African Journal of Educational Management — Vol. 13, Nos. 2 59

PRE-SCHOOL EDUCATION IN NIGERIA: DISCREPANCIES BETWEEN
POLICY AND PRACTICE

Monica Odinko
Institute of Education, University of Ibadan, Ibadan, Nigeria.
Telephone Number: 00234 70322 76052
E-mail address: moniquengozi@yahoo.com

Abstract

The study evaluated pre-school education in Nigeria with respect to the
nation’s policy statements on this level of education and the extent to
which the policy statements are being implemented. The variables of
interest included pre-school teachers’ instructional delivery modes,
class size, and instructional material provision and use. The sample
consisted of 93 pre-school teachers and 2859 pupils aged 4 - 5 years.
Schools were selected through stratified random sampling to ensure
adequate representation of private, public, urban and rural schools.
Three valid and reliable classroom observational instruments were used
to record instructional delivery in 216 lessons in 72 pre-primary
classrooms. Data analysis involved the use of frequency, percentages, t-
test, chi-square and graphical illustrations. The results revealed that
teacher whole-class interaction characterized by direct instruction was
the prevailing approach. Direction of communication was mainly from
the teachers to the whole class, whereas the more personal one-to-one
communication between teacher and pupil occurred less frequently;
use of play did not feature; the class size ranged from 8 to 99; minimal
or no instructional materials were used by the teachers during
teaching-learning activities. The practice, which emerged, showed that
great differences exist between policy recommendations and practice
on what and how pre-school programmes should be organized in
Nigeria and these may hinder our achieving the set out objectives for
this level.

Key words: evaluation, pre-school education, Nigeria policy statements,
instructional delivery modes.
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Background to the Problem
The Government of Nigeria lays great emphasis on the cognitive
developmental needs of Nigerian children in the last three decades. The
reason behind this might be due to some research evidences on the
importance of giving children appropriate stimulation during their
formative years to ensure healthy development of their intellect
(Bowman, Donovan and Burns, 2000; UNESCO, 1995). However, the
formal education of Nigerian pre-school children aged 3 to 5 was first
mentioned in 1969 (Osokoya, 1989) in the Nigerian National Curriculum
Conference during which time it was given a full recognition. Then, the
government felt that tax payers’ money should not be used to finance it
but encouraged private individuals and organisations to be responsible
for its provision. Further, the government also failed to give definitive
guidelines on the establishment, promotion, and supervision of nursery
education through the educational ordinances, edicts and laws, and as a
result it was not included in the nation’s educational policy.

However, it appeared in the nation’s educational document in
1977 and ever since, Nigerian government’s opinion towards the
provision of pre-school education services has changed. This change
appears to be based on the nation’s national goals on education
(Federal Republic of Nigeria, 1977), which is geared towards:

creating an enabling environment for the Nigerian child to

thrive and develop to the fullest potential as well as the

national goal and aspiration of building a land full of bright

opportunities for all citizens (section 1: 3e);

and on the philosophy of education which is based on the belief that:
every Nigerian child shall have a right to equal educational
opportunities irrespective of any real or imagined disabilities
and provision of equal access to educational opportunities to all
Nigerian children inside and outside the formal school system
(sect. 1: 4c &5c¢) (P. 6 -7).

Other reasons may include the resolutions made at the Convention on
the Right of the Child United Nations General Assembly (1989), the
World Summit for Children (1990) and EFA Global Monitoring Goals
(UNESCO, 2000) to which Nigeria is a signatory.
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Consequently, this level of education is presently viewed as
“foundation stone and is considered indispensable to future or life-long
education by the government” (Olorunfumi, 2000). Further, the policy
document on the Universal Basic Education also prescribed that this
level of education must be free, universal, compulsory, functional and
qualitative (FRN, UBE, 2000). To accomplish this, the government has
included pre-school education in the Universal Basic Education and has
promised to provide appropriate types of opportunities for this level to
be realistic. As a result, Nigerian Government is now directly involved in
the establishment of pre-school institutions and is also saddled with the
responsibility of:
provision and distribution of policy guidelines for the
establishment and management of pre-primary institutions,
production and development of appropriate National Curriculum
and textbooks in Nigerian languages, approval of relevant
supplementary reading materials and teachers/instructors’
manual, supervision and control of quality of such institutions,
as well as provision and approval of appropriate certification of
work done and training received (Federal Republic of Nigeria,
1977; 2004, section 2: article 12, p. 11).

The Federal Government of Nigeria has listed some aims and
objectives, which the programmes aimed to achieve. The major
objectives for which this level of education was incorporated in the
policy document include to:

inculcate social norms in the child; inculcate in the child, the
spirit of enquiry and creativity through the exploration of
nature, the environment, art, music andplaying with toys, etc;
and teaching the rudiments of numbers, letters, colours,
shapes, forms, etc. through play, among others (p. 11, section
13 a-e).

Measures taken to ensure that these objectives are achieved by
providers of these services include to ensure that the main method of
teaching at this level shall be through play and that the curriculum of
teacher education is oriented to achieve this; regulate and control the
operation of pre-primary education; to this end the teacher-pupil ratio
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shall be 1:25; set and monitor minimum standards for early child-care
centres in the country; ensure full participation of government,
communities and teacher associations in the running and maintenance
of early childhood education facilities, as well as ensure that the staff
of pre-primary institutions are adequately trained and that essential
equipment are provided (FRN, 1977; 2004, p. 11-12). In order to
achieve the outlined aims, National Educational Research and
Development Council (NERDC) saddled with the responsibility of
establishing minimum standards on types of Early Childhood Care
Development Education (ECCDE) centres to be opened, nature of
infrastructure, instructional materials, creation of a network of
stakeholders for regulating and ensuring quality in different aspects of
ECCDE centres and organization of regular monitoring and evaluation
exercise was established (NERDC, 2002. p.4).

All these measures were put in place by the Nigerian
government to ensure that pre-school provision in the country is of
good quality in consonance with the recommendations of pre-school
professional bodies, as well as individuals (UNESCO, 2005; Obanya,
2004; NAEYC, 1997; Bruce, 1997). They are of the view that providing
quality pre-school education is a very important measure to ensuring
that pre-school educational programmes actually lay solid foundations
for the future learning and well being of those who are exposed to
them.

Certain variables have been ascertained by pre-school
advocates as crucial indicators of quality pre-school provision. Such
indicators include adequate material provision and use (Association for
Childhood Education Interanational, 2002; Bruce, 1997; Montessorri,
1912); instructional delivery mode (Vandeyar and Killen, 2006; Yoon
and Onchwari, 2006; Federal Republic of Nigeria, 2004); number of
children per teacher (De Schipper, Riksen-Walraven and Geurts, 2006;
Blatchford, Moriarty, Edmonds and Martin 2002; Nye, Hedges and
Konstantoloulos, 2000;) among others. Many early childhood
researchers and educators found that material provision at this level of
education should be central to the early years environment (Varol and
Farran, 2006; Bennett, Elliot and Peters, 2005). For instance, Bennett,
Elliot, and Peters (2005) analyzed the characteristics of Kindergarten
classrooms and its effects on students’ behavioural development and
found that the adequacy of classroom resources may improve
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children’s social and behavioural health. Piaget also stressed that
“hands-on manipulation of materials and real objects provide children
at this stage with much information to assimilate and accommodate”
(Henniger, 2005). The American National Association for the Education
of Young Children confirmed the importance of direct first-hand
interactive experience in their position statement on developmentally
appropriate practices in early childhood programmes (Helm and
Gronlund, 2000).

With respect to class size, one of the reasons the National
Association for the Education of Young Children in the US recommends
the regulation of adult-child ratio is the assumption that teachers with
too many children are unable to have sensitive, responsive interaction
with the children in their care (NAEYC, 1998). On logical grounds,
Blatchford, Moriarty, Edmonds and Martin (2002) argue that it is likely
that the greater the number of children in a class, the more time
teachers will spend on procedural and domestic matters such as taking
the registers, lining children up and putting on coats, and dealing with
domestic matters such as toileting, accidents, and conversely the less
time teachers will spend on instruction and interacting with individual
children and also the greater they draw on teachers’ attention and
resources, thus making it more difficult for the teacher to provide
appropriate nurture and interaction needed by the respective children
(Ndukwu, 2002; Howes, Phillips, and Whitebook. 1992). They also
argued that teachers could be more sensitive and responsive in their
interactions with children when there are fewer children per adult. This
might be the reason educators as well as the governments of some
countries, such as USA, recommend 1: 8 for children between the ages
of 3 to 5, (Kontos and Wilcox-Herzog, 1997) and1: 10 for children 3 to 7
in Scotland (The Scottish Executive, 2000).

Others found that during the pre-school years children learn
through diverse ways and as a result recommended the use of different
teaching methods during instructions. Such methods recommended for
pre-school teachers use during teaching-learning process include:
teacher-child interaction during which the child is actively involved
(Wilcox-Herzog and Ward, 2004; Bowman, Donovan, and Burns, 2001)
as well as learning by doing, inquiry/curiosity and interest, exploration,
experiment and discovery, natural active hands on experience,
(Edwards, 2006; Yoon and Onchwari, 2006; Regional Training and
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Resource Centre, Africa, 1995) as good instructional delivery modes for
this level of education. Further, Delpit (1995) is of the opinion that
teacher directed approaches also yield good results whereas learning
through story-telling, through prints, rhymes and songs were seen as a
good approach (NAEYC, 2002; Howes, James, and Ritchie, 2003; FRN,
2004).

This background thus underscores the need to carry out a study
that will provide a literature base on how Nigerian pre-school providers
fared with respect to the extent to which the existing pre-schools in
Nigeria are implementing the government’s policy statements, as well
as adhering to the recommended practices by pre-school educators and
researchers. More specifically, the study aimed at providing answers to
the following research questions:

la. What are the prevailing instructional delivery modes and
teaching-learning materials available while teaching the three
core subjects in the curriculum in Nigeria pre-primary
classroom?

b. Are there significant differences in the prevailing instructional
modes (use of instructional time and direction of
communication) observed while teaching the three core
subjects in the curriculum: literacy skills, numerical skills and
science?

2. Do the prevailing instructional delivery modes observed
depend on Class size?

Methodology

Sample

The sample size consisted of 2859 pupils aged 4 to 5 years and 93
teachers from 72 pre-primary institutions/classrooms in both private
and public pre-schools as well as urban and rural locations across the
three major old regions in the country. Public and private schools in
urban and rural locations were wused in order to reflect
ownership/location. Discrepancy existed between the number of
teachers observed and the schools used (93 teachers instead of 72). This
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was because some of the pre-school classrooms observed had two
teachers attached to them with lessons being taken in turns. All efforts
to make a single teacher handle the three lessons were vehemently
refused by the teachers. When the teachers were interviewed after the
lessons on why they insisted that each must participate, it was deduced
from their responses that none wanted to feel inferior or less
competent to the other.

Instruments

The collection of data involved using three observational instruments
(Classroom Interaction Sheet, CIS, Ten-Minute Interaction Instrument,
TMI and Instructional Material Provision and Use Checklist, IMPUC) to
code instructional delivery modes in 216 lessons in literacy, numeracy
and science. The CIS, a category system scheme, is an adaptation of the
Classroom Activity Sheet (Yoloye, 1978). It consists of fifty-five sub-
categories which were grouped under seven main behaviour categories
placed beside a row of boxes, in which an observer is expected to tick
the most frequently occurring behaviour every ten seconds. The TMI,
however, was adapted from Bourke, Hildyard, and Anderson (1989)
Five Minutes Interaction (FMI) used for the IEA study. The TMI consists
of four dimensions of interaction with about forty-five sub-categories,
which are to be coded every five seconds. In all, a total of sixty and two
hundred and eighty-eight tallies were coded for the CIS and the TMI
respectively during each thirty-minute lesson. The IMPUC was
developed by the researcher based on the views of early childhood
researchers (Montessori, 1912; Bruce, 1997).

Before this study, the original instruments (CIS/TMII) have been
used in a number of studies that ascertained the extent to which
teachers and their pupils interact during instruction at the primary level
of education (Yoloye, 1978; Okpala and Onocha, 1988; Ogunkola, 1998;
Bourke, Hildyard, and Anderson, 1989). Thus, both instruments were
modified to suit pre-primary classroom activities in Nigeria. The
modified versions were also pilot tested over a period of eight days
using two trained observers who solicited information in eight pre-
school classrooms (4 private and 4 public schools) in rural and urban
locations. These schools were not part of the study sample.

The pilot test data showed that the observers did not have difficulty
identifying and recording the behaviour categories. In addition, the
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data produced inter-ratter reliability values of 0.88 and 0.92 for the CIS
and the TMI respectively.

Data Collection and Analysis
Subjects were observed over a period of fourteen weeks and two days
(72 days) by the investigators. Each was visited twice (habituation and
the real observation day on which the analysis was focused). Using
observation method as a data collection device in a study of this nature
requires that the observer be present in classrooms with the
participants to be observed. This action is not only an intrusion into the
privacy of other peoples’ work life, but also raised the question of
whether the very presence of the observer in the classroom
environment had serious distorting effects on what was observed. This
could lead to the teachers and pupils exhibiting unnatural and untypical
behavioural patterns due to the presence of the observer (Tizard and
Hughes, 2002; Kerlinger and Lee, 2000). In consequence, the
investigator sought ways to reduce the possible impact of the fore-
listed source of methodological challenge. To suppress the effect of the
observer, the implementation of the study required the observer to pay
prior visits to the teachers and pupils in their classroom settings. Such
visits enabled the observer to get acclimatized with the teachers and
children before the real observation day. The visits prior to the actual
observation day also allowed the teachers and the pupils to get used to
the observer and thus pay minimal attention to her presence during the
actual lesson observations. In addition, because of the structure of the
daily timetable, subjects observed appeared at different times of the
day. Thus within the interval during which time another subject which is
not included in the study plan is being taught, the observer assisted the
teachers in doing such things as sharpening of the children’s pencils,
distributing their writing materials, as well as assisting the children to
open the right page to write on. This also helped to reduce the
observer’s effect.

Each lesson was coded for thirty minutes using the instruments.
During the thirty minutes observation period, the CIS was used in the
first ten minutes followed by the TMI in the second ten minutes and
then CIS again in the last ten minutes whereas the IMPUC was used to
record the instructional materials provided and those used during
instructional delivery activities. The observer ticked the most frequently
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occurring behaviour (bearing in mind to make a tally after) every ten
seconds in the appropriate row when the prevalent behaviour category
is demonstrated (CIS) and every five seconds for TMI whereas the
IMPUC was used to code the materials provided and used during
instruction in the classrooms used. Data analysis involved the use of
frequency, percentage, t-test, chi-square and graphical illustrations
because the data was nominal in nature.

Results and Discussions

Prevailing Instructional Approaches

The instructional approaches that characterize the prevailing
instructional delivery modes in Nigerian pre-primary school classrooms
are in Figure 1.
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Figure 1: Instructional approaches prevalent in the pre-school
classrooms used.
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As indicated in Figure 1 above, the instructional approaches that focus
on “teaches/explains without materials” (31.4%) and
“directives”(20.6%) tend to characterize the prevailing interaction
patterns. The Figure, however, acknowledges the occurrence, though
less frequently, of other instructional approaches such as “teaches with
materials writing on the chalkboard”(10.0%), “prompting”(14.0%),
“cues”(6.2%), “play” (6.0) “teaches non-verbal’(5.6%), “probe”(3.8%)
and “gives example”(2.4%).

The major instructional materials that were prevalent in Nigerian pre-
school classrooms are shown in Figures 2.
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Fig. 2: Prevailing Instructional Materials Available

As shown in Figure 2, the instructional materials that featured most
prominently in all the classrooms used was chalkboard (100%). This
was followed by the official syllabuses/curricular (94.4%) and
availability of pupils text and workbooks (88.8%). While only 37.5%
of the classrooms had flashcards (27.7%), 20.8 had alphabet blocks,
geometric shapes and counting frames respectively, whereas only
9.4% and 4.1% of the classrooms used had real life objects and ICT
materials provided.
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Extent of Use
The findings are illustrated pictorially in Figures 3.

120 -
100 100 100

100 -
SPupitsTextbooks
SChalkboerd

60

60 - = Supplm erdary texis
SFhashcards

40 - Akihebethblocks
*Cecenebnr shages

20 | 10 8 X eallife oire

0 300 B s
0 B B T & 5ICT

[=5]
(=]

Frequency of use %

2C ountingframes

> & < A & & A

& & & \g.," F &F & §F \\.\“ &

S 2 & g S > ~ 2

N ¥ £ » 0 L & & ¥ & 2 Walcherts
g & F g FHFEF & & ¥
< & N & N & ) . )
& & = & & & N =0ffiel sylabusu
& & X & * e 2 2
3 R &

Extent of use

Figure 3: Extent of using the instructional materials provided in the
pre-school classrooms

As shown in Figure 3, most of the teachers (100%) tend to use pupils’
recommended text and workbooks, chalkboard and official
syllabuses/curricular all the time; whereas flashcards were used by
(60%) of the teachers while teaching. However, the figure also
indicated that alphabet blocks, geometric shapes, real life materials as
well as wall charts were minimally used (10%, 8%, 3%, 2%) respectively,
whereas supplementary books, ICT materials and counting frames
though provided were not used at all during instruction.

Difference in the Prevailing Interaction Patterns while Teaching the
Three Core Subjects

e Subject-Based Group Differences in Use of Instructional Time

The data on differences in the interaction patterns (use of instructional
time) while teaching the three core subjects are presented in Table 1.
The Table shows that significant group differences (based on one-way
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ANOVA; p<0.05) in the use of instructional time were observed on only
13 of the 55 subcategories (22.8%). It also shows that the 13
subcategories consist mainly of 6 subcategories under Teacher Whole
Class Activity (48.9%), 3 under Pupil Group Activity (25.0%) and 4 under
Individual Pupil Activity (23.5%). It would, thus, seem that the observed
significant differences in the use of instructional time tend to be
associated more with learning- facilitating activities involving whole
class/group of pupils than similar activities involving individual pupils. In
addition, the Table shows that the use of instructional time associated
with the behaviour sub-categories/activities that do not facilitate
learning tends not to be sensitive to classroom delivery involving the
three core subjects.

Table 1 : Summary of Analysis of Variance of Use of Instructional Time
by Core Subjects
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Behaviour  Sub- | Subject Df | SS Ms Mean | F-
category value
Teacher explaining | Literacy 2 554.73 277.37 | 7.42 5.22x%

Numeracy | 213 | 11312.15 | 53.11 8.33

Science 215 | 11866.88 11.18
Teacher giving | Literacy 2 227.29 113.64 | 7.90 3.98%
directive Numeracy | 213 | 6086.26 28.57 8.75

Science 215 | 6313.55 6.28
Teacher Literacy 2 227.79 113.89 3.33 6.39%
monitoring Numeracy | 213 | 3798.19 17.83 4.04

Science 215 | 4025.98 1.60
Teacher drawing | Literacy 2 192.70 96.35 1.60 4.80%
on the chalkboard | Numeracy | 213 | 4271.85 | 20.06 1.29

Science 215 | 4464.55 3.43
Teacher Literacy 2 288.68 114.34 | 3.93 4.17%*
distributing Numeracy | 213 | 7369.31 | 34.60 4.67
textual materials Science 215 | 7657.98 1.93
Teacher provides | Literacy 2 11.23 5.62 0.21 3.63x*
answer Numeracy | 213 | 329.99 1.55 0.36

Science 215 | 341.22 0.75
Pupil group | Literacy 2 598.04 299.02 | 6.33 6.54*
(chorus) response | Numeracy | 213 | 9739.28 | 45.72 5.69

Science 215 | 10337.32 9.50
Pupil group | Literacy 2 475.58 237.79 0.18 25.97*
counting aloud Numeracy | 213 | 1950.42 | 9.16 3.26

Science 215 | 2426.00 0.06
Pupil group | Literacy 2 1110.73 | 555.37 | 6.47 15.02*
reading aloud Numeracy | 213 | 7878.38 | 36.99 4.18

Science 215 | 8989.11 0.94
Individual pupil | Literacy 2 140.11 70.06 2.36 6.06*
reading aloud Numeracy | 213 | 2463.72 | 11.57 1.33

Science 215 | 2603.83 0.39
Individual pupil | Literacy 2 37.90 18.5 0.01 7.55%
counting aloud Numeracy | 213 | 534.47 2.51 0.96

Science 215 | 572.37 0.14
Individual pupil | Literacy 2 4375.59 | 2187.80 | 7.29 23.59%
writing Numeracy | 213 | 19757.06 | 92.76 11.83

Science 215 | 24132.65 0.86
Individual pupil | Literacy 2 418.12 209.06 1.93 6.75%
drawing Numeracy | 213 | 6598.92 30.98 0.65

Science 215 | 7017.04 4.03
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*Significant at the 0.05 level

More specifically, the results of further analysis based on Scheffe post-
hoc comparison test showed that the identified differences in the use
of instructional time emanated from the following pairs of core subjects
across the  significant  sub-categories: teacher  explaining
(literacy/science); giving directives (numeracy/science); monitoring
(literacy/science and numeracy/science); drawing on the chalkboard
(numeracy/science); distributing textual materials(numeracy/science);
provides answer (literacy/science); whole-class/group reading aloud
(literacy/science and numeracy/science); counting aloud(literacy/
numeracy and numeracy/science); chorus response (numeracy/science
and literacy/science); individual pupil drawing (numeracy/science);
counting aloud (literacy/numeracy and numeracy/science); writing
(literacy/numeracy and numeracy/science); and reading aloud
(literacy/science). It would, thus, seem that the cases of observed
significant differences in the use of instructional time emanated from
mostly between science lessons and literacy/numeracy lessons (84.2%),
as against between literacy and numeracy lessons (15.8%). The results
also showed that the differences were such that the preschool teachers
tend to spend more of the instructional time on learning—facilitating
activities during literacy/numeracy lessons than during science lessons.
These differences are illustrated in Figure 4.
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Across Behaviour Categories
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Subject-Based Group Differences in Direction of Communication

There were significant group differences (based on the core subjects) in
the direction of communication. As indicated in Table 2, a greater
proportion of teachers, during literacy lessons, tended to be involved in
whole class group-directed communication, followed by numeracy and
science while a greater proportion of teachers during science and
numeracy lessons tended to be involved in one-to-one directed
communication.

Table 2: Subject-Based Group Differences in Direction of
Communication

Direction of | Core Subjects
Communication Literacy | Numeracy | Science | Total | %2
Teacher to pupil/ | 22 33 38 93 6.48%

Pupil to teacher
(One-to-one)

Teacher to group/ | 70 59 54 183
Group to teacher

(Group/Whole-

class)

Total 92 92 92 276

#Significant at the 0.05 level (non-directional test; df. =2).

Class size-Group Differences in Prevailing Instructional Modes (use of
instructional time and direction of communication)

e Use of Instructional Time
The data on differences in the interaction patterns (use of instructional
time) across small (8-25), medium (26-40) and large (41-90) class sizes
are presented in Table 1. The Table shows that significant group
differences in the use of instructional time (based on one-way NOVA ;
p<0.05) were observed on only 7 of the 55 subcategories (12.3%). The
Table also shows that the observed significant differences in the use of
instructional time across the class sizes tend to be associated with both
learning and non- learning facilitating behaviours of teachers and pupils
in pre-primary classrooms.
Table 3: Summary of Analysis of Variance of Use of Instructional Time
by Class size
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Behaviour Sub- | Source  of | df SS MS F-ratio
category Variation
Teacher writing on | Between 2 235.39 167.69 4.12*
the chalkboard group
Within 213 | 8669.95 40.70
group
Total 215 | 9005.34
Pupil group exploring | Between 2 39.52 19.76 3.84*
group
Within 213 | 1097.44 5.12
group
Total 215 | 1136.96
Pupil group silence Between 2 15.04 7.52 5.48*
group
Within 213 | 292.30 1.37
group
Total 215 | 307.34
Individual pupil | Between 2 767.19 383.60 3.50%*
writing group
Within 213 | 23365.46 109.70
group
Total 215 | 24132.65
Individual pupil | Between 2 162.36 81.18 3.55%
identifying group
Within 213 | 4865.47 22.84
group
Total 215 | 5027.83
Class disorganized Between 2 130.30 65.15 7.89%*
group
Within 213 | 1759.62 8.26
group
Total 215 | 1889.92
Teacher grading | Between 2 50.50 25.25 4.02*
work group
Within 213 | 1339.38 6.29
group
Total 215 | 1389.88

*Significant at the 0.05 level (non-directional test).

More specifically, the results of further analysis based on Scheffe post-
hoc comparison test showed that the identified differences in the use
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of instructional time emanated from mostly between small class size
and medium/large class sizes (77.8%) as against between medium and
large class sizes (22.2%). The results also showed that the differences
were such that classroom activities such as teacher “writing on the
chalkboard”, “ grading of pupils’ work”, “pupil group exploring” , “pupil
group silence”, and “individual pupil writing” were more prevalent in
small classes than in large ones. However, the results, in addition,
showed that the interaction patterns in large classes were more
characterized by “individual pupil identifying” and “class disorganize”
than the patterns in smaller classes. These differences are illustrated in
Figure 5.

—— Srnmlll ixe

Yol lennon titre
O omi Pl Gl e O 7Y wd DR DD

Figure 5: Class size-Group Differences in use of Instructional Time
Across Behaviour Categories

e Direction of Communication

The grouping factor (class size) was classified into three: small (8-25
pupils), medium (26-40 pupils), and large (41-90 pupils). However, the
direction of communication was classified into two: one- to- one
(Teacher to pupil/Pupil to teacher) and whole class (Teacher to
group/Group to teacher). The results on class-group differences in the
direction of communication are presented in Table 3. From the Table,
the prevailing direction of communication in Nigerian preschool
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classrooms was not sensitive to class size x*= 0.80; p > 0.05, non-
directional test).

Table 4: Class size-Group Differences in Direction of
Communication

Direction of | Class size Total | 2
Communication Small Medium Large
(8-25) (26-40) (41-90)
Teacher to | 25 22 28 75 0.80*
pupil/Pupil to
teacher (One- to —
one)
Teacher to | 38 42 39 119
group/Group to
teacher
(Group/Whole class
Total 63 64 67 194

*Not significant at the 0.05 level (non-directional test; df. = 1).

Discussion
The pattern of classroom instructional delivery modes in the study,
where teacher-centred activities were predominant, and where the
communication flow was mainly from the teacher to the whole class
with minimal one-to-one (teacher to pupil or pupil to teacher)
communication, may not augur well for effective acquisition of literacy
skills, numeracy skills, and science skills by Nigerian pre-school
children. This is so viewed because research studies on how pre-school
children learn best indicate that young children construct knowledge
through participation with others in activities that foster
experimentation, problem solving and social interaction (Yoon and
Onchwari, 2006; Fu, 2004; Kirova and Bhargava, 2002; Vandeyar and
Killen, 2006; Gallas, K. 1995). In addition, Bowman, Donovan and Burns
(2001) argue that advance in cognitive abilities is not likely to take place
if children are passive receptacle for knowledge delivered by others.
Thus, situations whereby the pre-school teachers spent a good
percentage of their lesson times on “teacher centred instructional
activities” (e.g. giving directives, explaining, providing answers, drawing
on the chalkboard as well as in whole-class related activities, among
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others) is not at par with the recommended practice (Lerach, 2003;
Ogunsanwo, 2000; FRN, 1977 — 2004; Montessori, 1912), which
emphasizes the use of. These practices may not help in aiding the
Nigerian pre-schoolers develop the creativity and independence which
are among the objectives of encouraging this level of education in
Nigeria (FRN, 2004). Nevertheless, whole class teaching has been
classified as a very active teaching model. However, the proponents of
this model (Hardman, Smith, Watt and Mroz, 2003) argue that it must
be interactive in nature with enough teaching-learning materials
provided during which learners will be encouraged to play active role
by asking questions, contributing ideas, explaining and demonstrating
their thinking during instructions. However, the results of the present
study did not reveal many signs of pre-schoolers’ active participation
during the lessons observed.

The use of play method advocated by many early childhood
educators and researchers (Montessori, 1912; Bruce, 1997; Tizard and
Hughes, 2002) as the best way of teaching pre-schoolers rarely
occurred. This is irrespective of the fact that the Federal Government of
Nigeria has specified that children at this level should be introduced to
school like activities through play (FRN, 2004). The use of play
method/approaches while introducing pre-school children to school
related activities has been universally recommended (UNESCO, 2006;
Almon, 2004; Montague-Smith, 2002; Aremu, 2000; NAEYC, 1998). The
benefits of play methods in aiding pre-schooler’s all-round
development have been emphasized (Lerach, 2003; Afuwape, 2003;
Bergen, 2001). Considering the benefit accruing through the use of
play, pre-school teachers in Nigerian should introduce play while
delivering their lessons during which time the teachers sing while they
demonstrate how certain actions should be carried out which the
children could develop on. Incorporating such activities could make the
lesson interesting, lively but challenging and less formal.

The results also indicate that significant differences, based on
the core subject under consideration, tend to exist in the prevailing
instructional modes across some of the behaviour sub-categories. The
differences, it would seem, were such that for the sub-categories, time
spent on teacher-centred learning activities (teacher whole class
activity), as against pupil-centred learning activity (group/individual)
was most for literacy lessons followed by numeracy lessons and science
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lessons in that order. The group differences thus tend to be most
apparent during literacy lessons. It has, however, been expressed that
the pedagogical demands of the three core subjects in the curriculum
tend to differ (Ezeokoli, 2003; Jegede, 2004). In his comments on
teaching methods across the curriculum, Obanya (2003) observed that
the teaching of science and mathematics (numeracy), unlike literacy, is
more activity-oriented with some extra demands on hands-on-
experience.

The results emanating from class size-group differences in
prevailing interaction patterns showed that significant group
differences in the use of instructional time emanated mostly between
small class size as against between medium and large class sizes with
teachers communicating more with children in small classes. However,
the result revealed that the direction of communication in Nigerian pre-
school classrooms was not sensitive to class size. This shows that
irrespective of the number of pupils in the classroom, the teachers had
an upper hand in initiating the communications during instruction. This
result is in agreement with one of the reasons why the National
Association for the Education of Young Children in the US recommends
the regulation of adult-child ratio (NAEYC, 1998) and Blatchford,
Moriarty, Edmonds and Martin (2002) argument on logical grounds.

Furthermore, the exploratory study carried out in England by
Hall and Nuttal (2000) on class size and pedagogy showed that size of
class influences the degree to which teachers were able to operate
between their pedagogical philosophy and their practice. Howes,
Phillips and Whitebook (1992) also found that ratios in child care
centres directly and indirectly influenced the types of interactions the
teachers had with children. In addition, Blatchford, Moriarty, Edmonds
and Martin’s (2002) study on the relationship between class size and
teaching in English infant schools revealed that there was consistent
evidence that in small classes children were more likely to interact with
their teachers more on one-to-one basis, as well as be the focus of a
teacher’s attention.

Pre-school advocates have identified teaching pre-schoolers
without materials as a non-facilitating instructional method for children
at this age level (Montessori, 1912; Edwards, 2003; UNESCO, 2005,
2006). This result is therefore not in consonance with the
recommended practice. The use of direct instruction as revealed by the
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result is also not in line with the recommended practice in the Nigerian
National Policy on Education (FRN, 2004. The report, however,
collaborates the findings of Abidoye (1998) and Apampa (1998) twenty-
one years ago which revealed that the common feature of instructional
delivery in Nigerian classrooms at this level was through direct teaching
approach with inadequate provision and utilization of resources. This
result occurred irrespective of the importance of play in the
development/practice of literacy, numeracy and science skills in pre-
schoolers (Almon, 2004; Aremu, 2000; Bowman et al, 2001;
Ogunsanwo. 2000; Bergen, 2001).

The implication of this deviation from the recommended
practice by the government is that Nigerian children might, from the
very beginning, not be equipped with skills of literacy, numeracy,
problem-solving as well as functional knowledge, attitude and
generative skills that are determined by the environment. Further, the
programme instead of being a process aimed at laying a solid
foundation for life-long learning and human development on which
other types of education and learning are built might end up inculcating
in the children who passed through it the attitude of dependency as
opposed to that of self-reliance. Further, they may grow into adults
who are not creative and resourceful. Based on this sharp deviation,
the policy makers should ensure through educational monitoring and
evaluation departments that pre-school classroom practices are
monitored.

Conclusion

The practice, which emerged, showed that great differences exist
between policy recommendations and practice on what and how pre-
school programmes should be organized in Nigeria. The interesting
thing about the findings is that the differences observed occurred in
both government owned and privately owned schools. For instance, all
the schools used did not adhere to the prescribed class-size. 95 per cent
of the schools used had more than the recommended class-size of 25
children to one teacher recommended by the government.

These findings are important because it will serve as an
empirical base for the Nigerian government to know that the providers
of this service as well as practising pre-school teachers are far from
incorporating the recommended practices into the Nigerian pre-school
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settings. The results reported in this paper provide empirical evidence
for concern that the pre-school education programme in Nigeria may
not be achieving its objectives of inculcating in children the spirit of
enquiry and creativity through exploration, as well as teaching the
rudiments of numbers, shapes and forms through play and other types
of learner-centred activities. This assumption is based on the views of
pre-school advocates (Edwards, 2006; Yoon and Onchwari, 2006; van
Oers, 2003; Aremu, 2000).

There is therefore a need to review, and perhaps, update the
curriculum content of teacher preparation and continuing education
programmes (in-service and professional support) in both theory and
practice of teaching pre-schoolers. The aim is to produce teachers who
can channel most aspects of the lesson time towards facilitating
learning tasks at both individual and small group levels, with the
children at the centre stage of the interaction. It would also seem that
the intensity of the expressed needs tends to be greater for effective
teaching of science and numeracy skills than for literacy skills. This
corroborates the findings of David (1996) and Ofsted (1998a). The
Federal Government of Nigeria should ensure through its monitoring
and evaluation unit that providers comply with the policy statements.
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