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Abstract

The study assessed kindergarten teachers’ use aimitg activities and
instructional resources in Central Region, Ghan&eTconcurrent explanatory
approach was employed. Both quantitative and catili¢ data were gathered from
1413 KG teachers using questionnaires adapted filoenOhio Teacher Efficacy
Scale, while 10 of them were observed and interdewWhe teachers were randomly
selected from ten districts in the Central RegiérGbana. Quantitative data were
analysed using means and standard deviation. Itecamight that KG teachers had
high self-efficacy in engaging learners, using rinstional strategies, managing
classrooms and involving parents. However, the itatale data suggested that
teachers had challenges with inadequate resourcek large class sizes without
support teachers. It was recommended that adeqefteant resources and support
teachers should be provided. More teachers withkgexund in early childhood
education should be deployed to kindergartensdotte
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Introduction

Early social interventions such as varying modotesarly childhood education, care and supportisesvhave
been found to be highly cost effective. Such intations have the capacity to minimize the needsfmcial
remedies in later life, and have the most significaffects on children’s development and learning
(International Labour Organization, 2012). An eashart in education is particularly deemed impartem
children from disadvantaged families. By the tinméldren enter primary school, disparities in langgiakills
linked to socio-economic background and other factwe often so wide that children are not ableridge the
gap. Evidence from the United Kingdom shows thstt $eores of infants at 22 months are a stronggiozdor
their educational qualifications at 22 years (UNE5Q010). Available information from high and some
middle-income countries indicate that a public stweent of one percent of Gross Domestic ProductR}GP
required to deliver quality ECE services (OECD, @0(Evidence suggests that high-quality ECE care sav
money later; possibly a potential return rate of67percent annually from high-quality early childldo
education. Studies conducted most notably in theedrStates of America indicate that returns aghéi than
other educational interventions and for the mosadiantaged, returns are over a longer period landhills
acquired are a foundation for further learning (LB, 2007). These and under studies have proveshbey
doubt that quality early childhood education hasramus intellectual, social, emotional, physicasthetic,
linguistic and economic significance.
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Though efforts at providing quality early childhoeducation require the input of various stakehalgerachers
are the prime vanguards; they are the final imphgers of the curriculum. Therefore the successful
implementation of a quality programme rests ongheulders of effective teachers. One construceather
belief that has consistently been associated Wwithmumerous qualities of an effective teacher less theacher
self-efficacy.

Self-efficacy is underpinned by the social cogmittiieory. It emphasizes the evolvement and exeofisaman
agency that people can exercise some influencecanttol over what they do (Bandura, 2006;Skaalvik &
Skaalvik, 2009). Teacher self-efficacy has begramed as teachers’ judgments about their capalbdlibring
about the desired outcomes of learners’ engagearghiearning (Tschannen-Moran & Hoy, 2001). Itlsoa
described as teachers’ beliefs in their abilityréalise what they intend or expect learners to tide & do
(Wheatley, 2005).

According to Bandura (2006) it is believed that #whievement impact of teacher self- efficacy arisem
goal-setting and attribution processes. Teachewsamiticipate that they will be successful set narallenging
goals for themselves (and their learners accepbresbility for the outcome of instruction) and gist through
obstacles. Bandura expounds that learners’ achieneof cognitive and affective goals can be enharine
strengthening teacher efficacy. The changes teaciygply to their practices and adaptation to intiowa
require that they have a high self-efficacy. Teashglay a critical role in actualizing the ideasdnnew
curriculum. Hence, no matter what the curriculurggasts, it is the teacher who finally decides vguas on in
the classroom (Isler & Cakiruglu, 2009).

In the context of early childhood education, teackelf-efficacy beliefs has been found to signifita
influence children’s development in print awarenassl achievement (Guo, Piasta, Justice, & Kaderavek
2010). Evers, Brouwers, and Tomic (2002) contenalt tteacher self-efficacy beliefs were found to be
significantly related with the burnout level of tkeachers when implementing a new educational iathon.
The study indicated that efficacious teachers téridemore willingly accept and practise educaticsteinges.
Cobanoglu (2011) also reported that teacher sétfaefy and teaching beliefs significantly predictad extent
early childhood teachers implemented current culuim as regards content selection and learningessoc
Cobanoglu explained that individuals with a higeense of self-efficacy indicated less and diffeneartying
concerns as they moved along the implementatichevinnovation and viewed success as a productfat e
rather than luck. The author argued that efficagitaachers were more likely to perceive the infiowato be
less difficult to implement, to be congruent wikieir current practices, and to be very significdie foregoing
discourse suggests that most or almost all instnigk successes may be attributed to teacher Sigléey.

Thus, in recent times, there is consensus thatjtiadity of teaching in initial school levels, suah the early
childhood stage, is a strategic factor for imprgvihe educational system and for the developmenbuoitries
(OECD, 2005). Teachers possess a set of beliefkaowledge regarding teaching and learning. Ashieec
develop their expertise, curricular practices &fened and self-efficacy is enhanced. Teachersgsssgarying
degrees of self-efficacy and perceptions that erfte how they implement an educational programrmaeer@l
studies have shown that individual teacher behefs values play a vital role in shaping the gaalstructional
techniques and assessment procedures of schodthéRHs-Smith, Ortlieb, & Cheek, 2011) and can spell
success or failure for any reform.

In Ghana, considering the high rate of untraineti&rgarten teachers, inequitable allocation of ness to
urban and rural schools, coupled with the high kmemt figures in kindergartens due to social imégtions
like the free school feeding programme, there ésrtbed for early childhood educators’ with higH séficacy
to implement the curriculum. Teachers with high-sedficacy are also more likely to persevere initlzdtempts
to reach learning goals when they encounter oletacre more prone to experimenting with effective
instructional strategies that represent a challeagd are more willing to take risks in their classns (Bruce,
Esmonde, Ross, Dookie & Beatty, 2010). The chariatitss demonstrated by teachers with high seitaély,
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thus have positive implications for implementingiastructional programme. In spite of the relevantearly
childhood education and the significant role efficais teachers play in the school life of learraard the its
implications for the implementation of the currignd, it appears in Ghana the specious impressiount atloat
early childhood education is and the role of teexieerife.

In a study by Lemaire, Amoah, Nstiful and Bonne@12) and Abdulai (2014), they report the erroneous
impressions teachers, parents and education dfficave about early childhood education. It is egfathis
backdrop that this study was conducted. The mairstiof the study was to explore early childhoodazdors’
experiences and their self efficacy in teachingl&ngarteners. The following questions guided thdyst

1. What is Early Childhood Educators’ self-efficacyengaging learners?

2. What is Early Childhood Educators’ self-efficacyuising instructional strategies?

3. What is Early Childhood Educators’ self-efficacyciassroom management?

4. What is Early Childhood Educators’ self-efficacyparental involvement?

Methodology

The study examined Central Region early childhoddcators’ self-efficacy. Since this cannot be meadu
directly it involved eliciting responses from respents. Specifically, explanatory concurrent desigis used.
This allowed the collection of both quantitativedaqualitative data to help explain or elaborate the
guantitative results (Fraenkel, Wallen & Hyun, 2DIPhe rationale for this approach was that thentjtative

data and results would provide a general picturthefresearch problem. More analysis, specificdilipugh
qualitative data collection, was used to refingerd, or explain the general picture (Creswell,20A good
amount of responses from a wide range of earlydbbidd educators were gathered using questionnaires,
interview and observation for analysis. This helpeddescribe, observe and documented aspectsisitsiat
(teaching) as it naturally occurred rather thanarmng it.

All KG teachers of public basic schools in the Cahtegion of Ghana constituted the target popomati
Teachers from 492 randomly selected KGs in terctesdedistricts were sampled for the study. Sincetrigss
had only two teachers in some schools, all thehg@acfound in each school were involved. In all 1485
teachers were used for the study. Ten teacherstéaicher from a selected school in each of thalignicts)
who were part of the sample, were conveniently ctete for observation and interview. Trained redearc
assistants and circuit supervisors in selectedidistassisted with questionnaire administratiod agtrieval
while observation and interviews were conducteddsgarcher himself.

The questionnaire was a five point likert-scaleetyphich was coded 5-a great deal; 4-much; 3-veitig;li2-
poorly and 1-nothing. It was an adaptation of Tsclen-Moran and Hoy’s (2001) Ohio Teacher Efficacgl8.

It was pretested using 30 KG teachers in WestegidReof Ghana. The content validity and reliabilif/ the
instruments were determined through expert reviéwemns and the use of the Cronbach Coefficienhalp
which generated alphas of .761 for items on leagr@gagement; .772 for instructional strategies9 .if
classroom management and .805 for parental invadwéniReliability of observation and interview guidere
ascertained by employing the trustworthiness daitén all data were analysed from 1413 KG teachkarse 76
guestionnaires could not be retrieved. The Meart atandard Deviation were used to analyse research
questions 1,2,3 and 4 while qualitative data weoerded, transcribed and reported in narratives.

Findings and Discussions

This section appears in four different subscalgsrasented in the Tables 2, 3, 4 and 5. The fotigwieys have
been used to represent the scales in the tAlilejothing, VL-very little, QB-quite a bit, Mu-muehd GD-a
great deal.However data were interpreted using means withfdhewing mean ranges to determine levels of
efficacy: Mean Ranges: Not at all 1.00-1.49; Low 1.50-2.M@yderate 2.50-3.49; High 3.50-4.49; Very high
4.50-5.00.
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Table 1: Background characteristics of KindergartenTeachers

Qualification frequency %

Professional: Cert ‘A’3year post sec 20 1.4
Certificate in pre-school 42 3.0
Diploma in Basic Education 701 49.6
Diploma in Early Childhood Educatio 159 11.3
Degree in Basic Education 248 17.6
Degree in Early Childhood Education 72 5.1
Post Graduate Diploma in Education 5 0.4
Master in education 14 1.0
None 152 10.8

Data in Table 1 reveal that KG teachers had goneugh various kinds of programmes in education that
qualified them as professional teachers. Theseedhrfgppm certificate ‘A’ 3- year post-secondary teaic
training (which has been faced out) to master'srelegn education. The data reveal that almost diathe
teachers 701(49.6%) had a diploma in basic edutatigth another 248 (17.6%) having a degree indasi
education. Therefore, about 949 (67.2%) had trgiminbasic education. However, it was noted thdy @73
(19.4%) of the teachers had been specifically ¢édhito teach early learners and possessed eitlestificate in
pre-school, diploma or degree in early childhoodoation. In all, 89.4% could be considered as sitmal
teachers with the rest (10.6%) being non-profesdson

The analysis and interpretation of data for redegrestions is captured in subsequent tables. fRjadlgi, the
first research question on early childhood edusatlf efficacy in engaging learners have beertdeth in

Table 2.

Table 2: ECEs self efficacy in Learner Engagement

Statement Mean SD
1. How much can you do to get to the most diffiquipil? 3.74 .88
2. How much can you do to help your pupils thinkically? 3.93 .83

3. How much can you do to motivate pupils who sHow interest in school 3.95 .84

work?

4. How much can you do to get your pupils to haithey can do well in school3.92 .84

work?

5. How well can you do to help your pupils valearhing? 3.99 .82
6. How much can you do to enhance your pupilsativay? 3.91 .82

7. How much can you do to improve the understapdifh a pupil who is 3.89 .88

struggling?

Data in Table 2 illustrate KG teachers’ belief heit ability to engage their pupils during lessoliswas
realized that out of the seven items, teachersdossidered themselves much capable of helping plgils to
value learning. Their response to this item gemeeratmean of 3.99. This was followed by theirdfelat they
will be able to motivate many pupils who show lowerest in school work, which yielded a mean 0f53.9
Similarly, the teachers responded favourably toribgon that they can help their pupils to thinkically. This
also produced a mean of 3.93. However, responsewomuch they can do to get to the most difficulpib
yielded the least mean of 3.74. In spite of thghslidifferences in responses to the various itemsay be
deduced that KG teachers have high self-efficacyemgaging kindergarten pupils in learning since the
cumulative mean (3.90) fell between the range 50-3.49.

Engaging learners in an instructional process iscal to its success, especially with early leasneThe
observation of lessons conducted revealed thah¢éesengaged and interacted with pupils in differeays.
All the teachers observed used the local languggeat€) widely spoken in Central Region. This praciis
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consistent with the current language policy in Ghdh made it very easy for teachers to communioathe
language the pupils understand. It was thus obdethat pupils were engaged in lessons. They weles tab
carry out instructions during activities and ansedequestions asked by teachers. Teachers attemdeel needs

of individual pupils and supported those who haffiadities, Though, the English Language was used
occasionally, interaction between teachers andIpupas cordial. Follow-up interviews conducted Hiert
showed that teachers tried as much as possiblstablish a congenial and less intimidating envirentrto
enable them engage and interact with pupils.

A teacher indicated that;
My interaction with them is ok especially whendde with the local language. My
relationship with them is cordial so they feel fteecome to me. Especially, when
there is a lot of singing and dancing. This makesoissible for me to know what
their problems are and assist ther(ir 2).

Another teacher stated that;
I'm very satisfied with the level of engagement anldink so far so good. When
these children come to school we become their pausm| try as much as possible
to come down to their level so they can get cldgkere is any problem. Sometimes
| wish | could do more but because they are maoy,become tired after attending
to a few children(T9).

Almost all the teachers expressed similar viewewddenced in the responses of T2 and T9. This llarge
confirmed what they did during instructions as otssd and the reactions they provided to the itemthée
guestionnaire. Generally, early childhood educéatahslity to engage and interact with early leasavas
healthy as suggested by expression likey “relationship with them is cordialand “...we become their
parents..”. This facilitated teaching and learning but &svto a large extent undermined by the large class
that made it difficult for teachers to engage dffedy with their pupils.

Analysis and interpretation of data gathered fasesgch question three relating to the use of iostmal
strategies is captured in Table 3. Observationiatedview data were used to expand quantitativa.dat
Table 3: ECEs self efficacy in using Instructioal Strategies

Statement mean SD

1. How well can you respond to difficult questions 3.80 .89

from your pupils?

2. How much can you gauge pupils’ understandingtwdt you have taught? 3.78 .88

3. To what extent can you craft good questiony/éar pupils? 3.79 .86

4. How much can you do to adjust your lessonsht groper level for 3.89 .86

individual pupils?

5. To what extent can you provide an alternatx@anation when pupils are3.93 .87

confused?

6. How well can you implement alternative stragsgn your classroom? 3.84 .85

7. How well can you provide appropriate challenfpesrery capable pupils? 3.74 .88

Data in Table 3 reflect KG teachers self efficatysing instructional strategies. It was evideat the teachers
found themselves first and foremost much capabl@rofiding an alternative explanation when pupile a
confused, with a mean of 3.93. The mean of 3.89astg that they equally believed much in theirighib
respond to difficult questions from their pupilsy & similar fashion their response to how well tlean
implement alternative strategies in their classrqa@ided a mean of 3.84. The mean of 3.74 whidhésleast
was the result of KG teachers’ reaction to how wledly can provide appropriate challenges for venyable
pupils. A gleaning of the foregoing indicates th&® teachers expressed a high ability in using wewrio
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instructional strategies with early learners. Tisigdepicted by the average of the means of 3.8Ztwfell
within the range of 3.50-4.49.

Observation of lesson revealed KG teachers’ abiityuse mainly demonstrations and a restricted @urob
activities due to inadequate teaching learninguess. Because most of the resources were nothlainost
of the teachers resorted to demonstrations withfele available resources after which they invitedrhers
individually to stand in front of the class to danse. For instance, T1, T3, T5,T6, T7 used demadimisa
Though, learners are called, only a few are invibldering a lesson due to large class sizes anihsheictional
time available.

Reponses generated by the interview session cattwith the notion that though KG teachers involpegils
in various activities, most of them were througimdestrations which were sometimes teacher domirced
to inadequate resources. Some also did indicatetiiey sometimes used role plays and dramatizaton
themes that had to do with market scenes and shgpgdi may thus be inferred that KG teachers hadhm
belief in their ability to use varying instructidnstrategies to enable them answer difficult quessj provide
alternative explanations, provide appropriate emges for more capable learners among others esi tivere
undermined due to the use of inadequate instruaiticesources for early learners which lead to nteaeher
dominated activities.

Analysis and interpretation of data gathered faeasch question two relating to classroom manageisen
captured in Table 4. Observation and interview datee used to expand quantitative data

Table 4: ECEs Self efficacy in Classroom Management

Statement mean SD
1. How much can you do to control some pupils’ @isive behaviour? 3.78 .89
2. To what extent can you make your expectatiogara@bout pupils’ behaviour? 3.79 .84
3. How well can you establish routines to keepvé@s running smoothly? 3.74 .86
4. How much can you do to get pupils to followssliaoom rules? 3.85 .89
5. How much can you do to calm a pupil who is digine and noisy? 3.81 91
6. How well can you establish a classroom managemsystem with each group o0f3.74 .90
pupils?

7. How well can you keep a few problem pupils frariming an entire lesson? 3.77 .92
8. How well can you respond to disobedient pupils? 3.73 .93

Data in Table 4 depict KG teachers’ reactions réigar their self-efficacy in managing classrooms darly

learners. The data portray that teachers have toeldf in their ability to get pupils to follow cdaroom rules.
This is reflected by the highest mean of 3.85.elsponse to what they can do to calm a pupil widisisiptive

and noisy, the teachers again answered they wecé napable with a mean of 3.81. The third highesamof

3.79 was generated by their reply to how they cakartheir expectations clear about pupils’ behavidhe

last in ranking of the means (3.73) representshiat response to how well they can respond tobeidiznt

pupils. Though, there seems to be slight discraparin the responses provided, the data in Taldeedns to
suggest that, with the cumulative mean of 3.77, #@chers possessed higklf efficacy in managing
instructional settings for kindergarteners.

Observation and interview data from KG teachergh@nmanagement of classrooms of early learnerslgdel
varying results. It was evident during observasessions that teachers made efforts at managiirgctasses
by getting pupils to follow instructions when doiagtivities, getting them to obey basic classroofes like
taking turns in submitting exercise and callingew disruptive ones to order by their names or lgeintto sing
half way through a lesson to get their attentiomwiver, generally KG teachers found it quite diffic
managing their classes. While lessons where inrpssgsome pupils were seen sleeping, writing otesab
some fidgeted and disrupted their peers while ste®en left the class without any permission. I€ngarten
teachers’ inability to manage their classes mudtebeould largely be attributed to the large clsiges without
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attendants, most of which were more than fortyvds only T6 with 21 pupils who as a result did guitell
managing them. Another observation worthy notinthi in eight out of the ten schools observed,lpwpere
seated on dual desks which were heavy to move drduring group tasks which made managing them more
difficult.

During the interview most of the teachers expreskei frustration about this condition. For instan

T7 laments that:
teaching these kids at this level all these yeas mot been easy especially if you
are not fortunate to get a large class you might @ able to do much in a day or
even in a term because you will have troubles miugathem. Because if you rush
too you will leave a lot of the children behind.

T1 agrees by saying that that:
| try my best controlling the class but you knowattlehildren at this level like
playing a lot. It makes teaching at this level vdifficult. Whiles you are teaching
they will be playing and they forget easily...

These reactions with expression like has not been easy’ and “...makes teaching difficult"gave enough
impression about the hassle these kindergartetdemavent through in teaching and trying to maneady
learners. Though, teachers asserted they had bifshefficacy in managing classrooms, it seemedt tbiorts
were seriously being undermined by the large ckiges without attendants or assistants and inatequa
resources.

Analysis and interpretation of data gathered faeagch question four relating to early childhoodcadors’
ability in involving parents; this is captured irafle 5. Observation and interview data were useelxpand
guantitative data.

Table 5: ECEs Self-efficacy in Parental Involvemet
Statement mean SD
1. How much can you do to assist parents estallistome environment that would3.57 .93
support their children’s learning?
2.How well can you communicate to parents abaeit tthild’s progress in school? 3.69 .92
3. How much can you do to enlist parents’ suppotihe classroom? 3.43 .98

4.How much can you do to get parents’ supporteantdark on excursions with children?  3.32 .96
5. How much can you do to assist parents to hap thildren at home with homework3.55 .97
and other related activities?

6. How much can you do to get parents in makingsiétats about their wards? 3.52 .99

7. How much can you do to get parents to shamrnmtion about their children with3.52 .97
you?

8. How much can you do to get parents to feel cotalfde visiting their children at 3.74 .96
school?

Data from Table 5 illustrate that of all the stagents measuring KG teachers’ belief in their abitidyinvolve
parents in the education of their young childreachers responded highly to the fact that theydcget parents
to feel much comfortable visiting their childrensathool with a mean of 3.74. Additionally, the mexiB.69
connoted teachers’ belief they were much capableoofmunicating to parents about their child’s pesgrin
school. The third in ranking was teachers’ reactmthe notion that they could assist parents maakstablish

a home environment that would support their chiidgdearning. This was signaled by the mean of 3.57
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Though, teachers responses reflected an appredaldke of self efficacy in carrying out all the adties to
enable them involve parents, the mean of 3.32 edpin expression of minimal belief in their abilityget the
support of parents to embark on excursions witir #téldren. Summarily, with the cummulative 3.54might
be deduced that KG teachers have much belief thayget parents involved in the education of theung
children. This signified a high self-efficacy.

Since the extent to which parents were involveth&ir children’s education could not be observed day, the
opinions of KG teachers were sought through ingawei in that regard. Most teachers explained thdectue
they had as evidenced in these responses:

T3 moaned that:
As for parental involvement we are suffering. Yannot get parents in this
community to do anything for their children. Beoaugovernment said free
education so the parents don’'t want to do anythiog even buying a pencil. The
only way you can get them to give them informatienthrough Parent Teacher
Association (PTA) meetings. Even that, most ahtben’t come. | sometime send
for them through the pupils.

T7 also asserted that
| am not able to involve them too well. Becausé lpatrents of most children are
working now and it's difficult to involve them imyhing. They do not come to PTA
meetings and only few come to the school to firidhow their wards are doing. But
sometimes when it is critical | send for them @mcdss with them casually when |
meet them on the street.

Almost all the teachers reacted similarly to tt¢atements like “.you cannot get parents..and “...it's
difficult to involve them.” suggest that KG teachers are not able to do mnocterms of getting parents
involved in the education of their wards. Most pasethink that their responsibility towards thehildren’s
education ends with meeting financial obligatiokgjority of them thus, do not bother following up their
children. Unfortunately, teachers also lacked idsasut creative ways by which they can get parientsived

in their wards education which might not necesgairivolve spending money. These views are therefore
slightly at variance with results deduced from ditative data. Their self-efficacy could therefdre described

as moderate.

Summary of Central Region ECEs self efficacy isspreed in Table 6.
Table 6: General level of ECEs Self efficacy ithe Central Region

Self efficacy subscales Mean SD Ranking
Learner Engagement 3.90 0.844 1%
Instructional Strategies 3.82 0.870 2
Classroom Management 3.77 0.892 3
Parental Involvement 3.54 0.960 4"

General level of self efficacy 3.75 0.892

It may be deduced from the above summary that K@hters expressed a high self-efficacy in engagiamers
with parental involvement in the education of th&hildren being the least. Generally, it can bechaed that
the mean of means of 3.75 signified that earlydttibd educators in Central Region had a high $itley.
This implied that ECEs were fairly confident theadhthe ability to teach kindergarteners. It wasdwer noted
that inadequate resources and large class sizagedftheir ability to use various instructionabgedures and
how they managed their classrooms.
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Learners’ engagement has been found as a criticaponent of any teaching and learning interactitianta,
Hamre and Allen (2012) explain that learners spaniéast one-quarter of their waking hours in sthomost
of it in classrooms, one of the most proximal awdeptially powerful settings for influencing chikhr. Their
relationships and interactions with teachers eigireduce or inhibit developmental change to themixthat
they engage, meaningfully challenge, and provideiabcand relational supports. For children in amlyea
childhood instructional setting, engaging themnsci@l to their development. Fletcher (2005) po#itst it is
increasingly seen as an indicator of successfgboteom instruction, and as a valued outcome ofaaleform.
According to Taylor and Parson (2011) the consecgemf not engaging learners in learning are repbyrt
dire. Many educationists consider engaging diseegdgarners to be one of the biggest challengasgac
educators, as over 66% (Cothran & Ennis, 2000¢&frers are considered to be disengaged.

McDermott, Mordell and Stolzfus (2001) underscdris by asserting that as important as engagemefor is
children’s success as learners, strategies for @iogiengagement are not emphasized or even prasémt
vast majority of school settings. Instruction tipabmotes passivity, rote learning, and routine setudbe the
rule rather than the exception (Goodlad, 2004).aBse children with low levels of engagement ardsétfor
disruptive behaviour, absenteeism, and eventuatlpmng out of school (Roderick & Engle, 2001), tfeeed to
increase engagement is critical to children’s ss&dr school. It is on this account that the nieedeachers
with high self-efficacy becomes paramount in orftar early learners to be intellectually, emotiogadind
physically engaged.

With regard to the use of instructional strategiks,absence of adequate resources coupled witart class
sizes, grossly weakens teachers’ self-efficacy ftecgvely involve learners in developmentally appriate
activities. This supports Agyeman’s (1993) claimattta teacher who is academically and professionally
qualified, but works under unfavourable conditiomsuld be less dedicated to his work and thus ks le
productive. Tschannen-Moran and Hoy (2002) furtt@mcurs that though these have not been consigered
sources of efficacy, it is believed the availabibif resources and parents’ support have a poténtémhancing

the level of teachers’ self-efficacy beliefs. Thteachers may consider themselves highly capabtiealing
with instructional challenges but the conditionsl dne environment in which they work may take aativg

toll or weaken their level of self-efficacy to penfn certain tasks effectively.

Although society and the educational system havedergone monumental transformations, classroom
management still remains as the most trying issu@éw teachers (Rosas & West, 2009; Stoughton?)288
identified in the current study. Especially withrlgdearners who are more fidgety and playful aithage,
behaviour and instructional management relatecesswe common. Codding and Smyth (2008) identsidd
talks, joking during the lesson, changing sittingdtions, issuing annoying voices, too many reguestting in
the classroom, stubbornness, lying, theft, laughinidnout reason, assaulting others, feigning siskneion
interest of classroom cleanliness, damaging indafier classroom property, or bullying other leasnes some
misbehaviours kindergarten teachers have to contétid In a research conducted, Ashton and WebI8&)1L9
noted that teachers with low self-efficacy were aoly oriented toward control in their classroon®gy also
tended to achieve control through punitive manageragategies in comparison to high-efficacy teasheho
encouraged learner trust, autonomy and respongibiti must however be noted that early learnens lba
effectively managed when they are few, coupled Withavailability of an attendant and adequateuctibnal
resources to engage them. The ultimate goals afsidam management are to provide a healthy, safe
environment for learning, and to equip learnershwite necessary skills to be successful in lifethbo
academically and socially (Wong & Wong, 2009).

Besides, kindergarten teachers’ moderate selfef§ién involving parents seems to reinforce Bask{2008)
finding from a study that the efficacy for helpifagnilies to help children do well in school was ldw another
investigation, Jinapor (2014) also found that la€lparental involvement and commitment was a chgketo
early childhood education. Though it seems teachts high efficacy can promote parental involvernan
education, it appears apart from inviting pareatParents Teacher Association (PTA) meetings thrdetjers,
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ECEs are bereft of creative ways of involving pssem the education of early learners. To this affe
Bridgemohan (2002) explains that most schools dul seritten information to parents. However, recegi
written information does little to increase paréntsderstanding; implying that they have little kvledge of
what actually happens in the classroom. Soyoun§5R0@ecommends that parents’ main interest is tmwkn
their children’s performance in school and they wrady to help where possible. Schools should efber
communicate with parents so that the latter catigi@ate actively in school-based activities. Cuag&aid,
Wallhager and Ngie (2003) also explain that for gmg-school programme to succeed in stimulating and
sustaining healthy growth and development of yocfnigdren, the parents’ role and involvement asmpag in
education is crucial.

Generally, high level of KG teachers’ self-efficagyght have been influenced by the fact that majaf the
teachers are professionally qualified to teachasidschools. This validates the assertion by \Whit& (2003)
and Barnett's (2003) that better qualified teaclaesmore effective and recommends that four ydagsee is
required in order to increase effectiveness. th&sefore not surprising that KG teachers percethethselves
as having high self efficacy on learner engagemasiuctional strategies and classroom management.

Recommendations

* The heads of basic schools should liaise with idiseducation directorates in providing adequate
developmentally appropriate resources to enablaéekgarten teachers effectively engage kindergarten
pupils.

 The heads and kindergarten teachers should liaite the pre-school district coordinators to train
teachers in using more effective activity orientestructional strategies apart from demonstratimn t
facilitate learning.

e The Ghana Education Service should also recrudt tasin support teachers to assist kindergarten
teachers with large class sizes as to enable thefiectively manage their classes.

e During PTA meeting parents should be educated em#éed to be involved in the education of their
young children and also KG teachers should adoptmaffective ways of involving parents in their
ward’s education.
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