
253,420
299,677
356,828

659,928
854,639
1,026,430
1,200,342

2,227
2,515
3,441
4,330
6,983

15,680
18,228
27,574
32,271
64,756

1,524
1,727
3,441
2,422
3,793

16,919
16,735
27,574
22,648
26,723

Secondary (GralTllla r) School Enrollments:
1978/79
1979/80
1980/81
1981/82
1982/83

13,453
15,713
24,133
27,941
57,781

Teachers College Enrollments:
1978/79
1979/80
1980/81
1981/82
1982/83

15,395
15,008
24,133
20,226
22,930

Technical/Vocational Centre Enrollments:
1978/79
1979/80
1980/81
1981/82
1982/83

1,439
1,790
3,897
4,298
5,230

1,439
1,790
3,897
4,298
5,230

Commercial School Enro 11 ment:
1978/79
1979/80
1980/81
1981/82
1982/83
Source:

951
1,231
2,338
2,449
3,404

326
309
384
395
422

1,277
1,540
2,722
2,844
3,825

Ministry of Education, Kano State Government, April 14, 1983.
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TABLE IV
University Students' Opinions of Main Obstacle to
Girls' Education
Female Students

Male Students

Christian
(22 )

Bel ief It Will
"Spoil Girls"

Muslim
(92)

Totals

(572 )

(114 )

Christian
(34 )

(686)

Muslim
(538)

0

7

13

81

101

11

0

13

180

204

0

1

4

96

101

Pressure to marry
young

10

83

2

115

210

Need for girls to
to "tal a"

0

1

0

49

50

Religion

1

0

0

0

1

Men's jealousy

0

0

0

0

0

Fear

0

0

0

0

0

Other

0

0

2

17

19

Total s

22

92

34

538

686

Cost
Conserva ti sm
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TABLE V
Educational Support for Female Students
Who Supported (Paid for) Your Education?
Female Students
(N=114)
Chri st i an
Mus 1im
Father

2

Mother

14

Brothers

2

Husband

o

61

o
o
30

Si sters

o

Uncles

1

Government

o

Mission

2

o
o

Who Encouraged You Most in Your Education?
Female Students
(N=114)
Christian
Muslim

o
o

10

Mother

18

o

Father

4

75

Husband

o

7

Educated Sisters
Educated Brothers

0"
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TABLE VI
Opinions of University Students on Females and Education
A.

Do You Support Coeducation in Primary School?

Christian Female Students (22)

20

Yes
(91%)

2

(9%)

Muslim Female Students (92)

41

(50%)

41

(50%)

Christian Male Students (34)

23

(68%)

4

( 12%)

435

(81 %)

86

( 16%)

Muslim Male Studnets (538)
(No Answer
B.

No

= 34)

Do You Support Coeducation in Secondary School?
No

Christian Female Students (22)

18

Yes
(82%)

4

( 18%)

Muslim Female Students (92)

23

(25%)

69

(75%)

Christian Male Students (34)

21

(62%)

11

( 34%)

101

( 19%)

435

( 81%)

Muslim Male Students ( 538)
(No Answer
C.

= 4)

To What Level Will You Educate Your Daughter?
Female Students (114)
Christian (22)
Muslim (92)

Secondary School
University
(No Answer

o

o
o

Primary School

22
= 7)

(100%)

572)

Muslim (538)

o

230

(43%)

15

(16%)

7

(21%)

221

(41%)

77

(83%)

27

(79%)

80

(15%)
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TABLE VI (Continued)
D.

Women Are Exploited and Disadvantaged in Northern Nigerian and Their
Status Should Be Improved
Agree

Muslim Male Students (n=538)

Disagree

103

(19%)

435

(81%)

Christian Male Students (n=34)

20

(59%)

10

(29%)

Muslim Female Students (n=92)

80

(87%)

12

(13%)

Christian Female Students (n=22)

20

(91%)

1

(4% )

E.

4

(12%)

1

( 4%)

Educational Preference Should Be Given to Boys Over Girls
Agree

Di sagree

Muslim Male Students (n=538)

80

(15%)

451

(84%)

Christian Male Students (n=34)

20

(59%)

14

(41%)

Muslim Female Students (n=92)

40

(43%)

52

(57%)

5

(23%)

17

(77%)

Christian Female Students (n=22)
F.

No Opinion

No Opinion
7

Which Women Are the Happiest?
Christian
Female Students
(n=22)

Urban Educated Women

15

Rural Educated Women
Urban Uneducated Women

o
o

Rural Uneducated Women

7

(69% )

(31 %)

Muslim
Female Students
(n=92 )
40

(43%)

10

(11%)

5

(38%)

7

(8%)

(a)
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TABLE VII
Education/Occupation of University Students' Parents
A.

Fathers' Hi2hest Level of Education
*Islamic
School

Muslim Male

(538)

Christian Male
Muslim Female

(34)

0

(92)

Christian Female

(95%)

510

( 5%)

5

(22)

Primary
School

Post-Primary
School

25

(4%)

3

21

(62%)

28
2

0

Post-Secondary
School

( • 05%)

0

10

( 29%)

3

(8%)

(30%)

58

(63%)

1

(1 %)

(9%)

5

( 23%)

15

(68%)

(Levels indicate attendance, not completion)
*Includes attendance at Islamiyya School or Quar'anic School
B.

Mothers' Hi2hest Level of Education

Muslim Male

Islamic
School
(538)

Christian Male
Muslim Female

o

(34)

(22)

o
12

92 (100%)

(92)

Christian Female
C.

538 (100%)

Primary
School

o

(35%)

10

Trader

o

17

(50%)

o

o
(45%)

Occupation of Students' Fathers

Fanner

Post-Primary
School

Civil
Servant

11

Post-Secondary
School

o
5

(15%)

o
(50%)

Traditional
Author-

1

(5%)

ity

Teacher
Doctor
Lawyer
Banker

Laborer

190 (35%)

55 (10%)

25 (5%)

Musl im Male
(539)

Christian
Male (34)
~'us 1 im
Female (92)
Christian
Female (22)

120 (22%)
0
2

0

(2%)

70 (13%)

78 (14%)

9 (36%)

15 (44%)

5

50 (54%)

0

(5%)

7 (32%)

0
20 (22%)

0

10 (29%)

0

15 (16%)

0

15 (68%)

0
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