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Abstract

This study investigates the role of community-based schools in enhancing
access to quality education in rural Nigeria and South Africa. A descriptive
survey research design was adopted for the study. The population comprised
individuals actively involved with community-based schools in selected rural
communities across both countries. A total sample of 300 respondents (150
from Nigeria and 150 from South Africa) was selected using a multi-stage
sampling technique involving purposive, stratified, and simple random
sampling methods. Data were collected using a structured instrument titled
Community-Based Schools Educational Access and Quality Questionnaire
(CBSEAQ). The instrument’s validity was established through expert review for
content and face validity, while its reliability was confirmed through a pilot test,
yielding a Cronbach’s alpha coefficient of 0.82. Trained research assistants
administered the questionnaire and ensured informed consent and respondent
anonymity. The researchers analysed the data using SPSS, employing
descriptive statistics and inferential tests such as t-tests and chi-square tests to
compare responses between countries. The findings revealed that community-
based schools improve access to quality education, reduce educational
disparities, and enhance school effectiveness through active community
participation. However, inadequate infrastructure and weak policy
implementation continue to limit access to education, while Nigeria shows
greater access to education through community-based schools than South
Africa because of stronger community involvement. The study recommended
strengthening the implementation of community-based education policies
through adequate funding, effective monitoring, and improved rural
infrastructure. It also emphasises promoting community participation in school
governance, continuous teacher development, regular evaluation, and
enhanced collaboration between Nigeria and South Africa to share best
practices and improve educational access and quality.

Article Link: https://journal.uny.ac.id/index.php/civics/article/view /97750

Introduction

PP. 536-552

Education is widely recognised as a fundamental human right and a powerful instrument
for socio-economic development, social mobility, and individual empowerment. It lays the
foundation for sustainable economic growth, democratic participation, and social inclusion.
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The role of community-based schools in enhancing access to quality education in rural Nigeria and South Africa

Globally, education remains central to achieving the Sustainable Development Goals,
particularly SDG 4, which seeks to ensure inclusive and equitable quality education and
promote lifelong learning opportunities for all (UNESCO, 2020). Access to education refers to
learners’ opportunity to enrol in, attend, and remain in school without significant physical,
financial, or social barriers (UNESCO, 2020).

In contrast, quality education refers to providing effective teaching and learning
experiences through qualified teachers, relevant curricula, adequate learning resources, and
supportive learning environments that promote meaningful learning outcomes (UNESCO,
2020). Although these concepts are closely related, access concerns participation in education,
whereas quality concerns the effectiveness of the educational experience. However, access to
education remains a major challenge in many rural areas worldwide, especially in sub-Saharan
Africa. In these regions, millions of children face barriers such as poverty, inadequate
infrastructure, too few qualified teachers, and long distances to schools. These challenges
disproportionately affect rural communities, often leaving them with under-resourced schools
and low learning outcomes. Nigeria and South Africa, while among the most developed
countries in sub-Saharan Africa, continue to grapple with these issues.

In rural Nigeria, insecurity, poverty, and weak infrastructure hinder educational access,
while rural South Africa faces systemic inequities rooted in its historical and socio-economic
context (Department of Basic Education [DBE], 2023; UNICEF Nigeria, 2023). These persistent
disparities call for context-sensitive and community-driven solutions that can bridge the rural-
urban education gap. One such approach is establishing community-based schools, which
involve varying levels of community participation in their establishment, management, or
support to complement formal education provision. Examining the contribution of these
schools to educational access and quality in different national contexts, such as Nigeria and
South Africa, can provide valuable evidence to inform policies and strategies aimed at reducing
rural educational disparities.

Although Nigeria and South Africa differ in their historical and political paths, both
continue to struggle with deep educational gaps between urban and rural areas. In Nigeria,
more than 10.2 million children remain out of school, most of them living in remote and rural
regions, particularly in the north (UNICEF Nigeria, 2023). For many families in these
communities, getting an education is a daily battle. Poor infrastructure, a shortage of qualified
teachers, overcrowded classrooms, insecurity, and the long distances children must travel to
reach school are major challenges. Many rural schools lack even the most basic amenities like
clean water, electricity, libraries, or science labs, making effective teaching and learning
extremely difficult (Adejare, 2024).

South Africa faces similar struggles, especially in rural provinces such as Limpopo,
Eastern Cape, and KwaZulu-Natal. While schools in urban areas tend to have better facilities
and more experienced teachers, rural schools often operate with limited resources and fail to
meet minimum standards for quality education. The 2022 National Senior Certificate exam
results clearly showed this divide: rural learners continued to fall behind in key subjects like
literacy, numeracy, and science (DBE, 2023). The lingering effects of apartheid, combined with
ongoing socio-economic marginalisation and geographic isolation, have made it harder for
many rural students to succeed (Noutchie, 2025). In both countries, poverty further
complicates the situation, making it difficult for families to support their children’s education,
and publicinvestment in rural schools remains insufficient. These systemic challenges continue
to widen the gap between rural and urban learners, undermining efforts to provide inclusive
and equitable education for all. To move forward, Nigeria and South Africa need innovative,
locally driven solutions. These schools offer a more adaptive, context-sensitive path toward
closing the rural-urban education divide.

The national evidence base shows how these rural disadvantages are configured
differently in the two countries. In northern Nigeria, a large share of children attend Qur’anic

httDs://iournal.unv.ac.id/index.DhD/civics/index| 537



https://journal.uny.ac.id/index.php/civics/index

Omojemite & Cishe

and Islamiyya schools outside the secular state system, so expanding access has required
engagement with religious and community institutions rather than building government
schools alone (Antoninis, 2014). Enrolment figures can also overstate participation: classroom
observation in northern Nigerian primary schools shows that formally enrolled children are
frequently absent or move in and out of school during the year, so being ‘counted in’ does not
guarantee being present for learning (Humphreys et al,, 2015). In South Africa, by contrast,
almost all children are enrolled, yet learning outcomes follow a sharply bimodal pattern in
which the majority of learners, concentrated in poorer and largely rural schools, perform far
below those in the historically advantaged minority of schools (Spaull, 2013). Rural schools in
South Africa also struggle to attract and retain qualified teachers because of geographic
isolation, poor living conditions and limited professional support (du Plessis & Mestry, 2019).
These contrasting profiles suggest that ‘access’ cannot be reduced to enrolment and that any
assessment of community-based schools must consider attendance, teacher supply and
learning as well as physical availability.

Community-based schools are educational institutions established, managed, or
supported through substantial participation by local communities, including community
associations, religious organisations, and non-governmental organisations, to expand
educational opportunities in underserved areas (Kristina et al, 2006). Community-based
schools have become vital grassroots efforts to close the education gap in underserved rural
communities. Unlike traditional public schools run by central governments, these schools are
often founded and managed by local communities, religious groups, or non-governmental
organisations. Their main purpose is to offer educational opportunities in areas where formal
schools are either lacking, too far away, or not functioning effectively. Because they are deeply
rooted in the social and cultural life of the communities they serve, community-based schools
are well-positioned to deliver inclusive education that aligns with local values and traditions
(Kristina et al., 2006). What sets these schools apart is their flexibility. Unlike conventional
schools bound by rigid curricula and centralised policies, community-based schools can tailor
teaching methods, schedules, and learning content to meet students' needs. This flexibility is
especially important in rural settings, where children often face unique challenges such as
poverty, seasonal work, or cultural obligations that affect school attendance and learning
(Chikoko, 2008). By adapting to these realities, community-based schools offer a more
responsive and accessible model of education for some of the most marginalised learners.

Conceptually, this study draws on the literature on community participation and school-
based management, which holds that schools become more responsive and accountable when
the people they serve have a meaningful role in their governance. Bray (2003) distinguishes
between forms of community initiative, from the mobilisation of local resources to the full
establishment and management of schools, and stresses that the relationship between
communities and governments determines whether such initiatives reduce or reproduce
inequality, since richer communities are better able to finance and manage their own schools.
Experimental evidence lends support to the governance argument but also qualifies it. In Kenya,
training school committees to monitor locally hired teachers strengthened the effectiveness of
efforts to reduce class sizes and improved pupil outcomes, indicating that local oversight can
raise teacher effort (Duflo et al, 2015). In Indonesia, interventions that linked school
committees with village authorities improved learning more than grants or training alone,
suggesting that community participation is most effective when it is connected to existing local
institutions (Pradhan et al,, 2014). By contrast, informing communities about their rights and
responsibilities in village education committees in India did not by itself increase participation
or improve learning, which warns against assuming that formal participatory structures
automatically translate into better schooling (Banerjee et al., 2010).

These findings matter because enrolment gains in many developing countries have not
been matched by learning gains, and the most effective interventions tend to combine improved
access with accountability and teaching matched to learners’ actual levels (Kremer et al., 2013).
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Community-based schools are therefore best understood not simply as an alternative way to
provide school places, but as an institutional arrangement whose value depends on how
community participation, teacher support, and state oversight are combined. This framework
informs the comparison of Nigeria and South Africa in the present study, in which access,
quality, community involvement and policy support are examined together rather than in
isolation.

The success and sustainability of community-based schools often depend on strong
involvement from local communities and traditional governance structures. Parents,
community leaders, and volunteers frequently play active roles in managing the schools,
recruiting teachers, and gathering resources. This level of participation builds a strong sense of
ownership and responsibility, which can lead to higher student enrolment and improved
learning outcomes. Still, these schools face significant hurdles, including inadequate funding,
limited access to teacher training, and a lack of consistent policy support, all of which can hinder
their ability to provide quality education consistently (Chacha & Tangi, 2023).

Despite these challenges, community-based schools are increasingly recognised as
valuable partners in broadening access to education and reducing inequality, especially in rural
areas of Nigeria and South Africa. Although the value of community-based schools in expanding
educational access for underserved rural populations is widely recognised, empirical research
on how these schools operate across different African contexts remains limited. While local case
studies and anecdotal evidence point to their positive impact on access, enrolment, and learner
engagement, broader and more comparative studies, particularly between countries such as
Nigeria and South Africa, remain scarce. This gap in evidence makes it difficult for policymakers
and education stakeholders to fully understand the effectiveness, scalability, and long-term
sustainability of these community-driven models.

While Nigeria and South Africa differ in their socio-political and economic landscapes,
they both face a shared challenge: persistent educational inequality in rural areas. Studying
how community-based schools function within each country offers a valuable chance to
uncover what works best in each context, the obstacles these schools face, and where policy
support may be lacking. It also provides an opportunity to assess their effectiveness in
delivering quality education, promoting equity, and fostering meaningful community
involvement. Additionally, examining the extent of government backing, the role of various
stakeholders, and how resources are mobilised can offer practical insights into how these
schools might be more effectively integrated into national education systems.

This research aims to explore the state of educational access in rural communities, assess
how well community-based schools are performing and how inclusive they are, and identify the
key operational and structural challenges they face. It also examines the extent of community
involvement and policy support these schools receive in both Nigeria and South Africa. By
taking a comparative approach, the study hopes to generate valuable insights that can enhance
the effectiveness of community-based education and contribute to wider efforts to promote
inclusive, high-quality education across sub-Saharan Africa.

This study contributes to the literature in three ways. First, it provides comparative
evidence from two of the largest education systems in sub-Saharan Africa, which differ
markedly in their histories, governance arrangements and levels of state capacity, but which
share persistent rural disadvantage. Second, it examines access, quality, community
participation and policy support within a single framework, rather than treating community
involvement as an isolated variable. Third, by drawing on the perspectives of students, parents,
teachers and school administrators, it captures how the stakeholders most directly involved in
community-based schools understand their contribution and limitations. The study responds
to calls for evidence that moves beyond whether community participation is desirable to the
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conditions under which it improves educational opportunities (Bray, 2003; Kremer et al,,
2013).

Statement of the problem

Access to education remains a significant challenge in many rural communities across
sub-Saharan Africa, despite ongoing global efforts to promote inclusive and equitable learning
for all. In countries such as Nigeria and South Africa, sharp disparities persist between urban
and rural areas in school infrastructure, teacher availability, student outcomes, and overall
access to education. Rural schools often face overcrowded classrooms, inadequate facilities,
underqualified staff, and limited government funding. These challenges often lead to high
dropout rates, poor academic performance, and reduced future opportunities for children
living in these communities. In response, community-based schools have emerged as
alternative models to narrow the educational gap by drawing on local resources, cultural
relevance, and grassroots participation. These schools are especially valued for offering flexible,
context-sensitive learning opportunities in marginalised settings. However, while they are
increasingly recognised for expanding access to education, empirical evidence on their
effectiveness remains limited, particularly regarding educational quality, long-term
sustainability, and integration into national policy frameworks.

Furthermore, little comparative research exists on how these schools function in different
national contexts, such as Nigeria and South Africa, where educational systems, governance
structures, and socio-economic realities vary considerably. This lack of comparative insight
highlights a critical gap in both educational research and policymaking. Without a deeper
understanding of how community-based schools operate, the challenges they encounter, and
the outcomes they achieve across diverse rural settings, strategies to support or scale these
models may fall short. This study, therefore, aims to explore the role of community-based
schools in improving access to quality education in rural Nigeria and South Africa. It will
examine their impact, the obstacles they face, and the extent of community and policy
involvement in their operation. The goal is to generate evidence to inform more inclusive,
sustainable, and contextually grounded educational strategies, ultimately contributing to
efforts to reduce rural educational inequality and advance equitable learning opportunities for
all.

Accordingly, this study pursued six objectives: to assess the current state of access to
education in rural areas of Nigeria and South Africa; to investigate the role community-based
schools play in reducing educational disparities in rural communities; to evaluate the quality of
education provided by community-based schools in comparison with government-run rural
schools; to identify the challenges community-based schools face in delivering quality
education; to examine the level of community participation and local stakeholder involvement
in the management of these schools; and to determine the policy frameworks supporting
community-based education initiatives in both countries. These objectives were translated into
six corresponding research questions, which structure the presentation of the descriptive
results. In addition, two null hypotheses were tested: that there is no significant difference
between Nigeria and South Africa in the level of access to education provided by community-
based schools in rural areas (H1), and that there is no significant difference in the quality of
education delivered by community-based schools in rural Nigeria and South Africa (H2).

Method

This study employed a descriptive survey research design to investigate the role of
community-based schools in improving access to quality education in rural areas of Nigeria and
South Africa. This design allowed for the systematic collection of quantitative data through
structured questionnaires administered to key stakeholders, including students, teachers,
parents, and school administrators. The study population consisted of individuals actively
involved with community-based schools in selected rural communities across both countries.
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These respondents were chosen for their direct engagement with, and influence on, educational
access and delivery. The study sampled 300 respondents: 150 from Nigeria and 150 from South
Africa. In each country, the sample comprised 60 students, 40 parents, 30 teachers, and 20
school administrators. A multi-stage sampling technique ensured a diverse and representative
sample. First, three researchers purposively selected communities with active community-
based schools. Within these communities, the researchers used stratified sampling to
categorise participants by stakeholder group.

Then, simple random sampling was applied within each stratum to select individual
respondents. The primary data collection tool was the Community-Based Schools Educational
Access and Quality Questionnaire (CBSEAQ). The questionnaire featured both closed-ended
and Likert-scale items designed to measure five key dimensions: access to education, quality of
instruction, community involvement, operational challenges, and policy support. To ensure
instrument validity, subject-matter experts reviewed and refined its content and face validity.
A pilot study assessed reliability, yielding a Cronbach’s alpha of 0.82, indicating high internal
consistency. Trained research assistants administered the questionnaires, guided respondents
through the process, obtained informed consent, and maintained a neutral stance to support
independent and honest responses. Data collection was completed over two weeks in each
country. The team analysed the data using SPSS. Descriptive statistics, such as mean and
standard deviation, were used to address the research questions, while inferential statistics,
specifically independent-samples t-tests, were used to assess differences between the two
countries. All hypotheses were tested at the 0.05 level of significance. Ethical considerations
were rigorously observed. Participation was voluntary, and all respondents were assured of
confidentiality and anonymity. Informed consent was obtained from every participant prior to
data collection.

Nigeria and South Africa were selected as comparison cases because they represent two
contrasting configurations of rural educational disadvantage within sub-Saharan Africa.
Nigeria combines a large out-of-school population with a diverse landscape of community,
religious and private providers (Antoninis, 2014; Humphreys et al.,, 2015), whereas South
Africa has achieved near-universal enrolment but continues to show deep inequalities in
learning between historically advantaged and disadvantaged schools (Spaull, 2013).
Comparing the two countries therefore makes it possible to examine whether community-
based schooling contributes mainly to expanding access, to improving quality, or to both, under
different levels of state capacity. A survey design was considered appropriate because it
allowed the perceptions of several stakeholder groups to be captured with the same instrument
in both countries, making the responses directly comparable across national contexts.

The inclusion of four stakeholder groups was intended to reflect the multi-actor character
of community-based schooling, in which learners, parents, teachers and school leaders each
hold different forms of knowledge about how schools function. This approach is consistent with
the view that community participation and school governance can only be understood by
considering the perspectives of those who take part in them, including parents serving on
school governing structures (Chikoko, 2008; Mncube, 2009) and principals who must
coordinate relations between schools and communities (Mestry, 2017). Collecting data from all
four groups also reduced the risk that the findings would reflect the views of a single, potentially
more privileged group of respondents.

Results and Discussion
Descriptive statistics

Research Question 1: What is the current state of access to education in rural areas of
Nigeria and South Africa?

Table 1 indicates that access to education in rural areas of both Nigeria and South Africa
remains limited. Mean scores for access to primary and secondary education are relatively low
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in both countries (Nigeria: 2.40 and 2.47; South Africa: 2.53 and 2.60), suggesting that schools
are not easily accessible. High mean scores for items related to distance (Nigeria: 3.20; South
Africa: 3.17) and lack of transportation (Nigeria: 3.10; South Africa: 3.13) further highlight
significant barriers to school attendance. Additionally, both countries scored low on the
adequacy of school facilities (Nigeria: 2.33; South Africa: 2.43), indicating infrastructural
challenges. The findings reveal that rural learners in both nations face considerable obstacles
in accessing quality education.

Table 1.
Descriptive analysis of the current state of access to education in rural areas of Nigeria and
South Africa

Item Statement Nigeria South Africa
Mean S.D Mean S.D

1 Children in this rural area have easy access to 2.40 0.98 2.53 0.92
primary education.

2 Secondary schools are available and accessible in this  2.47 0.99 2.60 0.93
community.

3 Distance to school affects student enrolment in this 3.20 086 3.17 0.85
area.

4 Lack of transportation is a major barrier to school 3.10 0.90 3.13 0.84
attendance.

5 There are adequate school facilities to accommodate  2.33 0.98 243 0.96

all rural children.

Research Question 2: How do community-based schools contribute to reducing
educational disparities in rural communities?

The results in Table 2 suggest that community-based schools play a positive role in
reducing educational disparities in rural communities of both Nigeria and South Africa.
Respondents in both countries agree that such schools have increased enrolment (Nigeria:
3.10; South Africa: 3.20) and are effective in reaching previously out-of-school children
(Nigeria: 3.20; South Africa: 3.30). They also acknowledge the flexibility of community-based
schools in addressing the needs of marginalised learners (Nigeria: 3.17; South Africa: 3.27).
Furthermore, these schools are seen as helping to reduce dropout rates and promote
educational equity, although the mean scores for these items are slightly lower but still above
average. The findings indicate that community-based schools are valuable mechanisms for
improving access and inclusion in rural education systems.

Table 2.
Descriptive analysis of how community-based schools contribute to reducing educational
disparities in rural communities

[tem Statement Nigeria South Africa
Mean S.D Mean S.D
1 Community-based schools have increased enrolment 3.10 0.86 3.20 0.79

in rural areas.

2 These schools help reduce dropout rates among rural ~ 2.97 091 3.03 0.89
children.

3 Community-based schools reach children who were 3.20 0.86 3.30 0.78
previously out of school.

4 These schools are flexible in addressing the needs of 3.17 0.87 3.27 0.79
marginalised learners.

5 Community-based schools contribute significantly to 3.00 0.88 3.10 0.87
educational equity.
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Research Question 3: What is the quality of education offered by community-based
schools compared with government-run rural schools?

Table 3 indicates that respondents generally view the quality of education offered by
community-based schools in rural areas of Nigeria and South Africa positively and as somewhat
comparable to that of government-run schools. Respondents agree that teachers in these
schools are well-trained (Nigeria: 3.07; South Africa: 3.20) and that the learning environment
is conducive (Nigeria: 3.07; South Africa: 3.20). Although the adequacy of learning materials
received slightly lower mean scores (Nigeria: 2.97; South Africa: 3.07), academic performance
in community-based schools is perceived to be on par with government schools (Nigeria: 3.03;
South Africa: 3.17). Additionally, the higher mean scores for the use of innovative or locally
relevant teaching methods (Nigeria: 3.17; South Africa: 3.30) suggest that community-based
schools may offer pedagogical advantages. The findings reflect a favourable perception of the
quality of education provided by community-based schools in both countries.

Table 3.
Descriptive analysis of the quality of education oftered by community-based schools
compared with government-run rural schools

Item Statement Nigeria South Africa
Mean S.D Mean S.D

1 Teachers in community-based schools are well- 3.07 0.86 3.20 0.79
trained and qualified.

2 Learning materials and resources are adequate in 2.97 091 3.07 0.88
community-based schools.

3 Student academic performance in community-based 3.03 091 3.17 0.86
schools is comparable to government schools.

4 Community-based schools use innovative or locally 3.17 0.86 3.30 0.78
relevant teaching methods.

5 The school environment in community-based schools  3.07 0.86 3.20 0.79

is conducive to learning.

Research Question 4: What challenges do community-based schools face in delivering
quality education in rural areas?

The results in Table 4 highlight several significant challenges faced by community-based
schools in delivering quality education in rural areas of Nigeria and South Africa. Both countries
report high mean scores across all items, indicating broad agreement that these schools
struggle with lack of funding (Nigeria: 3.13; South Africa: 3.20), inadequate infrastructure
(Nigeria: 3.17; South Africa: 3.23), and a shortage of qualified teachers (Nigeria: 3.13; South
Africa: 3.20). Staff retention is also a concern (Nigeria: 3.03; South Africa: 3.13), alongside
insufficient policy and government support (Nigeria: 3.07; South Africa: 3.17). These findings
reveal that despite their positive role, community-based schools face systemic and structural
barriers that hinder their effectiveness in rural education delivery

Table 4.
Descriptive analysis of the challenges community-based schools face in delivering quality
education in rural areas

[tem Statement Nigeria South Africa
Mean S.D Mean S.D

1 Lack of funding is a major challenge for community- 3.13 0.88  3.20 0.88
based schools.

2 These schools have inadequate infrastructure and 3.17 0.85 3.23 0.85
facilities.

3 There is a shortage of qualified teachers in 3.13 0.85 3.20 0.85
community-based schools.

4 Community-based schools have difficulty retaining  3.03 0.88 3.13 0.88
staff.
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[tem Statement Nigeria South Africa
Mean S.D Mean S.D
5 Policy and government support for community- 3.07 0.88 3.17 0.88

based schools is insufficient.

Research Question 5: To what extent are communities and local stakeholders involved in
the management and administration of community-based schools?

Table 5 indicates a strong level of involvement by communities and local stakeholders in
the management and administration of community-based schools in both Nigeria and South
Africa. Respondents agree that local communities actively participate in school management
(Nigeria: 3.10; South Africa: 3.20) and that parents contribute resources or time to support
school operations (Nigeria: 3.13; South Africa: 3.27). Participation in decision-making
processes by community members (Nigeria: 3.07; South Africa: 3.17) and support from
traditional and local leaders (Nigeria: 3.03; South Africa: 3.10) are also evident. The highest
mean scores were recorded for stakeholder engagement improving accountability and
effectiveness (Nigeria: 3.20; South Africa: 3.30), highlighting the positive impact of inclusive
governance. Overall, the findings suggest a meaningful and beneficial involvement of
communities and local stakeholders in the operation of community-based schools.

Table 5.
Descriptive analysis of the extent to which communities and local stakeholders are involved in
the management and administration of community-based schools

[tem  Statement Nigeria South Africa
Mean S.D Mean S.D

1 The local community is actively involved in 3.10 0.89 3.20 0.85
managing community-based schools.

2 Parents contribute resources or time to support the 3.13 0.88 3.27 0.83
school.

3 Community members participate in school decision- 3.07 0.90 317 0.88
making processes.

4 Traditional and local leaders support school 3.03 0.90 3.10 0.89
governance and activities.

5 Stakeholder engagement improves school 3.20 0.85 3.30 0.82

accountability and effectiveness.

Research Question 6: What policy frameworks exist to support community-based
education initiatives in Nigeria and South Africa?

Table 6 shows that while policy frameworks exist to support community-based education
initiatives in both Nigeria and South Africa, their effectiveness and clarity vary. Respondents in
both countries moderately agree that government policies support community-based
education (Nigeria: 2.90; South Africa: 3.10) and that national education plans recognise such
schools (Nigeria: 2.93; South Africa: 3.17). However, perceptions of financial or material
support from government agencies are lower (Nigeria: 2.87; South Africa: 3.07), and concerns
about the effectiveness and consistency of policy implementation persist (Nigeria: 2.63; South
Africa: 2.87). Legal protections for community-based schools also received modest ratings
(Nigeria: 2.77; South Africa: 2.97).

Table 6.
Descriptive analysis of the existing policy frameworks that support community-based
education initiatives in Nigeria and South Africa

[tem  Statement Nigeria South Africa
Mean S.D Mean S.D
1 There are clear government policies supporting 2.90 095 3.10 0.89

community-based education.
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2 Government agencies provide financial or material  2.87 096 3.07 0.90
support to these schools.

3 Policy implementation on rural education is 2.63 0.99 287 0.93
effective and consistent.

4 Community-based schools are recognised in 2.93 094 317 0.85
national education plans.

5 There are legal provisions protecting community- 2.77 097 297 0.91

based schools’ rights.

The findings suggest that while South Africa appears to have slightly stronger policy
support, both countries need to strengthen and implement policies more consistently to
promote and safeguard community-based education in rural areas.

Testing of hypotheses

Hypothesis 1: There is no significant difference between Nigeria and South Africa in the
level of access to education provided by community-based schools in rural areas.

Table 7.
t-test analysis of the difterence between Nigeria and South Africa in the level of access to
education provided by community-based schools in rural areas

Variable N Mean S.D df T p-value
Nigeria 150 3.04 0.60 298 2.37 0.019
South Africa 150 2.88 0.50

The results in Table 7 present a t-test analysis comparing the level of access to education
provided by community-based schools in rural areas of Nigeria and South Africa. With a t-value
of 2.37 and a p-value of 0.019, the difference between the two countries is statistically
significant at the 0.05 level. This leads to the rejection of the null hypothesis (Hypothesis 1),
which stated that there is no significant difference between Nigeria and South Africa. The
findings indicate that Nigeria (Mean = 3.04) reports a higher level of access to community-
based education in rural areas than South Africa (Mean = 2.88), though the difference is
modest.

Hypothesis 2: There is no significant difference in the quality of education delivered by
community-based schools in rural Nigeria and South Africa.

Table 8.
t-test analysis of the difterence in the quality of education delivered by community-based
schools in rural Nigeria and South Africa

Variable N Mean S.D df T p-value
Nigeria 150 291 0.55 298 1.64 0.102
South Africa 150 2.80 0.58

The results in Table 8 show a t-test analysis of the difference in the quality of education
delivered by community-based schools in rural Nigeria and South Africa. With a t-value of 1.64
and a p-value of 0.102, the difference is not statistically significant at the 0.05 level. Therefore,
we fail to reject the null hypothesis (Hypothesis 2), which states that there is no significant
difference in the quality of education delivered by community-based schools in the two
countries. This suggests that, despite slight variations in mean scores (Nigeria = 2.91; South
Africa = 2.80), the perceived quality of education in rural community-based schools is generally
comparable between Nigeria and South Africa.

Discussion

The findings of the study reveal that access to education in rural Nigeria and South Africa
remains significantly limited, largely because of poor transportation networks, long distances
between homes and schools, and inadequate educational infrastructure. These persistent
barriers contribute to systemic inequalities that make regular school attendance challenging
for many rural children. This result aligns with UNESCO (2020), which emphasises that physical
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and logistical constraints continue to hinder educational access for rural learners across sub-
Saharan Africa, and with Adejare (2024), who documents the environmental constraints and
shortage of educators that affect rural schools in Nigeria. In South Africa, persistent rural
disadvantage has been linked to the lingering effects of historical inequalities and to recent
contestation over basic education reform (Noutchie, 2025). A likely explanation for these
challenges lies in the historical pattern of urban-centric investment in education infrastructure,
which has left many rural areas severely under-resourced. The implications of these disparities
are far-reaching: continued limited access to education in rural areas undermines progress
towards Sustainable Development Goal 4, deepens social inequality and hinders long-term
economic development. The pattern is also consistent with evidence from northern Nigeria that
enrolment often masks irregular attendance (Humphreys et al., 2015), and with South African
evidence that rural schools carry a disproportionate share of the system’s learning deficits
(Spaull, 2013). Improving access in rural areas therefore requires attention not only to the
availability of schools but also to the conditions that allow children to attend regularly and learn
effectively.

The findings of the study reveal that community-based schools play a significant role in
reducing educational disparities by boosting enrolment and supporting marginalised rural
learners in both Nigeria and South Africa. This can be linked to their accessibility, cultural
relevance and strong community engagement. These schools are often situated within the
communities they serve, which helps to eliminate barriers such as long travel distances and
unfamiliar learning environments. This is consistent with the view that community-based
schools, because they are rooted in the social and cultural life of the communities they serve,
are well positioned to deliver inclusive education aligned with local values (Kristina et al.,
2006), and with evidence that community ownership of schools in rural Nigeria supports
enrolment among low-income farming families (Oke & Adeoye, 2019). However, Babatimehin
et al. (2025) show that gaps in teachers’ assessment knowledge persist in Nigerian secondary
schools, which suggests that, without adequate oversight and support, community-based
schools may struggle to maintain consistent quality. When properly supported, community-
based schools can serve as effective instruments for achieving universal basic education. Their
success depends on supportive policies that promote quality assurance, teacher training and
sustainable funding mechanisms. Ultimately, this finding reinforces the importance of
community-driven approaches in fulfilling the aims of Sustainable Development Goal 4, which
calls for inclusive, equitable and quality education for all, particularly in rural and marginalised
settings. At the same time, Bray (2003) cautions that reliance on community resources can
widen inequalities between communities with different levels of wealth and organisational
capacity, which underlines the importance of state support for the poorest rural communities.

The study found that the quality of education in community-based schools is comparable
to that of government-run rural schools, largely owing to the presence of trained teachers and
supportive learning environments. This suggests that localised efforts can help to close gaps in
education quality. This finding aligns with Adelakun et al. (2026), who emphasise that effective
monitoring and supervision strengthen teacher commitment and classroom practice. However,
Chacha and Tangi (2023) caution that stakeholder participation in improving teaching and
learning is constrained by limited resources and weak coordination, which can undermine
educational outcomes. The implication of these findings is clear: with proper policy support and
targeted investment, community-based schools have the potential to serve as effective
complements to government schools in rural areas, helping to improve educational equity and
learning outcomes in underserved communities. Evidence from Kenya suggests that such
quality gains are most likely where communities are equipped to monitor teachers and hold
them to account (Duflo et al., 2015). In South Africa, however, the persistent difficulty of
attracting qualified teachers to rural schools (du Plessis & Mestry, 2019) indicates that
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community commitment alone cannot compensate for structural shortages in the teaching
workforce, and that teacher recruitment and retention incentives remain essential.

The study further found that community-based schools in both countries face substantial
challenges, including inadequate funding, poor infrastructure, shortages of qualified teachers,
difficulties in retaining staff and insufficient government support. These challenges closely
mirror those reported for rural schools more generally. Adejare (2024) documents how
environmental constraints and the shortage of educators undermine rural schooling in Nigeria,
while du Plessis and Mestry (2019) show that rural schools in South Africa find it difficult to
attract and retain qualified teachers because of isolation, inadequate housing and limited
professional development opportunities. Chacha and Tangi (2023) similarly identify resource
constraints and weak coordination as barriers to effective stakeholder participation in
improving teaching and learning. The consistency of these challenges across contexts suggests
that they are structural rather than incidental. Community-based schools often emerge
precisely in the areas where public investment is weakest, and they consequently inherit the
infrastructural and staffing deficits of their surroundings. As Bray (2003) notes, the capacity of
communities to finance and sustain schools varies considerably, so that reliance on local
contributions can leave the poorest communities with the least adequately resourced schools.
Addressing these challenges therefore requires public investment that is deliberately targeted
at the communities with the greatest need.

The study revealed that active involvement of local communities and stakeholders in
managing community-based schools leads to greater accountability and improved school
effectiveness. Supporting this, Murugi and Mugwe (2023) highlight how the engagement of
parents and other stakeholders in school leadership fosters a strong sense of ownership, which
drives efforts to improve schools and mobilise resources. Chikoko (2008) similarly shows that
parent governors can contribute meaningfully to school governance in Zimbabwe. However,
Mncube (2009) cautions that in South Africa many parents remain uncertain about their role
in school governing bodies and that their participation is often limited in practice. This suggests
that stakeholder involvement needs capacity building and clearly defined roles to lead to
positive outcomes. Comparative evidence supports this conclusion. Participation linked to
established local institutions has been shown to improve learning (Pradhan et al, 2014),
whereas participatory structures that exist mainly on paper produce few benefits (Banerjee et
al,, 2010). Effective community involvement also depends on school leaders prepared to work
collaboratively with parents and community members, making principals' professional
development an important complement to community participation (Mestry, 2017).

The study found that existing policy frameworks provide some support for community-
based education in both countries, with slightly stronger perceived support in South Africa, but
that both need stronger implementation and support mechanisms. This aligns with Ogunode
and Adah (2020), who argue that although Nigeria has educational policies in place, poor
execution, insufficient funding and weak institutional oversight limit their effectiveness.
UNESCO (2020) similarly stresses that policy commitments to inclusion do not lead to real
progress without adequate resource allocation, monitoring and accountability. These findings
imply that governments must move beyond policy statements and invest in capacity building,
ongoing evaluation, and improved coordination among agencies to make community-based
education sustainable and impactful, especially in underserved rural areas. For Nigeria, policy
support is likely to be most effective where it recognises and works with the religious and
community institutions that already educate many rural children, rather than treating them as
outside the formal system (Antoninis, 2014).

The study revealed that Nigeria has significantly greater access to education through
community-based schools than South Africa. This finding is consistent with evidence that
community ownership of schools in rural Nigeria supports enrolment, particularly among low-
income families (Oke & Adeoye, 2019). Nevertheless, given that South Africa’s more structured
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education system might be expected to produce higher access, national examination data
continue to show performance gaps between under-resourced and better-resourced schools
(DBE, 2023). This difference likely reflects Nigeria’s more flexible, adaptive grassroots
educational models, which can respond directly to local needs, while South Africa’s centralised
policies may not always fit the realities of rural communities. This suggests that South Africa
could benefit from adopting more decentralised, community-driven approaches alongside its
formal system. Meanwhile, Nigeria should focus on improving the quality and sustainability of
its expanding access strategies to ensure lasting impact. This interpretation should
nevertheless be treated with caution, because higher reported access through community-
based schools does not necessarily imply higher learning; in both countries, the challenge of
translating participation into learning remains central (Kremer et al., 2013).

In contrast to the difference in access, the second hypothesis showed no statistically
significant difference between the two countries in the perceived quality of education delivered
by community-based schools. This result suggests that, despite their different histories and
governance arrangements, community-based schools in rural Nigeria and South Africa face
broadly similar constraints on quality, particularly in teacher supply, learning materials, and
infrastructure. Evidence also suggests that expanding participation in schooling does not
automatically raise learning, and that quality improvements depend on how teaching is
organised and supported in the classroom (Kremer et al, 2013). In South Africa, the
concentration of low learning outcomes in poorer schools (Spaull, 2013) indicates that quality
challenges are deeply embedded in the rural and low-income segment of the system, and
community-based schools operating in these contexts are unlikely to escape them without
sustained support. For both countries, the absence of a significant difference in quality
therefore points to a shared agenda centred on teacher development, instructional resources
and the systematic monitoring of learning outcomes.

Taken together, the findings point to a consistent pattern. Community-based schools in
both countries are perceived to widen access, to provide education of a quality broadly
comparable with that of government-run rural schools, and to benefit from active community
involvement. Yet these contributions are constrained by inadequate infrastructure, shortages
of qualified teachers, limited funding and uneven policy implementation. This pattern reflects
a broader tension identified in the literature: community participation can make schools more
responsive and accountable, but it cannot substitute for the resources and institutional support
that only the state can provide at scale (Bray, 2003; Duflo et al., 2015). The comparative results
further suggest that the two countries face mirror-image challenges. Nigeria appears to have
mobilised community energies more extensively, but within a weaker policy and resource
environment, whereas South Africa has stronger formal policy frameworks but less extensive
community engagement in rural schooling. Bridging this gap requires combining the flexibility
of community initiative with the predictability and equity of public provision.

The findings also have implications for citizenship and civic education. Community
participation in school governance is a form of active citizenship, through which parents,
traditional leaders, and other community members exercise responsibility for the public good
and hold institutions to account. When such participation is meaningful, it can strengthen trust
between communities and the state and model democratic practices of deliberation and shared
decision-making for learners (Mncube, 2009). When it is merely formal, or when it places
disproportionate burdens on poor communities, it risks reinforcing exclusion rather than
reducing it (Banerjee et al., 2010; Bray, 2003). The findings also have implications for
citizenship and civic education. Community participation in school governance is a form of
active citizenship, through which parents, traditional leaders, and other community members
exercise responsibility for the public good and hold institutions to account. When such
participation is meaningful, it can strengthen trust between communities and the state and
model democratic practices of deliberation and shared decision-making for learners (Mncube,
2009). When it is merely formal, or when it places disproportionate burdens on poor
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communities, it risks reinforcing exclusion rather than reducing it (Banerjee et al.,, 2010; Bray,
2003). Community-based schools can therefore be understood as sites where citizens and the
state negotiate their relationship in rural areas, and strengthening them matters not only for
educational access but also for the broader project of building inclusive, participatory
democratic communities in Nigeria and South Africa.

Implications for policy and practice

The findings have several implications for policy and practice. First, governments in both
countries should treat community-based schools as partners in the public education system
rather than temporary substitutes. This implies formal registration and recognition,
predictable financial support for the poorest communities, and inclusion of community-based
schools in national data systems so that their enrolment, attendance and learning outcomes can
be monitored. Second, support for community participation should focus on functional rather
than formal involvement. School committees and governing bodies need training, access to
information about school performance and clear responsibilities if their participation is to
translate into greater accountability and better teaching. Third, teacher supply in rural areas
requires targeted measures, including rural allowances, housing, structured mentoring and
access to continuing professional development, so that community-based schools are not left
to rely on under-qualified or unsupported staff.

Fourth, the comparison between the two countries suggests opportunities for mutual
learning. Nigeria’s experience shows how flexible, community-driven provision can extend
access where the state is weak, while South Africa’s more developed regulatory and data
systems show how quality assurance and accountability can be organised at scale. A deliberate
exchange of practice, for example through regional networks of education officials, researchers
and community organisations, could help each country to adopt the strengths of the other while
avoiding its weaknesses. Finally, community-based education should be integrated more
broadly into rural development planning, since improvements in transport, water, electricity
and digital connectivity directly affect whether children can attend school and whether
teachers are willing to work in rural communities.

Teacher education institutions also have a role to play. Pre-service programmes could
include structured placements in rural and community-based schools, so that new teachers
gain experience of rural contexts and are better prepared to work in them. In-service
programmes, delivered through partnerships between universities, education departments
and community organisations, could provide continuing support to teachers already working
in community-based schools, with particular attention to multi-grade teaching, the use of local
languages and contexts in instruction, and the assessment of learning. Such measures would
help to ensure that the access gains achieved through community-based schools are matched
by improvements in the quality of the education they provide.

Limitations and directions for future research

This study has several limitations to consider when interpreting its findings. First, the
data are based on respondents’ perceptions collected through a structured questionnaire, and
perceptions of access and quality may differ from objectively measured attendance, completion
and learning outcomes. Second, the sample of 300 respondents drawn from three purposively
selected rural communities in each country does not permit generalisation to all rural areas of
Nigeria and South Africa, both of which are internally diverse. Third, the cross-sectional design
captures conditions at a single point in time and cannot establish whether the observed
differences between the two countries are stable or causal. Fourth, community-based schools
in the two countries differ in legal status, ownership, and relationship to the state, which limits
the comparability of the institutions examined.

Future research could address these limitations in several ways. Studies that combine
survey data with administrative records, school observations and learning assessments would
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allow perceptions to be compared with measured outcomes. Longitudinal designs could follow
cohorts of learners in community-based and government schools to examine retention,
progression and achievement over time. Qualitative research, including interviews and focus
groups with parents, learners, teachers and traditional leaders, could illuminate how
community participation actually operates in school governance and how power is distributed
within communities. Finally, experimental or quasi-experimental evaluations of specific forms
of support, such as training for school committees, rural teacher incentives or targeted grants,
would provide stronger evidence on what makes community-based schools effective in
different national contexts.

Conclusion

This study shows that community-based schools are a practical way to improve
educational access in rural communities when supported by both local participation and
effective government policies. It further shows that the success of these schools depends on the
social, economic, and policy environment in which they operate. By comparing Nigeria and
South Africa, the study provides a broader understanding of how different national contexts
influence the effectiveness of community-based education. The comparison also shows that
access and quality must be considered together: community-based schools have extended
educational opportunities in rural areas, but their contribution to learning depends on qualified
teachers, functional community participation and reliable state support. Strengthening these
conditions offers a realistic pathway for both countries to reduce rural educational
disadvantage and to advance the commitment of Sustainable Development Goal 4 to inclusive
and equitable quality education for all.

Beyond its specific findings, the study contributes to the comparative literature on
community participation in education by showing that the same institutional form can play
different roles in different national contexts. In Nigeria, community-based schools appear to fill
gaps left by limited state provision, while in South Africa they operate alongside a more
extensive but unevenly effective public system. Recognising these differences is essential for
designing policies that build on the strengths of community initiative without shifting the
responsibility for rural education from the state to the communities that are least able to bear
it.

Recommendations

Based on the findings of this study, it is recommended that the Nigerian government
strengthen the implementation of policies supporting community-based schools through
increased funding, improved rural school infrastructure, and stronger monitoring mechanisms
to enhance their effectiveness and sustainability. In South Africa, efforts should focus on
expanding community participation in school governance while sustaining existing policy
support for rural education. Both countries should invest in continuous teacher professional
development and establish regular monitoring and evaluation systems to improve the quality
of education provided by community-based schools. In addition, Nigeria and South Africa
should strengthen collaboration by sharing successful practices in community-based education
to enhance educational access and quality in rural communities.

Authors’ contributions

[Insert authors’ contributions here]
Competing interests

The authors declare no conflict of interest.
Funding Statement

This research did not receive funding.

Ethics Approval

550 | Jurnal Civics: Media Kajian Kewarganegaraan



The role of community-based schools in enhancing access to quality education in rural Nigeria and South Africa

This study was conducted in accordance with ethical principles for research involving
human participants. Participation was voluntary, informed consent was obtained from every
participant prior to data collection, and respondents were assured of confidentiality and
anonymity.

References

Adejare, T. (2024). The challenge of rural education: Issues of environment and shortage of
educators in Nigeria. The Universal Academic Research Journal 6(1), 48-52.
https://doi.org/10.55236/tuara.1161705

Adelakun, N. O., Adebayo, M. F., & Akintayo, A. . (2026). Strengthening teacher education
through effective monitoring and supervision in Nigerian colleges of education [Preprint].
SSRN. https://doi.org/10.2139/ssrn.6482338

Antoninis, M. (2014). Tackling the largest global education challenge? Secular and religious
education in northern Nigeria. World  Development, 59, 82-92.
https://doi.org/10.1016/j.worlddev.2014.01.017

Babatimehin, T., Opesemowo, O., Ogunsakin, I. B., & Ogungbaigbe, T. (2025). Assessing teachers’
knowledge of school-based assessment practices in Nigeria secondary schools. Discover
Education, 4, Article 110. https://doi.org/10.1007 /s44217-025-00512-8

Banerjee, A. V., Banerji, R, Duflo, E., Glennerster, R, & Khemani, S. (2010). Pitfalls of
participatory programs: Evidence from a randomized evaluation in education in India.

American Economic Journal: Economic Policy, 2(1), 1-30.
https://doi.org/10.1257 /pol.2.1.1

Bray, M. (2003). Community initiatives in education: Goals, dimensions and linkages with
governments. Compare: A Journal of Comparative and International Education, 33(1),31-
45. https://doi.org/10.1080/03057920302597

Chacha, M., & Tangi, F. (2023). Challenges facing stakeholders’ participation in improving
teaching and learning process in public secondary schools in Rorya District, Mara,
Tanzania. Journal of Humanities and Education Development, 5(6), 30-36.
https://doi.org/10.22161/jhed.5.6.4

Chikoko, V. (2008). The role of parent governors in school governance in Zimbabwe:
Perceptions of school heads, teachers and parent governors. /nternational Review of
Education, 54(2), 243-263. https://doi.org/10.1007/s11159-007-9080-x

Department of Basic Education. (2023). 2022 school performance report. Republic of South
Africa.
https://www.education.gov.za/Portals/0/Documents/Reports/2021NSCReports /2022
%20School%?20Performance%20Report.pdf

du Plessis, P., & Mestry, R. (2019). Teachers for rural schools - a challenge for South Africa.
South African Journal of Education, 39(Suppl. 1), S1-S9.
https://doi.org/10.15700/saje.v39nslal774

Duflo, E., Dupas, P., & Kremer, M. (2015). School governance, teacher incentives, and pupil-
teacher ratios: Experimental evidence from Kenyan primary schools. Journal of Public
Economics, 123,92-110. https://doi.org/10.1016/j.jpubeco.2014.11.008

Humphreys, S., Moses, D., Kaibo, ., & Dunne, M. (2015). Counted in and being out: Fluctuations
in primary school and classroom attendance in northern Nigeria. /nternational Journal of
Educational Development, 44, 134-143. https://doi.org/10.1016/j.ijjedudev.2015.08.004

Kremer, M., Brannen, C., & Glennerster, R. (2013). The challenge of education and learning in
the developing world. Science, 340(6130), 297-300.
https://doi.org/10.1126/science.1235350

https://journal.uny.ac.id/index.php/civics/index | 551



https://journal.uny.ac.id/index.php/civics/index
https://doi.org/10.55236/tuara.1161705
https://doi.org/10.2139/ssrn.6482338
https://doi.org/10.1016/j.worlddev.2014.01.017
https://doi.org/10.1007/s44217-025-00512-8
https://doi.org/10.1257/pol.2.1.1
https://doi.org/10.1080/03057920302597
https://doi.org/10.22161/jhed.5.6.4
https://doi.org/10.1007/s11159-007-9080-x
https://doi.org/10.15700/saje.v39ns1a1774
https://doi.org/10.1016/j.jpubeco.2014.11.008
https://doi.org/10.1016/j.ijedudev.2015.08.004
https://doi.org/10.1126/science.1235350

Omojemite & Cishe

Kristina, T. N., Majoor, G. D., & van der Vleuten, C. P. M. (2006). Comparison of outcomes of a
community-based education programme executed with and without active community
involvement. Medical Education, 40(8), 798-806. https://doi.org/10.1111/j.1365-
2929.2006.02526.x

Mestry, R. (2017). Empowering principals to lead and manage public schools effectively in the
21st century. South African Journal of Fducation, 37(1), Article 1334.
https://doi.org/10.15700/saje.v37nlal334

Mncube, V. (2009). The perceptions of parents of their role in the democratic governance of
schools in South Africa: Are they on board? South African Journal of Education, 29(1), 83—
103. https://doi.org/10.15700/saje.v29nl1a231

Murugi, M. R, & Mugwe, M. (2023). Stakeholders’ involvement and school leadership for
effective implementation of strategic planning. Journal of Research I[nnovation and
Implications in Education, 7(2), 277-286. https://doi.org/10.59765/fa59zan3

Noutchie, S. C. 0. (2025). Reforming basic education in South Africa: Socio-political implications
of the BELA Bill. /nternational Journal of Research in Business and Social Science, 14(4),
440-448. https://doi.org/10.20525/ijrbs.v14i4.4193

Ogunode, N. J., & Adah, S. (2020). Educational policy in Nigerian: Challenges of implementation
and ways forward. Middle  European  Scientific = Bulletin, 4,  1-9.
https://doi.org/10.47494 /mesb.2020.4.30

Oke, 0. 0., & Adeoye, A. S. (2019). Enrollment of rural farmers’ children into schools in Ibadan
Oyo State Nigeria. Asian Journal of Education and Social Studies, 5(2), 1-6.
https://doi.org/10.9734/ajess/2019/v5i230140

Pradhan, M., Suryadarma, D., Beatty, A.,, Wong, M., Gaduh, A., Alisjahbana, A., & Artha, R. P.
(2014). Improving educational quality through enhancing community participation:
Results from a randomized field experiment in Indonesia. American Economic Journal:
Applied Economics, 6(2), 105-126. https://doi.org/10.1257 /app.6.2.105

Spaull, N. (2013). Poverty & privilege: Primary school inequality in South Africa. /nternational
Journal of Educational Development, 33(5), 436-447.
https://doi.org/10.1016/j.ijjedudev.2012.09.009

UNESCO. (2020). Global education monitoring report 2020: Inclusion and education: All means
all. UNESCO Publishing. https://unesdoc.unesco.org/ark: /48223 /pf0000373718

UNICEF Nigeria. (2023). Annual report 2023. United Nations Children’s Fund.
https://www.unicef.org/nigeria/reports/annual-report-2023

552 | Jurnal Civics: Media Kajian Kewarganegaraan


https://doi.org/10.1111/j.1365-2929.2006.02526.x
https://doi.org/10.1111/j.1365-2929.2006.02526.x
https://doi.org/10.15700/saje.v37n1a1334
https://doi.org/10.15700/saje.v29n1a231
https://doi.org/10.59765/fa59zan3
https://doi.org/10.20525/ijrbs.v14i4.4193
https://doi.org/10.47494/mesb.2020.4.30
https://doi.org/10.9734/ajess/2019/v5i230140
https://doi.org/10.1257/app.6.2.105
https://doi.org/10.1016/j.ijedudev.2012.09.009
https://unesdoc.unesco.org/ark:/48223/pf0000373718
https://www.unicef.org/nigeria/reports/annual-report-2023

