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[bookmark: _GoBack]This essay will compare the differences and similarities of children’s experiences in Sweden and Nigeria. Language, play, pedagogy and culture will be explored. Firstly, Sweden has a population of 9.5 million people where the national language is Swedish (BBC, 2017). Within Sweden unemployment is low and there is more of an emphasis on early years. The Swedish government spend three time more on education that the United Kingdom and in Nigeria spending on education is low (Akinwotu and Olukoya, 2017; BBC, 2017; Wild and Street, 2013). The major religion in Sweden is Christianity.
Nigeria is in West Africa with a population of 186 million people. The official language is English, however, other common languages spoken are Yoruba, Ibo and Hausa (BBC, 2018). In Nigeria the main religions are Islam, Christianity and indigenous beliefs. However, due to the Islamic law being imposed it is causing Christians to flee. There are also attacks by Islamic state-aligned Boko Haram which has killed thousands of people within Nigeria (BBC, 2018).
There is the question of what childhood is. The westernised view of childhood is considered to be when children finish compulsory schooling (Morrow, 2011). However, this may not be the case for other countries as childhood may be different depending on geographical location, historical age and the availability of resources, for example, in Nigeria some children may not attend schools which suggests that their childhood may already be over (Sooter, 2013; Aja-Okorie, 2013; Wright, 2014; Morrow, 2011). Morrow (2011) describes childhood as being legal for children, relational and behavioural concepts, for example, childhood may be childish and innocent. The United Nations Convention on the Rights of the Child (UNCRC) supports the legal side of childhood by stating that a child is a child until the age of eighteen, therefore, their concept of childhood ranges form when children are born until the age of eighteen (UNICEF UK, 1990; Morrow, 2011). 
According to Save the Children (2017) childhood experiences should be a safe time for children to grow, learn and play, to be loved and cared for. This supports Maslow’s (1971) hierarchy of needs as the theory states that children need their basic needs met and protection to develop to their full potential. Therefore, if children do not have these needs catered to then their experiences may not be beneficial to them (Wild and Street, 2013). These experiences can be found in education.
The Swedish education system is Lӓroplan för Försklan (Ministry of Education and Science, 2010) which is a holistic pedagogy that puts the child and play at the centre of the curriculum (Taguma et al., 2013; Miller and Cameron, 2014). According to Samuelsson and Carlsson (2008) play and learning are natural parts of children’s lives. Bronfenbrenner’s (1979) ecological systems theory links with the Swedish curriculum as it suggests that children should be at the centre and be supported by others in the Micro and Macro systems. Also, the UNCRC states that children should participate in decisions that affects them, therefore, this can be seen in Swedish preschools as the planning is based around the children (UNICEF UK, 1990). This means that children may be having a more inclusive experience as children are able to have a say in what they learn, and their experiences are being built upon (Samuelsson and Carlsson, 2008; Broström et al., 2014). Broström et al. (2014) furthers this as they found that children’s experiences were more beneficial to the child if they were left to explore and experience on their own or with the adult participating alongside the child. The Child Right Act 2003 (Federal Government of Nigeria (FGN) and UNICEF, 2003) in Nigeria ensures that there are programmes and initiatives in place for early education to ensure that children can get the best experience possible. It also covers health, food and nutrition which children may not be receiving at home (Sooter, 2013; Save the Children, 2015). 
The learning areas of Sweden are similar to Nigeria’s curriculum as they both include Literacy, Numeracy, Science, Physical Health Development, Art and Music and ICT (Ministry of Education and Science, 2010; FGN, 2004; Igbowe, 2015; Ogunyemi and Ragpot, 2015; Sooter, 2013; Taguma et al., 2013). However, Sweden includes Play as a separate learning area, whereas, in Nigeria play is incorporated into the curriculum and is influenced by westernised society (Ogunyemi and Ragpot, 2015; Taguma et al., 2013). Play in Nigeria is popular but controversial as there is a separation between work and play, it is seen that play is for breaks and lunch (Ogunyemi and Ragpot, 2015; Taguma et al., 2013; Goodliff et al., 2017). Miller and Cameron (2014) suggests that there is no common definition of play in early years due to there being different pedagogies. Play in Sweden, unlike Nigeria is more focused on outdoor play, which links with Froebel and Rousseau’s theories which suggest that children should be in nature to express ideas, feelings and their personalities (Broström et al., 2014; Miller and Cameron, 2014; Samuelsson and Carlsson, 2008). Children’s experiences in these countries will be different as the separation of work and play can make children unable to use their full environment and may not enhance the development of their personalities (Taguma et al., 2013). Whereas, in Sweden when play is incorporated into work it suggests that children may be able to use their full environment (Ogunyemi and Ragpot, 2015; Taguma et al., 2013). In agreeance Piaget suggests that play is children’s work from their experiences (Samuelsson and Carlsson, 2008).
However, play may cause some children to have negative experiences as playfulness may include violence even if it is not intended, for example, in Ondo State, Nigeria, a primary school child was playing with a gun and accidently shot and killed another pupil in 2010 (Ogunyemi and Ragpot, 2015; Ogunyemi, 2012). This may impact children as they may have witnessed violence within in their community, especially with the Islamic State-Allied Boko Haram where there is conflict. In Sweden children may also have limited access with play at home as it may not be safe for children to play due to traffic (Miller and Cameron, 2014; Goodliff et al., 2017). Boldemann et al. (2011) furthers this as they found that approximately 15% of children were allowed outdoors at home, therefore, this could restrict children’s experiences outdoors and less physical activity.
The Universal Basic Education (UBE) Act 2004 (FGN, 2004) controls the curriculum in Nigeria. For children in preschool ages (0-4) teaching includes the subjects stated above and the option of teaching Arabic Studies (FGN, 2004; Igbowe, 2015; Ogunyemi and Ragpot, 2015; Sooter, 2013). For children in kindergarten (5-6) there is the additional option to teach the Nigerian Language. However, for classes where children are above the age of five, Arabic Studies or Nigerian Language must be chosen (FGN, 2004; Igbowe, 2015; Sooter, 2013). Furthermore, the UBE Act 2004 states that Kindergarten is not free but compulsory (FGN, 2004; Ogunyemi and Ragpot, 2015; Save the Children, 2015). However, in Sweden preschool is from 0-5 years and compulsory school age is from age 6 which is free (Taguma et al., 2013; Broström et al., 2014). This suggests that children in Nigeria may not experience childcare settings or schools if they are unable to afford high quality settings. Sooter (2013) agrees by mentioning that not all families can afford high quality settings due to poverty in Nigeria. Furthermore, Save the Children (2015) found that 62% of children from three to six-year olds do not get an early education. Overall, 34% of children are out of school which cost the Nigerian economy approximately £51,840, therefore, experiences for children may not be able to improve because of the economic cost (Save the Children, 2017). In Sweden and Nigeria, school prepares children for work life and an environment that is created for children is dominated by adults (Morrow, 2011). Rogoff (2003) furthers this by stating that a child makes meaning from interactions with the environment, therefore, suggesting that children’s experiences with the environment influence how they understand the world.
According to Save the Children (2017) education gives the next generation of children the tools to fight poverty and prevent diseases which are some of the problems that Nigerian children may face. The UBE Act 2004 states that children should have experiences to meet present and future challenges of globalisation and economic education to be able to make a difference to their and possible other lives (Igbowe, 2015; FGN, 2004).
The United Nations Children’s Fund and the United Nations Educational, Scientific and Cultural Organisation have been providing technological and financial support so that in settings in Nigeria can provide experiences in an enabling environment that is both qualitive and affordable (Ogunyemi and Ragpot, 2015). Sooter (2013) and Save the Children (2015) agrees that settings should be providing qualitive care, as one of the five objects for Nigeria early childhood education is to provide adequate care and supervision. However, in practice settings do not fully support children’s rights and equality as in some settings not all staff are sufficiently trained as care givers, therefore, meaning that they cannot provide qualitive care experiences for children (Ogunyemi and Ragpot, 2015; Sooter, 2013; Ajayi, 2008). This goes against articles 27, 28 and 29 of the UNCRC as it states that children have the right to quality education that meets their basic needs and develops their abilities and talents (UNICEF UK, 1990). Furthermore, the child to staff ration is one adult to twenty-five children, whereas, in Sweden it is one adult to eleven children, this means that in Nigeria the practitioner may find it difficult meet all the children’s needs (Sooter, 2013; Ajayi, 2008; Miller and Cameron, 2014). This impacts the child’s experiences as according to Maslow (1971) if children’s needs are not met, they cannot reach their full potential. 
In Nigeria, most of teaching is done through the medium of English and parents may send their child to nursery to learn fluent English, to ensure more economic succession for their children’s future (Ajayi, 2008; Igboanus, 2008; Sooter, 2013; Udofot, 2011). However, this may not be the case as adults and children may have not have had exposure to English due to socio-economic circumstances and the language of the immediate community (Akinwotu and Olukoya, 2017; Papatheodorou and Moyles, 2012; Brock-Utne and Skattum, 2009). Udofot (2011) and Taguma et al. (2013) suggest that in both Nigeria and Sweden, some teachers may not accept indigenous languages when teaching as they may believe that Indigenous languages should be taught as a second language. This therefore restricts the experiences for children to access education. 
The National Policy of Education and the Jomtien Declaration on Education for All, which Nigeria signed in 1990, states that the mother tongue (MT) or the immediate environment language should be used within a setting so that children receive quality and comprehensive early childhood education and care (Ajayi, 2008; Igboanus, 2008). However, within Sweden children are encouraged to speak the national and native language (Taguma et al., 2013; Ganuza and Hedman, 2015). The Swedish Education Act (Utbildingsdepartmentet, 2010) regulates the right for children to request MT instruction if one of their parents MT is not Swedish (Reath Warren, 2013). However, settings may struggle to implement this as it may be difficult to find qualified teachers in many minority languages. Also, there must be at least five pupils per class that request the minority language for a setting to implement it (Ganuza and Hedman, 2015; Reath Warren, 2013). This means that not all children’s requests are granted.
Ajayi (2008) and Papatheodorou and Moyles (2012) suggests the children whom use their MT within a setting and whilst in the home environment have better experiences as it is more effective for children to make connections and explain themselves. Igboanus (2008) found that MT was used more in settings in rural areas, suggesting that children may have not experienced English and a transition to English may cause a child to withdraw. Children may model the language they hear from their community which links with Bandura’s Social Cognitive theory which suggests that children will copy what they hear and see from people who are significant to them (Adelmann, 2012).
However, both countries may experience that teaching through MT is not always possible due to a lack and expense of resources and guidance (Ajayi, 2008; Akinwotu and Olukoya, 2017; Igboanus, 2008; Taguma et al., 2013). Akinwotu and Olukoya (2017) and Wild and Street (2013) furthers this by stating that there are many different variations of ingenious languages and it may not be possible to have resources for each language. In Sweden and Nigeria, it may be difficult for children to speak and write in their MT as oral and written language may be different as oral language may need body language as well to emphasise the context (Adelmann, 2012; Reath Warren, 2013). Therefore, this may impact a child’s experience with language which may make the child see how learning another language may be useful in some situations. In contrast to Nigeria, Sweden’s culture is more focused on the listening aspect of language and it is socially active within Swedish classrooms which suggests that children have more experience listening (Adelmann, 2012).
According to Bruner (1990) and Rogoff (2003) culture is continuously evolving personal values and the norms made from society, it also gives meaning to shared practices that include cultural tools so that children can learn. Cultural context supports the child’s rights to participation as according to article 14 and 30 of the UNCRC as children have the right to practice their culture and to protect their own culture (UNICEF UK, 1989). The experiences that children have with their culture can influence how they act but, these actions may be modified and changed by actions of a group of people (Rogoff, 2003; Vygotsky, 1978).
The International Human Rights law states that everyone should have equal rights to and in education and their rights should be promoted and protected whilst in education (Aja-Okorie, 2013). This is applicable to Nigeria and Sweden.
According to Aja-Okorie (2013) education builds a foundation for girls within Nigeria. Every Child’s Rights Act 2003 in Nigeria states that every child has the right to education no matter their biological sex (Save the children, 2017; FGN and UNICEF, 2003). This supports the UNCRC as articles 2 and 28 states that all children have the right to quality education and these rights should not be taken due to sex (UNICEF UK, 1989). However, in Nigeria 75% of females do not attend school and girls drop out of school earlier than boys. Within the culture childcare responsibilities may be given to older children within the family and girls should be educated towards marriage (Papatheodorou and Moyles, 2012; Akinwotu and Olukoya, 2017; Igboanus, 2008; Okonkwo, 2013). Aja-Okorie (2013) furthers this by suggesting that girls are less valuable if they have an education and less likely to obey males. Ojobo (2008) and Okonkwo (2013) and Save the Children (2017) furthers this as they found that within Nigerian culture there are stereotypes and sex roles which cause girls to have lower educational status. This may partially disagree with Bronfenbrenner’s (1979) theory as in Nigeria when it comes to supportive education only the male child may be at the centre. On the other hand, in both Nigeria and Sweden most children are at the centre of the ecological systems as culture and experiences from people within the other systems impacts the child (Wild and Street, 2013). Some people in Nigeria may fear that if girls attend education they will be exposed to the changes of globalisation therefore, will lose their cultural identity (Aja-Okorie, 2013; Okonkwo, 2008; Trask, 2013). However, in Sweden children are taught to experience their culture and learn to respect other cultures (Taguma et al., 2013; Miller and Cameron, 2014). However, according to Goodliff et al. (2017) and Allard et al. (2011) in Sweden there may still be stereotypes about culture as it may be seen that mothers should stay at home and fathers should work and not take parental leave. This suggests that if children experience these situations then the child may also develop these culture norms. There may be more focus for children’s labour and taking on responsibilities as it may be an obligation to their family, suggesting that education may have to fit around this. However, this contrasts with westernised society such as Sweden, as children’s work must fit around their education commitments. The priorities for children are different, and therefore their experiences would differ (Morrow, 2011). 
However, by children having education they can learn their own basic needs which could help to lower malnutrition and protect children from exploitation, therefore, improving children’s experiences (Ojobo, 2008; Aja-Okorie, 2013; Save the Children, 2015). Bassey and Bandura 1984 and Bern 1981 theories suggest that children learn both feminine and masculine patterns of behaviour by observing actions which impact on how the children act (Okonkwo, 2013). This therefore suggests that if children are bought up in a Nigerian culture, then those children may obey the sex roles, where as in Sweden where the sex roles are not so visible children may not experience the sex difference and have a more beneficial education (Okonkwo, 2013; Taguma et al., 2013).
The culture within Sweden means that children and people have close links with the nature and use the term Friluftsliv which means free, air and life (Papatheodorou and Moyles, 2012; Taguma et al., 2013; Miller and Cameron, 2014). This may have influenced settings in Sweden to incorporate the outdoors to their curriculum and the curriculum aims to address academic and socio-emotional development and respect for cultural values (Taguma et al., 2013). However, modern life is eroding this traditional value (Papatheodorou and Moyles, 2012).
To Conclude, this essay has critically compared Nigeria and Sweden which are two contrasting countries. They have both focused on education but looking into how language, culture, policies and legislations and pedagogy impact on children’s experiences. It was found that Nigeria and Sweden both incorporated play into their curriculum but in different ways. Sweden had a sperate subject for play, whereas Nigeria did not (Samuelsson and Carlsson, 2008; Broström et al., 2014; Sooter, 2013; Ogunyemi and Ragpot, 2015). There were challenges to the education system in Nigeria as it is suggested that there is a lack of quality services available for children to have positive experiences (Ogunyemi and Ragpot, 2015). However, this was not evident with Sweden. It is suggested that children in Sweden may not have positive experiences regarding the curriculum as some practitioners may not be engaged with the play curriculum (Sooter, 2013; Save the Children, 2015). 
In Both Nigeria and Sweden, it was found that MT can be difficult to implement within education and may limit children’s experiences as there is a lack of resources and guidance for children. It was also suggested that whilst policies are in place to enable children to study through MT, these policies were not always implemented (Ajayi, 2008; Akinwotu and Olukoya, 2017; Adelmann, 2012; Reath Warren, 2013). Policies and legislation have also been discussed in terms of the other subjects within this essay. Finally, research from this essay suggests that childhood is different in different countries due to culture and what is childhood and ‘good’ childhood experiences may not be the same (Aja-Okorie, 2013; Morrow, 2011). Though this comparison a westernised view on childhood experiences has been critiqued. 
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