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Abstract

Graduates of distance education institutions (DEIs) often face limited social and economic opportunities, yet there is no
evidence that DEI programmes are of lower academic quality than those of conventional universities. This study is an
evaluation of the Postgraduate Diploma in Education (PGDE) programme of the National Teachers’ Institute (NTI) in
three study centres in Akwa Ibom State, Nigeria. This is a census study of all 402 enrolled students, who responded to a
30-item achievement test and participated in a direct observation of teaching practice, assessed with a standard rubric.
Secondary data were obtained from the National Minimum Benchmark for PGDE programmes and a checklist of
physical facilities and equipment. Data were analysed using frequency counts, percentages, means, and standard
deviations. Findings showed that students had a weak understanding of the philosophical and psychological foundations
of education, though their knowledge of the sociological foundations was strong. Even though the academic staff met
the minimum qualification requirements, the pedagogical skills of NTI students was low, and physical facilities were
below the national benchmark. Overall, the programme in Akwa Ibom State did not fully align with national standards.
These shortcomings in implementation of the programme may hinder the attainment of the PGDE objectives. Therefore,
strengthening instruction in the philosophical and psychological foundations of education, enhancing pedagogical skills,
and improving physical facilities are necessary steps for improving the quality of the programme.

Keywords: higher education, policy implementation, practical skills, school facilities, teacher education
1. Introduction

Producing well-qualified and capable teachers remain a central concern for educational planners, administrators, and
government in Nigeria. This concern stems from the need to empower learners for active participation in national
development (Odigwe et al., 2018; Owan, Duruamaku-Dim et al., 2022; Owan, Ekpenyong et al., 2023). In 1976, the
Federal Government enacted Act No. 7 to establish the National Teachers Institute (NTI). The institute was mandated to
design and run programmes for the training, upgrading, and certification of teachers through distance education
techniques (NTI, 2005). Since inception, NTI has implemented a wide-range of programmes, including refresher
courses for teachers at all levels, retraining and upgrading primary school teachers, and offering courses leading to the
award of Nigeria Certificate in Education (NCE). Over time, the scope has expanded to include the Postgraduate
Diploma in Education (PGDE), Bachelor of Education degree, Advanced Diploma in Education (ADE), and Pivotal
Teachers Training Programme (PTTP).
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The overall aim of NTI is to improve the quality and supply of teachers in Nigeria. Research evidence suggests that NTI
programmes have helped participants to upgrade their skills and knowledge (Alade, 2020). However, public perception
of NTI graduates has often been negative. Anecdotal evidence shows that NTI graduates are frequently denied the same
employment and admission opportunities as graduates of conventional universities. For instance, the Akwa Ibom State
teacher recruitment advert of 2021 openly excluded applicants from distance education institutions, including NTI, from
applying without explanation. Studies suggest that such exclusions is based on the perception that NTI products are of
inferior quality compared to those from conventional institutions (Demir & Demir, 2021; Owan, Chuktu et al., 2023).
Similar experiences have been reported where NTI graduates were denied admission into undergraduate and
postgraduate programmes in conventional universities, even when they have met the basic entry requirements, with
their only offense being that they were certified by NTI. This trend has raised concerns about the level of satisfaction
among students pursuing distance education (Gavrilis et al., 2020).

The challenge was further complicated in 2016 with the introduction of the N-Power initiative, which created pathways
for non-education graduates (in fields such as medicine, law, economics, engineering, and accounting) to enter the
teaching profession (Owan, 2018). While this intervention addressed teacher shortages, it also brought many untrained
personnel into schools, reducing teaching quality (Allais, 2022; Rintala & Nokelainen, 2020). Scholars have argued that
effective teaching depends on professionally trained and skilled teachers (Gudmundsdottir & Hatlevik, 2018). In this
regard, the PGDE programme plays an important role by serving as a conversion course for graduates from
non-education disciplines, to equip themselves with professional knowledge, pedagogical skills, and classroom
competence for effective teaching (Rodolico & Hirsu, 2023).

The NTI introduced the PGDE in 2005, in affiliation with the National Open University of Nigeria (NOUN). It is
delivered through distance learning and lasts between six months and two years (usually two to three semesters). The
programme blends theory with practical application, and prepares participants not only for teaching and leadership roles
but also for further studies at the postgraduate level (National Teachers Institute, 2015). NTI remains the only institution
in Nigeria running a one-year PGDE entirely through distance learning, giving participants the flexibility to work and
study simultaneously.

Despite these benefits, there are questions about the quality of training in the PGDE programme of NTI. Some
Nigerians doubt the ability of distance institutions to adequately prepare teachers for instructional roles. Concerns range
from the limited contact between students and tutors to inadequate access to teaching facilities (Odigwe et al., 2018;
Owan, Emanghe et al., 2022). However, there is little empirical evidence to suggest that NTI graduates are of lower
quality compared to their counterparts from conventional higher education institutions or that the programme is below
national standards. To address this gap, the present study was designed to evaluate the Postgraduate Diploma in
Education programme of NTI in Akwa Ibom State, Nigeria. The specific research questions were:

1. To what extent do NTI PGDE students possess an adequate understanding of the philosophical, psychological, and
sociological foundations of education?

2. To what extent have PGDE students in the NTI programme acquired the requisite pedagogical skills for teaching?
To what extent do PGDE students possess practical teaching skills?

4. How adequate is the strength of the available academic staff for implementing the PGDE programme of NTI in
terms of number and qualification?

5. How does the standard of the course content of the NTI PGDE programme conform to the national minimum
benchmark?

2. Literature Review
2.1 Philosophical, Psychological, and Sociological Foundations of Education

Educational philosophy equips teachers with the intellectual resources to make reasoned judgements and to weigh
competing ideas. It draws from related fields such as science, history, law, and mathematics to broaden teachers’
outlook and prepare them for classroom challenges (Dutilh, 2022; Saeverot, 2021). Educational psychology
complements this by helping teachers understand learners’ growth stages, learning processes, and the roles of heredity
and environment (Duchesne & McMaugh, 2018; Saracho, 2023; Teris et al., 2020). The sociology of education situates
education as a social practice influenced by institutions and relationships, guiding teachers to design strategies that
account for wider social forces (Ballantine et al., 2021; Delamont, 2017; Lingard & Thompson, 2017). Although these
foundations are widely regarded as essential, there is little evidence of how distance learners, such as those in the NTI
PGDE programme, acquire and apply this knowledge. This calls for empirical investigation.

2.2 PGDE Programme and the Acquisition of Pedagogical Skills for Teaching
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Recent work has paid attention to teachers’ content knowledge (TCK) and pedagogical knowledge (TPK). Both are
recognised as central to student learning outcomes (Hanaysha et al., 2023; Luo et al., 2023; Undie et al., 2023).
Effective teaching requires mastery of subject matter alongside the skills to convey it, as each contributes significantly
to performance in the classroom (Gess-Newsome et al., 2019; Probine, 2023). Teachers who have strong subject
knowledge teach more confidently and effectively, which in turn improves student achievement (Bassey et al., 2019;
Jaaskd & Aaltonen, 2022; Konig et al., 2021). Yet findings on the role of TPK are less consistent, especially across
different educational settings (Odumosu et al., 2018). The question of how distance learners develop TCK and TPK has
not received much scholarly attention. Although the PGDE programme is intended to strengthen both subject and
pedagogical competence, there is little evidence on the extent to which NTI students attain these skills. This gap calls
for closer inquiry into their readiness for classroom teaching.

2.3 Availability and Adequacy of Qualified Academic Staff

The quality of teachers is closely linked to student achievement. Certification through professional bodies such as the
Teachers Registration Council of Nigeria (TRCN) helps to maintain competence standards (Donitsa-Schmidt & Ramot,
2020; Gudmundsdottir & Hatlevik, 2018; TRCN, 2010). In fact, previous research has linked certified teachers to
improved learning outcomes (Bakar, 2018). However, shortages of qualified staff remain a major challenge in Nigeria’s
higher education system, particularly in distance education (Jacob & Garba, 2021; Oluwaseun, 2016). While much of
the literature focuses on universities and the National Open University, there is limited evidence on staff adequacy
within NTI and its PGDE programme. Staff quality and sufficiency remain critical issues in NTI, yet they are
under-researched. Thus, examining this issue is vital for understanding the strength of the PGDE programme.

2.4 Standard of Course Content

Curriculum standards guide the skills and knowledge students are expected to gain and serve as benchmarks for
assessing teaching (Owan et al., 2021; Vanermen et al., 2022). A sound curriculum should promote intellectual growth
and moral development while responding to social needs (Falloon, 2020; Hermino & Arifin, 2020). In Nigeria, poor
coordination between curriculum design and practice has weakened the impact of educational programmes (Oyigbo et
al., 2021). While many studies have looked at curriculum issues in secondary and higher education (Arop et al., 2019;
Owan, 2018; Probine, 2023), much of this work concerns face-to-face settings. The extent to which distance
programmes (such as NTI’s PGDE) meet national minimum standards remains unclear. Research has not established
whether NTI’s PGDE curriculum aligns with prescribed benchmarks. Therefore, studying this matter will reveal how
well the programme delivers quality teacher education.

In summary, the literature reviewed points to four pressing issues. First, the acquisition of philosophical, psychological,
and sociological foundations among distance learners is not well understood. Second, there is limited knowledge on
how PGDE students develop subject and pedagogical skills. Third, the adequacy of qualified academic staff in NTI
remains uncertain. Fourth, evidence on whether the PGDE curriculum aligns with national standards is lacking. These
concerns justify the need for the present study, which is aimed at investigating the adequacy of staff, course content, and
students’ acquisition of foundational and pedagogical knowledge in NTI study centres in Akwa Ibom State.

3. Method

The researchers employed a descriptive evaluative survey design in this study. The choice of this design was informed
by the aim to systematically describe and evaluate the extent to which Postgraduate Diploma in Education (PGDE)
students had acquired foundational knowledge and practical pedagogical skills. Descriptive designs are useful for
providing a snapshot of current conditions, while the evaluative component allows for comparison against established
benchmarks (Cohen et al., 2008).

3.1 Participants

The study population comprised all 402 PGDE students enrolled across the Uyo (N = 262), Ikono (N = 71), and Eket (N
= 69) study centres of the National Teachers’ Institute (NTI) in Akwa Ibom State. Because the population size was
manageable, a census approach was adopted to ensure complete coverage, eliminating sampling error and enhancing
representativeness.

3.2 Instrument and Measures
Data were obtained from both primary and secondary sources:

e Achievement Test: A 30-item multiple-choice test was developed to assess students’ knowledge of the philosophical,
psychological, and sociological foundations of education. Each domain was represented by 10 items adapted from
the Foundations of Education Comprehensive Examination used at the NTI. Items were reviewed by two
psychometricians and two subject specialists to ensure clarity, relevance, and alignment with the National
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Universities Commission (NUC) benchmark. The test was administered under standardized conditions with a
45-minute time limit, and ethical guidelines regarding consent and confidentiality were observed.

e Teaching Practice Assessment Rubric: Standardised NTI rubrics were used to evaluate teaching performance. The
rubric covered classroom management, communication, lesson preparation and delivery, assessment of learning,
and professional conduct. Each domain was rated on a 0—4 scale, where 0 indicated ‘Not Demonstrated’ and 4
indicated ‘Excellent Performance.” The rubric was obtained from NTI and is the standardized instrument used to
grade students during teaching practice. Supervising lecturers conducted the evaluations in real classroom settings,
and inter-rater reliability checks ensured consistency of scoring. Scores were used both summatively for grading
and formatively to provide feedback to student teachers.

e Observation Checklist: Direct classroom observations took place during teaching practice sessions. Each student
was observed on at least two separate occasions by two independent raters. The checklist concentrated on whether
specific teaching behaviours were present, such as the use of instructional aids, questioning techniques, student
engagement strategies, time management, and adherence to lesson plans. Observers recorded each behaviour as
present or absent and added qualitative notes to provide further detail. This descriptive approach complemented the
rubric, which assigned evaluative scores on a 0—4 scale. Inter-rater reliability was calculated at 0.81, confirming
acceptable consistency. The checklist therefore served as a diagnostic tool that enriched the assessment of teaching
practice by identifying observable behaviours, while the rubric provided graded evaluation of performance.

e Document Review: Secondary data comprised the NTI National Minimum Benchmark for PGDE course content
and institutional records on facilities, equipment, and staffing strength. These documents were examined against
national standards using a checklist. The review assessed the adequacy of physical infrastructure, availability of
instructional resources, and qualifications of academic staff. Records were verified with official NTI documentation
to ensure accuracy. The checklist provided categorical judgements such as adequate or inadequate and available or
unavailable, which enabled systematic appraisal of institutional capacity and programme content in relation to the
National Universities Commission benchmark.

3.3 Validity and Reliability

Face and content validity of the instruments were established through expert review and alignment with the NTI/NUC
benchmarks. Reliability of the achievement test was evaluated using the test-retest method. Fifty PGDE students from
the Calabar study centre (not part of the target population) completed the test twice at a two-week interval. Pearson
correlation coefficients ranged from .810 to .872 across the three domains (Table 1), indicating strong stability over
time.

Table 1. Summary of the Pearson correlation results showing the reliability coefficient of the instrument after two
administrations (n=50)

Variables Administrations K > M R
First 10 957 17.02 .872
Phil hical fi i
ilosophical foundations Second 10 985 17.82
. . First 10 935 16.94
Psychological foundations
Second 10 976 17.64 .844
. . . First 10 983 17.78
Sociological foundations
Second 10 931 16.94 810

N = No. of persons; > =sum of scores, K= no. of items, M= mean, r = reliability coefficient
3.4 Ethical Considerations

Ethical clearance was obtained from the University of Calabar’s Research Ethics Committee (Approval number
UC-IRB-2022-034). Permission to conduct the study was granted by the NTI State Office in Uyo. Participants were
informed about the purpose of the study and their right to withdraw at any point without any penalty. Written consent
was obtained prior to data collection, and confidentiality was assured through anonymisation of responses.

3.5 Data Collection

Data was collected in three phases to ensure comprehensive coverage of the PGDE programme’s implementation. First,
the 30-item achievement test was administered in person to all 402 students across the Uyo, Ikono, and Eket study
centres, with the assistance of centre coordinators to facilitate logistics. Second, during students’ teaching practice
placements, two trained observers independently assessed each student’s pedagogical competence using a standardised
rubric covering communication, classroom management, lesson assessment, entry behaviour, and set induction. Third,
institutional-level data were gathered through on-site visits to the three centres, where the researchers, guided by
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coordinators, inspected facilities, reviewed staff records, and cross-checked course offerings against the National
Minimum Standards for the PGDE programme. In addition, official documents, including the benchmark framework,
teaching practice rubrics, and indicator lists, were collected from the NTI State Office in Uyo to complement the
primary data. This multi-layered approach ensured that both student-level and institutional-level indicators were studied
for a robust evaluation.

4. Results
4.1 Philosophical, Psychological, and Sociological Foundations of Education

As shown in Table 2, the PGDE students displayed mixed levels of understanding across the three foundations of
education. Their performance in the philosophical (M = 4.60, SD = 2.96) and psychological (M = 4.87, SD = 3.16)
foundations fell below the criterion mean of 5.00, suggesting insufficient grasp of these areas. This weakness implies
that students are less able to critically engage with abstract educational concepts or apply psychological principles
effectively in teaching and learning contexts.

In contrast, students performed above average in the sociological foundation of education (M = 5.78, SD = 2.75),
indicating stronger competence in understanding the social dimensions of education. Taken together, the overall mean
score of 5.09 marginally surpasses the benchmark, suggesting that while the PGDE students demonstrate adequate
general knowledge of educational foundations, this understanding is uneven. Table 2 therefore underscores the need for
targeted support in philosophy and psychology of education to complement the relative strength observed in the
sociological dimension.

Table 2. Summary of descriptive statistics showing the performance of NTI PDGE students in the philosophy, sociology
and psychology of education test

Variables N Sum M SD
Philosophical foundation 402 1851 4.60 2.96
Sociological foundation 402 2325 5.78 2.75
Psychological foundation 402 1959 4.87 3.16
Average 402 2045 5.09 1.77

Criterion mean = 5.00
4.2 Acquisition of Requisite Pedagogical Skills for Teaching

As presented in Table 3, the PGDE students demonstrated an overall low level of pedagogical competence (M = 1.93,
SD = 1.29), falling below the criterion mean of 2.00. Weaknesses were most evident in formulating instructional
objectives (M = 1.53, SD = 1.28) and using instructional aids (M = 1.58, SD = 1.27), where deficiencies in clarity,
measurability, relevance, and skillful application were observed. These findings suggest that while students grasped the
theoretical basis of teaching, they struggle to translate such knowledge into practice when preparing lessons and
selecting or applying appropriate materials.

Nonetheless, the evidence also reveals areas of strength. The students performed above the expected average in
assessing prior learning (M = 2.08, SD = 1.39), lesson development (M = 2.04, SD = 1.27), evaluation techniques (M =
2.12, SD = 1.27), and teacher personality (M = 2.05, SD = 1.39). This indicates competence in structuring lessons
logically, engaging learners, managing classrooms, and applying effective evaluation strategies. Collectively, Table 3
highlights that while PGDE students possess practical strengths in delivering and assessing lessons, their limited ability
to set clear instructional objectives and employ teaching aids undermines their overall pedagogical readiness.
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Table 3. Mean and standard deviation showing the extent to which PGDE students in the NTI discipline acquired the
requisite pedagogical skills for teaching (n = 402)

S/N  Measurable areas of pedagogical skills Score M SD Remark
1 Clarity/Relevance 622 1.547 1284 L
2 Measurability 638 1.587 1311 L
3 Comprehensiveness (covering the three domains) 579 1.44 1.23 L
Instructional objectives (Average) 613 1.525 1275 L
4 The relevance of teaching aids to the topic 626 1.557 1288 L
5 Clarity (bold enough to be seen by all) 611 1.52 1.26 L
6 Skillful/efficient use of aids/apparatus 575 1.43 1.24 L
7 The attractiveness of the aids 730 1.816 1275 L
Instructional Aids/Materials (Average) 635.5 1.581 1266 L
8 The relevance of the learning experience to the topic 877 2.182 1.351 H
9 Ability to establish relationships between previous and present learning experiences 798 1985 1418 L
Previous learning experiences (Average) 837.5 2.084 1385 H
10 Mastery of subject matter 768 1.91 1.289 L
11 Logical and sequential presentation 824 2.05 1256 H
12 Communication skills 771 1918 1289 L
13 Questioning skills 780 1.94 1.268 L
14 Learners’ participation 826 2.055 1252 H
15 Use of chalkboard 852 2119 1316 H
16 Class management, discipline, and control 828 2.06 1209 H
17 Time management 831 2.067 1272 H
18 Summary and conclusion 902 2244 1285 H
Lesson development (Average) 820.22 2.04 1.271 H
19 The relevance of evaluation techniques to the instruction 870 2.164 1257 H
20 The comprehensiveness of evaluation techniques 832 2.07 1.271 H
21 Skillful use of evaluation techniques 856 2.129 1267 H
22 Feedback 846 2.104 1.3 H
Lesson Evaluation (Average) 851 2117 1274 H
23 Quality traits (neatness, simplicity, punctuality) 824 2.05 1.356 H
24 Relationship with colleagues 839 2.087 1444 H
25 Teacher-learners’ relationship 813 2.022 1381 H
Teachers’ personality (Average) 825.33 2.053 1.394 H
Grand Average 775.731 1.93 1.294 L

*Criterion mean = 2.00; H = High; L = Low
4.3 Adequacy of Available Academic Staff Strength for the PGDE Programme

As presented in Table 4, the NTI study centres in Uyo, Eket, and Ikono collectively employed 17 academic staff
members, comprising 13 males and 4 females. All staff members possessed doctoral qualifications, which aligns with
the benchmark for the PGDE programme. The three centres offered a total of 48 courses—27 in the first semester and
21 in the second semester. When distributed across staff, this workload equates to an average of three courses per
lecturer per session (approximately two in the first semester and one in the second semester).

Table 4. Strength of available academic staff in the three study centres for the implementation of the PGDE programme
in the NTI in terms of number and qualification

Study No of available Educ. No. of courses offered (NC) Workload Per Head (NC/NS)
Centre staff (NS) Qualification

M F  Total M.Ed  PhD Isem 2" sem Total Isem 2" sem Total
Uyo 5 2 7 Nil 7 9 7 16 1 1 2
Eket 4 1 5 Nil 5 9 7 16 2 1 3
Ikono 4 1 5 Nil 5 9 7 16 2 1 3
Total 13 4 17 Nil 17 27 21 48 2 1 3

Note: NS = Number of staff available; NC = Number of courses offered; M = Male; F = Female

Centre-level breakdowns reveal that the Uyo centre, with seven staff members, maintained the lowest workload per
lecturer at two courses per session, while Eket and Ikono, each with five staff members, recorded slightly heavier
workloads of about three courses per lecturer per session. Although these figures suggest that the available academic
staff are able to cover the required courses, the absence of a specific national benchmark for teacher-to-course or
teacher-to-student ratios makes definitive judgments difficult. Thus, while the staffing profile appears numerically and
qualitatively adequate, the interpretation remains tentative in light of the missing standards.
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4.4 Conformity of Course Content with National Minimum Standards

As shown in Table 5, the PGDE programme across the three NTI study centres in Akwa Ibom State falls short of the
national minimum standard for course provision. Out of the 22 prescribed courses, only 16 are offered (nine in the first
semester and seven in the second), leaving six courses consistently unavailable across centres. While all core courses
are provided in both semesters, significant gaps exist in the required and elective categories. Specifically, in the first
semester, only one of the two required courses (Guidance and Counselling) is offered, with ICT and Computer
Education omitted. Likewise, none of the six prescribed elective courses, such as Special Education, Citizenship
Education, or Open and Distance Learning, are available.

In the second semester, the situation is similar: although all six prescribed core courses (e.g., Curriculum Implementation,
Teaching Practice, and Project) are offered, neither of the required courses (Introduction to Teaching Profession and Seminar) is
included. Additionally, only one elective course (Comparative Education) is available, while five others, including Education Law,
Environmental Education, and Health Education, are omitted. These gaps indicate that the programme in its current form does not
fully conform to the national minimum standard. The consistent absence of required and elective courses across centres highlights
structural deficiencies in course implementation, which may hinder the breadth and quality of student preparation.

Table 5. Distribution of first- and second-semester courses expected to be offered and those offered at the Uyo, Eket,
and Ikono study centres.

S/N List of Courses CU. Courses availability status

FIRST SEMESTER Uyo Eket Ikono
Core courses Status Status Status
1 EDU 0601 Philosophy of Education 1 o (0] ¢
2 EDU 0603 History of Education 1 o (0] o

3 EDU 603 Sociology of Education 1 ¢ (0] o
4 EDU 0607 Psychology of Education 2 o (0] ¢

5 EDU 0609 Curriculum Development 2 o (0] o
6 EDU 0611 Educational Research & Stats 2 ¢ (0] o
7 EDU 0613 Micro Teaching 2 o (6] o
8 EDU 0615 Subject Methods 2 0] (0] O
Required Courses

1 EDU 0617 Guidance & Counselling 2 o (6] o
2 EDU 0619 ICT & Computer Education 2 NO NO NO
Elective Courses (Any two elective courses)

1 EDU 0621 Special Education 2 NO NO NO
2 EDU 0623 Citizenship Education 2 NO NO NO
3 EDU 0623 Use of Library 1 NO NO NO
4 EDU 0627 Population & Family Life Edu 2 NO NO NO
5 EDU 0629 Open & Distance Learning 2 NO NO NO
6 EDU 0631 Physical Education & Sports 2 NO NO NO
First semester total courses offered 9 9 9
First semester total courses not offered 3 3 3
SECOND SEMESTER

Core Courses

1 EDU 0602 Curriculum Implementation 2 o (0] o
2 EDU 0604 Educational Technology 2 o (0] o

3 EDU 0606 Edu Admin & Planning 2 o (6] o
4 EDU 0608 Edu Measurement & Evaluation 2 o (0] o

5 EDU 0610 Teaching Practice 6 o (6] o

6 EDU 0612 Project 4 o (6] o
Required Courses

1 EDU 0614 Intro. To Teaching Profession 2 NO NO NO
2 EDU 0616 Seminar 2 NO NO NO
Elective Courses (Any two elective courses)

1 EDU 0618 Comparative Education 2 o (0] o

2 EDU 0620 Education Law 2 NO NO NO
3 EDU 0622 Adult & Non-Formal Educ. 2 NO NO NO
4 EDU 0624 Environmental Education 2 NO NO NO
5 EDU 0626 Gender Studies 2 NO NO NO
6 EDU 0628 Health Education 2 NO NO NO
Second Semester Total courses offered 7 7 7
Second-semester total courses not offered 3 3 3
Grand Total (First + Second semester) offered 16 16 16
Grand Total (First + Second semester) not offered 6 6 6

Note: CU = Credit Unit; O = Offered; NO = Not Offered
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5. Discussion

This study was motivated by the observation that graduates of distance education institutions in Nigeria often face fewer
social and economic opportunities than their counterparts from conventional universities. The first key finding showed that
the PGDE students had uneven understanding of the three major foundations of education. Their knowledge of the
philosophical and psychological foundations was limited, which signals difficulty with abstract reasoning, critical
engagement with educational ideas and the practical use of psychological principles in teaching and learning. This
weakness suggests that the students did not possess the depth of theoretical grounding required to analyse educational
problems or make informed instructional decisions. In contrast, their stronger performance in the sociological foundation
shows clearer awareness of the social purposes of schooling, the influence of community life on education and the wider
responsibilities teachers carry in society. This finding is consistent with the nature of sociological issues, which often draw
from everyday experiences and are therefore easier for adult learners to understand. The combination of weak
philosophical and psychological knowledge and stronger sociological awareness indicates that the students had a general
understanding of the role of education in society but lacked the theoretical balance needed for sound professional
judgement. This outcome aligns with the position of Alade (2020), who noted that NTI programmes strengthen knowledge
and skills in some areas while leaving gaps in others. The present study strengthens this argument by showing that PGDE
students require more focused learning experiences in philosophy and psychology of education so that their understanding
of educational foundations becomes more even and better suited to the demands of effective teaching.

The second finding indicate that the PGDE students possessed only a moderate level of pedagogical competence, and this
limited proficiency appeared most clearly in their difficulty with formulating instructional objectives and using teaching aids
in a purposeful manner. Many students struggled to write objectives that were clear, measurable and relevant to the lesson, and
they also found it hard to select or apply teaching materials in ways that supported learning. This pattern suggests that the
students understood the theory of lesson planning but found it challenging to translate that knowledge into practical classroom
tasks. This outcome aligns with the concerns raised by Odumosu et al. (2018), who reported that NTI graduates often face
similar challenges with practical teaching skills, and it strengthens the argument that teacher preparation in Nigeria still
requires stronger emphasis on hands-on pedagogical training. In contrast to these weaknesses, the students performed better in
areas that involved direct interaction with learners, such as building on prior learning, organising lesson content in a logical
sequence, encouraging participation, managing the classroom and applying basic evaluation techniques. These strengths
suggest that the students were more comfortable with the flow of classroom activities than with the technical demands of
planning and material selection. This pattern is consistent with the expectation that adult learners, especially those with some
teaching exposure, tend to perform better in interactive tasks than in tasks that require detailed planning. The positive
performance in teacher personality traits, such as neatness, punctuality and cordial relationships, also aligns with
long-standing cultural expectations of teachers in Nigeria, where personal conduct is often viewed as an essential part of
professional competence. The combination of strengths and weaknesses points to a training experience that supports
interpersonal and organisational skills but does not provide enough guided practice in lesson planning and the effective use of
instructional materials. This study contributes to the literature by providing clear evidence that PGDE students require more
structured support in the technical aspects of pedagogy, and it reinforces earlier findings that practical teaching competence
cannot be assumed from theoretical knowledge alone. The results also suggest that teacher education programmes in Nigeria
may need to strengthen supervision, modelling and feedback during teaching practice so that students can develop confidence
in planning lessons and using materials in ways that promote meaningful learning.

The third finding showed that the academic staff strength across the NTI study centres in Uyo, Eket and Tkono was
adequate for the delivery of the PGDE programme. All lecturers held doctoral qualifications, which placed them above
the minimum requirement for teaching at this level and provided a strong academic base for programme delivery. The
number of courses offered across the centres was well within the capacity of the available staff, and the distribution of
teaching responsibilities showed that lecturers handled a manageable load that allowed room for lesson preparation,
assessment duties, research engagement and community service. The Uyo centre had the lightest workload per lecturer,
while Eket and Ikono had slightly heavier but still reasonable loads. This finding suggests that the centres were able to
assign courses in a balanced manner without overstretching staff. Although the absence of a national benchmark for
staff to course or staff to student ratios limits the ability to make firm judgements, the staffing profile aligns with
accepted expectations for postgraduate diploma programmes in Nigeria. This finding contrasts with earlier studies that
reported shortages of qualified lecturers in Nigerian higher education, such as the concerns raised by Allais (2022),
Jacob (2021) and Rintala and Nokelainen (2020). The present study therefore provides evidence that, at least within the
NTI centres examined, staffing quality and quantity were sufficient to support effective programme implementation.

The fourth major finding revealed that the PGDE programme in the NTI study centres did not fully meet the national
minimum standard for course provision. Although all core courses were available in both semesters, several required and
elective courses were consistently absent across the centres. Important subjects such as ICT and Computer Education,
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Introduction to the Teaching Profession, Seminar, Special Education, Citizenship Education, Use of Library, Population
and Family Life Education, Education Law, Environmental Education and Health Education were not included in the
programme. These omissions limit the breadth of learning experiences that PGDE students are expected to receive and
reduce the ability of the programme to prepare them for the full range of professional responsibilities outlined in national
policy. The absence of ICT and Computer Education is particularly concerning because digital competence is now central
to effective teaching in Nigeria. Likewise, the exclusion of courses in Special Education and Citizenship Education
restricts students’ exposure to inclusive practices and civic responsibilities, which are essential components of teacher
preparation. The pattern observed in this study aligns with earlier reports by Igwe et al. (2021), Ogundele (2021), Owan et
al. (2021), Owan, Owan et al. (2022), and Owan, Chuktu et al. (2022), who noted persistent challenges in curriculum
delivery and course implementation in Nigerian higher education. The present findings strengthen these concerns by
showing that even when qualified staff are available, course offerings may still fall short of prescribed standards. This
situation suggests the need for stronger oversight and more deliberate planning to ensure that PGDE students receive a
complete and well-rounded academic experience that aligns with national expectations for teacher education.

5.1 Lessons Learned and Implications

The study provides several important lessons for strengthening the PGDE programme within the NTI system and for
improving distance teacher education in Nigeria more broadly. The first lesson concerns the need for a balanced
grounding in the philosophical, psychological and sociological foundations of education. The uneven performance of
the students in these areas shows that distance education can widen access to teacher preparation, but access alone does
not guarantee deep understanding. Weaknesses in philosophy and psychology limit the ability of future teachers to
understand learners, interpret educational ideas and make sound instructional decisions. This suggests that NTI centres
must strengthen the delivery of these foundational courses through improved instructional materials, more interactive
learning opportunities and closer academic support for students.

A second lesson relates to the central place of pedagogical competence in teacher preparation. Although the students
showed reasonable ability in lesson organisation and evaluation, their difficulties with communication, questioning and
the use of teaching aids point to gaps in practical classroom skills. These skills are essential for effective teaching and
are often used by employers to judge readiness for professional practice. The findings therefore suggest that NTI centres
need to provide more guided practice, stronger supervision during teaching practice and more opportunities for students
to apply theoretical knowledge in real classroom situations.

A third lesson concerns staffing. The presence of qualified lecturers with doctoral degrees is commendable, but
qualifications alone do not guarantee effective programme delivery. The absence of clear guidelines on staff to course
ratios creates room for uneven workloads across centres, which may affect the quality of teaching and student support.
Institutions must therefore pay attention to workload management, staff development and regular monitoring of
teaching responsibilities to ensure that lecturers are able to deliver courses effectively.

The fourth lesson relates to curriculum implementation. The consistent omission of several required and elective
courses, including ICT, Special Education, Citizenship Education and other important subjects, reduces the relevance of
the programme to national education needs. These omissions limit the breadth of knowledge that PGDE students are
expected to acquire and weaken their preparation for the demands of contemporary classrooms. Curriculum managers
must therefore ensure full compliance with the National Minimum Standard and avoid selective delivery of courses that
undermines the integrity of the programme.

These lessons have important implications for policy and practice. Policymakers need to strengthen oversight
mechanisms for distance teacher education, particularly in relation to curriculum delivery, staffing and student support.
NTI administrators should review course allocation procedures, improve monitoring of teaching practice and ensure that
all prescribed courses are offered consistently across centres. Teacher education regulators may also consider
developing clear benchmarks for staff to course ratios in distance learning environments to guide institutions and
promote uniform standards. For practice, the findings suggest that lecturers should adopt more interactive teaching
methods, provide clearer guidance on lesson planning and support students in developing practical classroom skills.

5.2 Limitations and Future Research Directions

The study had several limitations that should guide the interpretation of its findings. The investigation focused on only three NTI
study centres within Akwa Ibom State, and although these centres provided useful information, the results cannot be assumed to
represent the experiences of PGDE students across the entire country. The study also relied on achievement tests, observation
checklists and document reviews, which provided valuable evidence but did not include the views of students, lecturers or
employers of NTI graduates. These perspectives could have added depth to the evaluation of programme quality. In addition, the
assessment of academic staff sufficiency depended on workload estimates because clear national guidelines on lecturer to course
ratios for PGDE programmes were not available. This limited the precision of the judgement on staffing adequacy.
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Future research should broaden the geographical scope to include NTI centres in other states and regions so that a more
complete national picture of the PGDE programme can be developed. Studies that combine quantitative tools with interviews,
focus groups and classroom observations would provide richer understanding of how students, lecturers and employers
perceive the quality and relevance of the training. Researchers should also consider longitudinal studies that follow NTI
PGDE graduates into the workplace to examine their classroom practices, employment outcomes and career progression in
comparison with graduates from conventional universities. Such evidence would support policy makers in making informed
decisions on the recognition, improvement and long-term development of distance teacher education in Nigeria.

6. Conclusion and Recommendations

The implementation of the PGDE programme at the NTI study centres in Akwa Ibom State faces critical challenges that
hinder the achievement of its objectives. While the programme has improved students understanding of educational
foundations, especially the sociological aspect, their grasp of the philosophical and psychological dimensions remains
weak. Although academic staff were adequate in number and qualification, many PGDE students still lacked the core
pedagogical competencies required for effective classroom practice. These findings point to the need for stronger teaching
in philosophical and psychological foundations, deliberate skill development in pedagogy, and investment in facilities that
support quality learning. A further concern is the failure of the NTI centres to meet the National Minimum Benchmark in
course offerings. This underscores the urgency of a curriculum review to ensure alignment with prescribed national
standards. Without this, the credibility and effectiveness of the PGDE programme will remain in doubt.

Beyond the immediate context, this study makes two contributions. First, it provides evidence that can guide NTI in
strengthening its PGDE programme to produce graduates who are both competent and employable. Second, it has utility
for distance education institutions within and outside Nigeria that face questions of programme credibility and graduate
quality. By showing where gaps exist and how they affect outcomes, the study informs wider policy debates on teacher
education, distance learning, and the professionalisation of teaching. It also reinforces the need for stronger quality
assurance mechanisms that can sustain confidence in distance education as a legitimate pathway for teacher preparation.

Based on these findings, the study recommends that NTI strengthen instructional delivery in weak areas of the
foundations of education, embed practical skill development into coursework, and ensure that essential pedagogical
competencies are deliberately cultivated. There is also a need for adequate provision of learning facilities and closer
monitoring of curriculum implementation. Policymakers and regulatory bodies such as the TRCN should enforce
compliance with the national benchmark, while supporting NTI with resources to meet those standards.
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