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ABSTRACT 

In pre-primary school, number concept development normally appears as a daily 

activity. Number concept development is considered as a way through which 

learners' cognitive growth is stimulated to think logically about quantities, patterns, 

and relationships to set the groundwork for more complex mathematical 

understanding. The purpose of this study was to examine the role of guided play 

pedagogy in promoting number concept development among pre-primary learners 

in Amac Sub-county, Lira District. Specifically, the study aimed to: (1) explore how 

guided play pedagogy creates a stimulating environment that influences number 

concept development; (2) investigate assessment practices within guided play 

pedagogy; and (3) establish teachers’ perceptions regarding the influence of guided 

structured play on learners’ number concept development. Grounded in Vygotsky’s 

(1978) social constructivist theory particularly the concept of scaffolding 

instruction, the study adopted a qualitative case study design. The target population 

included 36 pre-primary school teachers, 12 head teachers, and 72 learners. 

Purposive sampling was used to select teachers and head teachers, while 

convenience sampling was applied to individual learners for classroom observation. 

Data were collected through classroom observations, semi-structured interviews, 

and document reviews across twelve schools, and analysed using content analysis 

presented in narrative form. The data collection process focused on observing 

participant interactions, classroom practices, and the integration of number concept 

development through guided play pedagogy. Key findings revealed that when 

guided play was effectively implemented using locally available materials and 

structured games, it created stimulating, child-centred environments that enhanced 

skills such as counting, sequencing, comparison, and problem-solving. However, 

implementation varied depending on teacher training, experience, classroom layout, 

and resource availability. Assessment practices were predominantly informal and 

aligned with sociocultural principles but were constrained by administrative 

reporting requirements and parental expectations for formal testing. Although 

teachers generally expressed positive perceptions of guided play pedagogy, practical 

challenges such as overcrowded classrooms, limited instructional materials, and 

inadequate professional support hindered full implementation. The study concludes 

that guided play pedagogy holds significant potential to strengthen early numeracy, 

provided there is systemic investment in teacher training, continuous professional 

development (CPD), improved classroom resources, guided play-based assessment 

policies, and stakeholder sensitization. It recommends a holistic and collaborative 

approach to embed guided play pedagogy as a foundational element of quality early 

childhood education in Uganda. 
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CHAPTER ONE 

INTRODUCTION 

1.0 Introduction  

Early childhood education forms the basis of lifelong learning and development, 

particularly in foundational areas such as numeracy (Parker et al., 2022). Globally 

and nationally, there is growing emphasis on developmentally appropriate, play 

based, and child centred approaches that promote holistic growth in young learners. 

Guided play pedagogy is one of the approaches that have gained fame as a method 

that combines child initiated activities with purposeful teacher scaffolding to create 

engaging and meaningful learning experiences (Cheruiyot, 2024).  

Guided play is rooted in Vygotsky’s sociocultural theory, which suggests that 

learning occurs most effectively through social interaction within a child's Zone of 

Proximal Development (ZPD) (Cheruiyot, 2021; Wibowo et al., 2025). This is in 

line with the Ministry of Education and Sports, (MoES) through the National 

Curriculum Framework for Early Childhood Education (ECE) (2013) that advocates 

for play-based learning in pre-primary education (MoES, 2018). The framework 

recognizes play as central to early learning and development and calls for the use of 

creative, interactive methods to build foundational numeracy skills.  

1.1 Background 

This study was to investigate the role of guided play pedagogy in supporting number 

concept development among pre-primary learners in Amac Sub-county.  So, this 

chapter presents the background of the study which includes; historical, theoretical, 

conceptual and contextual perspectives.  The chapter points out the statement of the 

problem, purpose of the study, research objectives, research questions, scope of the 

study, significance of the study and delimitations of the study. 
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1.1.1 Historical Background 

          Number concept development supports learners’ mathematical success and 

requirements for the  advancement of Science, Technology, Engineering, and 

Mathematics (STEM) skills (Bezuidenhout et al., 2018; Ndabezitha, 2022 ; Visser et 

al., 2019). There have been many attempts to develop number concepts in various 

forms across the globe (Higgihbotham, 1956). 

In the 1930s, Britain introduced workbook innovation to help learners practice 

number concept development problems. Later, the American School of Engineering 

introduced a workbook to reduce the workload of lesson preparation (Citadel et al., 

2020). Meanwhile, in 2014, a revised workbook improved learners’ knowledge of 

mathematics in Indian primary schools (Mcneil and Fyfe, 2015). However, in 2011, 

Tikly et al., (2018) found that, South African teachers were using workbooks 

differently. Due to insufficient standards and repetition of content, workbooks are 

no longer in use in many countries (Nidaulail, 2023). Additionally, all these 

innovations were at different levels of education (Vojíř and Rusek, 2021) ignoring 

nursery education as a foundation.  

Another strategy was the introduction of vocational education policy in Romania in 

1973 (Kim, 2021). This was to link academic and vocational studies to improve 

people's skills and competencies linked to number concept development. Then, in 

the 1970s, Australia trained labourers for industries, while in the 1990s, Uganda 

integrated vocational subjects into secondary schools to improve skill production 

among the youth. However, due to low number concept acquisition, shortage of 

competent teachers, and low attitudes among students and parents, vocational 

subjects still remained at low level (Badru and Birwa 2020). 
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In 1994, England introduced the Teacher Development and Management System 

(TDMS) as a strategic effort to enhance teacher effectiveness (Chychuk, 2016). 

Similarly, in Africa, initiatives were undertaken to retrain qualified teachers, 

licensed educators, and head teachers in management and pedagogical skills aimed 

at improving number concept development among learners (Adotevi. and Taylor., 

2019; Ngobi et al., 2003). However, despite these extensive training and mentoring 

efforts, mathematics achievement remained low. This was largely attributed to 

inconsistent evaluation processes, which hindered the effective monitoring of 

learners' progress in number concept development (Syahir et al., 2020). 

In the 2000s, the Japan International Cooperation Agency (JICA) launched 

initiatives across Africa aimed at enhancing the quality of mathematics and science 

education to promote scientific and creative thinking (Matachi and Kosaka, 2017). 

One of such initiatives was the introduction of the Secondary School Science and 

Mathematics Teachers (SESEMAT) programme in several African countries, 

including South Africa in 2003 (Alex, 2019), Nigeria in 2006  (Bessong and Ejar, 

2015) and Uganda in 2005 (Manyiraho et al., 2020; Komakech and Osuu, 2014). 

However, due to inadequate support and supervision, teachers were often unable to 

effectively apply the pedagogical strategies they had been trained in. As a result, 

learners' development of number concepts and mathematical thinking remained low 

(Malunda, 2017; Omaali, Nabukeera and Ejuu, 2021). 

Similarly, various programmes have been created in different nations (Ietersen, 

2006). Among others were pedagogical methods like games that were designed by 

teachers to improve learners’ number concept development. For instance, in 

Malaysia in 2003 (Ompok et al., 2021), in 2014, learners from low socioeconomic 
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status in Botswana had inadequate numeracy play engagement (Clerkin and 

Gilligan-Lee, 2018). However, due to a lack of knowledge and expertise, teachers 

were unable to integrate games into teaching to support learner number concept 

development (Sulistyaningtyas, 2019). At the school level, there are still few quality 

early childhood programmes that can protect and nurture learners number concept 

development.  

1.1.2 Theoretical Background 

This study is firmly grounded in the assumption that ‘’Guided Play Pedagogy can 

significantly enhance learners’ Number Concept Development. The theoretical 

foundation draws on Vygotsky's (1978) Sociocultural Theory, which highlights the 

central role of social interaction and cultural context in cognitive growth (Wibowo 

et al., 2025; Yusof, 2021). Vygotsky argued that knowledge is co-constructed 

through collaboration, with learners gaining understanding by interacting with more 

knowledgeable ones (Luciana, 2024). In the context of pre-primary education, this 

means that number concepts such as counting, sequencing, and quantity recognition 

are best developed through socially mediated play activities where learners are 

actively supported and engaged. 

A key concept within Vygotsky’s theory is the (ZPD), which describes tasks a 

learner can perform with guidance but not yet independently. Guided play pedagogy 

aligns well with this idea, as it involves adults or peers providing timely support 

known as scaffolding to help learners’ master number-related activities (Rehman et 

al., 2024; Peter,  2018). For example, through structured play activities like sorting 

objects, playing number games, or participating in counting songs, teachers can 

gradually adjust their support based on the learners’ progress. This process nurtures 

both confidence and competence in early numeracy. 



   

5 

 

Vygotsky emphasized the importance of language, social engagement, and a 

stimulating environment in shaping cognitive development (Smedsrud et al., 2024). 

Guided play provides opportunities for learner to explore mathematical ideas 

through communication, exploration, and collaboration. Research shows that adult-

led play with embedded numeracy elements such as asking probing questions or 

setting up math rich play centres fosters deeper understanding of number concepts 

(Yilmaz & Cakiroglu, 2024; Lei & Hu, 2020). These activities not only support 

numerical reasoning but also cultivate broader cognitive and social-emotional skills. 

While Vygotsky’s Sociocultural Theory offers a powerful guidance for 

understanding guided play and number concept development, reliance on a single 

framework may direct the understandings from other educational theories. To enrich 

early numeracy instruction, teachers, caregivers, and school leaders should integrate 

Vygotsky’s emphasis on social interaction and ZPD while remaining open to 

harmonizing approaches (Rehman et al., 2024. This includes tailoring learning 

experiences to learner developmental levels and promoting holistic growth. A 

balanced application of theory ensures that pre-primary learners receive inclusive 

support in building strong numerical foundations. 

1.1.3 Conceptual Background  

Number concept development is referred to as a person's perception of numbers and 

their relationships, which include number recognition, ordering, and cardinality 

(Björklund et al., 2020; Yilmaz, 2017) and the act of connecting numbers to objects 

(Boruah & Borah, 2021). On the same note, Bezuidenhout et al., (2018) noted that 

number relationships are integrated into counting concrete objects and abstract 

quantities. 
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Similarly, (Björklund et al., 2021; Petersson and Weldemariam, 2022; Björklund et 

al. 2020; Copping et al. 2024; Cramman et al. 2018) related number concept 

development to one’s capability to match number words to symbolic representations 

and the quantity of objects matched. This includes number skills such as number 

sequence, quantity, and number word, which are key to mathematics achievements. 

Additionally, Aunio et al. (2021) referred to number concept development as 

attainment of number competency hierarchically. It focuses on mental number lines, 

number names, symbols, and comparing. Furthermore, Schnepel et al. (2020); 

Stramel (2021) referred to it as the process of acquiring basic mathematical language 

through supportive classroom activities. It is attained through frequent exposure to 

strong number language (Parker et al., 2022; Ndabezitha, 2022). 

For this study, number concept development refers to "a person's perception of 

numbers, their relationships (Björklund et al., 2020), recognition (Yilmaz, 2017), 

and the acquisition of basic mathematical language (Stramel, (2021)." It is measured 

against counting (Yilmaz, 2017), sorting, sequencing and comparing numbers 

(Cramman et al., 2018). When learners can sort, count, sequence, and compare 

things, identify number symbols, and attach to values, it implies that they have 

developed a number concept. Number concept development involves a child’s 

ability to recognise numerals, one-to-one correspondence, counting, and simple 

operations.  

However, learner number concept development is influenced by a number of factors, 

such as teacher (Awoniyi and Butakor, 2021; Agango, 2014). Similarly, Alex 

(2019); Ayebale et al. (2020) related teacher factors to methods, subject knowledge, 

classroom management, and language background. Similarly, Mabena and Mokgosi 
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(2020) noted that learner factors include low parental support, poor background, and 

low interest.  

On the other hand, guided play refers to as a teaching method that combines free 

play and structured learning (Ndabezitha et al. 2023; Skene et al. 2022). The teacher 

sets up the learning environment, selects materials, and structures activities to 

facilitate learners’ learning and development (Chimfwembe-gondwe, 2020; 

Karaoğlu, 2020; Parker et al., 2022). It guides the child towards a set of learning 

objectives that involves assessment, engagement, and scaffolding (Pyle et al., 2020; 

Chimfwembe-gondwe, 2020; Foulds and Bucuvalas, 2019; Ekeh and Educators, 

2023). Similarly, Campbell (2021) refers to guided play pedagogy as a structured, 

adult-defined play that provides useful resources. It focuses on using games to 

achieve a balance of structure and autonomy in order to fill in any gaps in learning. 

Thus, for this study, "the role guided play pedagogy" refers to an approach that 

combines structured learning (Campbell, 2021) and child-initiated play (Skene et al., 

2022; Svensson, 2022). It is supervised, assessed, and scaffold (Foulds and 

Bucuvalas, 2019) in an engaging stimulating learning environment (Petersson and 

Weldemariam, 2022). 

1.1.4 Contextual Background 

In Uganda, the value of play in ECD is clearly articulated in policy frameworks such 

as the National Curriculum Framework for ECD (MoES, 2018) which advocates for 

play based and child-centred approaches to learning. This framework emphasizes 

key competencies that are fundamental components of number concept 

development. However, despite these progressive policy directions, actual 

classroom practices in many Ugandan pre-primary schools particularly in rural 
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settings like Amac Sub-county remain predominantly traditional. Teachers often 

rely on rote memorization, repetitive drills, and written assessments that do not align 

with the developmental needs, interests, and learning styles of young children 

(Annet, 2024). 

Several factors contribute to this gap between policy and practice. These include 

limited teacher training in guided play pedagogy, overcrowded classrooms, poorly 

resourced learning environments (Mapoma and Dagada, 2025; van de Kuilen et al., 

2025; MoES, 2017), inadequate access to developmentally appropriate learning 

materials, and parental expectations that emphasize academic achievement over 

holistic child development (Annet, 2024). Consequently, guided play pedagogy is 

often marginalized in early childhood classrooms, and learners especially in rural 

communities like those in Amac Sub-county may miss out on the benefits of active, 

engaging, and meaningful numeracy learning experiences. 

While non-governmental organizations such as Child Fund have made efforts to 

provide play materials and train ECD teachers, foundational numeracy levels among 

learners remain low, subsequently, affecting performance in primary level 

mathematics (Believe, 2017). This study is situated within this context, aiming to 

investigate the application of guided play pedagogy in pre-primary schools in Amac 

Sub-county, Lira District, and its contribution to number concept development.  

Given these persistent challenges, the researcher has chosen to focus on Amac Sub-

county, an area characterized by inadequate access to developmentally appropriate 

learning materials and limited access to quality ECD learning. This study responds 

to the pressing need for effective and developmentally appropriate teaching 
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strategies that can strengthen numeracy skills and improve learner retention in early 

grades  (Ejuu, 2015;  Nhase et al., (2025). 

1.2 Statement of the Problem 

Early numeracy is widely recognized as a foundational domain in (ECD), serving as 

a predictor of later academic success and life skills (Bernabini et al., 2020); Schröder 

et al., 2022; Özkan, 2022). Mastery of number concepts equip young learners with 

critical problem-solving abilities and mathematical readiness for primary education 

(Annet, 2024). Uganda’s National Curriculum Framework for ECD (2013) 

emphasizes the use of play-based and child-centred pedagogies as the most effective 

means of supporting learners’ holistic development in pre-primary settings. Within 

this framework, guided play pedagogy has been identified as a developmentally 

appropriate strategy for fostering early numeracy.  

Despite these progressive policy provisions, the implementation of guided play 

pedagogy remains unknown in many Ugandan pre-primary classrooms, especially 

in rural areas such as Amac Sub-county. According to the Ministry of Gender 

(2024), approximately 60% of children aged 3–5 years in Lira District which 

includes Amac Sub-county are not enrolled in pre-primary education. For those who 

are enrolled, the quality of instruction is often lacking, with inadequate numeracy 

skills (Bonney et al., 2021) due to poor infrastructures, limited access to teaching 

materials, and an absence of developmentally appropriate learning environments 

(Luciana , 2024; Ejuu et al., 2022). Some schools still involved children in the 

learning process in the absence of play (Ssenukusu, and Ssempala, 2022). 

Furthermore, over 30% of young learners struggle with basic number concepts 

(Moura et al., 2021), a situation worsened by weak coordination among nursery 
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schools (Khamis, 2022), overreliance on rote learning methods (Pyle et al., 2023; 

Kisa et al., 2020), low parental involvement (Locoro, 2022), and inadequate 

exposure to guided play (Wickstrom & Pyle, 2024; Ogar et al., 2024). 

Methodological gaps in teacher training, prioritize theoretical instruction over hands 

on practice,  leave many teachers unprepared to implement guided play approaches 

(Ejuu, 2015);  Luciana, 2024).  Approximately 42.5% of early childhood teachers 

do not integrate guided play into numeracy instruction, negatively affecting learning 

outcomes ( Ashari and Baharuddin, 2018; Khalil et al. 2022; Luciana, 2024). 

Although the existing studies support the potential of guided play pedagogy in 

enhancing number concept development such as improving conceptual 

understanding, reasoning, and long-term mathematics achievement (Murtagh et al., 

2022; Parker et al., 2022; Boruah and Borah, 2021) most of these studies have been 

conducted in high income settings. Some studies focus on early mathematics 

language (Bezuidenhout et al. 2021), socio-emotional coping mechanisms (Li et al. 

2020; Mapoma and Dagada, 2025) offering limited understanding into the 

implementation of guided play in rural Ugandan classrooms. There is a clear lack of 

localized, observed research exploring how guided play pedagogy is applied in low 

resource Ugandan pre-primary schools and how it influences number concept 

development in real world settings (Björklund et al., 2020; Moses and Kobusingye, 

2024). 

The study seeks to investigate the role of guided play pedagogy in enhancing number 

concept development in pre-primary schools within Amac Sub-county, Lira District. 

Specifically, it aims to explore how guided play pedagogy is implemented in 

classroom practices, on learners’ number concept development. By bridging the gap 

between national policy expectations and actual classroom practices, this study 
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targets to generate practical settings that can inform ECD policy, guide teacher 

training programmes, and improve numeracy learning outcomes in Uganda’s rural 

pre-primary education. 

1.3 Purpose of the Study 

The purpose of this study was to investigate how guided play pedagogy is utilized 

to enhance number concept development among pre-primary school learners in 

Amac Sub-county, Lira District. 

1.4 Objectives of the Study 

The objectives were: 

1. To explore how guided play pedagogy creates a stimulating environment for 

number concept development among pre-primary learners in Amac Sub-county. 

2. To examine the assessment practices used within guided play pedagogy that 

enhance number concept development in pre-primary schools in Amac Sub-

county. 

3. To discover the perceptions of teachers on the influence of guided structured 

play pedagogy on number concept development in Amac Sub-county. 

1.5 Research Question 

The study was guided by the following questions: 

1. How does guided play pedagogy contribute to creating a stimulating 

environment for number concepts development among pre-primary learners 

in Amac Sub-county? 

2. What assessment practices are used within guided play pedagogy to enhance 

number concept development in pre-primary schools in Amac Sub-county? 
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3. What are teachers’ perceptions of the influence of guided structured play 

pedagogy on number concepts development among pre-primary learners in 

Amac Sub-county? 

1.6 Scope of the Study  

1.6.1 Geographical Scope 

The research was conducted in selected pre-primary schools in Amac sub-county, 

Lira District. This was so because Amac has more nursery schools, which provided 

the required number of nursery schools needed for the study as compared to other 

sub counties. 

1.6.2 Content Scope 

This study was conducted to examine how guided play pedagogy is used to support 

number concept development among pre-primary learners in Amac Sub-county, Lira 

District. It focused on the types of guided play activities used, teacher 

implementation practices, and learner engagement during play-based number 

learning. 

Additionally, it probed the level of learner engagement including; cognitive, 

emotional, and social aspects of development during guided play lessons (Cade, 

2023), and how this engagement contributes to number concept development. 

Overall, the study focused on instructional strategies, teacher support, and learner 

collaboration within a guided play environment. 

1.6.3 Time Scope 

The study was carried out in a period between 2015 and 2025. This is because most 

literature cited states similar time scope and records were based on to draw 

conclusions. 
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1.7 Significance of the Study 

This study will help the Early Childhood Education at the sub county of Amac, Lira 

District Local Government and Uganda as a nation as indicates:  

1.7.1 Significance to Amac Sub-county 

This study is highly significant to Amac Sub-county as it directly addresses the 

teaching and assessment practices used in pre-primary schools in the region. By 

investigating how guided structured play pedagogy enhances number concept 

development, the study provides: 

Practical understandings for teachers in Amac on how to integrate informal 

assessment into daily guided play pedagogical activities to track learners’ progress 

effectively. 

Evidence based recommendations that local education stakeholders can use to 

design targeted professional development for early childhood teachers. 

Awareness raising tools for parents and caregivers on the value of developmentally 

appropriate assessment over traditional tests, helping to readjust community 

expectations with age-appropriate practices. 

A framework for school leaders and administrators to improve classroom 

environments, routines, and resource allocation in support of guided play pedagogy. 

The study supports the foundation for building more inclusive, engaging, and child-

centred learning in Amac Sub-county’s pre-primary schools, thereby laying a 

stronger mathematical foundation for learners. 
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1.7.2 Significance to Lira District 

At the district level, the findings contribute to the broader education goals of Lira 

District by: 

Offering a model of best practices that can be replicated in other sub-counties where 

early childhood education faces similar challenges related to teacher training, 

parental expectations, and overcrowded classrooms. 

Supporting the District Education Office (DEO) in making informed decisions about 

(ECD) policies, resource allocation, and monitoring tools. 

Providing data driven evidence to guide school inspectors and education officers, 

CCTs in evaluating and supporting guided play-based pedagogical strategies and 

assessment in early learning settings. 

The study can inform the design of district wide interventions and strengthen Lira 

District’s commitment to promoting quality foundational education. 

1.7.3 Significance to Uganda as a Whole 

Nationally, the study contributes to Uganda’s Education Sector Strategic Plan 

(ESSP) and Early Childhood Development policy by: 

Reinforcing the importance of guided play pedagogy and formative assessment, as 

recommended in the National Curriculum Framework for Early Childhood 

Education. 

Offering empirical data from a rural Ugandan context that policymakers, NGOs, and 

teacher training institutions can use to advocate for context responsive and inclusive 

ECD practices. 
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Highlighting the challenges around teacher preparation, parental involvement, and 

classroom environments, which are common across the country, thus calling for 

national reforms in teacher education, community engagement, and school support 

systems. 

Strengthening Uganda’s progress toward Sustainable Development Goal 4 (SDG 4), 

which emphasizes inclusive and equitable quality education and lifelong learning 

opportunities for all, particularly in early childhood. 

In summary, the study provides both localized solutions and national implications 

that can help transform early learning experiences across Uganda by ensuring that 

assessment practices in guided play settings truly support number concept 

development and holistic child growth. 

1.8 Delimitation  

The study was restricted only to pre-primary school teachers because they are 

directly implementing mathematics curriculum and they are well positioned to give 

correct feedback on the teaching and learning of numeracy. The study was carried 

out in some selected pre-primary schools in Lira that were not attached to a primary 

school. 

1.9 Operational Definition of Terms 

Pre-primary school: Is a formal, school-based, and feature-structured education for 

nursery school where learners between the ages of 3 and 5 are cared for by competent 

staff members. 

Guided play pedagogy: Is a teaching and learning strategy where both the teacher 

and a child are engaged in learning through play. 
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 Number concept: Is one’s overall understanding of how to perform operations on 

numbers.  

Young learners: Are infants and nursery school learners aged three to five years, or 

pre-primary school entry age being referred to as learners or pupils. 

Teacher: Is an adult who is engaged in the education and care of young learners in 

an ECCE settings, with varying levels of professional qualification. 

Counting: Is a demanding process by which learners are expected to call number 

values by name that can be identify by the value attach to.  
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

This chapter reviews literature on the role of guided play pedagogy on number 

concept development. It covers the guided play activities conducted including 

teacher-led, child-initiated and classroom interactions. The use of guided play 

pedagogy by integrating guided structured play based on routines, free play and 

learners’ engagement in number concept development (number relationships, 

recognition, ordering, and mathematical language) were looked at. Teacher and 

learner factors, like methods, experience, language, and parental support, also 

influence number concept development.  

2.1 Guided Play Pedagogy Stimulating Environment on Number Concept 

Development 

Current trends in the critical literature highlight the profound influence of play-based 

education, particularly guided play pedagogy, on children's number concept 

development (Cramman et al., 2018). This approach has gained recognition as the 

most effective method for teaching and learning in pre-primary (Hadani & Hirsh-

pasek, 2021; Edwards and Edwards, 2021;  Pyle et al., 2020).  

According to Nhase et al., (2025); Mapoma and Dagada, (2025); Pyle et al., (2020), 

play as a pedagogical tool that supports not only academic readiness but also the 

holistic development of young learners. Studies consistently highlight its role in 

promoting social interaction, creativity, and emotional well-being, in addition to 

cognitive growth. Play thus functions as a multi-dimensional approach that nurtures 
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children’s social, emotional, and intellectual capacities, establishing a strong 

foundation for future learning (Özbay Karlıdağ, 2021; Obaki, 2017). 

Within early mathematics education, guided play pedagogical learning 

environments particularly those structured around well-organised learning centres 

have been shown to scaffold learners’ engagement in number concept development. 

Activities such as counting, sorting, and comparing are not only foundational to 

numeracy but also foster exploration, communication, collaboration, and critical 

thinking, which are vital for early academic success (Petersson and Weldemariam, 

2022;  Ogar et al., 2024). These findings suggest that guided play environments 

provide a unique context where number concepts are entrenched in meaningful, 

child-centred experiences. 

Although play is often child-directed, research increasingly recognizes the 

importance of teacher mediation in structuring and facilitating guided play 

pedagogy. The organization of learning centres, the selection of play materials, 

(Yilmaz, 2017) and the teacher’s role in scaffolding interactions are all central to 

ensuring that play effectively supports both number concept development and 

holistic development. However, much of the existing literature acknowledges this 

role without fully examining the specific pedagogical strategies and professional 

training required to maximize the benefits of play (Petersson and Weldemariam, 

2022;  Ogar et al., 2024). 

In addition to pedagogy, the availability and adequacy of teaching and learning 

resources within classroom environments have significant implications for learners’ 

number concept development. Concrete materials such as abacuses, counting aids, 

and puzzles facilitate collaborative learning and enrich mathematical language and 
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vocabulary (Rubio, 2013). Conversely, a shortage of these resources can hinder 

learners’ exploration and imaginative play, possibly constraining their number 

concept development (Amananti, 2024). Teachers’ perspectives often highlight 

these constraints: while educators recognize the pedagogical value of play and 

concrete materials, they frequently cite limited resources and insufficient 

institutional support as barriers to implementation (Alkhede & Holmqvist, 2021; 

Rosli & Lin, 2018);  Mapoma and Dagada, 2025). 

As Muema et al. (2018); Pyle et al., (2023) and Swan (2021) argue, well-structured 

play environments enriched with appropriate materials and guided by supportive 

teaching practices are crucial in scaffolding learners’ transition from concrete 

experiences to symbolic reasoning. Such environments are particularly valuable in 

enhancing learners’ competency in number concept development, an essential 

foundation for more advanced mathematical learning. 

Through classroom interactions and the use of mathematics labs (Hadani & Hirsh-

pasek, 2021) studies have shown that guided play pedagogy boosts children's interest 

in number concept development (Cade, 2023; Elofsson, 2017; Sanchez, 2025;  

Parker et al., 2022). However, it is important to note that current literature also 

highlights certain gaps and challenges related to guided play pedagogy and its effects 

on number concept development. While the benefits of guided play are evident, there 

is a need for further research to explore the specific mechanisms through which 

guided play enhances number concept development. 

Despite the well-documented benefits, several gaps remain in the current learning 

on guided play pedagogy. First, while the importance of play and resources is 

emphasized, there is limited understanding of how socio-cultural and economic 
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contexts shape the effectiveness of guided play pedagogies (Amananti, 2024; 

McElhinney and Kennedy, 2022). Second, much of the existing work emphasizes 

immediate learning outcomes, with fewer longitudinal studies examining how play-

based learning in number concept development influences learners’ long-term 

achievement (Colliver et al., 2022; Derman et al., 2020; Sargsyan et al., 2024). 

Third, research frequently focuses on basic numeracy skills while overlooking the 

potential of guided play to foster advanced mathematical concepts such as spatial 

reasoning, measurement, and algebraic thinking (Atiqah et al., 2024; Mutaf-yıldız et 

al., 2020).  

Furthermore, while teachers’ roles are acknowledged, there is insufficient attention 

to their voices, strategies, and professional training needs, especially in resource-

constrained settings (Bubikova-moan et al., 2019; Mabena and Mokgosi, 2020). 

Finally, a reliance on qualitative observation highlights the need for healthy 

assessment strategies that can quantitatively capture the influence of guided play 

pedagogy on measurable learners’ academic achievement (Edwards and Edwards, 

2021). 

Addressing these gaps requires more context-sensitive and methodologically diverse 

research, as well as practical interventions that strengthen teachers’ capacity and 

ensure equitable access to learning resources (Cheruiyot, 2024; Mary et al., 2018; 

Murtagh et al., 2022). Such efforts would not only advance learning but also enhance 

classroom practice by enabling guided play pedagogy to reach its full potential in 

supporting learners’ number concept development. 
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2.2 Guided Play Pedagogy Assessment Practices and Number Concept 

Development  

Assessment is essential in guiding learners’ number concept through guided play 

pedagogy (Yildiz, 2020; Eshaq, 2024). Effective classroom communication and 

constructive feedback can boost children’s cognitive development, confidence, and 

social skills. Studies like Ndabezitha et al., (2023);  Sanchez, (2025) and  Steele, 

(2024) on play-based learning find that guided play pedagogy where teachers 

scaffold exploration towards learning goals is especially powerful for building early 

math skills like number recognising and sequencing.  

By allowing learners’ autonomy within a prepared environment, guided play 

capitalizes on their natural curiosity while still targeting specific learning outcomes. 

In this way, Aunio et al. (2021); Cronin-Golomb and Bauer, (2023) Weisberg et al., 

(2016) noted that teacher’s positive feedback and support during play can foster a 

growth mind-set and enhance learner engagement is linked to the study theory 

supporting through ZPD for better learning outcome. These observations emphasize 

that assessment practices in the classroom do not merely measure learning but 

actively influence learners’ self-confidence and willingness while at task to explore 

new concepts in a real life situation (Ejuu et al., 2022; Amananti, 2024). 

Assessment in early childhood is fundamentally about collecting and interpreting 

data on what learners know and can do  (Moses and Kobusingye, 2024; Moses and 

Kobusingye, 2022; Ruslin, 2022). Effective assessment involves careful planning, 

ongoing documentation, and considerate evaluation of each learner’s progress. For 

instance, teachers may use observation checklists or anecdotal notes during play 

activities to record how a child counts, sorts, or matches objects (Montoya-

Fernández et al., 2024);  Moses and Kobusingye, 2023). When done well, this 
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process helps identify each child’s strengths and the specific areas where they need 

more support.  

In the Ugandan context, however, studies highlight concerns about current 

assessment methods. According to Nakabugo et al., (2019);  Mary et al., (2018); 

Guarrella (2023) noted that many schools often rely on traditional pen-and-paper 

tests that emphasize rote recall and only a narrow set of skills. Such methods tend to 

overlook many learners’ unique abilities and learning contexts. In other words, 

existing assessments often fail to reflect individual learners’ needs and intelligences. 

This indicates a need for assessment approaches that are more flexible and 

responsive to each child’s developmental profile (Bagnato et al., 2024; Puinean et 

al., 2022). 

Assessing learning within play-based settings presents both opportunities and 

challenges. On the positive side, play activities naturally reveal how children are 

building number concepts (Puinean et al., 2022; Zannah et al., 2024). For example, 

a teacher can observe a child stacking and sorting blocks to gauge their 

understanding of counting and categorization. These kinds of hands-on tasks (e.g. 

matching, counting, and sorting with manipulatives) are realistic situations where 

number sense emerges, and teachers’ observations during play become valuable 

assessment data. Similarly, noting how a child participates in classroom games or 

group activities can inform teachers about social skills and readiness for formal 

schooling (Noble et al., 2016; Yun et al., 2021). 

However, many educators struggle to translate guided play-based interactions into 

formal assessments. Educators often report not knowing how to assess play 

effectively, partly due to limited training and high pressure for measurable learners’ 
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outcomes and achievement level (Bubikova-moan et al., 2019; Montoya-Fernández 

et al., 2024). Moreover, when assessment is not clearly linked to pedagogy, valuable 

information can be missed. In practice, this can lead to inconsistent use of 

assessment tools during guided play whereby some teachers may not document play 

activities at all, while others may rely solely on end-of-term tests.  

In Uganda specifically, there is concern that stakeholders (administrators and 

parents) still focus mainly on exam scores (Mary et al., 2021;  Kahunzire et al., 2023;  

Kobayashi,  2025). This exam-focused mind-set can undervalue the skills children 

gain through play pedagogy (such as problem-solving and collaboration). These 

challenges show that while early childhood frame offers more interactive,  rich 

learning moments and learner led pedagogies, schools need systematic assessment 

strategies so that every learner’s progress in number concepts is captured and 

supported (Bosco et al., 2025; Adela, 2024). 

According to Al-Hendawi et al., (2025); the key components of effective guided play 

assessment include; observation and documentation of learners’ progress. It uses 

checklists or anecdotal records during play to note what the learner can perform like 

counting, sorting, and matching behaviours. This captures real-time number-concept 

learning. Teacher feedback should be emphasized providing timely feedback, using 

probing questions during play to encourage effort and correct misunderstandings. 

Positive, process-oriented feedback helps build a growth mind-set in number 

concept development (Ferrara et al., 2019; Geldhauser et al., 2022; Miedzo and 

Chipo, 2019). It is the teacher’s roles to link play activities to the designing 

assessment activities that fit effortlessly into play as using blocks or games so that 

assessment is natural and modest. This makes it easier to assess cognitive skills 

without disrupting play. 
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Similarly, teachers face some challenges that affect their assessment process. These 

include; lack training in translating playful activities into measurable assessment. 

Assessment tools (like portfolios or observation records) are often used 

inconsistently across classrooms, leading to gaps in realistic data (Ejuu, 2018;  Kisa 

et al., 2020; Montoya-Fernández et al., 2024). A persistent emphasis on test scores 

and pass results can de-prioritize holistic assessment of competencies like numeracy 

and problem-solving. 

Researchers emphasize that using simple, developmentally appropriate tools such as 

observation forms and checklists can make assessment more authentic for young 

children. Also, Al-Hendawi et al., (2025); Ferrara et al., (2019); Parker et al., (2022) 

highlighted that the tools allow teachers to monitor skill acquisition in context. In 

guided play settings, such tools help teachers “capture how children engage with 

number concepts during play” without breaking the flow of exploration. They also 

encourage tracking progress over time, not just at the end of a unit. Notably, the 

Ugandan Ministry of Education has increasingly recognized the value of play in the 

recent policy statements and media reports affirm that play-based learning is a 

cornerstone of early education. The Ministry’s 2024 declaration notes that play 

“fosters holistic growth” and that new guidelines are being developed to integrate 

play into the curriculum. This national emphasis on play highlights the importance 

of aligning assessment methods (Bagnato et al., 2024) with guided play pedagogy, 

ensuring learners’ number-learning is both engaging and measurable in and out of 

school. 

Despite these understandings, gaps remain in practice. Global studies like Pyle and 

Danniels, 2017; Spadafora et al., 2024; Bubikova-moan et al., 2019) noted that many 

preschool teachers value play but “often lack systematic approaches for 
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documenting and utilizing assessment data” in their classrooms. In Uganda, even 

with an official framework supporting guided play activity centred within the ECD 

programmes, there is limited evidence on how local teachers are actually using 

structured assessment tools to track number concept development (Moses and 

Kobusingye, 2024).  

This inconsistency between recognized best practices and what happens day-to-day 

highlights the need for further investigation. This study therefore aims to explore 

how guided structured play is used not only to engage children but also to provide 

reliable assessment of number concept development among pre-primary learners in 

Amac Sub-county. 

2.3 Perceptions of Teachers on the Influence of Guided Structured Play 

Pedagogy on Number Concept Development 

In the context of early childhood education, teachers’ perceptions play a vital role in 

shaping how guided structured play is implemented to support number concept 

development. Drawing from these, several studies highlight guided play as a 

meaningful approach to supporting numeracy learning (Cade, 2023; Smedsrud et al., 

2024). Research has shown that when structured appropriately, guided play 

enhances learners’ engagement and conceptual understanding (Cheruiyot, 2024).  

However, Ndabezitha et al. (2023) noted that limited attention has been given to how 

teachers can actively guide play, particularly within teacher training contexts. This 

gap suggests that pre-primary teacher education programmes need to place greater 

emphasis on preparing preservice and in-service teachers with guiding practices, 

which are essential for fostering effective number concept development.  Following 

from the previous studies, guided play has emerged as a meaningful approach to 
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numeracy learning (Mapoma and Dagada, 2025; Ndabezitha et al., 2023), especially 

when integrated intentionally into classroom routines. 

Wickstrom and Deluca, (2019) observed that in Canadian nursery classrooms, 

guided play was regarded by educators as an essential component of learning, 

fostering curiosity and exploration within structured environments rather than 

serving as a means of merely occupying time. Similarly, Clerkin and Gilligan-lee, 

(2018); Petersson and Weldemariam, (2022); Wickstrom and Pyle, (2024) noted that 

preschool teachers perceive early numeracy exposure through guided play pedagogy 

as foundational in shaping learners’ attitudes toward mathematics. These studies 

suggest that teachers who value guided play often use it to cultivate mathematical 

thinking by push in number related activities into socially interactive and playful 

experiences (Waiswa et al., 2024). 

Also, teachers’ perceptions are influenced by Vygotsky's theory as they look at 

guided play pedagogy as a social activity that bridges learner interactions and 

number concept development (Vansdadiya and Gondaliya, 2025). Teachers design 

play stimulating environments that encourage exploration, sorting, comparing and 

sequencing numbers to support the learner in critical thinking and problem-solving 

skills.     

Guided play pedagogy reinforced the perception that, “Play-based activities must be 

designed to ensure purposive learning.” This reflects a growing understanding 

among educators that guided play must integrate clear learning competences, 

especially in foundational domains like numeracy. As noted by Ntshangase and 

Venketsamy, (2022), guided play pedagogy supports cognitive gains more 
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effectively than free play or direct instruction when teachers considerately set in 

learning goals into playful contexts. 

From the teacher perception, such views demonstrate a shift toward valuing guided 

structured play pedagogy as not merely a classroom management tool but as a 

pedagogical strategy that can meaningfully promote number concept development. 

Teachers who perceive play as educationally purposeful are more likely to design 

activities that encourage counting, sorting, sequencing, and problem-solving skills 

which are essential to early mathematical development (Dağlı et al., 2019; Soar, 

2019; Svensson, 2022). These understandings affirm the importance of teacher 

agency in implementing guided play that bridges playful engagement with numeracy 

outcomes in early childhood education. 

Besides this, Derman et al., (2020) and Mutegi et al. (2021) provided further 

evidence on how teacher support learner engagement during play-based activities 

contribute to positive attitudes and confidence in mathematics. Their findings are in 

line with Carter et al., (2024) which highlight that,  teachers’ perceive their role as 

facilitators rather than direct instructors greatly influence how learners interact with 

number concepts through play. 

In the Ugandan context, Nakabugo et al. (2019);  Mbabazi et al., (2024) emphasized 

the significance of creating well-organized and stimulating learning environments 

using locally available materials. Teachers who recognize the value of such 

environments often perceive play not just as entertainment but as an instructional 

tool that supports holistic development, including cognitive and emotional growth. 

Moreover, studies by Adela, (2024); Cheruiyot, 2024) and Okwanga and Mwesigwa, 

(2022)  revealed that the effectiveness of guided play largely depends on the teaching 
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process and environment. Teachers who adopt child-centred approaches are more 

likely to perceive guided structured play as a viable strategy for fostering number 

sense, sequencing, and pattern recognition in pre-primary learners. 

Despite these understandings, there remains a gap in understanding how guided 

structured play is perceived and practiced specifically within the context of 

Uganda’s Amac Sub-county. This study addresses that gap by exploring how 

teachers in the rural location of Amac interpret and apply guided play pedagogy in 

fostering early numeracy, thereby contributing to a deeper understanding of its 

relevance and practical value in rural educational settings. 

2.4 Summary of Literature 

The current state of the systematic research investigating the interaction between 

guided play pedagogy and number concept development offers a complex picture. 

The importance of enriched, guided play-based learning settings with well-organised 

learning centres that promote mathematical inquiry, collaboration and socio-

emotional development is one of the key components. The accessibility of practical 

teaching tools and efficient evaluation techniques also stand out as crucial elements. 

The research shows a strong connection between guided play pedagogy and learner 

attitudes, confidence, and math achievement, emphasising the significance of both 

the learning environment and instructional strategies. However, in order to make 

thoughtful contributions to the developing area of early mathematics education, 

there is a rising need for context-specific research, such as that conducted in 

Uganda's Amac sub-county. 
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CHAPTER THREE 

METHODOLOGY 

3.0 Introduction  

This chapter dealt with research design, methods, location of the study, target 

population, sample size and sampling techniques, research instruments, 

measurements, validity and reliability, data collection, procedure data processing 

and analysis and ethical consideration.  

3.1 Research design 

The study employed a qualitative case study design, which is appropriate for 

exploring how guided play pedagogy influences number concept development 

among pre-primary learners. This approach enabled the researcher to gain in-depth 

understanding of participants' experiences (Cade, 2023; Pawar, 2021), teaching 

strategies, and assessment practices within a natural setting in Amach Sub County. 

The study focused on how guided play pedagogy creates a stimulating environment, 

assessment practices are used within guided play pedagogy and the perceptions of 

teachers on the influence of guided structured play pedagogy on number concept 

development. 

3.2 Research Methodology 

This study utilized semi structured interviews, observation and documentary review 

to explore the role of guided play pedagogy and learner number concept 

development. Semi structured interviews targeted head teachers and teachers to 

provide varied perspectives (Carter et al., 2024) on the role of guided play pedagogy 

and learner number concept development. Whereas observations involved 

observation checklists for teachers while with learners to provide different views on 
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the role of guided play pedagogy and learner number concept development. While 

documentary review involved documentary review checklist to find out teacher 

preparation that include guided play pedagogy to support learner engagement in 

number concept activities.  

3.3 Location of the Study  

The study was conducted in Amac sub-county, Lira District, because of its suitability 

for providing required study population more effectively in comparison to other sub-

counties in the district. Based on the local government administrative structure, Lira 

District comprises of ten sub-counties and two town councils. It has 68 government 

aided primary schools as well as 44 private primary and 32 nursery schools. Besides, 

Amac, which includes a sub-county and a town council, has more than 18 nursery 

schools, making it an important and representative area for the study. 

3.4 The study Population 

The study population comprised of pre-primary school teachers, head teachers and 

learners in Amac Sub-county who are engaged in the implementation of guided play 

pedagogy to enhance number concept development. Teachers were chosen for their 

active engagement in planning, implementing and evaluating guided play strategies 

(Craig et al., 2021). This provided valuable understanding in how teachers create a 

stimulating environment to support learner number concept development and their 

perceptions directly addressing objective one and three. Learners were observed to 

understand their engagement and participation in number-based guided play 

activities which is aligned with objectives one and two. Head teachers were included 

to provide understandings into curriculum support, school management, and teacher 

support supervision regarding guided play pedagogy which was in line with 
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objective two and three. This arrangement ensured that data collection and analysis 

remained consistent with the study objectives, research questions and problem 

statement thus supporting the integrity and significance of the findings (Owojori, 

2021). 

3.5 Target Population    

The study target population comprised of pre-primary teachers, learners, and head 

teachers in only community and private pre-primary schools in Amac Sub-county 

who are involved in teaching and supporting numeracy learning through guided 

play. This population was believed suitable for the study as it represents those most 

directly affected by the instructional approach under the study  (Muhammad & 

Kabir, 2018). 

3.5.1 Accessible Population 

The accessible population included the specific teachers, learners, and head teachers 

from selected schools in Amac Sub-county who were available and agreed to 

participate in the study. These included participants from schools where guided play 

pedagogy was actively in use and were accessible to the researcher for data 

collection.  The teachers were carefully chosen from selected pre- primary schools 

in Amac sub-county to provide relevant information that were supportive to the 

study. 

3.6 Sample Size and Sampling Techniques 

3.6.1 Sample Size  

The study sample size was determined using the principle of data saturation which 

shows the point at which no new information is being discovered. The population 

was divided into categories of 72 Pupils, 36 Pre-Primary Teachers and 12 Head 
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Teachers totalling to 120 participants in 12 Pre-Schools. Within each school, 

participants were selected based on their potential to offer valuable perceptions in 

the implementation of guided play pedagogy and number concept development. 

These included three (3) pre-primary teachers per school using guided play to teach 

number concepts, six (6) learners observed during guided play periods, one (1) head 

teacher per school to provide pedagogical leadership roles in the implementation of 

guided play pedagogy.  

3.6.2 Sampling Techniques 

The study involved purposive and convenience sampling to select participants who 

were most knowledgeable and experienced in the implementation of guided play 

pedagogy for teaching number concepts. This techniques were ideal for identifying 

individuals who could provide relevant, and in-depth information (Taherdoost, 

2022). Teachers were purposively selected based on their involvement in pre-

primary numeracy instruction using guided play pedagogy. Head teachers were also 

purposively selected from the same schools to provide administrative and 

pedagogical support to teachers. Meanwhile learners were selected through 

convenience sampling based on their participation in the observed classrooms during 

guided play lessons. 

Table 3. 1: Showing Population, Sample size, Sampling procedure and methods 

Category  Population Sample 

size 

Sampling 

technique   

Methods 

Pupils 72  72  Convenience  Observation.  

Teachers 36   36  Purposive   interview, observation, 

document review  

Head 

Teachers 

12   12  Purposive  Structured interview 

Total  120 120 
 

 

Source: Primary data  
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3.7 Data Collection Methods 

This study employed a qualitative approach to explore the role of guided play 

pedagogy in enhancing number concept development among pre-primary learners. 

To obtain comprehensive and credible data, three main data collection methods were 

used: semi-structured interviews, classroom observations, and document review 

(Mashuri et al., 2022; Taherdoost, 2022). These methods were linked to the 

participants groups and the study objectives allowing triangulation and in-depth 

understanding of the occurrences under the study. 

3.7.1 Interview Guides 

The study used a combination of structured and semi-structured interview guides to 

engage participants. I utilised structured and semi-structured interview guides 

because they provide a consistent technique, make analysis easier, focus on study 

objectives, enable flexibility, and enhance participant confidence (Mashuri et al., 

2022). I also conducted in-person interviews, particularly with selected teachers, and 

head teachers, to provide direct and in-depth information on beliefs, experiences, 

challenges, and implementation strategies related to guided play pedagogy and 

number concept development. Additionally, the event recording, and summarising 

diaries tools were used for reminders during extended interviews, ensuring full data 

collection and analysis to increase data accuracy and organisation. 

3.7.2 Observation 

In general, the main unit of observation was teacher preparation and classroom 

management. The researcher used observation checklists to assess how teachers 

prepare scheme of work, lesson plans and learners’ activities and manage their 

classes (Puspita and Suyatno, 2020) for ideal number concept development. This 

included assessing how guided play is implemented (classroom layout), learner 
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engagement, teacher-learner interaction, use of play materials and appearance of 

number concepts in play (Maria et al., 2018). The observation was used to collect 

evidence and comments to determine how teachers support learners in developing 

number concepts using guided play pedagogy strategies. This made it easier to 

obtain first-hand information and experience that is in line with the study objectives 

and research questions. 

3.7.3 Document Review 

Furthermore, the researcher used relevant documents such as schemes of work, 

lesson plans, and learners’ activity records were reviewed. This was to verify how 

teachers planned and integrate guided play in the teaching and learning process, and 

assess the alignment of activities with learner number concept development goals.  

3.8 Measurement 

3.8 .1 Validity and Reliability  

In this study, the validity of the research instrument was ensured by subjecting the 

instrument to analysis of research experts whose recommendation was used to refine 

the instruments developed in order to capture the expected data. The practice of 

pretesting was greatly viewed as an effective method for enhancing data collection 

and interpretation of the findings. In order to ensure the validity in the research 

instruments, the researcher used quality control measures (Rozali et al., 2022). The 

study adapted four guidelines suggested by (McElhinney, 2022) to ensure 

trustworthiness in the qualitative studies. These strategies include; credibility, 

transferability, dependability and conformability. Furthermore validity of the 

research instruments was ensured by producing 10 items based on the study 

objectives and subjecting the instruments to rating by ten experts (Elangovan and 
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Sundaravel, 2021). Seven out of the ten items were ticked right which the researcher 

considered as the content validity index.   

Dependability was ensured by triangulating reliable data collection methods that was 

used in the study, such as interviews, observations and document review (Bonn and 

Pinxten , 2021; Mihailov et al., 2022). The researcher collected data from teachers 

and head teachers using interviews, while Observation was conducted to teachers 

and learners and document review was directed to teachers. Triangulation of 

methods supported in strengthening the data given by different participants using 

different methods for example, during classroom observations, the findings helped 

to strengthen teachers’ and learners’ data (Korstjens and Moser, 2018). The 

researcher’s interpretation was used as another measure of validity. In the statement, 

the researcher described their tendencies and opinion about the study before 

scrutinising the data to see how their preconception had changed after analysing and 

engaging the data on participants’ experiences. According to (Goundar, 2025) 

subjective statements allow the reader to find a position of the findings into the 

context and to understand how the data was constructed by the researcher. All in all, 

this attempt would give the reader an opportunity to assess the study and come to it 

conclusions. 

Conformability was ensured by examining participants’ responses and conducting 

member checks to verify the accuracy of the findings (Korstjens and Moser, 2018; 

Muhammad and Kabir, 2018). The researcher interviewed teachers and head 

teachers to verify facts, clarifications and accuracy. The study draft report was sent 

to Lira education department concerning with pre-primary schools for members to 

check and verify the accuracy of the information about the guided play pedagogy 
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and number concept development in pre-primary schools. Finally the 

trustworthiness of the findings was validated and evaluated (Rozali et al., 2022; 

Ahmed, 2024). 

3.9 Data Collection Procedure  

The research began with an assessment of the study tools' reliability and validity, 

specifically interview guides, and observation guides. Based on the research data 

collection protocol, permission was granted from the department Higher Degrees 

Committee of Kyambogo University to go out to seek permission from Lira District 

Education Office, and the chosen nursery schools. Aside from other measures, the 

key approaches included classroom observations, document review and interviews 

with educators and to assess the integration of numerical concept development into 

the school's daily routine. This exhaustive approach, which included an observation 

checklist, video recordings, and interviews, lasted at least two months.  

3.10 Data Processing and Analysis 

3.10.1 Data Processing  

According to Muhammad and Kabir (2018), data collection methods need to first be 

identified and then linked to the required data. For this study, data processing 

involved data cleaning by editing, scrutinising complete schedules, and checking for 

gaps and consistency. The data were sorted and coded for quality information in 

order to eliminate errors in the scores as well as help in proper identification of 

strengths and gaps during data entry (Isangula et al., 2024). This ensured that the 

data entered fell within the accepted ranges, checking for no responses and removing 

the outliers. 
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3.10.2 Data Analysis  

The data were collected through interviews, classroom observations, and document 

reviews, and were analysed using thematic analysis as outlined by Braun and Clarke 

(Naeem et al., 2023) The analysis of the data occurred concurrently with the data 

collection aligning with assertion that real time engagement with the data enhances 

the credibility of the findings. During data analysis, recordings were transcribed by 

repeatedly listening to audio while comparing the content with the field notes 

(McElhinney & Kennedy, 2022). The purpose was to ensure that data were organised 

and arranged systematically without omitting or alternating any. Transcription is a 

form of translation that requires a researcher to assign meaning to spoken words. 

The use of verbatim transcripts made the participants’ authentic voices and 

intentions were preserved for accurate interpretation.  

Following transcription, rigorous coding process guided by (Naeem et al., 2023) 

iterative model of qualitative analysis. Codes were generated through process of 

familiarisation with the data identifying significant phrases and labelling them based 

on patterns of meaning. The process simplified more abstract interpretation and 

support thematic progress. 

Interview transcripts and observation notes were coded manually to identify 

recurring patterns related to guide play pedagogy and number concept development. 

Themes were derived directly from the data and were closely aligned with the 

study’s objectives and research questions. Direct quotes from participants and field 

notes were used to support and validate each emerging theme (Craig et al., 2021). 

To enhance the credibility of the findings, triangulation was applied by integrating 

data from teachers, head teachers, and classroom observations. This analytical 
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approach ensured a comprehensive and objective evaluation, consistent with the 

specific research objectives presented in earlier chapters. 

 Also, textural descriptions and detailed narratives explaining participants 

experiences. Verbatim quotes were used to preserve the depth and emotions of the 

participants voices and practices as highlighted by (Brennan, 2022) who emphasised 

the significance of narrative clarity in communicating participant experiences. Later, 

structural descriptions which used imaginative variation to explore how the 

experiences occurred revealing underlying structures and contexts influencing those 

experiences.  

The researcher then synthesized both the textural and structural descriptions into 

composite narratives, combining shared meanings across all co-researchers. This 

synthesis marked an essential step toward capturing the essence of the occurrence 

under investigation (Millum & Bromwich, 2020). The integration of these shared 

units aimed to express an integrated understanding of learners’ number concepts 

experiences with guided play pedagogy. 

During the validation stage, narratives were categorised by participant type 

(learners, teachers and head teachers) and shared with the respective individuals for 

member checking (McElhinney & Kennedy, 2022). According to Nabie, (2015); 

Willis, (2019) participant validation enhances the trustworthiness of qualitative data 

by allowing respondents to confirm or correct how their experiences were 

interpreted. Adjustments were made based on this feedback to ensure an accurate 

reflection of participants’ perspectives. 

Finally, the analysis process followed a six-phase thematic approach; familiarization 

with data, generating initial code, searching for themes, reviewing themes defining 
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and naming themes, and producing the report. The themes were contextualized by 

comparing them with existing literature, ensuring that the findings contributed 

meaningfully to the broader discourse on guided play pedagogy and learner number 

concept development (Coleman, 2021)  

Ethical Considerations 

Before the commencement of data collection, the researcher obtained formal 

clearance from the university’s ethics and research committee. Thesis clearance 

served as evidence with instructional and academic ethical standards, ensuring that 

the study met the necessary guidelines for responsible research (De Pascale et al., 

2024). The letter was presented to the Lira District Education Office to facilitate 

accessibility of participants in the selected schools. While at the selected schools, 

the purpose of the research and study objectives were explained to the participants. 

This step was carried out within an authorised and ensuring that the research was 

carried out within an authorized and supportive environment  

Participation in this study was entirely voluntary. All participants, including pre-

primary teachers, head teachers and learners, retained the rights to choose whether 

to participate, decline or withdraw at any point during the research without fear of 

penalty or consequence (Akhurst and Leach, 2023). Each participant was issued a 

consent form, which was clearly explained in person. The form included details 

about the study’s purpose, procedures, possible risks and benefits. Participants who 

proved informed consent did so by signing the form, while those who declined were 

respectfully excluded from the study (Millum & Bromwich, 2020). 
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Confidentiality  

Confidentiality was strictly maintained throughout the research process (Bingley, 

2020). The data collection instruments, such as interviews, observation checklist and 

documentary guides, were deliberately designed without fields for participant names 

or identifying information. This ensured that the data collected could not be linked 

to specific individuals, thus preserving privacy  

Furthermore, the researcher stored all physical instruments (transcripts, notes) in a 

lockable cabinet only accessible to the researcher. Digital data was securely stored 

on a password-protected laptop, with encrypted folders used to restrict access to 

sensitive files To enhance participant privacy, all responses were reported in 

collected form  (Hansson et al., 2022). The researcher ensured that no personal 

identifiers appeared in the final report or any subsequent dissemination of findings. 

This protected participants from reputational risk or unintended exposure, 

particularly given the small academic setting in the study took place(Lamb et al., 

2024).   

In this study, the main unit of observation comprised of pre-primary teachers in 

Amac Sub-county, whose teaching practices, perceptions, and instructional 

materials were observed, reviewed, and analysed. The unit of analysis focused on 

the teachers’ perceptions and instructional strategies regarding the role of guided 

play pedagogy on number concept development among pre-primary learners. The 

analysis of data followed Braun and Clarke’s six systematic steps: familiarization 

with the data, generation of initial codes, searching for themes, reviewing themes, 

defining and naming themes, and producing the final report. 
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3.12 Summary of Methodology 

The chapter presents the methodology used to explore the influence of guided play 

pedagogy on number concept development among pre-primary learners in Amac 

Sub-county. The study adopted a qualitative case study design to allow in-depth 

exploration of teacher strategies, learner engagement, and pedagogical practices 

within real classroom settings. Data were collected from 120 participants, including 

72 learners, 36 teachers, and 12 head teachers, selected from 12 pre-primary schools 

using purposive and convenience sampling. The main data collection tools included 

semi-structured interviews, classroom observations, and document reviews, which 

provided triangulated understanding into the integration and influence of guided 

play. Validity and reliability were ensured through expert review, pilot testing, 

triangulation, and consistent coding procedures. Thematic analysis following Braun 

and Clarke’s framework was employed to analyse data, ensuring alignment with 

research objectives. Ethical approval was obtained, informed consent was secured, 

and confidentiality was maintained throughout the study. 
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CHAPTER FOUR 

DATA PRESENTATION, ANALYSIS AND INTERPRETATION 

4.0 Introduction 

This chapter presents analysis of the data findings, focusing on demographics, 

educational levels, and professional experience. The study intended at assessing 

teachers’ and head teachers’ perspectives regarding the role of guided play pedagogy 

in developing number concepts in ECCE teachers in Amac Sub County. The analysis 

was presented according to the research objectives that focused on guided play 

pedagogy stimulating environment for number concept development, the assessment 

practices that enhance number concept development and teachers’ perceptions on 

the influence of guided structured play pedagogy on number concept development 

in pre-primary education.  

4.1 Background Characteristics 

The background of the study comprises of age of the respondents that ranged from 

20 years to 40 years and above, the gender distribution and years of professional 

experience among which were represented on bar graphs. Education level-based 

certificates, followed with diplomas and bachelor’s degrees holders is represented 

on a pie-chart to ascertain the qualification of the Pre-primary school teacher’s in 

Amac Sub County. 

4.1.1 Age of Respondents  

The data represents the age distribution of respondents in a survey, with a total 

sample size of 48. The respondents were categorised into different age groups: 20–

25 years, 26–30 years, 31–35 years, 36–40 years, and 40 years and older. The 

majority of respondents (n = 23; 47.9%) fall into the 26–30 age group, followed by 
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(n = 14; 29.2%) in the 20–25 age group. The proportions decrease as the age range 

increases, with (n = 8, 16.7%) in the 31–35 age group, (n = 2, 4.2%) in the 36–40 

age group, and the smallest percentage, 2.1%, for respondents aged 40 and above.  

.  

Figure 4. 1: Showing Pre-school Teacher’s Age Levels 

4.1.2 Sex of Respondents 

The provided data presents the gender distribution of respondents in a survey with a 

total sample size of 48. The majority of respondents, accounting for (n = 38, 79.2%), 

identify as female, while (n = 10, 20.8%) identify as male. The gender breakdown 

illustrates a notable imbalance in favour of female respondents. 

 

Figure 4. 2: Showing Pre-school Teachers by sex 
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4.1.3 Education Level of Respondents  

The data reflects the educational qualifications of respondents in a survey with a 

total sample size of 48. Among the respondents, the majority, constituting 56.3%, 

hold certificates, followed by 31.3% with diplomas and 12.5% with bachelor's 

degrees. This distribution indicates a diverse range of educational backgrounds 

within the surveyed population, with a notable proportion possessing certificates and 

a smaller percentage holding higher qualifications such as diplomas or bachelor's 

degrees. 

.  

Figure 4. 3: Showing Pre-school teacher’s Education Levels 

4.1.4 Years of Experience  

Figure 4.4 presents the distribution of years of professional experience among 

respondents in a survey, with a total sample size of 48. The majority of respondents, 

accounting for 54.2%, have accumulated up to 5 years of experience. Following this, 

33.3% have 6–10 years of experience, while a smaller percentage, 8.3%, falls within 

the 11–15 years of experience range. The most experienced group, with 16 or more 

years of experience, constitutes 4.2% of the respondents. The findings suggest a 

diverse range of experience levels within the surveyed population, with a 
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concentration of individuals in the early stages of their professional careers and a 

gradual decline in frequency as experience levels increase. 

 

Figure 1: showing Pre-school Teacher’s years of experience 

Summary of Demographics Analysis 

Commencing with a systematic examination of demographic attributes, this section 

underscores key understandings into the educators involved in the study. Notably, 

there is a predominant representation of individuals aged 26-30, constituting 47.9% 

of the cohort, with a significant majority being female at 79.2%. A breakdown of 

teacher’s educational qualifications reveals that 56.3% hold certificates, and an 

exploration of professional experience indicates that 54.2% have up to 5 years of 

experience, while 33.3% possess 6-10 years. This detailed demographic analysis 

lays the foundation for proper understanding of the study's participant profile. 

4.2 Analysis of Different Research Questions of the Study  

4.2.1 Introduction 

This section presents the qualitative analysis and interpretation of data gathered 

through semi-structured interviews, classroom observations, and document reviews. 
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The findings are organized thematically in alignment with the research questions. 

The perceptions of teachers and head teachers are presented to illustrate patterns, 

variations, and shared experiences across the selected schools in Amac Sub-county. 

Emerging themes are supported with direct quotations from participants and 

locations to instructional documents, enabling a deeper understanding of how guided 

play pedagogy is practiced and perceived in the setting of early numeracy learning. 

4.2.2 Research Question 1:   

How does guided play pedagogy contribute to creating a stimulating environment 

on number concept development among pre-primary learners? 

This research question aimed to examine whether pre-primary school teachers in 

Amac Sub-county implement guided play pedagogy to support the development of 

number concepts among learners. The study required to understand how these 

activities are structured to promote learners’ interest and active participation. It 

further explored the types of learning materials available in the classroom 

environment that support interaction, exploration, hands-on learning, and 

collaboration among learners. In addition, the objective focused on the role of the 

teacher in fostering curiosity and providing appropriate guidance to support number 

learning through play. The data analysis was centred on 36 teachers’ and 12 head 

teachers' views on how they use guided play pedagogy to develop number concept 

in 12 schools basing on the identified themes below. 

4.2.3 Creating a Stimulating Environment through Guided Play 

In creating a stimulating environment through guided play, data was obtained from 

teacher, head teacher and learners through interviews, classroom observations and 

documentary review about the provision in the environment that promotes number 
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relationship, number recognition and number word system. According to the data 

analysis, it has revealed that songs and rhymes included in the environment promote 

learner number concept development best. However, the provision of space, 

mathematics learning areas and facilitating games for example, seven stones, 

number line, and number race were revealed as not commonly perceived 

effectiveness.   

In School 1, Teacher Simon integrated songs and rhymes as part of guided play to 

enhance number concept development. During the lesson, teacher Simon led a group 

of learners in a counting rhyme titled “number one number one where are you, here 

I am…”, where learners used their fingers and classroom counters to physically 

demonstrate counting numbers as they sing the song. 

From the classroom observation, “Teacher Simon begins the lesson by clapping and 

singing a familiar counting rhyme as learners eagerly join in, using their fingers and 

classroom counters to follow along with the numbers. The teacher could pause a bite 

to ask learners to show a specific number of fingers meanwhile others were showing 

group of items by quantity, reinforcing the connection between the song and the 

number concept. 

During the interview, Teacher Simon explained;  

“… for me hmm…songs and rhymes make it easier for my learners to 

remember number sequences and relate them to real objects around 

them…” 

Meanwhile teacher Amidah (school 1) said that;  

“…my learners enjoy singing and making funds during mathematics 

lessons, these help them to relate with each other in class activities, 
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however, this has helped me to support those learners who normally get 

confused easily…..’’ 

A review of instructional documents in School 1 provided additional evidence of the 

integration of songs and rhymes in numeracy lessons. Teacher Simon’s lesson plans, 

schemes of work, and classroom activity charts consistently reflected the use of 

musical strategies to support number learning. In contrast, the documentary review 

of Teacher Amidah’s (school 1) and Daniella’s (school 3) records revealed a more 

teacher-centred approach. Songs and rhymes were not included in the lesson 

preparations, and the materials used were primarily paper-based, offering limited 

opportunities for learners to engage in hands-on, tactile activities. 

The scheme of work indicated the plan of using rhymes and songs during 

introduction and reinforcing number concepts such as counting, number recognition, 

and sequencing as observed in school 3 and school 4. Under Week 5 of the scheme 

of work for teacher Sandra school 4 the competence that shows the use of songs/ 

rhymes in the lesson. “I can count number 1 to 10 using songs and rhymes with real 

objects.” Similarly, the reviewed lesson plans included specific songs that matches 

to numeracy content, for example, in school 3 teacher Chura started a lesson with a 

song ……….. ‘one, two where are you going…..while learners use fingers and bottle 

tops to represent numbers being sung……..” During an interview Teacher Chura 

noted that; 

 ‘’… songs build confidence and make my learners more interested in 

counting, sorting and sequencing number. I love songs and rhymes when 

introducing mathematics lessons, but using counters such as bottle tops and 

counting sticks for the learners to explore during math play is very 

difficult… for me I use number charts and number cards mostly” he 

concluded. 
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Additionally, in school 4, classroom (baby and middle) displayed charts I can count 

number, match the numbers and illustrations for several number rhymes, indicating 

that songs and rhymes were not only used during lessons but also remained visually 

accessible to learners throughout the day. The use of songs and rhymes was found 

to be an effective and intended strategy that created a calm, engaging learning 

environment while supporting number recall, one-to-one correspondence, and 

counting accuracy. Document review and classroom observations confirmed that 

these musical elements were not used randomly but were systematically planned and 

integrated into lessons to promote active participation and meet the diverse learning 

needs of both active and reserved learners. 

In several classrooms especially in schools 2, 3, 4, 5, 10 and 12, the availability of 

guided play numeracy materials were limited. Teachers relied heavily on improvised 

materials including paper-based resources, which did not fully support tactile 

learning, exploration of number relationships and development of number 

vocabulary. A female teacher Nimaro (school 6) reported; 

…’’for me… hmm…I always provide bottle tops, number cards, and 

counting sticks for the learners to explore during mathematics play but the 

materials are always not enough for every learner. However, the few 

materials I use have help my learners to be happy and interested in learning 

counting and comparing numbers better…” 

Teacher Amidah (school 1) and Daniella (school 3) stated that; 

...“we try to make our own materials like number cards and drawings, but 

sometimes the materials don’t last for long…. We do not have enough 

counters and building blocks for all learners… sometimes learners struggle 

for the materials which make class control a problem…” 
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The data obtained from some of the head teachers during the interviews highlighted 

the usefulness of physical objects, noting, "Counters like sticks, bottle tops and 

stones enhance tactile learning." A male head teacher Makmot (school 2) suggested 

that;  

“…for me I think…. I need to start involving my parents in making play 

materials for their learners or they come and make it from school and the 

materials shall be displayed in different learning areas. These will help 

learners to connect classroom activities to home environment and my 

parents will learn to work together with teachers…”  

Additionally, female head teachers Bara (school 3) and Kiteng (school 4) had a 

similar view as stated that;  

“…it is my responsibility to see that classrooms are supplied with a variety 

of tangible objects that can be used for counting and learning number 

activities… Our learners are failing to reason and solve simple 

mathematical problems because of our weak leadership styles…”  

Regarding small group approaches, head teacher (school 2) stated; 

 "…for me I thought that the methods are to keep learners busy at school 

yet it makes learners work together in their small groups while learning 

but…hmmm… I do not see my teachers using them, it seems these teachers 

are thinking of academic teaching …”  

However, opinions varied; head teacher school 6 noted;  

“…hmm…for group activities…my teachers make learners work alone with 

a lot of writing and my classes do not have any space for group activities… 

so it is very difficult for my teachers to promote this government things of 

group learning. This cannot work in my school…”   

Basing on the data presented, it indicated that both teachers and head teachers 

acknowledge the importance of guided play pedagogy in developing number 
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concepts and its implementation is hindered by limited availability of age 

appropriate materials and inadequate classroom space. Some of the schools mostly 

relied on improvised, paper-based resources that do not fully support tactile learning, 

while those who are using items such as bottle tops and counting sticks, were found 

insufficient for all learners. Some teachers reported challenges in sustaining 

homemade materials due to lack of its durability and quantity.  

Also, some of the head teachers, emphasized the value of physical objects and 

expressed willingness to involve parents in material development to enhance 

classroom-home learning connections. However, the continued dependence on 

individuals writing activities and under use of group learning approaches suggest a 

need for greater support in understanding and applying guided play pedagogy 

effectively within resource limited. 

4.2.4 Classroom Organization and Physical Layout 

Regarding classroom space and arrangement, observations revealed that most of the 

classes visited especially in schools 2, 3, 5, 6, 7 and 11 had limited physical space, 

which controlled the effective implementation of hands-on and collaborative 

learning activities. The overcrowded environments made it difficult to set up activity 

centres to allow free movement during guided play lessons, thereby limiting learners' 

opportunities to fully engage in interactive number-based activities.  

Teacher Anne in (school 2) Amidah (school 1) commented; 

“…sometimes I would like to organize number games on the floor and use 

different learning centres, but the space is too small and the furniture is not 

flexible…  So I always take these lessons outside where learners can freely 

express themselves and use varieties of material…. Sometimes the learners 

are engaging in peer and group learning which enhance the social 

development and finer muscles…” 
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The opinions varied, some of the head teachers like in (school 6 and 7) noted that;  

“…hmm…for flexible seating…my teachers make learners sit in one place 

throughout the term and my classes do not have any space for playful 

leaning…this has affected their creativity and exploration skills …’’  

To address this challenge, the schools should consider reorganizing classroom 

layouts and labelling simple numeracy centres with playful and portable materials. 

Where possible, outdoor spaces can be utilized for guided play activities to allow 

more flexible and child-friendly learning environments especially during morning 

circle. 

During an interview with some of the head teacher; Jacky head teacher (school 5) 

noted;  

‘’… for me I have organised a workshop and trained my teachers to guide 

play without controlling it. This has helped our learners think 

independently as they engage with number activities individually or in their 

small groups…..”  

The teacher’s facilitation style contributed to a rich and learner friendly 

environment. Guided play pedagogy allows learners explore and discover new ideas 

while being supported, which created room for curiosity and critical thinking about 

number concepts. 

4.2.5 Role of the Teacher in Creating Guided Play Stimulating Environment to 

Enhance Number Concept Development. 

The findings of this study revealed that teachers play a vital role in designing and 

facilitating a stimulating learning environment that promotes number concept 

development through guided play. Across the preschools visited in Amac Sub-
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county, teachers took on multiple roles to ensure learners could meaningfully engage 

with number-related tasks in an interactive and supportive setting. 

One of the key roles observed was that teachers organized the classrooms to include 

selected learning areas, often using locally available materials such as bottle tops, 

number charts, and number cards. In schools 1, 2 and 5, teachers had labelled spaces 

like the “Math area (learning Area 4)” where learners could freely access materials 

for counting, matching, and sorting.  Teacher Sandra from School 4 stated;  

“… hmm I always try to set up different areas for activities like the number 

counting and building block to help learners rotate and engage with 

different play activities...but the inadequacy of materials and space always 

affect my lessons greatly…whenever I talk to the school leaders, they only 

say we shall see it next time and their next time is not ending…. ”  

Similarly, Teacher Daniella from School 4 mentioned; 

“…for me I make sure there are always counting objects, number charts 

and number cards available in the classroom for learners to interact 

with…”  

These examples reveal a careful effort by teachers to provide hands-on materials and 

organize learning spaces that stimulate learner curiosity and participation. However, 

space limits in schools like 3, 4, 5, 9 and 11 especially in Top and Middle classrooms 

limited the full implementation of guided play pedagogy strategy to number concept 

development. Teachers also emphasized their role in making the learning 

environment inclusive and child-friendly. Teacher Simon from School 1 explained;  
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“… for us in our school we always encourage learners to move around and 

work in small groups, sitting in one place for too long makes them fail to 

concentrate, meanwhile movements help learners enjoy learning.” Teacher 

Amidah added as, “… we sometimes let our learners choose their own play 

activities during the maths lessons, that freedom keeps learners engaged, 

confident and express themselves freely and I love to see my learners 

working together…”  

These views reflect an understanding of how learner independence and freedom of 

movement around the class contribute to a stimulating environment and number 

concept development. 

Some teachers also acted as facilitators of guided play activities. During classroom 

observations, several teachers were seen leading number songs, rhymes, and 

structured play responsibilities that encouraged learners to explore number 

relationships. For example, Teacher Komoli guided learners through a “number 

hop” game, prompting them to jump on the correct number while counting aloud. 

These activities maintained a balance between learner independence and teacher 

support. 

Another key role expressed by teachers was scaffolding and guiding learners during 

play. Teacher Alice from School 4 was observed and pointed out that;  

“…for me during guided play, I move around and ask learners questions 

about what they are doing, like how many sticks they have counted or how 

have you sorted…. that helps them think and talk about numbers which 

helps me to support individuals according to the problem I see…”  
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Teacher Nimaro from School 6 added; 

“… for me my role is not just to supervise but to guide learners through 

questioning and giving small clues about the activities to help discover 

answers by themselves.”  

These understandings illustrate how teachers support deeper learning by interacting 

with learners within the play setting to build confidence and fostered a positive 

attitude towards number activities, even among reserved learners. 

As observers and assessors, teachers used guided play to informally assess learners’ 

levels of number understanding. Teacher Nimaro shared;  

“… hmm I can tell among the learners who is struggling with counting by 

watching how they sort objects during the lesson... ”  

Such observations allowed teachers to direct and follow up activities as well as 

providing individualized support where needed. Despite their commitment, teachers 

also pointed out difficulties in creating an ideal play environment, including 

overcrowded classrooms and lack of resources. Male teachers Gineno from School 

7 and Makome School 5 noted;  

“We want to create good play spaces, but with too many learners in the 

class and very small rooms, it is hard to set up play areas properly….”  

Nonetheless, teachers often relied on creativity and improvisation. As Teacher 

Daniella and Komoli explained; 

“We use bottle tops, sticks, and old boxes to make our own play materials. 

It’s not perfect or adequate but it works for teaching counting and grouping 

which has helped our learners to compare and describe objects well…”  
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These reflections show how teachers adapt to constraints while still striving to 

promote interactive learning. Additionally, some teachers highlighted the 

importance of setting routines and behavioural expectations to maintain an 

organized play environment. Teacher John School 4 and Teacher Nimaro remarked; 

“… young learners need regular instructions even during play, so we 

always give learners clear instructions before the activity starts, so they 

know what to do and how to take care of materials but sometimes we do 

not give them chance of doing their own activities...” 

The documentary review showed that some teachers effectively integrated guided 

play into numeracy lesson preparations. According to scheme of work and lesson 

plan from Schools 1, 2, 5 and 12 teachers planned some activities involve reading 

numbers using number cards and number charts mostly. The songs were observed 

to enhance number learning and some of the classroom layout allows movement and 

group activities, which shows a child-friendly setting. These documents 

demonstrated that deliberate planning and spatial organization significantly 

supported number concept development through guided play pedagogy. 

On the contrary, the documentary review revealed several gaps and loopholes in how 

teachers designed learning environments for guided play. In some schools, lesson 

plans lacked clear descriptions of guided play numeracy activities, and focused on 

teacher-centred instruction such as rote counting and chalkboard demonstrations. 

Lesson competence states: ‘’Learner can copy numbers from 1–20 with no mention 

of materials and learner interaction,” I read lesson plans from Schools 4, 6 and 11. 

Schemes of work from some schools had no evidence of planned guided play 

activities for the entire term, as observed in lesson plans from Schools 6, 7, 8 and 

10. These findings suggest that despite the acknowledged value of guided play 
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pedagogy, some teachers struggled to interpret this into classroom practices possibly 

due to lack of training, resources, and institutional support. 

In summary, majority teachers see themselves as active facilitators of guided play 

environments by arranging space, preparing materials, and scaffolding learning, and 

managing routines. While limited age appropriate resources and space present 

challenges, their expressions reflect a strong sense of support, creativity, and 

dedication to fostering an engaging and stimulating environment that engages 

learners’ number concept development through play. 

4.2.6 Research Question 2:  

What assessment practices are teachers using within guided play pedagogy to 

enhance number concept development in pre-primary schools in Amac Sub-county? 

This research question explored how assessment practices embedded within guided 

play pedagogy contribute to the development of number concepts among pre-

primary learners in Amac Sub-county. To achieve this, the researcher collected 

qualitative data through semi-structured interview and documentary review with 

teachers and head teachers, as well as classroom observations using a structured 

checklist. The focus was on understanding how assessment is integrated into guided 

play activities and how it supports learner’s conceptual understanding of numbers 

following the themes.  

4.2.6.1 Assessment Practices within Guided Play Pedagogy 

This section presents findings on the assessment practices employed by pre-primary 

school teachers within guided play settings, and how these practices support number 

concept development among learners in Amac Sub-county. The data were gathered 

through interviews with teachers and head teachers, observations of classroom 
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practices and reviews of relevant documents such as schemes of work, lesson plans, 

and learner progress records. 

4.2.6.2 Observational Assessments during Guided Play 

Classroom observations revealed that the most common form of assessment during 

guided play was teacher observation. Teachers closely monitored how learners 

engaged in activities such as counting games, number songs, and sorting tasks. For 

example, in School 1, Teacher Simon was observed using a number rhyme activity 

where learners used their fingers and bottle tops to represent numbers. As they 

played, he took note of learners' ability to count accurately, match numbers to 

objects, and follow number sequences and provided necessary feedback. 

Teachers used this observational approach to measure learner progress informally. 

Teacher Amidah (School 1) shared during the interview; 

“…When learners are playing, I can easily see who understands counting 

and who needs more help. It helps me know how to follow up by correcting 

learners’ behaviours using correct responses… but l do not write the 

actions for further references like to parents or the office….” 

Similarly, in School 4, Teacher Sandra used number hop game where learners 

jumped while counting numbers. The teacher observed how learners identified 

numbers, followed directions, and applied counting skills. Also, it was observed in 

School 7 Teacher Damalie and school 5 Teacher Rose used a number clap game 

where learners clap as feedback while counting the numbers like taa-taa-taa, taa-taa-

taa taaaa. The teacher observed how learners clapped and identified numbers, 

followed the rhythm, and applied the accurate counting skills.  

The most of teachers were able to identify the learner who was not counting to the 

rhythm or directions and provide the necessary support accordingly. In this situation, 
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some classes had less hands-on activities which was challenging to observe 

individual learner’s contributions in the lesson. For example, in school 6, 7, 9, 10 

and 11 (Top and Middle class) where the activities were more of teacher led with 

very few materials, which denied learners chance to express themselves. In an 

interview with the teachers, Alice from school 4 and teacher Kiki from school 12 

noted;   

“….for us we do not know how to make our learners play games while 

learning our school did not teach us that methods of teaching.  …We shall 

tell our head teachers to make one workshop like that for us….it would help 

us improve on our ways of teaching…” 

Some head teachers acknowledged that teachers in their schools had adopted 

informal observation-based assessment strategies during guided play pedagogy. 

They appreciated the use of questioning, peer interaction, and real time monitoring 

to track learners’ understanding of number concepts; 

“…for me… hmm my teachers always use what they see and hear during 

play to assess learner’s progress, but I do not understand how they do their 

things…I need to be more serious in supporting my teachers in order to 

obtain quality learning...”  

Noted a head teacher from School 1. Others reported that teachers documented 

learners’ achievements in guided play activities using learner’s portfolios and 

anecdotal records; 

“…some of our teachers’ could record learners’ counting skills and 

participation during guided play in weekly assessment activities but we are 

constrained by parents’ expectations of receiving numerical marks…” 

suggested head teacher school 5. 
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These practices were seen as effective in capturing the holistic development of 

young learners and aligning with the learner-centred goals of guided play pedagogy. 

Despite these efforts, several head teachers expressed concerns over variations and 

gaps in assessment practices within guided play pedagogy. Some reported that some 

of the teachers lacked clarity on how to assess learning outcomes during play 

activities.  

“… hmm there are teachers who just let learners play but don’t link the learners 

play to learning competence and tracking what is being achieved by our learners...,” 

remarked head teacher school 3 and school 8. Others noted that record keeping was 

often neglected, and assessment data from play lessons were rarely used to inform 

instruction.  

“Most of the time, our teachers do not have records of what was assessed 

during guided play and even during story telling…, teachers want to write 

full marks in the learners progress report cards to make parents happy of 

their children’s good marks and yet these marks does not show what the 

child can do…” commented a head teacher from School 4.  

Due to lack of standardized tools and guidance on guided play assessment has 

contributed to shallow evaluation approaches. These gaps highlighted the need for 

further training and structured support to strengthen assessment practices within 

guided play contexts. 

4.2.6.3 Use of Informal Questioning 

Another common assessment method was informal questioning during play 

activities. Teachers would ask questions such as; teacher Simon (school 1) could ask 
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“Can you show me five bottle tops?”, “How many stones do you have?”, and 

“Which number comes next?”  

These open-ended questions enabled teachers to assess learners’ thinking and 

understanding in real-time without interrupting the flow of play.  

In School 3, Teacher Chura and school 2 Teacher Kamoli were observed stopping a 

number song to ask a learner to show a specific number using fingers or counters. A 

quick respond was given following the learner responses which motivated them in 

learning. While less common, some teachers used simple checklists to track learners’ 

performance during guided play. These checklists included competences such as: I 

can count 1 to 10 using real objects. I can match numbers with quantities. I can 

follow a sequence during a counting game. Teacher Simon (School 1), Teacher 

Daniella (School 3) and Teacher Kamoli (school 2) have showed a sample checklist 

they used to record observations after each guided play session, indicating the 

integration of informal assessment into planning and reflection. 

4.2.6.3 Document Review on Assessment Integration 

A review of lesson plans and schemes of work showed that assessment was 

sometimes planned alongside guided play activities. For example, Teacher Sandra’s 

lesson plan in School 4 for Week 3 included the assessment:  

“…I will observe learners as they use bottle tops, counting sticks to count 

and match numbers during a song…this helps me to gage the level of 

learners’ performance.” 

However, in several schools, assessment plans were either unclear meanwhile others 

had missing assessment records from lesson documents. Majority of schools were 

found with assessment records showing row marks for midterm and end of the term’s 

test. Some teachers admitted relying on memory or general impressions rather than 
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structured tracking. Teacher Gineno (School 7) and Teacher Nimaro (School 5) had 

similar ideas as stated;  

“…for us we do not always write down how each child is doing. I just 

remember who is struggling or who got it right during the game since we 

know all our learners by their names…normally these parents of ours like 

seeing their children going with marks so why wasting my time recording 

what they can do….”  

Furthermore, teacher Kamoli (school 6) and, Teacher Chura (School 3) noted that 

parents demand a lot from school about learners’ marks. Kamoli quoted one parent; 

“… me, I want my child to be given work every day and I help my child to 

count and write the numbers from home but teachers only give work for 

shading which I do not understand it and there are no colours for shading 

in my home because I have brought all the colours you asked me to buy to 

school now what can l use...”   

The data from the head teachers during the interviews highlighted the usefulness of 

provision of oral work, noting; 

"…for me in my school if my learners can tell their names, parents’ names, 

and the name of their school and also telling names of their teachers these 

help in promoting speaking skills hmm…apart from that, even my teachers 

make learners count and compare objects during P.E lessons which 

promote their memory to sort and count things in the environment…” 

One head teacher suggested that;  

“…for me I think…. I need to help my teachers teach more orally rather 

than giving these learners more written work as their parents want us to 

do…” These will help learners to develop strong communication skills and 

have many mathematics vocabulary…”  
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Likewise, one of the head teachers stated that;  

“…these parents are confusing us, they want their learners to write good 

work in day one in school. Parents are forcing us to give exams to these 

young learners who cannot even hold pencils because of marks which the 

only know, this government should save us in nursery schools otherwise…”   

Regarding learners’ progress records, one head teacher stated,  

"…hmm for me in my school, my parents want to see only ticks and the 

marks that the child has got, I think I should call these parents for a meeting 

and tell them the kind of examination in nursery classes…”  

The discussions revealed that while some teachers planned assessment within guided 

play such as observing counting during songs, many schools had unclear and missing 

assessment records. Most relied on midterm and end-term test marks, with limited 

evidence of continuous tracking. While some teachers were using memory rather 

than written records to monitor learner progress. Parents were reported to put 

pressure on teachers for frequent written work and visible marks, which is often 

misunderstood the value of guided play pedagogy. Head teachers highlighted the 

benefits of oral work and suggested shifting focus from written tasks to activities 

that build communication and mathematics vocabulary.  

4.2.6.4 Challenges in Assessment during Guided Play 

Teachers identified several challenges in effectively assessing learners during 

guided play these included; Time constraints arise due to tight schedules and 

academic demands, teachers often had limited time to document or reflect on their 

observations. It was observed that the allocated time to guided play activities was 

often insufficient due to rigid daily schedules and a focus on academic drilling, 

especially in preparation for assessments which was observed in all the seven 

schools visited. “Teacher Anne and teacher Simon reported; 
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… for us… we have many lessons to cover and the demand from parents 

about the child’s work... so we only manage short play lessons, and 

sometimes we skip them when time runs out… in order to give learner 

written work….” 

Large class sizes as many classrooms were overcrowded, making it difficult for 

teachers to monitor all learners effectively. 

Limited resources, Teachers reported a lack of durable play materials to support 

diverse assessment tasks. As Teacher Amidah (School 1) noted; 

 …“sometimes we lack materials like counters, so we cannot involve every 

child equally in the play activities…” 

The findings indicate that assessment practices within guided play are primarily 

informal, with teachers relying heavily on observation, questioning, and occasional 

checklists. These practices are used to assess key number concepts such as counting, 

number recognition, sequencing, and one-to-one correspondence. 

Although the informal nature of assessment aligns with the principles of early 

childhood education, its effectiveness is affected by related challenges such as large 

class sizes, limited instructional materials, unrealistic demands from parents and the 

absence of structured assessment documentation. If these challenges are minimised 

consistently, these practices will help teachers identify learners’ strengths and 

learning gaps, allowing them to adjust instruction and provide individual support 

accordingly. 

Assessment practices within guided play pedagogy in pre-primary schools in Amac 

Sub-county are largely informal and observation-based. Teachers assess learners by 

watching their participation in number-related games, posing spontaneous questions, 
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and occasionally using checklists. These practices support the development of 

number concepts by providing immediate feedback and allowing teachers to tailor 

instruction. However, their full potential is limited by inadequate time, resources, 

and documentation practices. 

4.2.7 Research Question 3:  

What are teachers’ perceptions of the influence of guided structured play 

pedagogy on number concept development in Amac Sub-county? 

This section discusses findings in line with research question 3, drawing on themes 

from interviews, classroom observations, and document reviews conducted across 

12 pre-primary schools in Amac Sub-county. The purpose was to examine how 

teachers perceive the role of guided structured play pedagogy in enhancing number 

concept development among young learners. The analysis was guided by key 

themes, including teachers’ understanding of guided play pedagogy, perceived 

benefits, instructional strategies, challenges, and overall attitudes. The study 

critically interpreted the findings in relation to theoretical frameworks and relevant 

literature, highlighting key perceptions of teachers and head teachers on guided 

structured play pedagogy and its contribution to number concept development.  

4.2.7.1 Teachers’ Understanding of Guided Structured Play Pedagogy 

The study revealed variation in teachers’ understanding of guided structured play 

pedagogy. Some, teachers had positive ideas meanwhile others had mixed ideas, like 

Teacher Simon and Teacher Daniella, demonstrated a clear understanding of guided 

play as a structured flexible approach where teachers facilitate play to target specific 

numeracy concepts. Others eight teachers like Teacher Kamoli and Teacher Alice, 
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understood guided play in more general and behaviour management terms, with 

limited appreciation of its pedagogical value. 

Interviews with teachers and head teachers revealed varied levels of understanding 

of guided structured play pedagogy. Teachers from Schools A, E and H exhibited a 

strong grasp of the concept, describing it as a teacher-led approach where learning 

objectives are achieved through planned play activities. Teacher Rose from School 

A explained that; 

“…for me I understand guided play pedagogy as a way to teach through 

fun and allows learners to understand counting and number patterns more 

easily…” Similarly, Teacher Alice from School C shared that; 

 “…children actively participate and enjoy learning when engaged in 

structured play activities such as number relays and sorting games.  When 

learners are happy while working together as my work is to direct them on 

what they want to do…“ 

In contrast, teachers from seven schools including Schools K and L displayed limited 

understanding, with Teacher Peter from School B equating guided play pedagogy to 

free play and expressing uncertainty about its influence on learning outcomes. 

Teacher John from School D associated guided play more with physical activity that 

make learner happy as they work together with less numeracy learning. 

Across all schools, teachers generally acknowledged the benefits of guided play for 

number concept development, though to varying extents. In Schools A and C, 

teachers confidently stated that guided play pedagogy enhances learners’ 

understanding of numbers, especially in counting, sequencing, and number 

recognition. For example, the use of songs, games, and locally available materials 

was reported to make learning more enjoyable and meaningful. Teacher Alice 
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emphasized that learners are more attentive and responsive when engaged in play-

based learning. In Schools B and D, while some benefits were recognized such as 

improved learner engagement and effective behaviour management. Meanwhile 

some teachers were less certain about the direct academic gains from guided play 

pedagogy due to unclear implementation and insufficient support. 

Classroom observations confirmed these perceptions. In School A, the teachers 

effectively used counting songs integrated with movement, where learners jumped 

and clapped to specific numbers. Learning competences were clearly communicated, 

and the teachers assessed learners’ level of understanding through direct questioning 

and observation. In School C, guided play was actively implemented using natural 

materials like stones to form number patterns. Learners worked in groups, and the 

teachers provided prompts to facilitate conceptual understanding, showing a strong 

link between guided play pedagogy and numeracy learning. Conversely, in Schools 

B and D, guided play-based activities were either absent or poorly executed as 

majority of the teachers were found less concern about learners play. In School B, 

for instance, the teacher relied on rote oral questioning without involving hands-on 

and interactive materials. In School D, E, F and J, counting game was attempted, but 

learners appeared confused, and the limited classroom space made it more difficult 

to conduct structured activities effectively. 

A review of instructional documents further supported these observations. Schools 

A and C had lesson plans and schemes of work that clearly integrated guided play 

activities aligned with specific numeracy competence. These documents showed 

evidence of planning for both play and assessment, with some teachers recording 

formative observations and learner responses. In contrast, Schools B and D had 
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insufficient references to guided play in their instructional documents. Activities 

were either missing or not clearly linked to number concept development, and 

assessment strategies were largely summative, lacking structured approaches for 

capturing learning during play. 

Despite the recognized value of guided structured play, several challenges hindered 

its effective implementation. Teachers in all four schools reported constraints such 

as overcrowded classrooms, lack of appropriate teaching and learning materials, and 

insufficient professional development. In School D, these challenges were 

particularly acute, with the teachers citing a small and congested space and lack of 

play items as key limitations. Teachers also noted limited awareness among parents 

and some school leaders, who sometimes dismissed play as unimportant in academic 

development. These factors demotivated some teachers from fully adopting guided 

play approaches. 

Nonetheless, teacher attitudes towards guided structured play remained largely 

positive. Teachers in Schools A and C expressed strong support for guided play, 

viewing it as a powerful and appropriate strategy for teaching early numeracy. They 

showed enthusiasm and willingness to learn more about how to design effective 

play-based lessons. Teachers in Schools B and D, while supportive in principle, 

expressed hesitation due to inadequate training and lack of confidence in aligning 

play with learning objectives. The teachers recommended increased capacity 

building, resource provision, and institutional support to boost the effectiveness of 

guided play pedagogy. 

In conclusion, the findings show that while teachers in Amac Sub-county generally 

view guided structured play as a valuable tool for number concept development, 
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there are significant variations in understanding, implementation, and support across 

schools. Schools A and C demonstrated more consistent and effective use of guided 

play, supported by detailed planning, active classroom practices, and formative 

assessment. Schools B and D, however, require additional support to strengthen 

teacher capacity, improve resource availability, and foster an enabling environment 

for play-based pedagogy to thrive. Addressing these gaps can enhance the quality 

and consistency of early numeracy instruction across the sub-county. 

4.2.7.2 Perceived Benefits of Guided Structured Play on Number Concept 

Development 

Across most schools, teachers expressed strong belief in the benefits of guided play 

for engaging learners and improving number recognition, counting, and comparison. 

Teacher Simon and Teacher Daniella described how activities like counting songs, 

sorting, and matching with manipulatives improved learner participation and 

concept retention. The study findings also showed that guided play encouraged 

collaborative learning, especially in inclusive settings where slow learners could 

participate actively.  

However, some teachers, like Kamoli and Alice, were less confident in linking 

guided play to numeracy development, which identifies gaps in teacher competent 

to align play with curriculum competences. The teachers view also suggest a 

lingering disconnect between play and perceived "serious learning," an issue that 

needs to be addressed through pedagogical mind set shifts. 
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4.2.7.3 Challenges of Implementing Guided Play on Number Concept 

Development 

A recurring theme across schools was the set of structural and systemic challenges 

impeding the effective use of guided play. These included overcrowded classrooms, 

lack of instructional materials, inadequate training, and time constraints due to large 

class sizes. The findings show that most schools in rural settings are physically and 

pedagogically unprepared for learner-centred approaches like guided play. The lack 

of locally flexible assessment frameworks, compounds the challenge by 

discouraging teachers from experimenting with flexible instructional models. 

Six teachers including Kamoli remarked; 

 “…for me l sees parents and school administrators’ resistance to play that 

reflect a wider socio-cultural attitude…  teachers’ efforts are often shaped 

and constrained by community beliefs about what constitutes real learning, 

there is need to sensitize stakeholder to redefine the role of play in formal 

learning contexts…. 

Moreover, the absence of policy support and clear implementation guidelines 

highlighted by four head teachers indicated a broader institutional gap for effective 

early childhood pedagogies which require systemic support, not just classroom-level 

enthusiasm. 

4.2.7.4 Support Systems and Resources for Guided Play Implementation 

Teachers and head teachers consistently identified limited resource as a key obstacle 

in implementing guided play pedagogy in enhancing learner number concept 

development. These resources included shortage of manipulatives, teaching aids, 

and safe play spaces restricted the scope and frequency of guided play activities. 
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Teacher Peter and Teacher Alice emphasized that improvisation could not fully 

substitute for properly designed educational materials. 

Majority of the head teachers highlighted that successful implementation of guided 

play requires thoughtful resource planning and infrastructural investment to link 

mathematical cognition in early years to hands-on exploration with real objects and 

symbolic materials.  

Notably, peer collaboration and local support emerged as promising informal coping 

strategies to strengthen guided play pedagogy in pre-primary schools of Amach Sub 

County. Teachers like John and Kamoli appreciated sharing ideas and materials 

among colleagues, reflecting understandings that peer learning among teachers 

enhances instructional creativity, particularly where formal training is effective. This 

calls for more Continuous Professional Development (CPD) across the sample the 

ECD centres and others in order to generate more new methodologies that will 

support quality number concept development. 

4.2.7.5 Summary  

The perceptions of teachers and head teachers in Amac Sub-county reveal a broadly 

positive attitude toward guided structured play as a pedagogical tool for number 

concept development. However, the study also surfaced significant variations in 

understanding, confidence, and implementation, shaped by resource availability, 

professional training, and institutional support. 

The researcher noted the critical role of the teachers as a mediators of guided play 

pedagogy. Where teachers effectively scaffold learner number concept development 

learning through guided play, which support learners demonstrate increased 
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motivation, participation, and concept retention in and out of school. However 

systemic barriers such as inadequate space, limited materials, weak policy 

frameworks, and sociocultural misconceptions continue to hinder best utilization of 

guided play. Addressing these gaps through CPD, resource mobilisation, curriculum 

alignment, and stakeholder engagement is essential for scaling effective early 

numeracy instruction in pre-primary settings. 
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CHAPTER FIVE 

DISCUSSION, CONCLUSION AND RECOMMENDATION 

5.0 Introduction 

The chapter presents a detailed summary of the study findings based on the three 

study objectives. The chapter begins with a discussion of the findings as it is 

informed by the research questions of the study. It also draws conclusions and 

outlines key recommendations for improving the use of guided play pedagogy to 

enhance number concept development in pre-primary schools in Amac Sub-county. 

The chapter is structured around the main themes arising from data collected through 

semi-structured interviews, classroom observations, and document reviews. 

5.1 Discussion of the findings 

5.1.1 How does guided play pedagogy contribute to creating a stimulating 

environment on number concept development among pre-primary learners? 

Understanding the Stimulating Environment in Context  

The concept of a "stimulating environment" varies globally and is shaped by local 

educational and cultural contexts. In the United States, it is linked to supportive 

school culture and climate that encourages holistic development (Lah, 2020). In 

India, Shazia Kouser, (2022) describe it as an environment rich in play materials that 

foster early learning. Uganda’s Ministry of Education and Sports MoES, (2018); 

Sargsyan et al., (2024) emphasize a stimulating environment as one that ensures 

safety, care, and empowering learners to become confident and equipped with 

lifelong learning competencies. In Amac Sub-county, these definitions meet through 

guided play pedagogy, where teachers utilize locally available materials and setting 

specific strategies to support number concept development. 
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Classroom Organization, Physical Layout and its usage to Stimulate Number 

Concept Development 

Findings show that pre-primary teachers in Amac Sub-county use a variety of guided 

play strategies, including number rhymes, sorting games, jumps, and bottle top 

counting. These activities aim to develop number sense, number words, counting, 

and basic operations. The degree of structure in these play activities varied 

significantly across schools. 

Teacher Simon (School 1) and Teacher Daniella (School 3) stood out for effectively 

aligning guided play with numeracy goals. They scaffold activities using number 

cards, stones, and bottle tops to help learners’ sort, count, and compare quantities. 

Their practices demonstrate the views of Kisa et al. (2020), who stress the 

importance of local materials in enhancing teacher creativity and learner 

engagement. Also, Guarrella (2023) supports this, noting that such materials act as 

stimuli in developing number concepts. 

The Role of Teacher Experience and Gender in Guided Play 

The study revealed that gender and teaching experience play significant roles in 

shaping guided play implementation. Female teachers with longer experience such 

as Teacher Alice (School 4) exhibited more patience and creativity in guiding group 

play and promoting collaboration. In contrast, younger and less experienced 

teachers, (20 to 25 years) especially those without formal training in guided play 

pedagogy, tended to rely heavily on rote counting and unstructured physical 

movement, which limited learning outcomes. This inconsistency highlights the 

importance of targeted professional development, especially in ECD focused guided 

play pedagogy (Taiwo, 2023). 
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Classroom Environment, Flexibility, and Learning Spaces 

Several schools in the study lacked flexible classroom arrangements conducive to 

guided play. Learners were often kept in fixed seating with limited access to learning 

centres with less exploration spaces. In School 2, Teacher Komoli’s and Anne’s 

lessons were mostly teacher led, lacking manipulatives and interactions. This 

environment opposes recommendations by Mendenhall et al. (2021),; Worku, 

(2025) who argue that well-structured learning spaces enhance guided play 

outcomes. Similarly, Sangiuliano Intra et al. (2023) emphasize that flexible spaces 

foster stronger teacher learner relationships and deeper conceptual understanding. 

Teachers in Amac are therefore encouraged to create classroom layouts that allow 

free movement, self-direction, and differentiated learning. 

Resource Availability and Use of Local Materials 

The availability and creative use of resources strongly influenced the effectiveness 

of guided play pedagogy. Teachers like Daniella (School 3) and Teacher Rose 

(School 5) demonstrated creativity by using old boxes, sticks, and bottle tops for 

counting, sorting and comparing activities. However, several classrooms faced 

resource shortages, large class sizes, and space constraints, limiting implementation. 

These observations support Mbabazi et al., (2024); Ogolla (2018) and Smedsrud et 

al. (2024), who argue for community involvement in providing natural play 

materials and adequate space to foster numeracy through play. 

Influence of Teacher Training and School Leadership 

Teacher capacity-building emerged as a key driver of effective guided play 

pedagogy. In School 4, Head Teacher Kiteng noted that teachers who attended ECD 

workshops returned with improved skills and strategies, making lessons more 
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interactive. This aligns with Karuppiah (2022), who found that teachers with 

advanced nursery training are better positioned to implement guided play pedagogy 

that supports numeracy. Stakeholder investment in continuous professional 

development is therefore essential to sustain meaningful change. 

Challenges Limiting Effective Implementation 

Despite promising practices, several constraints were noted. Many classrooms either 

lacked sufficient space, appropriate teaching aids, or had overcrowded conditions. 

In School 7, learners sat in congested rooms with no visible learning centres, and 

lessons focused on verbal instruction without tactile learning. These gaps often 

resulted in excessively teacher-led activities disconnected from numeracy goals. As 

Parker et al. (2022) ; Özbay Karlıdağ, (2021) suggest, guided play must be 

intentional and linked to clear learning objectives to foster holistic development. 

Stakeholder Roles and Future Considerations 

Creating a stimulating environment +requires collaboration between teachers, 

parents, and school leadership. According to Bolin (2015) and Lah (2020), 

stakeholders must invest in creating resource rich, learner friendly spaces. Guided 

play pedagogy, when supported adequately, can develop learners’ mathematical 

reasoning and creativity skills essential for 21st-century competence (Ekeh & 

Educators, 2023; Paxton, 2022). In Amac Sub-county, the use of songs, rhymes, 

natural materials, group games, and physical play spaces must be deliberately 

planned and implemented. Liu & Tian (2023) emphasize the importance of self-

directed learning and collaboration in promoting number concept development. 
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Summary and Implications 

In conclusion, guided play pedagogy has the potential to create stimulating 

environments that support number concept development among pre-primary 

learners in Amac Sub-county. Teachers like Simon, Daniella, and Komoli shown 

innovative practices that aligned with research supported strategies. However, 

implementation was often hindered by structural and pedagogical challenges, 

including inadequate space, resources, and training. Addressing these gaps will 

require holistic support, including stakeholder involvement, teacher training, and 

infrastructural investment. By drawing on both global literature and local practices, 

this study calls for an improved focus on related factors to ensure effective 

integration of guided play pedagogy into early childhood numeracy instruction. 

5.1.2 Assessment practices that were used in pre-primary schools in Amac Sub-

county 

Assessment in early childhood education is increasingly recognized as a basis for 

supporting holistic learning and development. Globally, scholars emphasize that 

assessment at this level should be flexible, child-centred, and integrated within play-

based pedagogies (Cade, 2023; Yun et al., 2021). Pre-primary assessment is often 

characterized by informal strategies such as observation, questioning, and 

documentation of children’s interactions (Montoya-Fernández et al., 2024); Pyle et 

al., 2020). These practices align with Vygotskian perspectives, which highlight the 

importance of scaffolding learning within the child’s ZPD through dynamic teacher 

child interaction (Parker et al., 2022).  
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Within the African context, scholars argue that effective assessment in pre-primary 

classrooms should be contextualized, drawing on locally available materials and 

culturally relevant play activities to both engage learners and provide meaningful 

understanding into their developmental progress (Takumi, 2025; Nicholas et al., 

2021). In this regard, assessment through guided play has gained importance as it 

not only nurtures foundational numeracy skills but also promotes creativity, 

problem-solving, and social interaction (Fesseha & Pyle, 2016). 

Comparatively, European pre-primary frameworks and those in UK, also emphasize 

formative assessment, through teacher observations and documentation of learning 

activities (Kangas et al., 2022;  OECD, 2020). The assessment focuses on supporting 

individualized learning progress. Similarly, in parts of Asia, including Singapore 

and China, early years assessment is developing from a traditionally academic 

orientation toward more play-based, formative approaches, with teachers 

increasingly using structured observations and portfolios to track development 

(Kangas et al., 2022); Al-Hendawi et al., 2025). These international practices 

emphasise the informal strategies observed in Amac Sub-county, suggesting a 

shared global shift toward assessment approaches that prioritize the child’s learning 

process over standardized outcomes. 

It is against this global and regional setting that the findings from Amac Sub-county 

are located. Besides these, data from interviews, classroom observations, and 

document reviews revealed that assessment practices in the sub-county’s pre-

primary schools remain predominantly informal, reflecting broader international 

trends in early childhood assessment. Teachers commonly used observation, 

questioning, and learner interaction to assess understanding during numeracy related 
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play activities. For example, Teacher Simon (School 1) used bottle tops during 

number rhymes and observed learners’ engagement and accuracy to adjust his 

support accordingly. Likewise, Teacher Daniella (School 3) and Teacher Kamoli 

(School 2) assessed sequencing and matching skills through spontaneous 

questioning and visual prompts during group games. Informal checklists were also 

used by Teacher Damalie and Teacher Simon to monitor learners’ counting skills 

and attainment levels. 

These assessment strategies align with Vygotsky’s sociocultural theory, which 

emphasizes that learning is mediated through social interaction and occurs within 

the learner’s (ZPD). In this model, the teacher roles as a more knowledgeable adults, 

offering scaffolding to promote development. This corresponds with the views of 

Paxton (2020) and Ndabezitha et al. (2023), who argue that effective early childhood 

assessment should focus on observation, feedback, and guided support rather than 

formal testing. 

Assessment practices varied across schools, largely influenced by teacher 

qualifications and training in early childhood education. In schools where teachers 

had professional ECD training, guided play was not only used for instruction but 

also served as a means of ongoing assessment. For example, Teacher Alice and 

Teacher Sandra used sorting and classifying games, combined with verbal 

responses, to assess learners’ numeracy understanding. 

In contrast, teachers with limited training and less experience struggled to integrate 

assessment meaningfully into guided play pedagogy. Observations indicated that in 

some schools, activities lacked structure and assessment was related. A female head 

Teacher Kiteng noted, “Most of our teachers use observation, but few of them 
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document what they observe.” Document reviews confirmed that many lessons plan 

lacked specific assessment goals, and learner records were general and irregular. 

According to Syafrina (2021), effective assessment should identify skills gained and 

support future scaffolding. Furthermore, Hübner et al. (2022) highlight the close 

relationship between early language development and mathematics vocabulary, 

indicating the need for assessments that capture both cognitive and communicative 

competencies. 

Teachers reported pressure from parents to provide frequent written assessments, 

which often conflicted with the nature of guided play pedagogy globally. In (School 

G), the researcher observed learners doing weekly written exercises to meet parental 

demands for evidence of learning. However, this sometimes led to unrealistic 

practices, such as parents completing homework for their children. As one teacher 

observed, “Some parents are unable to assist their children from home, while other 

parents do the homework for their children.” 

These tensions highlight cut off parental expectations and developmentally age 

appropriate practices. From the interviews conducted, sixteen teachers 

recommended sensitizing parents to the goals of guided play. This is consistent with 

who argue that parental involvement is most effective when aligned with guided play 

pedagogy and age-appropriate pedagogical approaches. 

Despite acknowledging the value of guided play assessment, many teachers 

continued to rely on formal tests due to administrative reporting demands. Teacher 

Kamoli, Teacher Alice, and others mentioned that tests were given mainly to 

generate report marks, rather than to reflect true learning outcomes. As they stated, 



   

81 

 

“Sometimes we give tests because we are required to report marks to the 

administration, but these do not show the child’s real learning.” 

In School 7, mid-term and end-of-term tests were emphasized over formative 

methods overpowering assessment through observation. Head Teacher Dano 

admitted, “We need more support to help teachers use play to assess learners, 

especially those who are new to this way of teaching.” These practices contradict 

the recommendations from some teachers who advocates for child-centred 

assessment methods in early learning environments, such as portfolios and anecdotal 

records, instead of academic-style testing as noted by (Al-Hendawi et al., 2025; (Al-

Hendawi et al., 2025)Al-Hendawi and Hussein, 2024) 

Some teachers demonstrated effective alignment between guided play pedagogy and 

sociocultural assessment. For example, Teacher Daniella (School 3) used probing 

questions such as, “Why do you think this group of bottle tops is more?” to stimulate 

learner reasoning. In School 2, Teacher Kamoli created peer assisted learning 

situations where learners corrected one another’s counting errors. 

These practices support teacher Daniella and teacher Rose who emphasize that 

effective preschool assessment involves observation, questioning, feedback, and 

scaffolding. When properly implemented, formative assessment during guided play 

can foster critical thinking and conceptual development. However, such strategies 

require pedagogical knowledge and confidence, which many teachers in Amac Sub-

county lacked. Majority of head teachers requested for continuous professional 

development to build teacher capacity in aligning instruction and assessment 

through play which is in line with (Luciana,  2024). 
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The study identified a range of interrelated factors that influenced the 

implementation of effective assessment in guided play settings: 

Teacher-related factors which include limited training in guided play pedagogy 

assessment, low confidence, and reliance on outdated testing methods. 

Parental factors due to demand for academic style tests and lack of understanding of 

guided play goals and innovativeness.  

Learner factors that are related variation in home support, motivation, and readiness 

for guided play pedagogical activities. 

Classroom environment with overcrowded settings and lack of learning materials, 

which constrained one-on-one observation and feedback. 

These findings align with the work of Pyle et al. (2023) and Mary et al. (2021), who 

emphasize the need for a supportive environment, strong school home partnerships, 

and consistent classroom routines to sustain guided play pedagogy. 

The study found that the most effective practices involved observing learners during 

play, using open-ended questions, and maintaining learner journals or portfolios. For 

example, Teacher Alice (School 4) used checklists to record progress in number 

recognition and one-to-one correspondence. However, such practices were limited. 

As Teacher Damalie (School 7) noted, “We try to give feedback, but sometimes the 

numbers are too many, and we cannot follow up every child.” This highlights the 

need for systemic support. 

Similarly, Ndabezitha et al. (2023) and Smedsrud et al. (2024) argue that guided 

play pedagogy requires smaller class sizes, appropriate materials, and teacher 

training to enable meaningful observation and assessment. There is need to engage 
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in early pre-primary pedagogy approaches in order to offer economic returns of 7 to 

13 dollars for every dollar spent (Ejuu and Opiyo, 2022). As a result, many high 

quality ECE settings have adopted their own policies to  enrol learners using 

available opportunities (Watson and Collins, 2022). Without these conditions, even 

committed teachers may find it difficult to sustain formative assessment practices. 

Summary and Implications 

This objective explored the assessment practices used by pre-primary teachers in 

Amac Sub-county within guided play pedagogy. The findings revealed that most 

teachers used informal, observation-based assessment strategies consistent with 

Vygotsky’s sociocultural theory and guided play pedagogy learning principles. 

Teachers such as Simon, Daniella, Kamoli, and Alice demonstrated good practices 

by embedding assessment in everyday play, using questioning, scaffolding, and 

learner reflection. However, formal assessments still dominated in many schools due 

to administrative and parental pressures. The study emphasizes the urgent need for 

professional development, stakeholder sensitization, and better learning 

environments to support holistic assessment practices aligned with guided play 

pedagogy. Strengthening these components will enhance number concept 

development and support meaningful early learning experiences for all learners in 

Amac Sub-county. 

5.1.3 Teachers perceptions on the influence of guided structured play pedagogy 

on number concept development in Amac Sub-county 

In the exploration of the third study objective involving the teachers’ perceptions on 

the influence of guided structured play pedagogy in enhancing number concept 

development and the adjustment of number concept development in pre-primary 
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education. The study found that most experienced teachers had positive perceptions 

of guided play pedagogy as an effective and engaging approach to teaching number 

concepts. Majority teachers noted that guided play pedagogy strategies increased 

learner motivation, participation, and comprehension, especially among slow 

learners. These findings are consistent with research by (Karatas et al., 2017;  Ogar 

et al., 202; Smith and Cekiso, 2020) which emphasizes that guided play pedagogy 

supports active learning and enhances cognitive development in early numeracy. 

Also, more experienced teachers have an upper hand of guiding young learners 

effectively.  

However, despite favourable attitudes, teachers faced practical limitations such as 

large class sizes, lack of training, and time constraints. This reflects Vygotsky’s 

sociocultural theory, where the learning environment and the adult’s role are 

essential in shaping cognitive development. Without adequate support and 

manageable class conditions, the effectiveness of guided play is weakened. 

While acknowledging the significance of routines for number vocabulary, a majority 

of teachers encountered challenges in maintaining consistent practices for number 

concepts, reflecting differences in pedagogical approaches and highlighting the 

fundamental role of guided structured play pedagogy in shaping learners' 

understanding of numerical concept. Previous studies such as Clerkin and Gilligan-

lee, (2018); Mutegi et al., (2021); Pyle et al., (2023) and Wickstrom and Deluca, 

(2019), highlight the influence of structured play in learning environments being 

consistent with the current research findings. They also study best moment the ways 

that learner confidence, teacher support, and early exposure to numeracy activities 

all steadily affect their mathematical achievement in a variety of educational 

settings.  
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However, as studies by Ogolla, (2018) have shown, there are inconsistencies and 

difficulties in the application of guided play pedagogy, which throws light on the 

complex system of issues hindering successful implementation and its effects on 

learner achievement outcomes. 

In the context of limited existing studies, particularly concerning the interplay 

between guided play pedagogy and number concept development, there is a strong 

case for undertaking a comprehensive investigation in this area. This research 

initiative aims to clarify and address the important problems that significantly affect 

young learners' basic mathematical abilities. These problems are particularly 

common in rural schools, where there are insufficient educational resources and few 

skilled teachers.  

Knowledge of learners’ number concept development is linked to a basic cognitive 

foundation with language for advanced mathematics (Ndabezitha, 2022). However, 

most teachers in the sub county are challenged to help learners, relate number 

concepts of figures to number words. In quality with contemporary scholarly 

dissertation, existing critical understandings emphasize the fundamental role of 

play-based education, particularly guided play pedagogy, in shaping learner’s 

numerical competencies. Besides that, Cramman et al. (2018) noted this approach's 

effectiveness, supporting its influence on learner’s mathematical interests and 

capabilities. However, current literature also emphasizes gaps and challenges, 

advocating for a deeper understanding of the mechanisms underlying guided play's 

facilitation of number concept development. This argument is supported by Hadani 

& Hirsh-pasek, (2021) and Zosh et al. (2018), who have highlighted the influence of 

guided play pedagogy on learner’s mathematical interest and capacity. 
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Furthermore, the involved influences on guided play pedagogy and learner 

numeracy development, as lightened by various scholarly inquiries, emphasize the 

complexity of this educational domain. Teachers' competence, attitudes toward 

mathematics, and learner factors, such as parental support and interest, significantly 

shape number concept development (Agango 2014; Metropolis et al. 2016).  

Similarly, Mitana, (2018) observed that existing educational assessments do not 

address the requirements and situations of individual learners. Meanwhile MoES, 

(2018) noted that teacher pedagogical practices in the teacher training institutions 

are not emphasising the current national education goals.  All these can be strengthen 

through regular continuous professional development to improve teacher’s 

pedagogical skills (Okumu and Opio, 2023). Also, Jovanice et al., (2023) found CPD 

increases teacher collaboration by allowing them to explore and discuss practical 

methods of enhancing their instructional approach, like developing effective number 

concepts. 

Addressing the highlighted challenges in teacher training and support, classroom 

environments, and learning area design becomes influential for scaffolding the 

development of learner number concepts. This emphasizes the critical need for a 

holistic understanding of the diverse components influencing guided play pedagogy 

and its influence on number concept development in pre-primary education, as noted 

by (Kjoberg, 2020); Nicholson, 2018; Nicholson, 2019;  (With et al., 2019);  

(Assessment & Learning, 2020). 

5.2 Conclusions  

In conclusion, the study probing into pre-primary education through the lens of 

guided play pedagogy offers comprehensive understandings of learner number 
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concept development. Demographically, the dominance of educators aged 26-30, 

mostly female, and with certificates highlights the circumstance.  

The study explored the role of guided structured play pedagogy in enhancing number 

concept development among pre-primary learners in Amac Sub-county. The 

findings, drawn from interviews, classroom observations, and document reviews 

across seven out of twelve schools, demonstrate that guided play, when effectively 

implemented, creates stimulating environments that support young learners’ 

understanding of numeracy. 

First, the study established that guided structured play pedagogy contributes 

significantly to the creation of engaging, child-centred environments that stimulate 

number concept development. Teachers who utilized local materials, integrated 

number songs, sorting games, and counting activities were able to foster learners’ 

number counting, comparison, sequencing, and problem-solving abilities. However, 

these practices varied greatly depending on teacher training, experience, classroom 

conditions, and available resources. 

Secondly, the study found that assessment practices within guided play were 

primarily informal and formative in nature. Teachers used observation, questioning, 

and peer interaction to support learners’ progress. Yet, inconsistencies in 

implementation determined by lack of training, high parental expectations for formal 

assessments, and administrative pressures challenged the potential of guided play 

pedagogy as an effective assessment tool. 

Thirdly, teachers’ perceptions of guided play were largely positive, with many 

acknowledging its role in enhancing learner engagement, motivation, and concept 

retention. Nonetheless, challenges such as overcrowded classrooms, limited 
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materials, and insufficient professional development hindered full scale 

implementation. Teachers like Simon, Daniella, Kamoli, and Alice shown promising 

practices, but others struggled due to limited support and unclear pedagogical 

guidance. 

The study concludes that while guided play pedagogy holds transformative potential 

for early numeracy learning in Amac Sub-county, its success depends on a well-

coordinated approach involving teacher training, resource provision, classroom re-

organization, and stakeholder sensitization. The alignment of theory with practice, 

through continuous professional development and supportive policy frameworks, 

will be critical for long-term influence. 

5.4. Recommendations 

Based on the findings and conclusions, the following recommendations are made: 

Strengthen Teacher Capacity through Continuous Professional Development 

(CPD) 

The Ministry of Education and Sports (MoES), in collaboration with district 

education authorities, should provide regular CPD workshops focused on guided 

play pedagogy, play-based assessment strategies, and number concept development. 

Emphasis should be placed on linking play to curriculum goals and using formative 

assessment tools. 

Integrate Guided Play pedagogy into Pre-service and In-service Training 

Curricula 

Teacher training institutions should embed guided structured play pedagogy into 

their training syllabi to ensure pre-primary teachers graduate with the necessary 
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skills and mind set. Refresher programmes for serving teachers should be 

standardized and accredited to maintain teaching quality. 

 Improve Classroom Environments and Access to Play Materials 

Local governments, NGOs, and school management committees should invest in 

creating flexible, safe, and resource rich learning spaces. Schools should be 

encouraged to use locally available, low-cost materials such as bottle tops, sticks, 

seeds, and boxes to facilitate hands-on number activities rather that relaying on paper 

work. 

Promote Collaborative Learning and Peer Teaching 

Schools should adopt peer learning strategies among teachers to encourage sharing 

of best practices in guided play pedagogy. Head teachers should provide time during 

staff meetings for reflection and planning around guided play pedagogy numeracy 

instruction. 

Develop Clear Policy Guidelines on Assessment in Guided Play Contexts 

The MoES should create guidelines that emphasize formative and observation-based 

assessments within guided play settings. Assessment tools such as learner portfolios, 

checklists, and anecdotal records should be promoted to document learner progress 

in number concepts and other learning areas meaningfully. 

Sensitize Parents and Stakeholders on the Value of Guided Play Pedagogy 

Community sensitization programmes should be launched to shift parental attitudes 

from exam-oriented learning to developmentally appropriate, guided play pedagogy 

approaches. Schools can organize open days or learner exhibitions to demonstrate 

the learning gains from guided play. 
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 Monitor, Assess and Support Implementation Progress 

The District Inspector of Schools and Centre Coordinating Tutors should conduct 

regular school visits to support the implementation of guided play pedagogy. 

Feedback mechanisms should be established to identify gaps and provide targeted 

support to teachers and schools. 

Foster Cross-sectoral Collaboration 

The study recommends partnerships between education stakeholders, health 

professionals, and community leaders to support a holistic approach to early 

childhood development. This includes integrating nutrition, hygiene, and 

psychosocial support within guided play activities for optimal learner outcomes. 

Summary  

To attach the full benefits of guided play pedagogy in numeracy development, it is 

essential to move from isolated, teacher-led initiatives toward systemic change of 

learner-initiated activities. By creating enabling environments, building teacher 

capacity, and fostering community involvement, guided play pedagogy can become 

a foundation of quality early childhood education in Amac Sub-county and beyond. 

5.5 Areas for Further Research 

Based on the findings of the study on the influence of guided play pedagogy on 

number concept development in pre-primary education, several key gaps have been 

identified that require further scholarly investigation. Here are well-defined Areas 

for Further Research for your study on guided play pedagogy and number concept 

development in pre-primary schools: 

Future research could track learners over time to examine the long-term influence of 

guided play pedagogy on number concept development and later mathematical 
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achievement. Such studies would provide evidence on retention, transfer of skills, 

and foundational readiness for primary school mathematics. 

A comparative study between urban and rural schools could explore how contextual 

differences (resource availability, parental involvement, teacher qualifications) 

influence the effectiveness of guided play in supporting number concept 

development. 

Given the central role of teacher training, future studies could assess how different 

models of continuous professional development (CPD) influence teachers’ 

knowledge, attitudes, and actual classroom practices related to guided play 

pedagogy. 

Research can explore how parents understand and implement guided play at home 

and how this complements school-based efforts. Studies could also examine the 

effectiveness of parent sensitization programmes in supporting play-based learning 

at home. 

Further research could examine how gender norms, disability, and inclusion are 

addressed in guided play settings. This would inform more inclusive pedagogical 

approaches that ensure equitable learning opportunities for all learners. 

There is a need to develop and validate context-appropriate assessment tools that 

align with guided play pedagogy. Such tools could help teachers effectively monitor 

and document learners’ progress in number concept development through play. 

Investigating how leadership practices, school culture, and administrative support 

influence the implementation and sustainability of guided play in early childhood 

education settings can provide valuable insights for policy and school management. 
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5.6 Limitation of the study 

Although the current study made a significant contribution, it also has some 

limitations. The study was conducted using a very small selection of participants in 

only Lira district. These factors will not allow for the findings to be generalised to 

broad Ugandan population. Furthermore, the selection was comprised of researchers 

and practitioners like teachers’ learners and parents, leaving out other important 

stakeholders such as non-governmental organisations and religious leaders. 

The researcher faced several challenges during the recently concluded research 

project: 

The limitations in resources presented significant hurdles, compelling the researcher 

to navigate financial, logistical, and human resource constraints. Mitigating this 

scarcity involved utilizing meagre funds derived from various sources, including 

workshops, school practices, and national monitoring. Additionally, the researcher 

resorted to cost-effective strategies and maximized the use of existing institutional 

infrastructure. 

The constraints of time exerted pressure on the research process, necessitating 

careful navigation within project timelines and delegation of responsibilities during 

data collection and analysis. Meticulous planning and time allocation across each 

research stage were essential to ensure high-quality outcomes and meet stringent 

deadlines for data collection and subsequent publication. 

Ethical considerations were of utmost importance. Prior to data collection, the 

researcher diligently sought and obtained necessary permissions to proceed with the 

research. Instances of conflict and disagreements during proposal development and 
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data entry were observed and effectively managed with guidance from experienced 

mentors, particularly in addressing conflicts of interest. 

The process of data collection and analysis presented its own set of challenges, 

particularly in participant recruitment, access to specific populations, and potential 

biases. To address these issues, the researcher implemented diverse selection 

alternatives, resorted to phone calls for absentee participants, and enforced stringent 

quality control measures. Collaboration with statisticians played a crucial role in 

ensuring accurate and efficient data analysis, especially with extensive or intricate 

datasets. 

Minimizing bias and subjectivity throughout the research process required the 

implementation of rigorous study designs, the adoption of blinding methods, and a 

commitment to transparent reporting of methods and results. Peer review and 

collaboration with fellow researchers were instrumental in identifying and 

addressing potential biases. The researcher made reproducibility a priority by openly 

sharing research protocols and data among experts and supervisors, encouraging a 

collective effort to enhance the validity of the research. 

In the realm of scholarly research presentations, the researcher encountered 

cognitive challenges. However, findings were optimized through clear and concise 

writing, supplemented by expert and supervisor reviews. 

Despite these challenges, the researcher's perseverance, collaborative spirit, and 

innovative approaches significantly contributed to meaningful advancements in the 

field of research. 

  



   

94 

 

REFERENCES 

(Luciana Ngalonsa1*, 2024). (2024). Teachers’ Competence as an Avenue for 

“Learning Through Play Pedagogy” in Preschools: A Case of Makindye 

Ssabagabo Division. East African Journal of Education Studies, 7(1), 77–89. 

https://doi.org/10.37284/eajes.7.1.1719 

Achievement, S. (2022). Building Links between Early Academic Skills and Later 

Academic Achievement : A Cross-Country Analysis Umut Birkan Özkan , 

National Defence University , uozkan@msu.edu.tr ,. 12, 305–336. 

https://doi.org/10.31704/ijocis.2022.013 

Adela, R. (2024). Child to Child Pedagogy and Smooth Transition Readiness from 

Home Based Centers to Primary One. Jcdee, June, 1–12. 

https://journal.ncdc.go.ug/index.php/JCDEE/article/download/7/10 

Adotevi., & Taylor. (2019). Secondary education in Sub-Saharan Africa teacher 

preparation deployment and support. March. 

Agango, C. O. (2014). Influence of Interactive Teaching Methods on Achievement 

in Mathematics Among Preschool Children , in Nyang ’ Oma Zone , Muhoroni 

District ,. 

Akhurst, J. E., & Leach, M. M. (2023). Confidentiality, informed consent, and 

multiple relationships in four emerging regions. Ethics and Behavior, 33(3), 

175–182. https://doi.org/10.1080/10508422.2022.2152339 

Al-Hendawi, M., & Hussein. (2024). Impact of assessment on childhood education 

theories and practice. Modern Early Childhood Teacher Education: Theories 

and Practice, February, 84–101. https://doi.org/10.4018/979-8-3693-0956-

8.ch004 

Al-Hendawi, M., Hussein, E., & Darwish, S. (2025). Direct observation systems for 



   

95 

 

child behavior assessment in early childhood education: a systematic literature 

review. Discover Mental Health, 5(1). https://doi.org/10.1007/s44192-025-

00139-z 

Amananti, W. (2024). No 主観的健康感を中心とした在宅高齢者における 健康

関連指標に関する共分散構造分析Title. 4(02), 7823–7830. 

Annet, K. A. (2024). The Role of Play in Early Childhood Education: Balancing Fun 

and Learning. Eurasian Experiment Journal of Arts and Management 

(EEJAM), 5(3). 

Assessment, E., & Learning, P. (2020). New directions for kindergarten education. 

120(3). 

Atiqah, N., Noh, M., & Eng, H. T. (2024). Teaching Early Numeracy Skills : Hands-

On Learning in Times of The Covid-19 Pandemic. 13(1), 882–898. 

https://doi.org/10.6007/IJARPED/v13-i1/17640 

Aunio, P., Korhonen, J., Ragpot, L., Törmänen, M., & Henning, E. (2021). This is 

an electronic reprint of the original article . This reprint may differ from the 

original in pagination and typographic detail . An early numeracy intervention 

for first-graders at risk for mathematical learning difficulties Please cite the 

origin. Early Childhood Research Quarterly, 55, 252–262. 

https://doi.org/10.1016/j.ecresq.2020.12.002 

Awoniyi, F. C., & Butakor, P. K. (2021). The role of teacher-student relationship on 

performance in mathematics of the eleventh graders in the Cape Coast 

metropolis: Critical friendship perspective. Cogent Education, 8(1). 

https://doi.org/10.1080/2331186x.2021.1908690 

Bagnato, S. J., Macy, M., Dionne, C., Smith, N., Robinson Brock, J., Larson, T., 

Londono, M., Fevola, A., Bruder, M. B., & Cranmer, J. (2024). Authentic 



   

96 

 

Assessment for Early Childhood Intervention: In-Vivo & Virtual Practices for 

Interdisciplinary Professionals. Perspectives on Early Childhood Psychology 

and Education, 8(1). https://doi.org/10.58948/2834-8257.1066 

Believe, B. W. E. (2017). Annual Report 2017. 

Bernabini, L., Tobia, V., Guarini, A., & Bonifacci, P. (2020). Predictors of 

Children’s Early Numeracy: Environmental Variables, Intergenerational 

Pathways, and Children’s Cognitive, Linguistic, and Non-symbolic Number 

Skills. Frontiers in Psychology, 11(November), 1–15. 

https://doi.org/10.3389/fpsyg.2020.505065 

Bessong, C., & Ejar, F. (2015). Trends In Secondary Schools Science. 5(2), 234–

245. 

Bezuidenhout, H. S., Africa, S., & Bezuidenhout, H. (2018). Diagnostic test for 

number concept development during early childhood. Henning 2013, 1–10. 

Bingley, W. J. (2020). The Psychology of Information Access Regulation : How 

Confidentiality Shapes our Social World. 

Björklund, C., Ekdahl, A., & Kempe, U. R. (2021). Implementing a structural 

approach in preschool number activities . Principles of an intervention program 

reflected in learning. Mathematical Thinking and Learning, 23(1), 72–94. 

https://doi.org/10.1080/10986065.2020.1756027 

Björklund, C., Heuvel-panhuizen, M. Van Den, & Kullberg, A. (2020). Research on 

early childhood mathematics teaching and learning. ZDM, June. 

https://doi.org/10.1007/s11858-020-01177-3 

Bonney, E., Villalobos, M., Elison, J., Sung, S., Wosu, A., Ssemugabo, C., Pariyo, 

G., Kajungu, D., Rutebemberwa, E., Hyder, A. A., & Gibson, D. (2021). 

Caregivers’ estimate of early childhood developmental status in rural Uganda: 



   

97 

 

A cross-sectional study. BMJ Open, 11(6). https://doi.org/10.1136/bmjopen-

2020-044708 

Boruah, J., & Borah, T. (2021). Musical activities for enhancing number concepts 

in preschool children. 10(9), 37–44. 

Bosco, L. J., Mugabo, A., Charles, M., John, K., Namagero, T. S., Mugenyi, D. K., 

Judith, N., Lawrence, S., Muhamadi, K., Justine, N., Mirembe, N. B., Shiba, 

N., & Mugagga, A. M. (2025). A Critical Analysis of Early Childhood 

Education Curriculum Reforms in Uganda. A Case Study of Buloba Primary 

Teachers College, Uganda. East African Journal of Education Studies, 8(2), 

594–609. https://doi.org/10.37284/eajes.8.2.3092 

Brennan, N. M. (2022). Methodological insights: interview quotations in accounting 

research. Accounting, Auditing and Accountability Journal, 35(9), 382–411. 

https://doi.org/10.1108/AAAJ-06-2022-5843 

Bubikova-moan, J., Hjetland, H. N., & Wollscheid, S. (2019). ECE teachers ’ views 

on play-based learning : a systematic review. 1807. 

https://doi.org/10.1080/1350293X.2019.1678717 

Cade, J. (2023). Child-centered pedagogy: Guided play-based learning for preschool 

children with special needs. Cogent Education, 10(2). 

https://doi.org/10.1080/2331186X.2023.2276476 

Carter, E., Hategeka, K. B., & Singal, N. (2024). Head teacher and government 

officials’ perceptions of teaching quality in secondary education in Rwanda. 

Educational Management Administration and Leadership, 52(6), 1455–1476. 

https://doi.org/10.1177/17411432221130587 

Cheruiyot, B. (2021). Vygotsky Sociocultural Theory of Child Development: More 

Knowledgeable Other (MKO) and the Zone of Proximal Development (ZPD). 



   

98 

 

ResearchGate, January 2021, 2–19. 

https://doi.org/10.13140/RG.2.2.35985.40804 

Cheruiyot, B. (2024). East African Journal of Education Studies Effectiveness of 

Play-Based Learning Method in Promotion of Early Literacy Skills Among 

ECDE Children. 7(3), 479–488. https://doi.org/10.37284/eajes.7.3.2178 

Chimfwembe-gondwe, G. (2020). Play-Based Pedagogy in ECE Centres : An 

Emphasis on Module Improvement for Expanse Students. 9(12), 774–778. 

https://doi.org/10.21275/SR201213022753 

Chychuk, A. (2016). The System of Teacher Education Management in Great 

Britain. Comparative Professional Pedagogy, 5(4), 80–86. 

https://doi.org/10.1515/rpp-2015-0070 

Citadel, T., Citadel, T., Citadel, T., Citadel, T., Beach, D., Springs, C., Citadel, T., 

& Citadel, T. (2020). Using Course Workbooks as a Classroom Supplement. 

Clerkin, A., & Gilligan-lee, K. (2018). Pre-school numeracy play as a predictor of 

children ’ s attitudes towards mathematics at age 10. April. 

https://doi.org/10.1177/1476718X18762238 

Coleman FSfET M Ed BSc (Hons) Dip N Cert Ed RMN, P. (2021). Validity and 

Reliability within Qualitative Research in the Caring Sciences. International 

Journal of Caring Sciences, 14(3), 2041–2045. 

Colliver, Y., Brown, J. E., Harrison, L. J., & Humburg, P. (2022). Free play predicts 

self-regulation years later: Longitudinal evidence from a large Australian 

sample of toddlers and preschoolers. Early Childhood Research Quarterly, 59, 

148–161. https://doi.org/10.1016/j.ecresq.2021.11.011 

Copping, L., Tymms, P., Aleksić, G., Bartholo, T., Howie, S. J., Koslinski, M. C., 

Merrell, C., Vidmar, M., & Wildy, H. (2024). Is the order of learning numerals 



   

99 

 

universal? Evidence from eight countries and six languages. Cognitive 

Development, 69(November 2023). https://doi.org/10. 1016/j. cogdev. 

2023.101391 

Craig, S. L., McInroy, L. B., Goulden, A., & Eaton, A. D. (2021). Engaging the 

Senses in Qualitative Research via Multimodal Coding: Triangulating 

Transcript, Audio, and Video Data in a Study With Sexual and Gender Minority 

Youth. International Journal of Qualitative Methods, 20, 1–12. 

https://doi.org/10.1177/16094069211013659 

Cramman, H., Gott, S., Little, J., Merrell, C., & Tymms, P. (2018). Number identi fi 

cation : a unique developmental pathway in mathematics ? Research Papers in 

Education, 00(00), 1–27. https://doi.org/10.1080/02671522.2018.1536890 

Cronin-Golomb, L. M., & Bauer, P. J. (2023). Self-motivated and directed learning 

across the lifespan. Acta Psychologica, 232(December 2022), 103816. 

https://doi.org/10.1016/j.actpsy.2022.103816 

Dağlı, H., Dağlıoğlu, H. E., & Atalmış, E. H. (2019). Development of a Preschool 

Teachers’ Pedagogical Content Knowledge Scale regarding Mathematics. 

International Journal of Assessment Tools in Education, 6(4), 617–635. 

https://doi.org/10.21449/ijate.593636 

De Pascale, G. P., Fischer, T. J., Moreland, W. M., Geirsson, H., Hrubcová, P., 

Drouin, V., Forester, D., Payet--Clerc, M., da Silveira, D. B., Vlček, J., 

Ófeigsson, B. G., Höskuldsson, Á., Torfadóttir, H. K., Valdimarsdóttir, I. K., 

Blöndal, B. D. J., Jónsdóttir, I., Jónsson, S., & Thordarson, T. (2024). On the 

Move: 2023 Observations on Real Time Graben Formation, Grindavík, Iceland. 

Geophysical Research Letters, 51(14). https://doi.org/10.1029/2024GL110150 

Derman, M. T., Zeteroğlu, E. Ş., & Birgül, A. E. (2020). The Effect of Play-Based 



   

100 

 

Math Activities on Different Areas of Development in Children 48 to 60 Months 

of Age. https://doi.org/10.1177/2158244020919531 

Draft, F., & Report, S. (2023). Investing in the Future : A Cost-Benefit Analysis of 

Pre-Primary Education in Uganda Final Draft Study Report This report was 

prepared Genesis Analytics for the Uganda Ministry of Education and Sports 

with support from. September. 

Editor, D. (2024). Journal of Medicine , Surgery , and Public Health. 2(January), 0–

3. https://doi.org/10.1016/j.glmedi.2024.100051 

Education, M. O. F. (2018). The early childhood care and education policy. 

December. 

Edwards, S., & Edwards, S. (2021). Process quality, curriculum and pedagogy in 

early childhood education and care. 

Ejuu, G. (2015). Is this Early Childhood Development Ours ? Deciphering what 

African Parents want their Children to Learn in Early Childhood Development. 

12(1), 30–44. 

Ejuu, G. (2018). Development Of Early Childhood Education Taylor and Francis 

Taylor and Francis Not for distribution. Handbook of International 

Perspectives on Early Childhood Education, 282–295. 

https://www.academia.edu/39814863/20_Development_of_Early_Childhood_

Education_in_Uganda 

Ejuu, G., Apolot, J. M., & Serpell, R. (2022). Early childhood education quality 

indicators: Exploring the landscape of an African community perspective. 

Global Studies of Childhood, 12(2), 170–180. 

https://doi.org/10.1177/2043610619832898 

Ejuu, G., & Opiyo, R. A. (2022). Nurturing Ubuntu , the African Form of Human 



   

101 

 

Flourishing Through Inclusive Home Based Early Childhood Education. 

7(February), 1–6. https://doi.org/10.3389/feduc.2022.838770 

Elangovan, N., & Sundaravel, E. (2021). Method of preparing a document for survey 

instrument validation by experts. MethodsX, 8(April), 101326. 

https://doi.org/10.1016/j.mex.2021.101326 

Elofsson, J. (2017). Children’s early mathematics learning and development 

Number game interventions and number line estimations (Issue 199). 

https://liu.diva-portal.org/smash/get/diva2:1096126/Fulltext01.pdf 

Eshaq, H. A. (2024). The effect of using STEM education on students’ mathematics 

achievement. Journal of Pedagogical Research, 8(1), 75–82. 

https://doi.org/10.33902/JPR.202423476 

Ferrara, S., Maxey-Moore, K., & Brookhart, S. M. (2019). Guidance in the standards 

for classroom assessment: Useful or irrelevant? In Classroom Assessment and 

Educational Measurement. Taylor & Francis. 

Fesseha, E., & Pyle, A. (2016). Conceptualising play-based learning from 

kindergarten teachers ’ perspectives. 

https://doi.org/10.1080/09669760.2016.1174105 

Foulds, K., & Bucuvalas, A. (2019). Playing Every Day on Sesame Street: Global 

Learnings from a Play-Based Pilot Intervention in India, Mexico, and South 

Africa. American Journal of Play, 12(1), 17. 

Geldhauser, C., Matt, A. D., & Stussak, C. (2022). I AM A.I. Gradient Descent – an 

Open-Source Digital Game for Inquiry-Based CLIL Learning. Proceedings of 

the AAAI Conference on Artificial Intelligence, 36(11), 12751–12757. 

https://doi.org/10.1609/aaai.v36i11.21553 

GoretiiNakabugo, M., Opolot-Okunu, C., & MasembeSsehbunga Mary, C. (2019). 



   

102 

 

Early Childhood Education in Uganda Primary Schools. 88–95. 

https://doi.org/10.33422/2nd.ictle.2019.11.702 

Goundar, P. R. (2025). Researcher Positionality: Ways to Include it in a Qualitative 

Research Design. International Journal of Qualitative Methods , 24, 1–7. 

https://doi.org/10.1177/16094069251321251 

Hadani, H. S., & Hirsh-pasek, K. (2021). Playful Learning Landscapes for children 

and caregivers that stimulates STEM , literacy and. 94–97. 

Hansson, K. M., Romøren, M., Weimand, B., Heiervang, K. S., Hestmark, L., 

Landeweer, E. G. M., & Pedersen, R. (2022). The duty of confidentiality during 

family involvement: ethical challenges and possible solutions in the treatment 

of persons with psychotic disorders. BMC Psychiatry, 22(1). 

https://doi.org/10.1186/s12888-022-04461-6 

Higgihbotham, F. I. (1956). The Printed Workbook is a Teaching Device In The 

Fields. 

Ietersen, C. (2006). Evaluation of a number skills development programme. 26(3), 

413–426. 

Isangula, K. G., Kelly, S., & Wamoyi, J. (2024). Manual Qualitative Data Coding 

Using MS Word for Students and Early Career Researchers in Resource-

Constrained Settings. International Journal of Qualitative Methods , 23, 1–17. 

https://doi.org/10.1177/16094069241299223 

Jovanice, A., Barigye, E., & Tutegyereize, J. (2023). Teachers’ Professional 

Development Programmes and Quality of Teaching in Primary Schools in 

Kitagwenda District. 11, 8–14. https://orcid.org/0009-0007-4216-5259 

Kahunzire, E., Muchwa Asiimwe, S., & Kiyingi, F. (2023). Parents’ Role in Pupils’ 

Academic Performance in Uganda. European Journal of Education and 



   

103 

 

Pedagogy, 4(2), 7–17. https://doi.org/10.24018/ejedu.2023.4.2.533 

Kangas, J., Harju-Luukkainen, H., Brotherus, A., Gearon, L. F., & Kuusisto, A. 

(2022). Outlining play and playful learning in Finland and Brazil: A content 

analysis of early childhood education policy documents. Contemporary Issues 

in Early Childhood, 23(2), 153–165. 

https://doi.org/10.1177/1463949120966104 

Karaoğlu, S. (2020). The Importance of Play in Pedagogy in Curriculum Delivery 

and Play Provision for Young Children ’ s Learning and Development 

Pedagojik Açıdan Oyunun Erken Çocukluk Müfredatındaki Önemi ve Oyun 

Ortamının Çocuğun Gelişim ve Öğrenmesindeki Yeri. 4(2), 18–34. 

https://doi.org/10.32433/eje.746394 

Karatas, I., Guven, B., Öztürk, Y., Arslan, S., & Gürsoy, K. (2017). Investigation of 

pre-school teachers’ beliefs about mathematics education in terms of their 

experience and structure of their education. Eurasia Journal of Mathematics, 

Science and Technology Education, 13(3), 673–689. 

https://doi.org/10.12973/eurasia.2017.00638a 

Kim, J. (2021). An analysis of Uganda ’ s vocational education : Assessing human 

capital and human development approaches. 31(2), 556–573. 

Kisa, S., Ejuu, G., & Asiimwe, J. A. (2020). Teachers’ Instructional Practices for 

Promoting Primary One Learners’ Mathematics Competence: A Comparative 

Study of Busiro and Luuka, Uganda. American Journal of Education and 

Practice, 4(1), 44–59. https://doi.org/10.47672/ajep.558 

Kjoberg, C. (2020). DigitalCommons @ Hamline Benefits of Using Play-Based 

Learning in a Kindergarten Classroom Capstone Project Facilitator : Melissa 

Erickson Content Expert : Kimberly Wilson. 



   

104 

 

Komakech, R. A., & Osuu, J. R. (2014). Uganda Sesemat Programme: Impact and 

Challenges in Its Implementation. International Journal of Education and 

Research, 2(6), 133–146. www.ijern.com 

Korstjens, I., & Moser, A. (2018). Series: Practical guidance to qualitative research. 

Part 4: Trustworthiness and publishing. European Journal of General Practice, 

24(1), 120–124. https://doi.org/10.1080/13814788.2017.1375092 

Lamb, D., Russell, A., Morant, N., & Stevenson, F. (2024). The challenges of open 

data sharing for qualitative researchers. https://doi.org/10. 

1177/13591053241237620 

Lei, H., & Hu, A. (2020). Designing a Rich Numeracy Task in Early Childhood 

Mathematics Education: Teaching Addition in a Kindergarten in Macao. 

Studies in Social Science Research, 2(1), p1. https:// doi.org/10. 

22158/sssr.v2n1p1 

Malunda, P. N. (2017). Teacher Professional Development and Quality of 

Pedagogical Practices in Public Secondary Schools in Uganda. The Ugandan 

Journal of Management and Public Policy Studies, 12(1), 82–96. 

Manyiraho, D., Atibuni, D. Z., Olema, D. K., & Wamakote, L. (2020). SESEMAT 

In-service Pedagogical Strategies and Students ’ Achievement in Science at 

Ordinary Level in Tororo SESEMAT Region. 8(5), 12691. 

https://doi.org/10.12691/education-8-5-14 

Mapoma, G., & Dagada, M. (2025). Social Sciences & Humanities Open Play-based 

learning : A pedagogical approach for social skills development in ECE 

learners in Zambia. Social Sciences & Humanities Open, 11(March), 101396. 

https://doi.org/10.1016/j.ssaho.2025.101396 

Mary, J., Mitana, V., Giacomazzi, M., & Abad, M. F. (2021). The Role of Assessment 



   

105 

 

Practices in Fostering Higher Order Thinking Skills : The Case of Uganda 

Certificate of Education. 9(10), 612–620. https://doi.org/10.12691/education-

9-10-2 

Mary, J., Mitana, V., Muwagga, A. M., & Ssempala, C. (2018). Towards a holistic 

and relevant assessment in primary schools in Uganda educational. 6(May), 

58–68. https://doi.org/10.30918/AERJ.62.18.018 

Mashuri, S., Sarib, M., Rasak, A., & Alhabsyi, F. (2022). Semi-structured Interview: 

A Methodological Reflection on the Development of a Qualitative Research 

Instrument in Educational Studies Ruslin. Journal of Research & Method in 

Education, 12(1), 22–29. https://doi.org/10.9790/7388-1201052229 

Matachi, A., & Kosaka, M. (2017). JICA ’ s Support to Education in Africa in the 

Last Two Decades : Focusing on Mathematics and Science Education. 19(2), 

35–53. 

Mbabazi, J., Pesu, H., Mutumba, R., McCray, G., Ritz, C., Filteau, S., Briend, A., 

Mupere, E., Grenov, B., Friis, H., & Olsen, M. F. (2024). Predictors of change 

in early child development among children with stunting: Secondary analysis 

of a randomized trial in Uganda. PLOS Global Public Health, 4(8 August), 1–

13. https://doi.org/10.1371/journal.pgph.0003456 

McElhinney, Z., & Kennedy, C. (2022). Enhancing the collective, protecting the 

personal: the valuable role of composite narratives in medical education 

research. Perspectives on Medical Education, 11(4), 220–227. 

https://doi.org/10.1007/s40037-022-00723-x 

Mcneil, N. M., & Fyfe, E. R. (2015). Journal of Educational Psychology. August 

2014. https://doi.org/10.1037/a0037687 

Miedzo, M., & Chipo, M. (2019). The Role of Written Feedback in Numeracy in the 



   

106 

 

Primary School Classroom. 11(2), 52–67. https://doi.org/10. 5296/ije. 

v11i2.14550 

Mihailov, E., Provoost, V., & Wangmo, T. (2022). Acceptable objectives of 

empirical research in bioethics: a qualitative exploration of researchers’ views. 

BMC Medical Ethics, 23(1), 1–12. https://doi.org/10.1186/s12910-022-00845-

1 

Millum, J., & Bromwich, D. (2020). Respect for persons. The Oxford Handbook of 

Research Ethics, December, 129–153. https://doi.org/10. 1093/oxfordhb/ 

9780190947750.013.12 

Montoya-Fernández, C., Gil-Madrona, P., Losada-Puente, L., & Gómez-Barreto, I. 

M. (2024). Play-Based Assessment: Psychometric Properties of an Early 

Childhood Learning and Development Assessment Battery. Education 

Sciences, 14(11), 1–20. https://doi.org/10.3390/educsci14111240 

Moses, N., & Kobusingye, P. (2023). Assessment tools in Early Childhood 

Education, Implications for Sustainable Development in Nigeria. Journal of 

Education in Developing Areas, 31(3), 244–252. https://journals.journalsplace. 

org/index.php/JEDA/article/view/398 

Moses, N., & Prudence Kobusingye. (2022). An analysis of the assessment of 

learning and development in early childhood education. Pendidikan Dan 

Pembelajaran Berbasis Multidisciplinary Di Era Society 5.0, 7(August), 51–

56. 

Moses, N., & Prudence Kobusingye. (2024). Assessment Methods in Early 

Childhood Education. A Case Study of RealQuality Junior School Nansana, 

Wakiso. 3(12), 511–521. 

Muhammad, S., & Kabir, S. (2018). Chapter – 6 Research Design. July 2016. 



   

107 

 

Murtagh, E. M., Sawalma, J., & Martin, R. (2022). Playful maths ! The influence of 

play-based learning on academic performance of Palestinian primary school 

children. Educational Research for Policy and Practice, 21(3), 407–426. 

https://doi.org/10.1007/s10671-022-09312-5 

Mutaf-yıldız, B., Sasanguie, D., Smedt, B. De, & Reynvoet, B. (2020). Probing the 

Relationship Between Home Numeracy and Children ’ s Mathematical Skills : 

A Systematic Review. 11(September). https://doi.org/ 10.3389/fpsyg. 

2020.02074 

Mutegi, C. M., Gitonga, C. M., & Rugano, P. (2021). Mathematics anxiety , attitude 

and performance among secondary school students in Kenya. 16(6), 226–235. 

https://doi.org/10.5897/ERR2021.4119 

Nabie, M. J. (2015). Where Cultural Games Count: The Voices of Primary 

Classroom Teachers. International Journal of Education in Mathematics, 

Science and Technology, 3(3), 219. https://doi.org/10.18404/ijemst.97065 

Naeem, M., Ozuem, W., Howell, K., & Ranfagni, S. (2023). A Step-by-Step Process 

of Thematic Analysis to Develop a Conceptual Model in Qualitative Research. 

International Journal of Qualitative Methods, 22(October), 1–18. 

https://doi.org/10.1177/16094069231205789 

Ndabezitha, L. B. (2022). Children’s development of an understanding of number: 

A model for Grade R teachers. South African Journal of Childhood Education, 

12(1), 1–7. https://doi.org/10.4102/sajce.v12i1.1195 

Ndabezitha, L. B., Gravett, S., Africa, S., & Ndabezitha, L. (2023). Guided play as 

a pedagogical tool for the early grades. 1–9. 

Ngobi, D. H., Otaala, J., & Bakaira, G. (2003). The Role of Universities in Teacher 

Education and Professional Development : Kyambogo University a Case Study 



   

108 

 

2 . KYU ’ s Unique Contribution to Professional Development in Uganda. 167–

175. 

Nhase, Z., Selepe, M. A., Ifedi, C., & Okeke, O. (2025). Understanding and 

implementing play as a learning pedagogy : Narratives of practitioners in early 

childhood mobile units. 6(1), 99–113. https://doi.org/ 10.37291/ 

2717638X.202561496 

Nicholas, M., Rouse, E., & Paatsch, L. (2021). Child-centred teaching: Helping each 

child to reach their full potential. Education Sciences, 11(6). https://doi.org/1 

0.3390/educsci11060280 

Nicholson, M. (2018). Assessment in Play-Based Learning. 1–6. 

Nicholson, M. (2019). Preschool Students Learning from Play Based Learning and 

Small Group Instruction. 

Nidaulail, A. J. (2023). Content Analysis of English Workbook. 

Noble, K., Jackson, J., & Mitchell, P. (2016). VEYLDF 1 Assessment of Children as 

Connected with and Contributing to Their World in Early Childhood Education 

and Care: Literature Review Victorian Early Years Learning and Development 

Framework. www.vcaa.vic.edu.au. 

Ntshangase, N., & Venketsamy, R. (2022). Practitioners ’ Perceptions of Play-

Based Pedagogy on the Holistic Development of Young Children. 148–162. 

https://doi.org/10.23917/ppd.v9i2.18477 

O, Peter, O. (2018). Influence of free play on pre-school children’s holistic 

development in Homa Bay Sub County, Kenya. School of Education, 

Humanities and Social Sciences, 5(3), 48–56. https://journalissues.org/wp-

content/uploads/2018/03/Ogolla.pdf%0Ahttp://repository.seku.ac.ke/handle/1

23456789/5258 



   

109 

 

Obaki, S. O. (2017). Impact of classroom environment on children's  social behavior 

1Literature Review. 5(1), 1–7. https://doi.org/10.18488/ journal. 

61/2017.5.1/61.1.1.7 

OECD. (2020). Building a High-Quality Early Childhood Education and Care 

Workforce. In OECDiLibrary. https://www.oecd-ilibrary.org/education/talis-

2018-results-volume-i_1d0bc92a-en 

Ogar, U. J., State, C. R., State, C. R., Ineyi, V., & State, C. R. (2024). Guided play 

as a tool for the learning of numerical skills by nursery classes in early 

childhood education. 10(6), 1–5. https://doi.org/10.5281/zenodo.11580778 

Okumu, J. B., & Opio, G. (2023). Continuous Professional Development and 

Teachers Improved Pedagogical Skills in Secondary Schools in Gulu City. East 

African Journal of Education Studies, 6(3), 430–440. 

https://doi.org/10.37284/eajes.6.3.1594 

Okwanga, A. R., & Mwesigwa, D. (2022). The Effect of Teaching and Learning on 

Girls’ Education at Primary School Level in Oyam District, Uganda. 

International Journal of Sociological Research, 1(1), 17–30. 

https://doi.org/10.58425/ijsr.v1i1.92 

Omaali, D. Nabukeera, M and Ejuu, G. (2021). Instructional Supervision Practice 

and Effective Teaching in Ugandan Secondary Schools. 9(3), 219–232. 

Ompok, C. C., Mei Teng, L., & Sapirai, J. (2021). Effect of Games towards 

Children’s Mathematics Performance. Southeast Asia Early Childhood, 10(1), 

1–17. http://eric.ed.gov/?id=EJ1296276 

Owojori, M. G., & Gbenga-Akanmu, T. O. (2021). Government commitments and 

teaching strategies for effective quality early childhood education in South 

Western Nigeria. International Journal of Child Care and Education Policy, 



   

110 

 

15(1). https://doi.org/10.1186/s40723-021-00090-w 

Özbay Karlıdağ, İ. (2021). Creating Learning Environments in Preschool 

Classrooms: Perspectives of Pre-service Preschool Teachers. International 

Journal of Progressive Education, 17(3), 327–342. 

https://doi.org/10.29329/ijpe.2021.346.21 

Parker, R., Thomsen, B. S., Berry, A., Craig, C. J., & Backman, J. S. (2022). 

Learning Through Play at School – A Framework for Policy and Practice. 

7(February), 1–12. https://doi.org/10.3389/feduc.2022.751801 

Pawar, N. (2021). 6 . Type of Research and Type Research Design. December 2020. 

Petersson, J., & Weldemariam, K. (2022a). Prime Time in Preschool Through 

Teacher-Guided Play with Rectangular Numbers. Scandinavian Journal of 

Educational Research, 66(4), 714–728. https://doi.org/ 

10.1080/00313831.2021.1910561 

Petersson, J., & Weldemariam, K. (2022b). Prime Time in Preschool Through 

Teacher-Guided Play with Rectangular Numbers Prime Time in Preschool 

Through Teacher-Guided Play with. https://doi.org/ 10.1080/ 

00313831.2021.1910561 

Puinean, G., Gokiert, R., Taylor, M., Jun, S., & de Vos, P. (2022). Evaluation in the 

field of early childhood development: A scoping review. Evaluation Journal of 

Australasia, 22(2), 63–89. https://doi.org/10.1177/1035719X221080575 

Puspita, R. R., & Suyatno, S. (2020). Teacher Observation Assessment for Primary 

Education. ETERNAL (English Teaching Journal), 11(2), 78–82. 

https://doi.org/10.26877/eternal.v11i2.7565 

Pyle, A., Deluca, C., & Danniels, E. (2020). A Model for Assessment in Play-Based 

Kindergarten Education. 57(6), 2251–2292. https://doi.org/ 



   

111 

 

10.3102/0002831220908800 

Pyle, A., Deluca, C., Wickstrom, H., Danniels, E., Wickstrom, H., & Danniels, E. 

(2023). Play-based learning and assessment practices in early years : 

methodological explorations. Educational Research, 00(00), 1–19. 

https://doi.org/10.1080/00131881.2023.2181201 

Rehman, N., Huang, X., Mahmood, A., AlGerafi, M. A. M., & Javed, S. (2024). 

Project-based learning as a catalyst for 21st-Century skills and student 

engagement in the math classroom. Heliyon, 10(23), e39988. 

https://doi.org/10.1016/j.heliyon.2024.e39988 

Reproduced,  faithfully reflect the research objectives and can be confidently. 

(2021). Rethinking success, integrity, and culture in research (part 1) — a 

multi-actor qualitative study on success in science. Research Integrity and Peer 

Review, 6(1), 1–18. https://doi.org/10.1186/s41073-020-00104-0 

Rozali, M. Z., Puteh, S., Yunus, F. A. N., Hamdan, N. H., & Latif, H. F. M. (2022). 

Reliability and Validity of Instrument on Academic Enhancement Support for 

Student-Athlete Using Rasch Measurement Model. Asian Journal of University 

Education, 18(1), 290–299. https://doi.org/10.24191/ajue.v18i1.17199 

Ruslin, R. (2022). An Analysis of the Assessment of Learning and Development in 

Early Childhood Education An Analysis of the Assessment of Learning and 

Development in Early Childhood Education. August. 

Sanchez, A. (2025). Guided Play in the Kindergarten Classroom: One Teacher’s 

Inquiry into Scaffolding Play-Based Writing Instruction. Early Childhood 

Education Journal, 53(6), 2089–2098. https://doi.org/10.1007/s10643-025-

01931-w 

Sargsyan, V., Walea, H., Mahat, B., Tamale, R., Chaudhary, R., Birungi, J., 



   

112 

 

Marasini, S., Thapa, N., Kuikel, B. S., Karmacharya, B., & Rasheed, M. A. 

(2024). Effect of a playful parenting programme on early childhood 

development and care outcomes of young children in vulnerable communities: 

findings from a quasi-experimental study. BMC Pediatrics, 24(1). 

https://doi.org/10.1186/s12887-024-05161-8 

Schnepel, S., Krähenmann, H., Dessemontet, R. S., & Opitz, E. M. (2020). The 

mathematical progress of students with an intellectual disability in inclusive 

classrooms : results of a longitudinal study. 103–119. 

Schröder, E., Gredebäck, G., Forssman, L., & Lindskog, M. (2022). Predicting 

children’s emerging understanding of numbers. Developmental Science, 25(3), 

1–14. https://doi.org/10.1111/desc.13207 

Shazia Kouser, S. S. P. (2022). Early Childhood Care and Development in India 

Shazia Kouser 1 & Dr. Shilpa S. Popat 2 2. 1(2), 27–31. 

Skene, K., Farrelly, C. M. O., Byrne, E. M., Kirby, N., Stevens, E. C., & 

Ramchandani, P. G. (2022). Can guidance during play enhance children ’ s 

learning and development in educational contexts ? A systematic review and 

meta- ­ analysis. 1162–1180. https://doi.org/10.1111/cdev.13730 

Smedsrud, T. M., Kleppe, R., Lenes, R., & Moser, T. (2024). education sciences 

Early Childhood Teachers ’ Support of Children ’ s Play in Nature-Based 

Outdoor Spaces — A Systematic Review. 

Smith, C., & Cekiso, M. (2020). Teachers’ understanding and use of visual tools in 

their numeracy classrooms: A case study of two primary schools in gauteng. 

South African Journal of Childhood Education, 10(1), 1–8. 

https://doi.org/10.4102/SAJCE.V10I1.887 

Soar, S. (2019). Early Mathematical Development: A briefing paper to inform the 



   

113 

 

Knowledge Makes Change Seminar Series . March 2019. 

Spadafora, N., Jezrawi, R., De Jesus, S., Cameron, D., & Janus, M. (2024). 

Understanding Educator Perceptions in Assessment of Kindergarten Children’s 

Development. Early Childhood Education Journal. 

https://doi.org/10.1007/s10643-024-01807-5 

Ssenukusu, R., & Ssempala, C. (2022). (2022). Formative Study of Learning 

Through Play ( LtP ) in Nursery Schools in Adjumani and Table of Contents. 

November. 

Steele, S. J. (2024). Why Play ? Exploring the Realities of Play-Based Learning in 

Kindergarten. Honors Program Theses., 961. https://scholarworks. 

uni.edu/hpt/961 

Stramel, J. (2021). FHSU Scholars Repository Mathematics Methods for Early 

Childhood Mathematics Methods for Early Childhood. 

Sulistyaningtyas, R. E. (2019). The Implementation of Traditional Games for Early 

Childhood Education. 326(Iccie 2018), 431–435. 

Svensson, C. (2022). Discerning preschool teacher’s experiences to enhance 

children’s participation in mathematical play activities. SN Social Sciences, 

2(8), 1–18. https://doi.org/10.1007/s43545-022-00460-2 

Syahir, I., Ramli, M., Maat, S. M., Khalid, F., Syahir, I., Ramli, M., Maat, S. M., & 

Khalid, F. (2020). Game-Based Learning and Student Motivation in 

Mathematics Game-Based Learning and Student Motivation in Mathematics. 

9(2), 449–455. https://doi.org/10.6007/IJARPED/v9-i2/7487 

Taherdoost, H. (2022). Data Collection Methods and Tools for Research ; A Step-

by-Step Guide to Choose Data Collection Technique for Academic and 

Business Research Projects Hamed Taherdoost To cite this version : HAL Id : 



   

114 

 

hal-03741847 Data Collection Methods and Tools for Resea. 

Taiwo, R. (2023). Teaching Mathematics through Play Based Learning in Early 

Childhood Education. 3(7), 105–118. https://doi.org/10.5281/ 

zenodo.14715977 

Takumi Kobayashi *, 1, K. O. (2025). Community and parental participation in 

Ugandan public primary education: A mixed-method analysis. International 

Journal of Educational Development, 113(January), 103225. 

https://doi.org/10.1016/j.ijedudev.2025.103225 

Tikly, L., Joubert, M., Barrett, A. M., Bainton, D., Cameron, L. M., & Doyle, H. 

(2018). Supporting secondary school STEM education for sustainable 

development in Africa. https://www.bristol.ac.uk/media-

library/sites/education/ documents/Supporting Secondary School STEM 

Education for Sustainabale Development in Africa.pdf 

van de Kuilen, H. S., Altinyelken, H. K., Voogt, J. M., & Nzabalirwa, W. (2025). 

Teacher agency in the context of pedagogical reform in Rwanda. International 

Journal of Educational Research, 133(July). https://doi.org/10.1016/ 

j.ijer.2025.102695 

Vansdadiya, R., & Gondaliya, P. (2025). A Comprehensive Review of Teachers ’ 

Perceptions and Practices in Toy and Play- Based Pedagogy : Implications for 

Early Childhood Education. January. 

Visser, M. M., Juan, A. L., & Hannan, S. M. (2019). Early learning experiences, 

school entry skills and later mathematics achievement in South Africa. South 

African Journal of Childhood Education, 9(1), 1–9. https://doi.org/10.4102/ 

sajce.v9i1.597 

Vojíř, K., & Rusek, M. (2021). Role of Workbooks and Teacher’s Books in Lower-



   

115 

 

secondary Chemistry Education in Czechia. Scientia in Educatione, 12(1), 53–

62. https://doi.org/10.14712/18047106.1928 

Waiswa, R., Nabakiibi, A., & Mugimu, C. B. (2024). Relationships Between 

Children ’ s Literacy Comprehension and Their Achievement in Numeracy and 

Ethno-Math at Lower Primary Schools in Uganda. 5(1), 54–60. 

Watson, E. R., & Collins, C. R. (2022). Putting the system in systemic racism : A 

systems thinking approach to advancing equity. September, 1–12. 

https://doi.org/10.1002/ajcp.12628 

Weisberg, D. S., Hirsh-pasek, K., Golinkoff, R. M., Kittredge, A. K., & Klahr, D. 

(2016). Guided Play : Principles and Practices Guided Play : Principles and 

Practices. June. https://doi.org/10.1177/0963721416645512 

Wibowo, S., Wangid, M. N., & Firdaus, F. M. (2025). The relevance of Vygotsky’s 

constructivism learning theory with the differentiated learning primary schools. 

Journal of Education and Learning, 19(1), 431–440. https://doi.org/10.11591/ 

edulearn.v19i1.21197 

Wickstrom, H., & Deluca, C. (2019). Does theory translate into practice ? An 

observational study of current mathematics pedagogies in play-based 

kindergarten. 

Wickstrom, H., & Pyle, A. (2024). Supporting Early Math Learning Along a 

Continuum of Guided Play. Early Childhood Education Journal, February. 

https://doi.org/10.1007/s10643-024-01650-8 

Willis, R. (2019). The use of composite narratives to present interview findings. 

Qualitative Research, 19(4), 471–480. https://doi.org/10.1177/ 

1468794118787711 

With, P., From, S., & Ohio, T. H. E. (2019). Play-Based Assessment : May, 1–27. 



   

116 

 

Worku, M. Y. (2025). Appropriateness of learning environments in preprimary 

educational institutions: the case of preschools in Bahir Dar city, Ethiopia. 

International Journal of Child Care and Education Policy, 19(1), 1–19. 

https://doi.org/10.1186/s40723-025-00140-7 

Yildiz, G. (2020). Early Number Development in Children with Special Needs : 

Correspondence , Classification , Comparison and Seriation. 12, 302–318. 

https://doi.org/10.9756/INT-JECSE/V12I1.2010012 

Yilmaz, A., & Cakiroglu, E. (2024). Questioning Channels of Mathematics Teachers 

in Technology and Non-Technology Supported Mathematics Classrooms. 

International Journal of Technology in Education and Science, 8(3), 351–375. 

https://doi.org/10.46328/ijtes.552 

Yilmaz, Z. (2017). Young children’s number sense development: Age related 

complexity across cases of three children. International Electronic Journal of 

Elementary Education, 9(4), 891–902. 

Yun, C., Melnick, H., & Wechsler, M. (2021). High-Quality Early Childhood 

Assessment: Learning from States’ Use of Kindergarten Entry Assessments. 

Learning Policy Institute, August, 1–12. 

Yusof, S. M. (2021). Vygotsky Sociocultural Theory of Child Development: More 

Knowledgeable Other (MKO) and the Zone of Proximal Development (ZPD). 

ResearchGate, October, 2–19. https://doi.org/10.13140/RG.2.2.35985.40804 

Zannah, R., Rahmadani, S., & Rukayah, I. (2024). Assessment in Early Childhood 

Education: The Importance of Monitoring Children’s Development. Jurnal 

Pelangi, 15(2), 65–74. 

 



   

117 

 

APPENDICES 

Appendix A: Semi- Structured Interview Guide for Teachers. 

TOPIC: “The Role of Guided Play Pedagogy and Number Concept Development 

in Pre-Primary School: A case of in Amac Sub-County, Lira District.” 

I am Akwang Beatrice, currently pursuing a Master's degree in Early Childhood 

Education at Kyambogo University. My research focuses on “The Role of Guided 

Play Pedagogy and Number Concept Development in Pre-Primary School: A Case 

of in Amac Sub-County, Lira District.” The semi-structured interview questions 

were set for teachers, which was in line with the research objectives that included 

main guiding questions and follow-up probes to encourage deeper responses and 

flexibility. 

Your participation in this study by providing understandings on learners is greatly 

appreciated, and your responses will be kept confidential. Thank you for your 

contribution.  

Title of the respondent: …………………………………………………………... 

Name of School name/code: …………………………………………..……….. 

Section 1: Background Information  

1a: Age of respondents in years ◯ 20 – 25 ◯ 26 – 30 ◯31 – 35 ◯36 – 40 ◯ 41 

and above. 

1b: Gender of respondents 

    1. ◯ Male          2. ◯ Female  

1c: Highest level of education 

(i) ◯ Certificate (ii) ◯ Diploma (iii) ◯ Bachelor’s (iv) ◯ on course. 

1e: Years of experience:  ◯1 – 5    ◯6 – 10      ◯ 11 – 15     ◯16 and above 



   

118 

 

1f: Responsibility……………………………………………………………… 

Section 2: How guided play pedagogy creates a stimulating environment that 

influences number concept development among pre-primary learners. 

1. In what ways do you organize your classroom to support guided play in 

numeracy? 

2. How do the materials you use during guided play help children understand 

number concepts (counting, number recognition)? 

3. What kind of teaching resources do you recommend to support number 

learning through play? (Manipulatives, learning corners and charts). 

Section 3: The assessment practices used within guided play pedagogy that 

enhance number concept development in pre-primary schools. 

4. How do you assess your learner’s progress in number concepts development 

during guided play activities (counting, sorting, and number recognition)? 

5. Describe any specific tools, techniques, or measures you use to assess 

learners’ progress in numeracy during or after guided play lessons?  

6. In what ways do you adjust your guided play activities based on the 

assessment information you gather about learners' number concept 

development? 

Section 4: Perceptions of teachers on the influence of guided structured play 

pedagogy on number concept development. 

7. What is your general opinion about the use of guided structured play in 

helping young learners understand number concepts such as counting, 

comparing, or sequencing? (Makes learning easier or more difficult for 

children)?  
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8. From your experience, how has guided structured play influenced learners’ 

interest, participation, and performance in numeracy activities? 

9. What challenges, if any, do you face when trying to create a stimulating 

learning environment through play? 

10. How did you solve the challenges identified above? 

11. Is there anything you would like to share about how your classroom or school 

environment supports number learning through play? 
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Appendix B: Structured Interview Guide for Head Teacher. 

TOPIC: “The Role of Guided Play Pedagogy and Number Concept Development 

in Pre-Primary School: A case of in Amac Sub-County, Lira District.” 

I am Akwang Beatrice, currently pursuing a Master's degree in Early Childhood 

Education at Kyambogo University. My research focuses on “The Role of Guided 

Play Pedagogy and Number Concept Development in Pre-Primary School: A case 

of in Amac Sub-County, Lira District.” These questions aim to gather strategic 

understandings from the head teacher on implementation, support structures, and 

learner outcomes during guided play pedagogy lessons. 

Semi-structured interviews included main guiding questions and follow-up probes 

to encourage deeper responses and flexibility. Your participation in this study by 

providing understandings on learners is greatly appreciated, and your responses will 

be kept confidential. Thank you for your contribution.  

Title of the respondent: ………………………………………………….. ……... 

Name of School name/code: …………………………………………..……….. 

Section 1: Background Information  

1a: Age of respondents in years ◯ 20 – 25 ◯ 26 – 30 ◯31 – 35 ◯36 – 40 ◯ 41 

and above. 

1b: Gender of respondents 

    1. ◯ Male          2. ◯ Female  

1c: Highest level of education 

(i) ◯ Certificate (ii) ◯ Diploma (iii) ◯ Bachelor’s (iv) ◯ on course. 

1e: Years of experience:  ◯ 1 – 5    ◯ 6 – 10      ◯ 11 – 15     ◯ 16 and above 

1f: Responsibility………………………………………………………………… 
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Section 2: How guided play pedagogy creates a stimulating environment that 

influences number concept development among pre-primary learners. 

1. How would describe the physical environment in your pre-primary 

classrooms look like? (Arrangement, availability of play materials, and 

presence of numeracy learning corners contributes to children’s engagement 

in guided play and understanding of number concepts). 

2. What support does the school provide to ensure guided play is effectively 

implemented for number learning? (Allocation of spaces, provision of 

materials/ schedules for guided play, supervision, and professional 

development opportunities). 

Section 3: The assessment practices used within your pre-primary classes that 

enhance number concept development. 

3. What are the assessment practices used by your teachers during or after 

guided play activities to evaluate learners’ understanding of number 

concepts? (Written work, observation, checklists, verbal questioning). 

4. How do you support teachers in planning and delivering guided play 

activities to enhance effective assessment? (Offer training/peer learning/ 

instructional supervision). 

5. What challenges do your teachers faced in assessing learner numeracy 

progress during guided play pedagogy?   

6. How has the school addressed these challenges? 
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Section 4: The perceptions of teachers on the influence of guided structured 

play pedagogy on number concept development. 

7. What is your observations regarding teachers’ attitudes and perceptions 

towards using guided structured play to teach number concepts in your 

school? 

8. In your view, how do learners react to guided play activities involving 

numbers? (Observed increased interest/participation/performance). 

9. In your own perception, would you consider guided play an effective 

pedagogical approach in developing number concepts in pre-primary 

education? Why or why not? 

10. What improvements would you recommend to enhance the use of guided 

play for teaching number concepts?  
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Appendix C: Observation Checklist for Teachers and Learners 

The observation checklist is designed to assess both teachers' practices and learners' 

engagement based on the research objectives. This checklist was tested and found 

suitable for use in preschool classrooms during guided play lessons focused on 

learner number concept development. 

Section A: Teacher Practices 

No Observation Item Yes  No  Partially  Comment  

1 Teacher integrates guided play to 

introduce number concepts by 

using purposeful play.  

    

2 Teacher uses hands-on materials to 

support number learning (blocks, 

beads, counters number cards and 

number charts. 

    

3 Teacher provides clear learning 

goals for the play activity. 

    

4 Teacher uses open-ended 

questions and prompts to guide 

thinking and encourage number 

reasoning. 

    

5 Teacher scaffolds learning without 

dominating the play and balances 

support with learner choice. 

    

6 Play activities are structured with 

flexibility for learner choice which 

encourage freedom and 

exploration. 

    

7 Teacher uses storytelling, games, 

or real-life situations to teach 
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numbers to make it meaningful 

and engaging. 

8 Teacher uses and adjusts play 

activity to assess learners' 

understanding informally 

    

9 Teacher supports peer 

collaboration during number play 

    

 Section B Objective 3: To establish the perceptions of teachers on the 

influence of guided structured play pedagogy on number concept 

development in Amac Sub-county 

10 Does the teacher actively plan and 

facilitate guided play activities that 

aim at enhancing number concept 

understanding? 

    

11 Are the numeracy learning goals 

clearly embedded in the guided 

play activities? 

    

12 Does the teacher demonstrate 

positive views about the 

usefulness of guided play in 

supporting number learning? 

    

13 Does the teacher respond to and 

extend learner’s number-related 

ideas during play-based 

interactions? 

    

Document Review Checklist 

Purpose: To examine schemes of work, lesson plans, and learners’ activity records 

for evidence of guided play pedagogy supporting number concept development in 

pre-primary schools. 
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 Checklist Item Yes No Comments 

1.Scheme of work 

a Does the scheme of work include numeracy 

topics related to number concepts (counting, 

sequencing, and number recognition)? 

   

b Are there planned activities that integrate 

guided play methods for teaching number 

concepts? 

   

c Are teaching strategies mentioned that reflect 

the use of play (role play, games, 

manipulatives)? 

   

d Are the weekly activities sequenced in a 

developmentally appropriate way? 

   

2. Lesson Plans 

e Are competences focused on number concept 

development (counting, comparing quantities, 

number recognition)? 

   

f Is there evidence of structured play activities 

planned (use of counting blocks, number 

songs, sorting games)? 

   

g Do the lesson plans indicate learner 

participation through hands-on activities? 

   

h Are assessment methods listed in the lesson 

plan (observation, checklists, oral questioning 

during play)? 

   

i Does the classroom arrangement (activity 

corners, play stations) described to support 

guided play? 

   



   

126 

 

Learners’ Activity Records  

j Do activity records show learner involvement 

in guided play activities related to number 

concepts? 

   

k Are learners' achievements in number tasks 

documented (e.g., number writing, counting 

correctly, and matching quantities)? 

   

l Is there a clear link between documented 

learner activities and the numeracy goals from 

the schemes and lesson plans? 

   

m Are there comments by teachers indicating 

learner progress or challenges in number 

concepts? 

   

n Do records indicate differentiated activities to 

meet the varying developmental levels of 

learners? 

   

General Notes Section 

 Observations on the consistency between planning and implementation. 

................................................................................... 

 Recommendations for improving alignment of guided play with numeracy goals. 

................................................................................... 
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Appendix D: Consent for Participation in Research Project 

I volunteered to participate in a research project conducted by Akwang Beatrice 

from Kyambogo University. I understand that the project is designed to gather 

information about academic projects of the faculty of the school of education. I am 

one of approximately 62 people participating in the research project entitled 

“Guided Play Pedagogy and Number Concept Development in Pre-Primary 

School. A case of Amac Sub County, Lira District, Uganda”. 

1. My participation in this project is voluntary. I understand that I will not be 

paid for my participation. I may withdraw and discontinue participation at 

any time without penalty. If I decline to participate or withdraw from the 

study, no one in my community will be told. 

2. I understand that most interviewees will find the discussion interesting and 

thought-provoking. If, however, I feel uncomfortable in anyway during the 

interview session, I have the right to decline to answer any question or to end 

the interview. 

3. Participation involves being interviewed by researchers from Kyambogo 

University. The interview will last approximately 20-25minutes.Notes will 

be written during the interview. An audio tape of the interview and 

subsequent dialogue will be made. If I don't want to be taped, I will not be 

able to participate in the study. 

4. I understand that the researcher will not identify me by name in any reports 

using information obtained from this interview and that my confidentiality 

as a participant in this study will remain safe and sound. Subsequent uses of 
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records and data will be subjected to standard data use policies that protect 

the privacy of individuals and institutions. 

5. Faculty and administrators from my campus will neither be present at the 

interview nor have access to raw notes or transcripts. This precaution will 

prevent individual comments from having any negative repercussions. 

6. I have read and understand the explanation provided to me. I have had all my 

questions answered to my satisfaction and voluntarily agree to participate in 

this study. 

7. I have been given a copy of this consent form. 

Name------------------------Signature-------------------Date------------------------------  

For more information, please contact: Miss. Akwang Beatrice (researcher on 

0782132474). 
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Appendix E:  Child Assent Form 

I am Akwang Beatrice from Kyambogo University, and I am pursuing a master's 

degree in early childhood education. I am undertaking a study in the area of "Guided 

Play Pedagogy and Number Concept Development in Amac Sub County," which 

involves learners. The purpose of the study is to determine how learners' number 

concept development might be enhanced through play while learning. We are 

requesting you to participate in the study since your teacher suggested you for the 

project. We shall be asking you some questions on how you learn mathematics at 

your school. We will keep all of your replies private and will not reveal them to your 

teacher or parent/guardian. Only Kyambogo University researchers working on the 

study will view them. 

We do not expect any major problems to arise as a result of this study, although you 

may be disappointed if you are unable to answer any questions. You may also feel 

disturbed if other learners see you answering questions, but we will do our best to 

keep them from seeing. Your involvement will help us find better ways to improve 

mathematics teaching and learning for other preschool students who may be 

experiencing difficulties at school. 

You should be aware that you are under no obligation to participate in this study. 

You will not face any consequences from Kyambogo University, your teacher, or 

the school if you say no. 

You may withdraw from the study at any time if you do not wish to participate in an 

activity; simply leave it. Your parents/guardians were asked if it was okay for you 

to participate in this study. Even if they say its fine, you can still choose whether or 

not to participate. 
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You can ask any questions you want, now or later. If you have any questions later, 

you or your parents can call me at (0782132474). 

Sign this form only if you have understood what you will be doing for this study and 

have discussed this project with your parents/legal guardians, and agree to 

participate in this study. 

…………………        …………………………………….          …………………… 

Your Signature                 Printed Name          Date 

 

Name of Parent or Legal Guardian 

………………         …………………………………       …………………… 

Signature                                 Name                                                   Date 

 

Researcher 

………………           ………………………………………..         …………………. 

Signature                                        Printed Name   Date  
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Appendix F: CONSENT FORM 

 “The Role of Guided Play Pedagogy and Number Concept Development in 

Pre-primary School: A case of Amac Sub County Lira District”. 

I.................agree to participate or agree to participation of my child....................in 

the research project title The Role of Guided Play Pedagogy and Number Concept 

Development, conducted by Akwang Beatrice, who has discussed the research 

project with me. 

I have received, read, and kept a copy of the information letter. I have had the 

opportunity to ask questions about this research and have received satisfactory 

answers. I understand the general purposes, risks, and methods of this research. 

I consent to participate in the research project, and the following has been explained 

to me: 

 The research may not be of direct benefit to me. 

 My participation is completely voluntary. 

 my right to withdraw from the study at any time without any implications to me 

 What I am expected and required to do 

 whom I should contact for any complaints with the research or the conduct of 

the research 

 Security and confidentiality of my personal information. 

In addition, I consent to: audio-visual recording of any part of or all research 

activities (if applicable) and publication of results from this study on the condition 

that my identity will not be revealed. 

Name……………………………………………………………… 

Signature………………………………………………………….. 

 Date……………………………………………………………….. 
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Appendix G: Learners’ work Using Local Materials 
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Appendix H: Introductory Letter 

 


