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In Ghana, despite increasing enrolment, majority of children do not have access to quality early childhood education. The lack of a
context-specific and culturally relevant definition of quality in early childhood education is one of the challenges stakeholders face
in promoting quality standards in Ghana. In this paper, we use data collected through qualitative semistructured interviews to
explore stakeholder definition of quality in early childhood education, the implications of quality, and the key characteristics
emphasized in recruiting teachers into quality early childhood education. For the participants, quality early childhood education
embodies three key components: safety, nutrition, and teaching. Cognitive development, social skills, and leadership abilities were
emphasized as some of the benefits of quality early childhood education for children. Regarding the recruitment of teachers,
participants emphasized tertiary education rather than attitudinal and behavioral qualities as relevant for teachers in early
childhood education. In view of the emphasis placed on nutrition in defining quality, we recommend that advocacy groups must
ensure that the government’s school feeding program extends to day care centers. This will go a long way to ensure that children

from poor households are not excluded from the benefits of quality early childhood education.

1. Introduction

In several countries across the globe, state and educational
authorities have developed specific policies and imple-
mentation frameworks to promote quality and equitable
education for all. While education for all is important, ex-
perts agree that early childhood education is important as it
lays a solid foundation for future academic progress [1]. In
recognition of the importance of Early Childhood Care and
Education (ECCE), the United Nations (UN) as part of its
global development agenda has made ECCE a necessary part
of the development agenda of its member countries. To
promote and contribute to this developmental agenda by the
UN, the United Nations Educational, Scientific and Cultural
Organisation (UNESCO) has made it a part of its work to

ensure that all boys and girls across the globe have access to
not just education but also quality ECCE [2]. UNESCO
argues that providing early childhood education presents
children with the opportunity to acquire knowledge and
develop skills that will have lifelong applicability [2]. The
knowledge and skills go beyond educational to include
emotional and social development. In other words, ECCE
encompasses processes and procedures that provide chil-
dren with academic, social, and emotional skills as well as the
required health and nutrition to stimulate both biological
and intellectual development. Some of the existing re-
searches on child development indicate that, by the age of
four, a child would have developed a significant amount of
their developmental and intellectual potential [3, 4]. Thus,
the training and care a child receives in the early years have
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implications for their future wellbeing. In line with this,
UNESCO advocates for children between one and three
(1-3) years to have access to at least one year of free but
compulsory ECCE delivered by trained personnel in this
regard.

Different African states are committed to providing
quality ECCE to children across the continent. Some
countries have witnessed significant progress in this regard.
Nonetheless, there remain a significant number of children
across Africa who do not have access to quality ECCE. This is
especially so for children from poor households in Africa,
most of who are unable to fulfil their full academic potential
because of a lack of, or in some cases, poor ECCE [5]. The
effects of this lack of, or poor, ECCE on children include
poor proficiency and articulation skills [6]. In Ghana, dif-
ferent policies and programs exist to promote quality ECCE.
These include, among others, strengthening the capacities of
teacher training institutes as well as removing barriers to
enrolment for children from poor socioeconomic back-
grounds [7]. Ghana’s constitution, the Children’s Act of
1998, and the Ghana Early Childhood Policy are all legal
instruments aimed at promoting the right of children and
including access to early childhood education [8]. In Ghana,
basic education has been extended since 2004; it begins from
the age of three rather than the previous age of six [9].
Ideally, each basic school is expected to make provisions for
early childhood care and education through the day care and
kindergarten system. The Ministry of Gender and Social
Protection through the Department of Social Welfare is in
charge of registering day care centers and ensuring that the
required standards, quality, and ethical care are provided in
each school [9]. Despite economic improvements and im-
provement in school enrolment over the past few years,
poverty and illiteracy rates remain high in Ghana [10].
Majority of day care centers in Ghana are privately owned
and operated, despite the government’s clear commitment to
early childhood care and education [10]. Research suggests
that, despite increasing enrolment, the majority of children
in ECCE in Ghana do not, or fail to, adequately meet ex-
pected developmental benefits from ECCE [10]. Other
studies have suggested that teachers in ECCE are limited in
their ability to adapt educational ideologies to the specific
needs of Ghanaian children in ECCE [11]. Generally, the
quality of ECCE has been identified to be low across the
country. The lack of measuring instruments and a mode of
assessment that is culturally sensitive and specific to sub-
Saharan and African contexts is a major challenge in de-
termining and promoting quality standards in sub-Saharan
African countries including Ghana [10].

Achieving quality and competent early childhood edu-
cation in Ghana, however, depends not only on the devel-
opment of government policies and strategic programs.
Largely, quality early education also depends on the active
involvement of stakeholders (including children and par-
ents), the provision of a conducive environment for learning,
and the availability of trained and motivated teachers with
the relevant educational, attitudinal, and behavioral orien-
tation [12]. While there have been several studies on early
childhood education in Ghana [8, 11, 13], very few have
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focused on the perception of stakeholders regarding what
constitutes quality early childhood education and its im-
plication for the future development of children and society
in general. For instance, McCoy and Wolf [10] focused on
classroom quality and its impact on child development. On
their part, Morrison [14] and Osei-Poku and Gyekye-
Ampofo [13] focused on curriculum development, teaching
methods, and quality of teacher training for early childhood
education. Even though these studies provide relevant
knowledge for the continuous development of ECCE in
Ghana, the lack of knowledge on what constitutes quality
from the point of view of stakeholders is problematic. Katz
[15] argues that different stakeholders perceive quality ECCE
differently. This differing perception has implications for the
way in which each stakeholder acts in promoting ECCE.
Consequently, it is important that we explore the perception
of stakeholders regarding what quality is in ECCE within the
Ghanaijan context. This knowledge is important because,
even with the existence of policies, the perception and in-
terpretation of stakeholders regarding what early childhood
education is and its importance will have implications on the
way they approach their work. Similar to the above, very
little is known about the recruitment processes for teachers
by private school head teachers, the quality (intellectual,
attitudinal, and behavioral) that they look out for in
employing teachers, and the processes of evaluating the
performance of teachers. This is also an important aspect of
enhancing quality early childhood education, since teachers
are important stakeholders and their knowledge, skills, and
attitudes have lasting implications on the pupils under their
care [16, 17].

This paper presents qualitative data on the perception of
stakeholders about what “quality” means in early childhood
education. The paper further analyses the understanding of
stakeholders on the importance of quality ECE for child
development. Finally, the paper examines approaches of
recruitment of teachers in early childhood education in
selected private schools in Ghana.

1.1. Brief Overview of the Literature. In this section, we
present a brief overview of the literature on early childhood
education. We first examine what quality means in early
childhood education and how different authors explore this
concept. We further explore teachers as important stake-
holders in promoting quality and an overview of the im-
portant characteristics that teachers in early childhood
education must possess to be effective in their work. Finally,
we explore the importance of early childhood education for
the cognitive, behavioral, and the general wellbeing of
children as they grow.

L1.1. Defining Quality in Early Childhood Education.
Quality is one of the most widely debated concepts in ECE
research. In assessing and examining the concept of quality
in ECE, Ball [18] explains that quality in ECE is a complex
concept and that finding a single and/or universal definition
may be difficult. Brinkman et al. [12] in exploring the
complexity of the concept of quality explain that quality
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early childhood education may be contingent on several
variables. The authors explain that any definition of quality
must include the characteristics of the classroom and the
study environment, the attitudinal and behavioral charac-
teristics of teachers, structural characteristics, and the
characteristics of children and their families. Allen and
Walley [19] further stress the difficulties associated with
defining what exactly quality means within the context of
early childhood education. For Waller [20], quality is and
must be defined in relation to specific contexts, paying at-
tention to differing values and beliefs regarding children and
childhood. Similar to Waller’s argument, Moss et al. [21]
recognize contexts, values, plurality, and subjectivity as very
significant and inclusive factors in determining quality. They
consider quality to be value-driven and argue that what is
deemed high quality will be influenced by the values and
priorities of those who decided what the outcomes and the
structures will be [21]. This context-specific and culturally
relevant explanation of quality contradicts the restrictive
view of quality. Some authors argue that quality in ECE
means that guiding laws and policies are developed based on
a shared understanding of quality and shared meanings that
often originate from the values of Western cultures and
contexts [22]. Taken as a whole, the emphasis on different
variables in defining quality [12] and the emphasis on
contextual and culturally relevant definitions [20] imply that
quality in early childhood education may not be obvious and
easily assessed. The explanation provided by Katz [15]
perhaps provides researchers with more specific guidelines
on defining quality in early childhood education. Katz [15]
maintains that the quality of early childhood education can
be assessed from a variety of perspectives: quality as defined
and perceived by the broader society as observers, quality as
perceived by children as active participants in their own
education, quality as perceived by parents of children as
important stakeholders, and quality as perceived by teachers
and other actors in education. These perspectives may be
complementary or contradictory; nonetheless, as the authors
argue, considering the perspectives of different actors in
defining quality will help in developing a holistic under-
standing of quality that addresses the needs of important
stakeholders [15].

Even though most scholars subscribe to the relative
ideology of quality (cultural values, different interests of
stakeholders, and the constructors of childhood shape
emphasizing that quality), there is still a debate for con-
ceptualizing common and/or universal parameters of quality
[23]. Although there are several instruments for measuring
quality in ECE provision, the Classroom Assessment and
Scoring System (CLASS) focuses on how teachers and pupils
interact within classroom settings and the quality of such
interactions [24]. An extensive study by Fourie and Kgalenga
[17] focused on best practices for improving the experiential
quality of children in ECE. Their research was limited to how
communities and practitioners in South Africa worked
cooperatively to shape the quality of ECE provision. They
assert that since teachers are responsible for preparing
children intellectually, socially, and emotionally for future
development, any definition of quality ECE must necessarily

include teacher characteristics as an important determinant
of quality.

While the above literature has explored what quality
means and how it may be assessed, most of the literature has
been collected from contexts outside Ghana or Africa. While
we appreciate the applicability of some of these arguments,
we also emphasize that understanding what quality means
within the specific Ghanaian context is important and will
help to improve the existing approaches to ECE. Thus, in this
paper, we explore the perception of stakeholders regarding
quality ECE within selected private day care centers in
Ghana. Such context-specific understanding of different
perceptions of quality will help social welfare officers in
general and social workers specifically to make meaningful
contributions towards improving the quality of ECE in
Ghana.

1.1.2. Teachers as Important Stakeholders in Promoting
Quality in Early Childhood Education. Motlanthe [25] ar-
gues that teachers who have received the required training
and are personally interested in childcare are essential in the
delivery of quality early childhood education. Fourie and
Kgalenga [17] further assert that teachers (caregivers) are
responsible for preparing young children for further aca-
demic and social development. Consequently, any attempts
at improving the quality of ECE must include teachers as
active stakeholders considering the role teachers play in
moulding children to become contributing members of the
global community [16]. While the importance of a teacher
in delivering quality ECE is not in doubt, it must be
emphasized that, for teachers in ECE to be effective in this
regard, they must possess both intellectual and behavioral
characteristics that will enhance the quality of their in-
teraction with children. Bean-Mellinger [26] argues that
higher education in early childhood education in itself
does not make a person a good teacher for children. Colker
[27] emphasizes that, to be effective, a teacher in early
childhood education must possess the relevant academic
training and skills together with personal attributes that
have been identified as relevant for working with children.
Thus, in addition to the knowledge and skills acquired
through a higher education degree, Bean-Mellinger [26]
emphasizes that teachers in early childhood education
require certain behavioral qualities in order to motivate
and help their wards develop as expected. While a lot of
researches have been conducted on the required knowl-
edge and skills for teachers in general and especially
teachers in higher education, very little research has been
conducted on the key personal characteristics needed for
teachers in early childhood education [27]. Without
underestimating the value of research into required
knowledge and skills, we emphasize here that behavioral
qualities have significant implications for the performance
of teachers in early childhood education. These behavioral
qualities stem from years of socialization and are often
resistant to change. This explains their implication and
significance for teacher effectiveness in early childhood
education. Some of these behavioral qualities include



enthusiasm/passion for children, patience, humour, cre-
ativity, and flexibility [26, 27].

While some researches have been conducted on these
qualities, very little research has been done on the behavioral
qualities of teachers in ECE in Ghana. In addition, the
existence of research into the intellectual and behavioral
qualities of teachers has implications for teacher recruitment
or employment. The implication is that both state and
private actors will consider these intellectual and behavioral
characteristics in employing teachers into ECE. Within the
Ghanaijan context, very little is known about how head
teachers in private schools recruit and the qualities they look
out for in selecting teachers into ECE. It remains unclear
whether the qualities they look out for are consistent with or
contradictory to some of the qualities identified in the lit-
erature. This paper contributes to this gap in knowledge by
exploring the characteristics that heads of selected private
day care centers look for in recruiting teachers into ECE.

1.1.3. Quality ECE and Intellectual, Social, and Emotional
Development. Several researchers [3, 4] indicate that quality
ECE improves academic skills of children beyond basic
education. Cortazar’s [28] research in Chile concluded that
even though socioeconomic status is an important deter-
mining variable, generally, both boys and girls receive sig-
nificant academic benefit from quality early childhood
education. In further exploring the relationship between
socioeconomic status and early childhood education, Rey-
nolds et al. [29] conclude that children from poor socio-
economic background who have access to quality ECE
demonstrate positive academic performance in their sec-
ondary education. Thus, despite the socioeconomic status of
a child, quality early childhood education has positive im-
plications, enhancing school readiness of children and
preparing them intellectually for success in higher education
[13]. Research on early childhood education in the United
States also indicates that ECE fosters strong academic
achievement, at least through elementary school [30].
UNESCO and UNICEEF [31] explain that the first three to
eight years of a child’s life are crucial to the child’s brain
development. As a result, quality early childhood education
is likely to benefit the future academic wellbeing of children.
Barnard [32] goes beyond the intellectual benefit of early
childhood education and emphasizes other benefits such as
social and emotional benefits.

Child socioemotional competence is a broad term for a
diverse array of social and emotional skills and behaviors
such as the regulation of emotional experience and ex-
pressiveness as well as the sustenance of engagement with
peers [33]. The significance of children’s socioemotional
competence for general life changes and the role early
childhood education plays is acknowledged by researchers
and academics from different disciplines [34]. Broekhuizen
[35] asserts that quality ECE is the strongest predictor of a
child’s social and behavioral skills. Some psychologists argue
that being part of a group within educational environments
enhances the child’s social development and communication
skills [36]. When children experience quality early childhood
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education, they build self-confidence, develop an interest in
pursuing higher education, and are able to develop healthy
relationships with friends and classmates [37]. Children at
early childhood education stage discover themselves while
playing freely, and this contributes greatly to the develop-
ment of their linguistic capacities, cognitive skills, and other
motor skills such as coordination, endurance, and balance
[38].

2. Research Methods

This paper reports data from a broader study which relied on
both qualitative observations and interviews. The data re-
ported in this paper is from the semistructured interviews
and focuses on one of the main themes of the broader study
(the meaning of quality ECE and its perceived implications
for child development). Authors collected data from three
privately owned day care centers in the Kumasi Metropolis
of Ghana. Authors purposively selected 30 participants as
part of this study. The number of participants was deter-
mined by the resources available to researchers (time and
financial) as well as the availability and willingness of
participants. The participants included parents, caregivers,
and proprietors or head teachers. As indicated in the lit-
erature, these are important stakeholders and their con-
ception of what quality means is important.

This study used semistructured qualitative interviews to
collect data from participants, focusing on their perception
about what quality means in early childhood education, the
implication of quality early childhood education for child
development, and the qualities emphasized in selecting
teachers to teach in early childhood educational centers.
Authors received institutional consent from all the selected
institutions for data collection. All participants gave indi-
vidual verbal consent to participate in the study. Authors
assured participants that their information will be used for
the purpose indicated and that their identity will be kept
anonymous in all publications. We have upheld this ethical
responsibility by not indicating the names of the institutions
involved and using pseudonyms to represent the partici-
pants involved in this study. All participants gave their
consent for the interviews to be audio recorded. The first and
second authors conducted the interviews in the English
Language and each interview lasted for approximately 35
minutes.

All the interviews were transcribed verbatim. The main
research questions that guided the study were used to re-
organize the transcript. Thus, in addition to the original
transcript containing the full transcribed interviews for all
participants, the authors generated a second transcript using
the main research questions as a guide. In this second
transcript, the specific responses of participants to different
questions of the study were grouped. For instance, under the
first research question, the responses of each participant to
that question were copied and pasted. This organized
transcript served as the main document on which the codes
and themes were developed. The third author, together with
the first and second authors, read through the responses
under each research question and used keywords or phrases
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to represent important ideas. These were the initial codes
developed. These codes were developed directly from the
data in relation to specific research questions. Codes pre-
senting specific sets of ideas were merged into broader
themes. The authors used these themes to present the results
under each of the research questions of interest. The fourth
author used the themes to develop the first full draft of this
manuscript after which all authors contributed to further
developing the manuscript and preparing it for submission.

2.1. Overview of Study Participants. Table 1 presents a brief
overview of the participants in this study. The participants in
this study (parents, caregivers, and proprietors) included 19
females and 11 males. Most of the participants were aged
between 27 and 50 years, with only three participants aged 50
years or more. Almost all the participants had at least basic
education. Interestingly, most of the parents had higher
educational degrees compared to the teachers and care-
givers, most of whom had either secondary education cer-
tificates or diplomas and HNDs.

2.2. Findings. In this section, we present the findings to
address the key objectives informing this study. We first
explore the perception of participants regarding quality
ECE. We follow this with an exploration of the perception of
participants regarding the effects of quality ECE on child
development. We follow this with an exploration of the
processes and procedures through which teachers with the
required qualities are recruited into ECE. In presenting the
results, the identities of participants are replaced with
pseudonyms such as “P1” which represents first parent,
“CAl,” for first caregiver, “PR1,” for first proprietor, “CM1,”
for first community member, and so forth.

2.2.1. Perception of Participants Regarding Quality Early
Childhood Education. The analysis revealed that, for par-
ticipants in this study, quality ECE means safe and secure
environment for studies, the availability of nutritious food,
and the presence of teachers with the appropriate qualities to
enhance the learning experience of pupils.

2.2.2. Safety as an Important Determinant of Quality ECE.
All the participants emphasized the security of the school
environment as an aspect of quality early childhood edu-
cation provision. CM4, one of the community members,
summarizes the relevance of security in the following way: “I
believe that quality education requires good security and
good environment.” For the participants, safety and security
mean the presence of physical security measures, for in-
stance, the presence of security officers, CCTV cameras, and
visitor logbooks as well as the attentiveness of teachers to
these security protocols. The following narratives by parents
and one school proprietor emphasize the importance of
safety and security for participants.

“To me, it is the environment of the school, including the
security measures in place and how well the teachers take

TaBLE 1: Bio-data of study participants.

SN Participant Gender Age  Educational background
1 P1 Female 33 First degree

2 P2 Male 37 First degree

3 P3 Female 38 First degree
4 P4 Female 39 HND

5 P5 Male 40 PhD

6 P6 Female 29 Diploma

7 P7 Male 35 Master’s degree
8 P8 Male 33 Master’s degree
9 P9 Female 30 Master’s degree
10 P10 Male 59 Master’s degree
11 CAl Female 27 Diploma

12 CA2 Male 31 HND

13 CA3 Female 28 Diploma

14 CA4 Female 28 SHS

15 CA5 Female 45 None

16 CA6 Female 43 SHS

17 CA7 Female 32 SHS

18 CA8 Male 28 First degree
19 CA9 Male 25 First degree
20 CA10 Female 31 SHS

21 PRI Female 43 Master’s

22 PR2 Female 76 CERT A PROSEC
23 PR3 Male 28 Undergraduate student
24 PR4 Male 39 First degree
25 CM1 Male 62 SSCE

26 CM2 Female 58 Form 4

27 CM3 Female 40 None

28 CM4 Female 35 SHS

29 CM5 Female 45 SHS

30 CM6 Female 31 JHS

care of the children. At this center, whenever I am unable
to pick up my child and I do not call ahead, they would not
let whomever I send to pick my ward up do so unless I
have been contacted, and that is very good to me” (P5).

“The environment is great and the security is ok. In fact,
apart from the security at the gate, within the premises,
there are CCTV cameras and the caregivers do not give
the child to anyone unless I have authorized it to be so”
(P6).

“We have security men who ensure that no child gets out
of the main gate and there are CCTV cameras around,
they have to be fed well, teacher to child ratio is very great
and we have great ventilation in the classes to allow great
circulation of air” (PR2).

Within the study context, this emphasis on safety may be
a reflection of the strong communal and traditional value
placed on the protection of children [39]. A reflection of the
cultural belief is that one of the qualities of a good parent is
an ability to protect children from harm and to keep them
safe. In this study, the school (during school hours) assumes
the responsibility of a parent and is thus expected to uphold
the same cultural values and expectations of parents, in-
cluding the safety and protection of children. In sum, the
security measures and physical structures that day care
centers put in place are an important part of the participants’



conceptualization of quality. Quality here goes beyond
taught content to include environmental safety, safety
protocols, and teacher attentiveness.

2.2.3. Nutrition as a Determinant of Quality ECE. In ad-
dition to environment and safety measures, participants
indicated that the nutritional value of the meals provided to
the children is an important determinant of quality ECE:
“Providing nutritious meals are also requisite for ensuring
the health and development of the children as part of en-
hancing quality education. We provide the children with
their lunch which are balanced along with fruits” (CA4).
Evidently, balanced and nutritious food is one of the ways by
which participants define and ensure quality ECE. The
importance placed on this is evident in the following
quotation from CA2.

“The cooks get adequate training from KMA every six
months and the food provided for the children are highly
nutritious. They eat thrice a day. Sometimes they bring
their meals from the house. We check the meal to ensure it
is very nutritious” (CA2).

From the above, where the school provide meals, they
ensure that their caterers have adequate training from the
metropolitan directorate. On the other hand, where pupils
bring their own food, teachers take it upon themselves to
ensure that the foods are nutritious. To these participants, it
is necessary to ensure that every meal provided for the
children is well balanced and given on time. All the par-
ticipants believe that nutritional provision is an important
factor in the provision of quality early childhood education
as it deals with ensuring the health and growth of the
children. This emphasis on nutrition could also be
explained as relevant especially within the study context.
For some children from deprived communities and homes,
the food provided in schools may be the only nutritious
food available to them. The availability of nutritious food in
schools therefore has positive implications for school at-
tendance [40, 41]. It allows children from poorer homes to
attend and remain in school and enhance their attentive-
ness and subsequently their performance. Hence, as par-
ticipants in this study emphasize, for quality to occur,
children need to be able to stay in school and remain at-
tentive, something that is achieved through the provision of
nutritious food [40, 41].

2.2.4. Teaching as an Important Part of Quality ECE.
Participants emphasized teaching methods and approaches
as an important part of quality ECE, especially for enhancing
the cognitive skill of pupils. CAl explains how a combi-
nation of indoor and outdoor activities enhances the quality
of ECE and promotes the development of the child.

“In teaching, you want to help the child to acquire
knowledge, develop his or her cognitive, assertive skills
and domain, but outdoor activities deal with how they can
be sociable with their peers and how they can mentor
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others. At the playground, many things go on, it helps to
develop their gross and fine motor skills; the use of the
play cars, bicycles, tricycles and football help develop
these skills” (CA1).

“We teach rhymes and do the actions to let the children
know how to do it. Some children are difficult and others
are soft-hearted. As such in assessing them as they play,
we try to observe those who seem more active on the
playground in comparison to being in the classroom and
vice versa” (CA4).

“We let them participate in scribbling, painting, and poem
recitals as these help them in developing their fine motor
skills” (CA10). Most of the participants also referred to the
outdoor activities as a way of creating playful scenery for
the children and avoid the too structured form of edu-
cation since they are children.

In conclusion, all the day care centers engage the chil-
dren in both teaching and outdoor activities as a way of
ensuring good childcare and improving their development.

2.2.5. Implications of Quality ECE on Child Development.
Another objective of this study was to explore the perception
of participants regarding the implication of quality ECE for
the future wellbeing of the child. Most participants indicated
that ECE provides a good foundation (in terms of the de-
velopment of social and cognitive skills) for children as they
grow, making them prepared for higher education and well-
adjusted social actors.

Most participants emphasized the role ECE plays in
providing a good foundation for the future academic de-
velopment of children: “one positive aspect of ECE is that it
serves as a good foundation, as long as they have quality
teachers” (CA1). For the participants, gaining early speech
skills and engaging in role-playing and confidence-building
activities all give the children relevant skills for future ac-
ademic excellence: “It prepares them for the higher level that
is the foundation for their education” (CA3). For CA10, not
only does quality ECE provide a good foundation for
children but also it allows teachers at higher educational
levels to do their job: “It serves as the foundation of their
educational level. It makes work easier for continuing
teachers hence serving as a good foundation for the chil-
dren” (CA10). CM3 provides a similar argument when she
states the following: “It broadens their mind so much that
when they get to Kindergarten it is easier for them to adjust
well unlike those who do not have the day nursery educa-
tion.” It is evident that, for these stakeholders, not only is
quality ECE relevant for the children, but also it has an
important implication on a country’s higher educational
system. In addition to its implication for the educational
system, CM6 suggested broader implications of ECE for
society. CM6 explains that quality ECE has implication for
social functioning, as children who have quality ECE are
perceived to have better social skills and follow social norms:
“It serves as a good foundation and they react and comport
themselves when in public.”
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In further exploring the exact nature of this good
foundation, participants were asked to indicate some of the
specific skills that children develop through quality ECE.
With reference to these, participants’ responses focused on
the development of four key skills: cognitive, emotional,
social, and physical skills. For one participant, their so-
cialization skills are always developed: “They develop socially
by interacting with their peers through learning and playing”
(CA2). For another participant, ECE enhances the leader-
ship, cognitive, and social skills of children.

“From the start, it helps broaden their minds because they
become clever than they would if they were at home.
When they come back from school, they behave like their
teachers and pretend to do what they do in the class.
Coming to this day care center, has helped my kids so-
cialize well with others and it has been a very good
foundation in enhancing their English language” (P4).

Another participant’s assessment of the effect of early
childhood education was that it allowed the child to exhibit
independence and take initiative; this participant stated the
following:

“My ward now speaks better, has become independent
and socializes well. Her manners too have improved she
says sorry when she does wrong, and says thank you to
praise and gifts” (P5). To another participant, their in-
tellectual and speaking skills are developed: “The children
are able to learn how to speak, write, sing and even so-
cialize with their peers quite well” (CM5).

In conclusion, the implication of quality ECE is that it
lays the proper foundation for the children in terms of
higher education. It makes them well-adjusted social actors
and enhances higher education teaching as well. Whether
they are social, physical, cognitive, mental, emotional, or
intellectual skills, quality ECE helps in improving them.

2.2.6. Processes and Procedures in the Recruitment of
Teachers. As indicated in the literature, teachers are im-
portant stakeholders in providing quality ECE. Conse-
quently, recruiting the teachers with the relevant attitude,
knowledge, and skills and monitoring their performance are
crucial in promoting quality ECE. In this section, we present
results on the recruitment practices of the selected schools as
well as the training and experience of other staff. The
strategies that head teachers use to evaluate teachers and
maintain quality standards are subsequently presented. For
this study, participants emphasized academic qualification
and work experience as the most important determinants.
The following quotations indicate the importance that
participants place on academic qualification and prior work
experience.

“Depending on the role they are to play, the educational
requirements include a minimum of Basic Education
certificate, a first-degree holder with experience in

working with children, as well as Postgraduates. It is also
dependent on the role the person is applying to, the
teaching role requires having a certificate in Basic edu-
cation, graduates and postgraduates are highly consid-
ered. For the other staff such as the cooks, they have to be
certified by the Kumasi Metropolitan Assembly before
they are employed” (PR1).

“It is an open opportunity to all manner of people who
qualify to come in. No discrimination whatsoever, either
in background, disability, culture or beliefs. The main
criteria are having WASSCE certificate with good grades
and fluent in English. But those with a higher educational
qualification are the main teachers. Other criteria include
being healthy, if you are a person who is always sick you
cannot do the work since you are handling children. . .The
minimum educational qualification we ask from the
caregivers is having Senior High School certificate. For
higher positions too, having a diploma or degree in any
field such as nursing and teaching is given priority” (PR4).

“The criteria for choosing the applicant depend on having
at least a WASSCE certificate, an experience for working
with children and at times their age. After they are se-
lected, they undergo a one-year training period at the
Department of Social Welfare” (PR2).

While PR1 and PR4 emphasize academic qualification,
PR2 goes further to indicate the importance of prior ex-
perience with children. In further explaining the relevance of
prior work experience of potential ECE teachers, PR3 em-
phasizes the following.

“Experience is actually one of our main criteria for
recruiting our caregivers; hence we look at how they deal
with issues involving the children they are assigned to as
well as how well they communicate with the parents”
(PR3).

Here, PR3 appears to indicate the importance of a rel-
evant attitude, through prior experience with children, as an
important determinant for selecting teachers into ECE to
enhance quality. In most of the responses though, the main
emphasis was on educational/academic qualification with
little or no emphasis on relevant attitudinal and behavioral
qualities of the teachers.

3. Discussion

This study sought to explore the perception of stakeholders
regarding the meaning of quality in early childhood edu-
cation, the implication of quality early childhood education,
and the qualities that are looked out for in the recruitment of
teachers into quality ECE.

For the participants of this study, quality ECE embodies
three key components: safety, nutrition, and teaching. For
quality in ECE, children must first learn within an envi-
ronment that is safe not only from external criminal ac-
tivities but also from injury and harm from the school
infrastructure. In addition to this, children must have access



to nutritious food within the school environment. Finally,
relevant approaches to teaching and relevant content are
important determinants of quality ECE. While the existing
literature emphasizes that quality ECE is not necessarily
universal [18, 20], the components of ECE as highlighted by
participants in this study are similar to those emphasized by
Brinkman et al. [12] and Waller [20]. However, unlike the
components of quality ECE as emphasized by Brinkman
et al. [12], participants in this study did not emphasize the
behavioral characteristics of teachers and children as an
important determinant of quality ECE. This may be an
important limitation in the conception of quality ECE
considering the argument by Fourie and Kgalenga [17]. The
authors argue that, without considering the characteristics of
teachers, we fail to define what quality ECE is given the
important role that teachers play. Nonetheless, the difference
in definition and the lack of emphasis on the characteristics
of teachers may also be because of the context of the study.
The argument made by Waller [20] and Moss and Dahlberg
and Pence [21] that any definition of quality ECE is relative
and is embedded within the culture and context within
which it is defined could explain this difference in definition.
To emphasize, participants in this study identified nutritious
diet as a determinant of quality ECE without emphasizing
the characteristics of teachers and students. According to
Waller [20], the definition of quality ECE also depends on
the cultural values and beliefs regarding children and
childhood within the study context. Though globalization
and modernization are changing various aspects of the
Ghanaian culture, it is still true that, for most Ghanaians,
older persons are wiser, well behaved, and mature and that
children are supposed to look up to adults to guide them
morally and behaviorally [42, 43]. The contextual cultural
assumption about the maturity and “behavioral correctness”
of adulthood may help explain the exemption of the ap-
propriate character of teachers in the definition of quality
ECE by this study’s participants. In other words, in the study
context, teachers are expected to possess the right attitude
and behavior in their role as adult members of society. We
argue that the lack of emphasis on the character of teachers
may not necessarily mean that this is not an important
requirement for quality ECE in Ghana. The emphasis that
participants placed on nutrition may also have contextual
explanation and value. Nutrition plays an important role in
the education of Ghanaian children in basic schools. The
Government of Ghana used nutrition as a strategy to in-
crease enrolment at the basic level in a bid to increase the
literacy rate. This strategy, seen in the implementation of the
School Feeding Programme (SFP) in 2005 [44], has in-
creased the attendance of students at the basic level by
lowering the opportunity costs of attending school and
providing additional incentives to engage in learning (for-
mal education) [40]. Through nutrition, a child who is in-
terested in learning can be retained in school to gain the
intended results of education [45] while improving the at-
tentiveness and absorption (quality learning) of children
within basic schools [41]. This school feeding program,
however, does not apply to children in day care settings,
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hence the emphasis placed on nutrition as an important
component of quality ECE.

While this study explored quality as perceived by
teachers and parents as key stakeholders, children were not
included. This exclusion of children in defining quality is
an important limitation, especially as this study sets out to
explore what quality ECE is within the study context. Katz
[15] emphasizes that even though quality can be defined
from a variety of perspectives, any definition must include
children as active participants in their education. An
important question for future research will be how children
in ECE in Ghana perceive quality and what children
consider as important for them in their educational
development.

In order for stakeholders to promote quality ECE, they
must appreciate the relevance of quality ECE for the future
development of children as well as for society as a whole. In
this study, participants indicated three main benefits of
promoting quality ECE. Participants explained that quality
ECE enhances the cognitive development of children, giving
them an advantage in their future academic studies. In
addition to cognitive development, participants emphasized
improved social skills as well as leadership skills as benefits of
quality ECE. These findings are similar to those of Cortazar
[28] and Osei-Poku and Gyekye-Ampofo [13]. These authors
emphasize that the benefits of quality ECE are evident for
children, irrespective of gender and socioeconomic back-
ground. Other authors emphasize the socioemotional and
behavioral benefit of quality ECE [32, 35]. The leadership
skill that was emphasized by participants is similar to the
argument by Steyn et al. [37] that self-confidence and self-
motivation are two of the key benefits of quality ECE. The
fact that participants in this study are aware of the benefits of
quality ECE for the future social, academic, and emotional
development of children may have positive implications on
their actions, policies, and practices aimed at promoting
quality. Since this research did not explore the relationship
between knowledge and practices to make a conclusive
statement on this, we suggest that future researchers explore
whether knowledge of the benefits of quality ECE actually
informs policies and practices within day care centers in
Ghana. From the responses of participants in this study, it is
clear that the benefits of quality ECE focus mainly on the
child and their individual development without emphasizing
the implication for societal progress and development.

Teachers play an important role in promoting quality
ECE. Consequently, the characteristics of teachers who work
in early childhood education are important determinants of
quality. From this study’s participants, the main charac-
teristics that make a person qualified to teach in early
childhood education are their academic qualification, their
state of health, and, to some extent, prior work experience.
In other words, intellectual competence appears to be more
important for participants rather than behavioral compe-
tence. While participants mostly emphasized having a de-
gree as an important quality, Bean-Mellinger [26] and
Colker [27] argue that having a higher educational degree
alone does not make a person qualified for early childhood
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education. The authors emphasize enthusiasm and patience
as some of the important behavioral characteristics that
teachers in ECE must possess. While we cannot say for sure
that these attributes are not important to our participants,
what we can say is that the focus of key stakeholders in this
study on academic qualifications may indicate a need for
further education about the importance of behavioral
competence towards enhancing quality ECE. In addition,
Ghanaian researchers and social workers must engage with
partners in industry to develop ways of assessing these
behavioral characteristics and using them in selecting po-
tential or would-be teachers in ECE. We argue that the
Department of Social Welfare should incorporate these in
their criteria for assessing early childhood educational
centers and increase the awareness of the proprietors to
inform future recruitment processes.

4. Conclusion and Recommendations

This study provides an insight into the perception of selected
stakeholders in ECE about what quality means, the implica-
tions of quality ECE, and the key characteristics emphasized in
recruiting teachers into ECE. Even though the environment,
safety, and the quality of teaching were all recognized, the
behavioral qualities of teachers in ECE were not emphasized by
the participants in this study. Participants emphasized the
availability of nutritious food as an important component of
quality ECCE. In addition to the limitation in scope, this re-
search failed to explore the perception of children as important
and active stakeholders in their education. This is an important
theme that future research into quality ECE in Ghana must
focus on. Furthermore, we recommend that subsequent re-
searchers incorporate external stakeholders such as the
Ministry of Education, Ghana Education Service, De-
partment of Social Welfare, and educational policy analysts
in their study. For social welfare officers and practitioners
in Ghana, the benefits of ECE, irrespective of socioeco-
nomic background, indicate an urgent need for ECE to be
made available to children from poor households. Avail-
able evidence confirms that children from poor households
experience weak early childhood education system, which
leads to their overall poor performance in higher education
[6]. Consequently, advocacy groups must ensure that the
government’s free education, including school feeding,
extends to day care centers for children from poor
households. This will go a long way to ensure that children
from poor households are not excluded from the benefits of
quality ECE.
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