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ABSTRACT 

The purpose of this study was to explore how kindergarten teachers use play-based 
activities in teaching and learning in the Ayensuano District of the Eastern Region of 
Ghana. A case study design was employed for the study. Purposive sampling 
technique was used to select the participants.  Data was collected using interviews and 
observation checklists from twelve participants: four professional Early Childhood 
Education (ECE) teachers and eight non-professional ECE teachers. Data was 
analyzed through thematic analysis. The findings of the study revealed that most 
school authorities and other stakeholders within the education sector do not give 
sufficient attention or provide adequate support for play-based learning at the early 
childhood level. Additionally, it was found that many kindergarten teachers in the 
district face numerous challenges that hinder their ability to administer appropriate 
assessment tools to evaluate children's developmental progress. The study also 
identified a lack of teaching and learning resources to support effective instruction at 
ECE centers. The findings from the study also revealed that kindergarten teachers and 
headteachers do not receive regular trainings and programs from the training 
departments of the district directorate. Based on these findings, the study recommends 
that the Ghana Education Service (GES), in collaboration with the National Council 
for Curriculum and Assessment (NaCCA), engage other educational development 
agencies in Ghana, such as Sabre Education Trust and Right to Play (NGOs), as well 
as the training departments of district education directorates, to provide 
comprehensive training for kindergarten teachers and headteachers. This training 
should equip them with the necessary knowledge and skills in the use of play-based 
activities to enhance teaching and learning. Finally, the GES and NaCCA should 
organize workshops or in-service training programs to keep kindergarten teachers 
updated on evolving trends in play-based activities for effective teaching and learning. 
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CHAPTER ONE 

INTRODUCTION 

1.0 Introduction 

This chapter introduces the study, starting with the background and followed by the 

statement of the problem, the purpose of the study, the objectives, and the research 

questions. It continues with the significance, delimitations, operational definitions of 

key terms and the organization of the study. 

1.1 Background to the Study  

The use of play as a learning approach has become a key strategy for enhancing     

student engagement, fostering inclusion, and supporting well-rounded skill 

development beyond early childhood education. Early childhood education has seen 

the emergence of play-based pedagogy as a transformative strategy that has changed 

how young children learn (Adams & Nkansah, 2024). Play-based learning is defined 

as an instructional approach designed to enrich student learning through diverse 

educational experiences (Pyle & Danniels, 2017). It incorporates developmentally 

appropriate activities such as exploration, experimentation, engagement, 

collaboration, and problem-solving, allowing learners to interact meaningfully with 

both individuals and objects (Dinnerstein, 2016; Nestor & Moser, 2018; Pyle & 

Danniels, 2017; Yogman et al., 2018). According to the Oxford Dictionary, play is 

any activity undertaken for enjoyment and pleasure rather than for a serious or 

practical purpose. Play-based activities are those that promote learning through play, 

and play-based learning, at its core, involves acquiring knowledge and skills while 

engaging in playful experiences. Froebel (1894) believed that play allows children to 

gain insight into their world and serves as a means of creative self-expression. 

Similarly, White (2004) emphasized that play helps children explore their 
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surroundings, develop language and social skills, and gain self-awareness. As a result, 

play is recognized as a crucial factor in fostering both cognitive and social 

development (Lindon, 2002). 

Research on the advantages of play-based learning has primarily focused on two types 

of play: free play, which is child-directed (Fleer, 2011), and guided play, which 

involves some level of teacher support or intervention (Fisher et al., 2013). Free play 

refers to play that is initiated by the child (Graue, 2009). It enables children to build 

social relationships, select their own level of challenge, and develop decision-making 

skills (Ashiabi, 2007). In contrast, teacher-initiated play involves active teacher 

participation, where educators provide feedback, extend conversations, and introduce 

relevant resources to enrich interactions (Graue, 2009). By emphasizing play-based 

learning, students continue to develop appropriately while also meeting expected 

learning outcomes (Miller & Almon, 2009). 

Play-based learning encourages, engages, and enhances young children's oral literacy 

and communication skills (Pyle & Danniels, 2017). It offers students opportunities to 

develop positive attitudes and apply newly acquired skills (Cavanaugh et al., 2017; 

Pyle et al, 2018). Through play, learners can improve their oral language skills by 

using complex grammar and expanding their vocabulary, ultimately supporting 

comprehension and reading proficiency (Stagnitti et al., 2016). 

Over a century ago, Dewey (1910) recognized a link between children's natural 

experimentation in play and the scientific inquiry process. Vygotsky (1978) 

emphasized the significant role of play in child development, particularly in fostering 

speech, cognitive processing, self-awareness, and self-regulation. Neuroscientific 

research has shown that play refines the prefrontal cortex and stimulates the 
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production of a protein that promotes the growth and differentiation of neurons and 

synapses (Gordon et al., 2003). In contrast, a lack of play can hinder brain 

development and problem-solving abilities (Pellis et al., 2014). As a result, play-based 

interventions are commonly used to support children in developing socio-emotional 

skills, including forming positive peer relationships (Fantuzzo & Hampton, 2000).  

Furthermore, play-based learning offers numerous advantages for children by 

supporting the development of skills, attitudes, and knowledge (UNICEF, 2018). 

When implemented effectively, it helps children cultivate lifelong learning abilities 

that extend beyond early education and serve as a foundation for their future academic 

journey (Rauf & Baker, 2019). Through play-based learning, children actively engage 

in and enhance their cognitive abilities, including problem-solving, reasoning, and 

lateral thinking. 

Play-based learning allows children to engage with others, build communication 

skills, and collaborate with both peers and adults. By making choices and initiating 

play, children gain confidence and develop self-motivation, fostering a sense of 

responsibility and self-regulation. Additionally, it offers valuable opportunities for 

children to navigate conflicts, address unfair play, and appreciate diversity 

(Mekonnen, 2016). Vygotsky (1978) emphasizes the significance of play in fostering 

social interaction and language development. Through play, children naturally learn to 

communicate and express themselves while exploring their surroundings. Moreover, 

play creates a zone of proximal development, allowing children to act beyond their 

typical age and daily behaviours. Vygotsky advocates for the role of adults and peers 

in scaffolding children's play, fostering creativity and imagination from early 

childhood into adulthood (Berk, 1994).   
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Conversely, Piaget (1951) argues that children construct knowledge by interacting 

with others and engaging with their environment. He underscores the connection 

between play and cognitive development, suggesting that play enables children to 

reach higher levels of cognitive growth by assimilating new experiences. Research 

points to learning through play as a promising pedagogy that is correspondingly 

expansive in its aims and outcomes for learning (Marbina et al., 2011). The National 

Council for Curriculum and Assessment (NaCCA) has adopted play-based learning as 

the heart of the new standard-based curriculum which is being implemented by the 

Ghana Education Service (GES).  

According to NAEYC (2009), play plays a crucial role in supporting the holistic 

development of children. It significantly contributes to their cognitive, physical, 

social, and emotional growth (Rosli & Lin, 2018; Ali & Mahamod, 2015). Despite 

these considerations, there is increasing concern about how teachers incorporate play 

in the classroom (Genishi, Ryan, Ochsner & Yarnall, 2001). Notably, in Ghana, 

limited research exists on the use of play in early childhood education settings 

(Abdulai, 2014; Rauf & Baker, 2019). In general, perceptions of play in Ghana tend to 

fluctuate between views of it as both chaotic and harmonious (Abdulai, 2014; 

Whiteman, 2018). 

Although learning through play is widely recognized as a hallmark of high-quality 

early childhood education (Wall et al., 2015; Nilsson et al., 2018) and international 

policy defines early childhood as spanning from birth to age eight (Irwin et al., 2007), 

research on play-based learning in schools for children over five remains limited 

(Howard, 2010; Jay & Knaus, 2018). The low adoption rate in schools may stem from 

varying perceptions of play and learning (Smith, 2015), as well as the competing 
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demands and constraints within preschool and school settings (Nicholson & Hendry, 

2020). Moreover, in an attempt to enhance school readiness, some education systems 

are prioritizing early instruction in reading and mathematics in preschool, often at the 

cost of holistic child development fostered through play-based learning (Miller & 

Almon, 2009; Allee-Herndon & Roberts, 2020).  

Additional challenges to the use of play-based learning include assessment 

requirements and accountability pressures. The use of authentic assessment methods 

was emphasized to be used at the kindergarten level to promote learning (NaCCA, 

2019). Classroom assessment, particularly formative assessment, is recognized as a 

key element in enhancing educational quality and serves as the cornerstone of various 

educational improvement initiatives (Owusu-Oduro, 2015).  Assessment impacts 

every aspect of a student‘s education (Brown, Rust & Gibbs, 1994; Gibbs, 2006). 

Modifying assessment methods can lead to shifts in learning, making it essential to 

carefully evaluate assessment practices. However, the current focus on accountability 

regarding kindergarten children's knowledge and abilities, along with teacher 

performance, has led to the term "assessment" being used inconsistently (McAfee et 

al., 2004). This has resulted in a reliance on standardized procedures, such as tests, to 

measure children's development and learning (Miller & Almon, 2009). Consequently, 

children are subjected to undue pressure to meet expectations that may not be 

developmentally appropriate. 

Many parents perceive play as separate from learning and see little value in its role 

within the school environment (Rauf & Baker, 2019; Samuelsson et al, 2011). 

Teachers who share this perspective often rely heavily on teacher-directed instruction, 

struggling to interpret children's learning through play (McInnes et al., 2011; Walsh et 
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al., 2010). Furthermore, high parental expectations for academic success have led to 

increased pressure on schools and teachers to equip children with the knowledge and 

skills needed for both present and future success (Whiteman, 2018). As a result, 

teachers are often expected to prioritize direct instruction over play-based learning. 

In a child-centered kindergarten, teachers integrate play and play materials into daily 

learning activities (Graue, 2009). This approach allows students to explore their 

learning environment through free play, the use of play materials, and teacher-guided 

play experiences. In modern kindergarten classrooms, play materials have taken a 

lesser role, with teacher-directed instruction becoming more dominant. This shift is 

driven by the belief that direct instruction is more effective in preparing children for 

success on standards-based assessments. Miller & Almon (2009) note that the 

traditional kindergarten classroom—once characterized by ample space and time for 

unstructured play, exploration, art, music, social skill development, and a love for 

learning—has largely faded away.  

Warner (2008) emphasized that play materials are not only beneficial but also crucial 

in supporting children's social, emotional, and cognitive development. They play a 

vital role in helping children reach key developmental milestones, manage stress, and 

build resilience. The most effective way to evaluate whether teaching in early 

childhood education (ECE) is child-friendly and relevant is by examining the teaching 

and learning strategies used. The approaches adopted by both teachers and pupils play 

a crucial role in fostering self-mastery of skills and concepts, particularly during this 

formative stage of development. 

The process of teaching and learning using play-based learning is a structured 

approach that provides learners with the opportunity to learn in a meaningful and 
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positive way (Loy, 2017). Studies on early learning and development confirm that 

when children receive appropriate support during play, it enhances rather than detracts 

from their learning (Bergen, 2002). This underscores the importance of examining 

how kindergarten teachers use play-based pedagogy in the Ayensuano District. 

1.2 Statement of the Problem 

In recent years, play-based learning has become a topic of interest, discussion, and 

debate across various national contexts (Bubikova, 2019). Engaging in play-based 

activities plays a crucial role in children's overall growth and development. Research 

suggests that children who actively participate in play are more likely to experience 

well-rounded development (Rauf & Baker, 2019). Kindergarten education has 

undergone significant changes, with a growing emphasis on rigorous academic 

instruction and a move away from play-based learning practices in early childhood 

classrooms (Pyle & Danniels, 2018; Pyle, Poliszczuk, & Danniels, 2018).  

Despite extensive evidence supporting the role of play in childhood learning and 

development - dating back to Piaget's Play, Dreams, and Imitation (Sutton-Smith, 

1966) and more recent works like Play-Based Learning by Singer, Golinko, and 

Hirsh-Pasek (2006) - play-based learning has been increasingly side-lined in early 

childhood education programs. Instead, there is a growing emphasis on teacher-

directed instruction aimed at meeting early learning standards. Nicolopoulou (2010) 

found that in several countries, concerns have been raised about the alarming decline 

of play in early childhood education (ECE) practices. Additionally, research suggests 

that mounting academic pressures are limiting children's opportunities for play, 

potentially depriving them of essential developmental experiences (Daubert et al., 

2018; Irvin, 2017). Many schools and teachers overlook the importance of play-based 
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pedagogy, prioritizing early reading and formal education over engaging, play-centred 

learning (Ismail, 2015). Increasingly, stakeholders perceive play-based learning as an 

inefficient use of instructional time, doubting its impact on academic achievement. 

Consequently, numerous early childhood schools have scaled back or entirely 

removed play-based activities from their curricula. This shift has led to the decline of 

socio-dramatic play and the disappearance of domestic play areas in early childhood 

classrooms (Lester & Russell, 2008). 

A study conducted in Ghana found that play is not consistently integrated into 

teaching and learning, and play materials are often scarce (Abdulai, 2014). Similarly, 

Putch and Ali (2012) emphasized that implementing play-based pedagogy can be 

challenging without the necessary knowledge and skills. Consequently, many schools 

and childcare centres rely on instructional methods such as drills and repetitive 

practice, while play-based activities are largely overlooked in the teaching and 

learning process (Miller & Almon, 2009). 

Despite the Ghanaian government's strong policy commitment to the kindergarten 

sector, challenges related to access and quality persist. Inadequate teaching and 

learning resources exacerbate the challenges of using play activities in the classroom. 

The demand for resources at this level remains high, yet teaching and learning 

materials are limited, and nearly half of all kindergarten teachers have never received 

formal training (Mereku, 2019, as cited in Sabre Charitable Trust Country Report, 

November 21, 2017). Additionally, the NGO, Right to Play highlights that early 

childhood educators continue to struggle with curriculum and pedagogical challenges, 

leading to a gap between educational priorities and actual teaching methods in 

kindergarten classrooms (Right to Play Ghana, 2016). 
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Ghana‘s 2006 kindergarten curriculum clearly outlined assessment methods for 

children in early childhood centres. However, its implementation has been weak due 

to a lack of sufficient resources for teachers. Successive governments in Ghana have 

established high standards for both kindergarten children and their teachers. As part of 

teacher accountability measures, specific performance targets are set, commonly 

referred to as the "output of work." However, in response to these accountability 

demands, teachers are often seen as relying on inappropriate strategies to demonstrate 

their effectiveness in managing children's learning (Amoh & Subbey, 2022). As a 

result, kindergarten assessment practices in the country lack uniformity, which could 

impact the reliability and consistency of data collected on children. 

Asare (2006) reported that kindergarten teachers in Ghana primarily rely on pencil-

and-paper tests to assess children's learning. However, the study did not specify which 

aspects of children's learning and development these tests focus on. It is crucial for 

teachers to employ appropriate assessment methods that align with the intended 

purpose of evaluation. 

Although existing literature highlights the importance of play-based learning and 

identifies challenges in its implementation in Ghana, there is limited empirical 

evidence on how kindergarten teachers in specific districts interpret and implement 

play-based pedagogy in practice. In particular, little is known about teachers‘ level of 

exposure to play-based approaches, their pedagogical competence, the types of play 

activities they use, and the assessment strategies they employ within the classroom 

context. Furthermore, while policy documents promote play-based learning, the extent 

to which classroom practices align with these policy expectations remains 

underexplored. There is also inadequate evidence on how resource constraints and 
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accountability pressures influence teachers‘ instructional decisions. Therefore, this 

study seeks to examine kindergarten teachers‘ exposure to and use of play-based 

activities in teaching and learning in the Ayensuano District of the Eastern Region of 

Ghana, in order to bridge the gap between policy intentions and classroom realities. 

The Ayensuano District presents an important context for examining these issues, as it 

reflects the realities of many districts in Ghana where policy expectations coexist with 

resource limitations and varying levels of teacher preparation. Understanding how 

play-based pedagogy is enacted within this district provides context-specific evidence 

that can inform district-level planning, teacher professional development, and 

curriculum support. Insights from this study may also contribute to broader 

discussions on strengthening the implementation of play-based learning in similar 

districts across Ghana. 

1.3 Purpose of the Study 

The purpose of this study is to examine how kindergarten teachers‘ use play-based 

activities in teaching and learning within the Ayensuano District. 

1.4 Objectives of the Study 

The objective of this study was to examine kindergarten teachers‘ use of play-based 

activities in teaching and learning in the Ayensuano District. Specifically, the study 

sought to: 

i. examine how kindergarten teachers use play-based activities in the Ayensuano 

District; 

ii. examine the teaching and learning resources available to kindergarten teachers 

to facilitate play-based activities in the Ayensuano District; 
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iii. find out the assessment tools used by kindergarten teachers during play-based 

activities in the Ayensuano District;  

iv. establish the challenges kindergarten teachers face when using play-based 

activities in the Ayensuano District. 

1.5 Research Questions 

i. How do kindergarten teachers use play-based activities in the Ayensuano 

District? 

ii. What are the teaching and learning resources available to kindergarten 

teachers use to facilitate play-based activities in the Ayensuano District? 

iii. What assessment tools are used by the kindergarten teachers to evaluate play-

based activities in the Ayensuano District? 

iv. What are the challenges kindergarten teachers face when using play-based 

activities in the Ayensuano District? 

1.6 Significance of the Study 

The findings of the study will be a significant endeavour in promoting the use of play-

based activities in the early childhood learning environments. It will also be beneficial 

to curriculum developers and ECE teachers in strategic management when they 

employ effective play-based learning activities in their classroom settings particularly, 

indifferent concepts that will facilitate the growth and development of the learners. 

Moreover, this study will provide recommendations on how ECE teachers will 

effectively and efficiently use the play-based activities in accordance to the holistic 

development of early childhood learners. Furthermore, this research will educate 

stakeholders (parents, guardians, and teachers) on the need to embrace and support the 

use of play-based learning activities in the ECE centres. For other researchers, the 
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study can be a source of valuable up-to-date information which can be very useful for 

their similar studies on the subject matter. 

1.7 Delimitations of the Study 

This study was conducted in the Ayensuano District, located in the Eastern Region of 

Ghana. The study focused on how kindergarten teachers use play-based activities in 

their teaching and learning. The variables studied included play-based activities, 

teaching and learning resources, and assessment tools. Interview was used to collect 

data from twelve (12) kindergarten teachers on the use of play-based learning in 

teaching and learning by kindergarten teachers in public schools. Observation guide 

was also used to collect data from the twelve (12) kindergarten teachers to support or 

substantiate the data from the interview. The reason for the choice of the district is the 

cultural diversity of the people. Again, the study focused on kindergarten teachers 

from public schools in two circuits out of the nine circuits in the district. 

1.8 Operational Definition of Terms 

Below is the operational definition of concepts used in this study. 

Kindergarten (K.G) Teachers: Educators who specialize in working with young 

children, typically from age four to six years. 

Teaching and learning resources (TLR’s): Materials used by the teacher to 

supplement classroom instruction. 

Assessment Tools: Methods teachers use to measure, evaluate and diagnose their 

learners progress during teaching and learning. 

Pedagogical Strategies: Practices and teaching style of teachers. 
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Play-based Learning (PBL): Learning through play 

1.9 Organization of the Study 

The study is organised into five chapters. Chapter One provides the background, the 

problem statement, the purpose of the study, the research objectives, the research 

questions, the significance of the study, delimitations and organization of the study. 

Chapter Two reviews related literature under three main themes: the theoretical 

framework, the conceptual review, and the empirical review. Chapter Three outlines 

the research methodology, detailing the research paradigm, research approach, 

research design, population, sample and sampling techniques, data collection 

procedures, and data analysis procedures. Chapter Four presents the results and 

analysis of the data. Finally, Chapter Five offers a summary of the findings, 

recommendations, conclusions, and suggestions for further research. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

This chapter focuses on the review of literature that is related to the research problem. 

The review covered three areas, namely: Theoretical Perspective, Conceptual Review 

and Empirical Review of the Literature. 

2.1 Theoretical Perspective 

This part of the study spells out the theory on which the study is premised. The theory 

underpinning this study was the Social Constructivism Theory by Vygotsky in 1968. 

2.1.1 Constructivism Theory 

The definition of constructivism varies depending on different perspectives and 

contexts. It includes philosophical interpretations in education, personal 

constructivism as defined by Piaget (1967), social constructivism by Vygotsky 

(1978), and radical constructivism supported by Von Glasersfeld (1995). Educational 

constructivism, as described by Mathews (2003), encompasses constructivist 

epistemologies and theories of learning and pedagogy. Among these, social 

constructivism and educational constructivism have had the most significant impact 

on instruction and curriculum design in current educational practices. Scholars and 

researchers have extensively studied various constructivist theories (Mathieson, 

2012), focusing particularly on how social and individual processes interact in the co-

construction of knowledge. This perspective emphasizes understanding the influence 

of social and cultural factors on cognition and proposes methods for incorporating 

these insights into learning approaches. Key insights from Piagetian and Vygotskian 

perspectives have informed the development of these theories. 
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Bruner proposed constructivism in 1966, suggesting that individuals learn about the 

world by experiencing and reflecting on it. This philosophy is rooted in cognitive 

theory, termed cognitive constructivism (Olorode and Jimoh, 2016). According to 

Kussmaul & Pirmann (2021), when new knowledge is received, individuals either 

integrate it with existing beliefs or disregard it. In either case, knowledge creation 

occurs through questioning, investigation, and evaluation. This highlights how 

learners develop understanding as they make sense of their experiences. People 

actively generate new information through interaction with their environment (Kanno, 

2018). Constructivist learning encourages students to employ practical methods to 

acquire knowledge, reflect on their work, and engage in classroom discussions. The 

philosophy discourages rote memorization of others' ideas and definitions, instead 

promoting learners to discover their own understanding. Children often develop their 

own explanations rather than memorizing lengthy definitions of terms, often through 

collaboration with peers. Now, considering the social aspect of constructivism (Fleury 

& Garrison, 2014), constructivism is a theory of learning based on empirical 

observation. 

The argument posits that individuals construct their understanding through experience 

and reflection. When encountering new information, we must reconcile it with our 

existing knowledge and experiences, potentially revising our beliefs or disregarding 

the new information as irrelevant. In any case, we actively engage in creating 

knowledge by asking questions, conducting investigations, and evaluating findings. In 

educational settings, constructivism leads to various instructional approaches (Kutay, 

Howard-Wagner, Riley & Mooney, 2012). These typically involve encouraging 

students to use active methods such as experiments and real-world problem-solving to 

acquire knowledge and discuss their discoveries. The teacher's role is to guide these 
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activities, challenging and building upon students' existing conceptions (Amineh & 

Asl, 2015). 

Social Constructivism 

Social constructivism, as articulated Vygotsky in 1978, posits that language and 

culture serve as lenses through which individuals perceive and engage with the world. 

These frameworks significantly shape intellectual development and how people 

understand their surroundings. Knowledge, under this theory, is not solely acquired 

individually but is socially constructed through interaction within a community 

sharing a common language and cultural context. According to Vygotsky (1978), 

children learn through collaborative efforts with peers, teachers, and others, where 

language facilitates the interpretation and assimilation of concepts based on cultural 

experiences. This perspective emphasizes that learning is a collaborative process, 

involving dialogue, shared experiences, and mutual support among learners and 

facilitators alike (Mohammed & Kinyo, 2020; Kennedy, 2014; Taylor,2018). 

Vygotsky (1978) posited that social interaction is crucial for lifelong development and 

contributes significantly to cognitive growth. According to him, learners can 

successfully tackle tasks, regardless of difficulty, with the assistance of adults or peers 

through collaboration. This approach fosters collaboration among students, teachers, 

and peers to construct knowledge and understanding on a solid foundation (Aljohani, 

2017). Fleury & Garrison (2014) elaborate that knowledge is socially produced across 

diverse settings like educational institutions, social media forums, religious contexts, 

or market environments, where interactions with others and their surroundings 

provide valuable insights and experiences essential for adult life. Social 

constructivism, as an instructional approach, prioritizes student engagement, 
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discussion, and sharing, facilitating various groupings and interactive strategies such 

as whole-class conversations, small-group discussions, and paired activities. Through 

these methods, students exchange ideas, brainstorm solutions, and explore new 

knowledge to enhance their existing understanding (Al-Qaysi et al., 2021). 

Characteristics of Social Constructivism Theory 

Understanding how social constructivism interprets learning and learning 

communities involves grasping the principles through which this theory views the 

process of learning and the communities within which learning occurs. The following 

provides an overview of social constructivism. 

1. Learners build their knowledge 

Students, trainees, and others need to cultivate their understanding as their minds 

generate new knowledge and information. This process involves reasoning, critical 

thinking, and judgment. New concepts and ideas are best understood when connected 

to existing ones. As Dewey emphasized, education is an active and productive 

process, not merely a passive exchange of information through listening and 

receiving. Instead of simply absorbing information as it is presented, ideas, 

information, and knowledge acquired from others are transformed and evaluated. 

2. Knowledge is gained through first-hand experience 

Educators provide theoretical and conceptual knowledge to learners, while individuals 

acquire   knowledge through their life experiences. In contrast, learners integrate their 

prior experiences to enhance their academic learning, understanding the significance 

of acquired knowledge, especially among adult learners. Therefore, learning is shaped 

by learners' real-life experiences.   
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3. Learning occurs within a social context 

Learning is enriched through social interaction, interpersonal connections, and 

communication within communities. Cultures, languages, and societal norms all play 

roles in shaping people's learning experiences. Learning is inherently social, involving 

active engagement with society. Individuals acquire knowledge and familiarity with 

diverse subjects, objects, and concepts through social interaction. Isolation hinders the 

awareness and understanding of various fields and topics. Learners benefit from 

emotional and substantial support from their communities, empowering them to 

confront challenges and take charge of their learning journey. 

Impact of social constructivism on instructional approaches 

Teaching methods encompass the techniques and strategies employed by educators to 

effectively deliver subject matter in the classroom. Dorgu (2015) defines teaching 

methods as the manner in which teachers present their material to students to facilitate 

learning, tailored to the specific subject matter. Aljohani (2017) elaborates that 

teaching techniques encompass the concepts and strategies educators utilize to aid 

student learning. These definitions underscore the existence of instructional methods 

designed to optimize student learning, influenced by learning theories such as social 

constructivism. According to social constructivism, knowledge is socially constructed 

through interaction and is shared among groups rather than individually owned. Kelly 

(2012) advocates for the integration of social constructivist principles into classroom 

practices through various instructional strategies. 

Some instructional strategies aligned with social constructivism include case studies, 

research projects, problem-based learning, brainstorming, group work, guided 

discovery learning, and simulations. Educators can structure activities where learners 
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are organized into groups or pairs, guiding them through the process of discovery and 

learning by posing questions, providing prompts, and directing them towards desired 

learning outcomes. 

Broadly, social constructivist teaching approaches can be categorized into action-

oriented methods, group work strategies, and discussion-based techniques. 

Omwirhiren (2015) defines discussion techniques as structured engagements that 

enhance student learning. Jegede (2010) asserts that these methods facilitate learning 

by allowing students to develop communication skills and cognitive abilities such as 

critical thinking, reflection, and the evaluation of differing perspectives. In this 

approach, the teacher serves more as a facilitator rather than a lecturer, guiding 

students through the process of self-discovery through informed dialogue. 

Collaborative learning occurs when students and teachers collaborate on topics, often 

through small group or whole-class discussions Janssen (2008). The teacher facilitates 

these discussions while allowing all students the freedom to express their thoughts 

within agreed-upon guidelines to maintain order. This method enhances student 

engagement, retention, and participation in the lesson, fostering democratic thinking 

by promoting open debate and mutual understanding. It encourages reflective 

thinking, enabling students to analyse and understand challenges more effectively. 

Group work encompasses methodologies such as Problem-Based Learning which 

focuses on addressing challenges through collaborative problem-solving. Project-

Based Learning emphasizes inquiry skills and real-world application. Jigsaw, a well-

known cooperative learning method outlined by Kussmaul & Pirmann (2021), 

involves students working together in groups, fostering collaboration throughout the 

learning process.  
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The role of teachers in social constructivist pedagogy emphasizes several key 

strategies. Firstly, instruction should be learner-centred, focusing on students rather 

than the teacher. This approach encourages active student participation in generating 

ideas, asking questions, defining concepts, and exploring hypothetical scenarios. 

Secondly, natural collaboration is promoted, where learning occurs through social 

interaction among students, fostering cooperative problem-solving, analysis, and the 

examination of topics to develop knowledge independently (Saleem et al., 2021). 

Teachers are expected to create a social constructivist learning environment that 

fosters group engagement. They should discourage competitiveness among students 

while promoting collaboration and the sharing of experiences. This approach 

cultivates a supportive classroom atmosphere where students learn from one another 

and collectively construct knowledge through shared exploration and dialogue. 

Social Constructivism in the classroom 

 Teachers apply constructivist principles to foster and embrace students' 

independence and creativity, encouraging them to become more resourceful. 

 Educators integrate raw data and primary sources into their lesson plans, 

utilizing interactive and substantive materials. 

 Constructivist teachers use cognitive language when designing assignments 

and tasks. 

 Teachers practicing constructivism empower learners to contribute to class 

planning, adapt instructional strategies, and modify content based on their 

learning needs and interests. 
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 Constructivist teachers typically allocate additional time for learners to 

explore problems, seek solutions and explanations, and formulate responses. 

Teachers exercise patience and wait as learners analyse questions. 

 Learners under constructivist teaching are given opportunities to build 

relationships and create metaphors, emphasizing the importance of 

establishing connections with both teachers and peers in the classroom. 

 Constructivist educators‘ foster learners' natural curiosity by frequently 

utilizing the learning cycle process, which involves three stages focusing on 

metacognition. In the initial stage, students generate questions and hypotheses, 

followed by experimentation where teachers broaden and focus on learners' 

perspectives. Lastly, there is a stage of generalization where learners apply 

their learning, enabling them to manage and enhance their own learning 

process. 

However, social constructivist pedagogical principles challenge traditional practices, 

requiring teachers to reflect on their methods.  As a result of social constructivism, the 

role of learners‘ shifts from passive listeners to active participants and co-constructors 

of knowledge alongside their peers, thereby transferring the responsibility of 

knowledge acquisition from teachers to learners. The researcher found this theory 

relevant to the current study. 

2.2 Conceptual Review 

2.2.1 Pedagogical Approaches 

Pedagogical approaches encompass a set of instructions, techniques, and methods that 

facilitate learning and provide opportunities for acquiring knowledge, skills, attitudes, 

and behaviours within specific social and material contexts. Teachers implement 
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pedagogical approaches with a focus on student-centred learning, aiming to impart 

knowledge while students actively acquire it. 

Pedagogical approaches in early childhood education 

1. Play-based approach 

 According to UNESCO (2021), play-based learning as an approach where play is the 

primary context for learning. It involves children engaging actively and interactively 

in activities that allow for exploration, experimentation, and expression. Through 

play, children build a wide range of skills, including cognitive, social, emotional, and 

physical abilities. This approach emphasizes the importance of joyful, meaningful, 

and inclusive learning experiences that foster creativity, imagination, and problem-

solving skills. It also respects the rights of children to learn through play, 

acknowledging its critical role in early childhood development (UNESCO, 2021). 

In this approach, children are seen as active participants in their learning, where they 

lead activities with curiosity and imagination, while educators facilitate by providing 

a supportive environment and guiding their learning experiences (UNESCO, 2021). 

The National Council for Curriculum and Assessment (NaCCA) and Ghana‘s new 

standards-based curriculum emphasize play-based learning as a crucial component of 

early childhood education. It describes play-based learning as an approach that 

integrates play with educational objectives, allowing children to develop essential 

cognitive, social, emotional, and physical skills through active engagement and 

exploration. It views play as a natural way for children to learn, offering opportunities 

for creative thinking, problem-solving, and the development of language and 

communication skills (NaCCA, 2019). 
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The curriculum highlights the importance of play-based learning in fostering holistic 

child development, helping children to build confidence, collaboration skills, and a 

positive attitude toward learning. Educators are encouraged to create environments 

that promote play and incorporate it into daily lessons, ensuring that learning is both 

enjoyable and effective. This method is seen as critical to achieving the objectives of 

the standards-based curriculum, which aims to produce well-rounded, competent 

learners (NaCCA, 2019). 

The play-based approach in early childhood education involves both child-initiated 

and teacher-directed learning. Teachers encourage students' learning and inquiry 

through interactions aimed at enhancing their thinking and understanding. Play is seen 

as a multifaceted activity with several characteristics: spontaneous, allowing for 

failure, enjoyable, challenging, intrinsically motivated, engaging, imaginative, and 

social. Upon enrolment, learners are provided with toys and engage in purposeful, 

facilitated, guided, or free play. During these play activities, teachers observe how 

students learn (McGolerick, 2013). 

A play-based approach in early childhood education typically includes various 

sections such as a science area, reading nook, block section, kitchen, dolls, cars, art, 

musical instruments, and more (Wohlwend, 2013). Research shows that learners in 

early childhood centres often develop strong attachments to their toys, sometimes 

becoming possessive and reluctant to share with others. Teachers play a crucial role in 

helping them understand the importance of sharing toys and other play items with 

their peers, ensuring that all learners have equal access to play materials.  

Globally, research indicates that play-based pedagogy as an educational approach 

where play is utilized as the main medium for learning (Ahmed, 2024). This 
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pedagogy is rooted in the belief that children learn best when they are actively 

engaged, curious, and motivated, often through exploration and interaction with their 

environment. According to Wood (2014), play-based pedagogy promotes cognitive, 

social, emotional, and physical development by providing children with opportunities 

to engage in problem-solving, experimentation, and creative thinking. 

Research also shows that play-based pedagogy fosters a learner-centred approach, 

where children take control of their learning experiences. Pedagogues like Pyle and 

Danniels (2017) emphasize that play-based pedagogy combines the spontaneous and 

joyful aspects of play with intentional teaching to guide children's learning outcomes. 

This balance between child-led and educator-supported activities allows for a deeper 

and more meaningful engagement with educational content. 

Moreover, Samuelsson (2008) underscore the significance of this pedagogy in 

nurturing holistic development, as it fosters self-regulation, collaboration, and 

adaptability. They point out that play is not only a tool for learning but also a child's 

right, as recognized in international conventions such as the United Nations 

Convention on the Rights of the Child. 

In schools, learners are encouraged to engage in play activities before formal learning 

begins on other concepts. This approach aims to familiarize students with the school 

environment and create a positive and inclusive atmosphere where all children can 

participate actively. Therefore, promoting a play-based approach is essential for 

acclimating learners to school settings. 
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2. Thematic instruction  

A theme-based approach refers to an instructional method that organizes learning 

around central themes or topics (Chaojing, 2023). These themes integrate various 

subjects or disciplines, promoting connections between them to deepen students' 

understanding and engagement. Instead of focusing on isolated skills or subjects, a 

theme-based approach contextualizes learning by relating content to a central theme, 

encouraging holistic understanding. This method fosters critical thinking, creativity, 

and collaborative learning by allowing students to explore content through an 

interconnected framework (Drake & Reid, 2018). It is commonly used in 

interdisciplinary education to help learners make real-world connections between 

what they are learning.  

The theme-based approach in education is the method of teaching and learning where 

various subjects in the curriculum are interconnected and integrated under a central 

theme. Thematic units serve as valuable tools for teachers to facilitate student 

learning. In early childhood education, learners often have unique learning styles, and 

theme-based approaches cater to these individual ways of understanding concepts. 

Thematic units are particularly popular in nursery education because young children 

learn best through interactive, hands-on activities. 

Educators recognize that employing thematic units and implementing theme-based 

learning is systematic and methodical in fostering education. Students benefit by 

relating their learning to real-world experiences, thereby enhancing their 

comprehension of the subject matter. Thematic units also assist teachers in making 

learning enjoyable for students. It is crucial for educators to ensure that learning is 
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enjoyable for learners, igniting their interest and motivation to learn through effective 

teaching methods and approaches. 

A thematic approach to teaching integrates all academic subjects under a central 

theme, providing students with a comprehensive understanding of the topic through 

various perspectives. For instance, if the theme is "plants," all classroom activities 

such as artwork, crafts, colours, pictures, and even music and singing would revolve 

around plants. Teachers plan the duration for focusing on each theme, typically 

ranging from a few weeks to a month, allowing learners ample time to develop a 

thorough understanding before transitioning to the next topic. This structured 

approach not only benefits students by deepening their comprehension but also 

supports teachers in organizing the curriculum effectively. 

3. Activity-based approach 

An activity-based approach is a teaching method that emphasizes learning through 

hands-on activities and experiences. This approach engages learners in practical tasks, 

allowing them to apply theoretical concepts in real-life situations. Researchers like 

Prince and Felder (2006) suggest that activity-based learning enhances students' 

understanding by encouraging active participation, critical thinking, and problem-

solving. Kolb (2014) also emphasized that experiential learning, a core component of 

the activity-based approach, fosters deeper knowledge retention and application by 

involving learners in a continuous cycle of experience, reflection, and application. 

Similarly, Singh and Agrawal (2011) argue that the activity-based approach improves 

cognitive and social skills, making learning more student-centred. Bruner (1996) 

further notes that this method promotes discovery learning, where students build their 

knowledge by interacting with the world around them. 
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4. Inquiry-based approach 

The inquiry-based approach is an educational method that emphasizes the learner's 

role in the learning process, encouraging them to ask questions, investigate, and 

explore topics independently or collaboratively (Acar & Tuncdogan, 2019). Instead of 

being passive recipients of information, learners actively engage in the discovery of 

knowledge, often through problem-solving and critical thinking. This approach fosters 

deeper understanding by having learners explore concepts through inquiry, 

experimentation, and analysis, thus promoting a more personalized and meaningful 

learning experience (Harlen, 2015). Inquiry-based learning typically follows a process 

where learners formulate questions, conduct investigations, gather and analyse data, 

and draw conclusions (Pedaste et al., 2015). 

The inquiry-based approach enables learners to develop deep content knowledge, 

critical thinking, collaboration, creativity, and communication skills. Implementing 

this approach from early childhood is crucial to foster effective growth and 

development, particularly focusing on the development of these competencies. 

2.2.2 The Concept of Play 

Since the early 2000s, many countries, including Ghana, have increasingly embraced 

play-based activities in early childhood education (Pyle et al., 2018). Play-based 

activities are designed to promote learning through play, aligning with the concept of 

play-based learning, where children acquire knowledge and skills while engaging in 

playful experiences. Although researchers continue to debate the precise definition of 

play and which activities qualify as such (Wallerstedt & Pramling, 2012), Piaget 

regarded play as a vital process through which children integrate their experiences, 

knowledge, and understanding of the world. 
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While learning is not a requirement for an activity to be considered play, it is a core 

component of play-based learning (Pyle et al., 2017). Research exploring the 

advantages of play-based learning typically focuses on two main types of play: free 

play, which is initiated and directed by the children themselves (Fleer, 2011), and 

guided play, which involves some degree of teacher support or intervention (Fisher et 

al., 2013). 

In child-centred early childhood settings, teachers integrate play as a key component 

of the daily curriculum. Children are encouraged to engage with their learning 

environment through both free play and teacher-initiated activities (Graue, 2009). 

Free play refers to play that is initiated and led by the child (Graue, 2009). It is 

characterized by being child-directed, voluntary, intrinsically motivated, and 

enjoyable (Ashiabi, 2007; Miller & Almon, 2009). This type of play supports the 

development of social relationships, allows children to select their own level of 

challenge, and fosters decision-making skills (Ashiabi, 2007). 

Teacher-initiated play, also referred to as guided play, involves active teacher 

participation in children's play experiences. In this approach, the teacher plays a 

supportive role by offering feedback, enriching conversations, and introducing 

relevant resources to enhance learning (Graue, 2009). Within a play-based learning 

framework, this guided interaction ensures that children continue to develop 

appropriately while also meeting educational expectations (Miller & Almon, 2009). 

From this standpoint, early childhood education (ECE) should not rely solely on free 

play, as it may not sufficiently support academic growth. Instead, meaningful teacher 

engagement in play-based activities is essential for fostering deeper learning and 

development (Presser et al., 2015). 
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A growing body of research supports the use of play-based activities to foster various 

aspects of children's development and learning. However, there remains considerable 

debate among researchers and educators about the role and effectiveness of different 

types of play in the classroom (Lillard et al., 2013). Advocates for play-based learning 

emphasize that such strategies can effectively support academic growth by delivering 

curriculum content in a way that is both engaging and developmentally appropriate 

(Balfanz et al., 2006). 

2.2.3 Assessment in Early Childhood Education 

In the realm of teaching and learning, it's crucial to continually assess and evaluate the 

effectiveness of the educational process (Adom et al., 2020; Manichander, 2016). 

Assessment, which encompasses activities before, during, and after teaching, plays a 

pivotal role. Despite numerous scholarly attempts to clarify these concepts (Kivunja, 

2015), confusion persists among student-teachers, educators, and academics who 

often incorrectly use "assessment" and "evaluation" interchangeably (Lane et al., 

2016). This misuse is unacceptable in professional education, where precise 

understanding and application of these terms are essential. Educators employ various 

types of assessment s for diverse educational objectives, depending on the timing and 

context of the learning process. Assessment holds significant importance for both 

policymakers and practitioners alike. It serves the dual purposes of accountability, 

which involves determining the extent of students' learning, and informing 

instructional design to enhance educational practices (UNESCO, 2019). These two 

objectives can either complement each other or present challenges that may contradict 

one another, underscoring the complexity inherent in the assessment process (Earl, 

2003). 
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Gronlund (2003) defines assessment as "the various methods used to determine the 

extent to which students are achieving the intended learning outcomes of instruction" 

(p. 14). However, current educational practices often assess student learning in ways 

that lack meaningful alignment with what learners should demonstrably know and be 

able to do (Angelo, 1995). This mismatch frequently results in poorly designed 

assessments that yield unreliable or invalid results (Gronlund, 2003).  

Such deficiencies in assessment can have profound effects on learners, leading to 

issues in classroom management like low motivation, behavioural problems, and 

frustration. To mitigate these potential problems, teachers must ensure that their 

assessment procedures provide valuable and accurate information about student 

learning. It's crucial that assessments used are closely aligned with the instructional 

content delivered throughout the term (Stiggins et al., 2004). 

Forms of Assessment 

Assessment can generally be categorized into formative or summative types. 

Formative assessment occurs continuously throughout the learning process. It is 

conducted by teachers with the goal of providing immediate and informative feedback 

to both students and teachers. This feedback helps to identify the gap between what 

students currently know and can do, and what they are expected to know and be able 

to do (Shavelson, 2006). 

Formative assessment practices in the classroom can vary widely, ranging from 

informal to formal approaches (Bennett, 2011). The position of a particular formative 

assessment practice on this continuum depends on several factors: the level of 

planning involved, its formality, the type and quality of data collected, and the nature 

of the feedback provided to students by the teacher. These factors collectively 
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determine how effectively formative assessment informs instructional decisions and 

supports student learning. 

Formative assessment hinges on providing immediate and specific feedback after each 

learning step to promptly correct students' errors and guide their progress without 

unnecessary delays. To maximize its benefits, formative assessment should not be a 

one-time event but rather a continuous process that shapes the teaching and learning 

journey through timely feedback.  

Research emphasizes that feedback is most effective when it is immediate and clearly 

articulated, enabling students to understand how to improve and address any 

weaknesses in their learning. Consequently, assessment aimed at enhancing learning 

is increasingly seen as an integral part of teaching itself, rather than a separate activity 

(Wiliam, 2010). This integration underscores the critical role of formative assessment 

in fostering ongoing improvement in student learning outcomes. 

Summative assessment refers to the evaluation of learning that occurs at the 

conclusion of a lesson, course, or program after a specific period of instruction (Bhat 

& Bhat, 2019). It involves teachers assessing a final product or outcome to determine 

the extent of student achievement. Typically, summative assessment is conducted at 

the end of a chapter, unit of study, benchmark period, quarter, course, semester, or 

academic year (Trumbull and Lash, 2013). Its primary aim is to measure how much 

students have learned over a defined period and to assign grades or determine 

proficiency levels based on this assessment. 

Summative assessment is primarily focused on evaluating learning outcomes at the 

conclusion of an instructional unit, comparing them against predefined standards 

University of Education,Winneba http://ir.uew.edu.gh



32 
 

(Bhat & Bhat, 2019). Its main purpose is to assess learners' achievements in relation 

to expected competencies that were established beforehand. Therefore, summative 

assessment serves an evaluative function rather than a diagnostic one, which is 

characteristic of formative assessment.  

Unlike formative assessment, which is used to adjust teaching methods and monitor 

progress while learning is ongoing, summative assessment occurs after the learning 

process is completed. It is employed to gauge the overall effectiveness of a program, 

measure students' accomplishments, and determine their readiness for certification. 

After summative assessment, remedial teaching is typically not provided. 

Summative assessment places significant emphasis on accountability, often resulting 

in the assignment of grades that reflect the level of achievement (Earl, 2012). This 

distinction is why summative assessment is sometimes referred to as "assessment of 

learning," contrasting with formative assessment, known as "assessment for learning." 

Common tools used in summative assessment include achievement tests, rating scales, 

project assessments by experts, and interviews, among others. These tools are 

designed to provide a comprehensive evaluation of students' knowledge and skills 

against established criteria. 

Assessment is regarded as a fundamental duty of classroom teachers (Adu-Mensah, 

2018a). In public schools, teachers typically undertake summative assessments such 

as end-of-term exams, class exercises, and tests. These assessments are conducted 

with careful consideration of the cognitive abilities and developmental stages of their 

students. The purpose of such summative assessments is to evaluate students' overall 
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learning outcomes and to determine their progress against specific educational 

standards or objectives. 

Early Childhood Assessment Tools 

In educational settings, the choice of assessment tools depends on what needs to be 

assessed, how it should be assessed, and why the assessment is being conducted. 

Teachers' perceptions and practices of classroom assessment also play a crucial role in 

selecting appropriate strategies and tools. 

When measuring psychological traits with validity and reliability, it's essential that the 

assessment tool minimizes personal errors, variable errors, constant errors, and 

interpretative errors. Key characteristics of a good assessment tool include validity 

(measuring what it intends to measure), reliability (consistency of results), objectivity 

(minimizing bias), usability and practicality, comprehensiveness and precision, ease 

of administration and scoring, cost-effectiveness, and availability (Angold and 

Costello, 1995). 

A variety of tools and resources are employed to assess young children in both private 

and public-school settings. These tools may include: 

 Observation: Systematic watching and recording of behaviour in natural 

settings. 

 Anecdotal records: Brief, descriptive notes based on observations. 

 Checklists: Lists of behaviours or skills to be observed and checked off as they 

occur. 

 Rating scales: Tools for assessing performance or behaviour using a 

predefined scale. 
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 Rubrics: Criteria-based assessment tools that specify levels of performance. 

 Portfolio: Collection of student work that demonstrates learning and progress 

over time. 

 Interviews and conferences: Direct interactions with students to gather 

information about their understanding and progress (Angelo and Cross, 1993). 

These various assessment tools cater to different aspects of learning and development, 

providing educators with a diverse toolkit to effectively evaluate learner performance 

and growth. 

1. Observation 

Certain characteristics such as honesty, punctuality, persistence, and truthfulness are 

difficult to assess objectively through standardized tests. Therefore, observation 

becomes a crucial assessment technique for these traits. Observations can take the 

form of participant or non-participant methods to ensure accurate and scientific data 

collection. Utilizing an observation schedule can help systematically measure these 

traits in a structured and consistent manner. 

2. Checklist 

A checklist is a tool that includes a list of items requiring responses from the 

respondent. Each item on the checklist is typically marked with a 'Yes' or 'No' to 

indicate its presence or absence. Checklists are widely used for evaluating various 

aspects such as research studies, school buildings, textbooks, outcomes of programs, 

and instructional procedures. They provide a structured way to assess compliance, 

completeness, or quality based on predefined criteria for each item listed. 
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3. Rating scale 

Psychological traits are inherently subjective, making it challenging to categorize 

them definitively. Evaluating these traits often requires subjective judgment from the 

evaluator. Rating scales are commonly employed to assess personal and social 

behaviour of learners, gathering perspectives from teachers, parents, or peers along a 

continuum. These scales may consist of 5, 7, 9, or 11 points, where respondents 

provide their assessment of a specific trait or quality, such as very good, good, 

average, below average, or poor. Rating scales are versatile tools used to evaluate 

personality traits, test performance, school practices, and other educational programs, 

applicable across both public and private school settings. 

4. Anecdotal records 

Anecdotal records are methodically recorded notes detailing specific observations of 

student behaviours, skills, and attitudes in the classroom. They serve to accumulate 

information on progress, skills acquisition, and guidance for future instruction (Hattie, 

2013). These notes are typically written based on continuous observations during a 

lesson, although they can also be written in response to a student's completed product 

or performance.  

Systematically collecting anecdotal records for a student offers valuable insights into 

their learning patterns and the continuity of their progress. Well-maintained anecdotal 

records serve as a valuable, practical, and detailed reference about individual students, 

aiding in comprehensive evaluation and personalized support. 

5. Rubrics 

A rubric functions akin to a roadmap, providing clear guidance to both students and 

teachers on where to start, the desired destination, and the path to achieve educational 
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goals. Rubrics are structured scoring guides or sets of criteria used to evaluate 

learners' level of understanding. They serve to clarify expectations and outline what 

students must accomplish to achieve higher levels of learning. 

Advocates of rubrics argue that they help educators and learners concentrate on the 

key aspects valued within a subject, activity, or topic (Airasian, 2001). By delineating 

specific expectations, rubrics enable consistency in assessment and provide 

transparency regarding the standards by which learners work is evaluated. This 

structured approach not only supports learners in understanding what is required for 

success but also assists teachers in delivering targeted feedback and fostering 

continuous improvement in learning outcomes. 

6. Portfolios 

Paulson (1991) defines a portfolio as "a purposeful collection of learner work that 

showcases the learners' efforts, progress, and achievements in one or more areas. This 

collection should involve learner participation in selecting the contents, establishing 

criteria for judging merit, and demonstrating evidence of learner self-reflection."  

The physical structure of a portfolio refers to how the work samples are organized, 

which can be by chronology, subject, types of student products, or goal areas. The 

conceptual structure, on the other hand, pertains to the teacher's objectives for student 

learning. For instance, a teacher might encourage learners to self-assess a work 

sample, reflect on their performance, and set goals for future learning. These self-

assessment reflections and goal-setting sheets can be included in the portfolio 

alongside the work samples. 
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In portfolios, learners typically choose which work samples to include, reflecting their 

own perceptions of their best achievements and growth. However, teachers may also 

select specific work samples to ensure a comprehensive representation of learning 

outcomes. 

Overall, portfolios serve as dynamic tools for documenting and assessing learner 

progress and development across various learning objectives, emphasizing both 

learner agency and teacher guidance in their construction and use. 

Importance of Assessment in Early Childhood Education 

Assessment in early childhood education involves a multifaceted approach to 

understanding and supporting young children's learning and development. Assessment 

in this context aims to: 

1. Monitor Developmental Milestones: Assessments track children's progress in 

key areas such as cognitive, language, social-emotional, and physical 

development, aligning with age-appropriate benchmarks. 

2. Inform Instructional Planning: Teachers use assessment data to plan and adapt 

curriculum and activities that meet individual learning needs and promote 

growth. 

3. Support Individualized Learning: Assessments help identify strengths, areas 

needing improvement, and individual interests, allowing educators to provide 

targeted support and enrichment. 

4. Engage Families: Assessment practices involve families as partners, sharing 

observations and discussing children's progress to promote continuity between 

home and school environments. 
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5. Promote Holistic Development: Beyond academic skills, assessments in early 

childhood education focus on nurturing social skills, emotional regulation, 

creativity, and critical thinking. 

6. Use Diverse Assessment Tools: Utilizing a range of tools ensures a 

comprehensive view of each child's abilities and progress, recognizing the 

uniqueness of each learner. 

7. Ensure Developmentally Appropriate Practices: Assessment practices in early 

childhood education emphasize play-based and hands-on learning experiences 

that align with young children's natural curiosity and developmental needs. 

Overall, effective assessment in early childhood education supports holistic 

development, informs teaching practices, involves families, and ensures that learning 

experiences are tailored to meet the diverse needs of young children as they grow and 

learn. 

2.2.4 Teaching and Learning Resources  

Teaching-learning resources serve as the essential tools employed by educators to 

deliver instructional content effectively. These resources encompass a wide array of 

educational materials utilized within classrooms to align with specific learning 

objectives outlined in lesson plans. Teaching-learning resources are instruments 

employed by teachers to facilitate comprehensive and efficient learning experiences 

for their students. These resources range from simple aids like chalkboards to 

sophisticated platforms such as computer programs, all of which serve the purpose of 

conveying information within the classroom setting. Tamakloe, Amedahe, and Atta 

(2005) further emphasize that teaching-learning resources are materials employed by 

teachers to enhance students' learning, understanding, and acquisition of knowledge, 
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concepts, principles, and skills. In essence, these resources are instrumental in 

motivating, informing, instructing, and presenting subject matter to learners, thereby 

facilitating the learning process and making it more accessible than it would be 

without their utilization. Instructional materials play a crucial role in fostering 

effective teaching and learning experiences. Their significance lies in their ability to 

enhance classroom instruction when utilized effectively. These materials encompass a 

variety of tools that teachers employ to enrich learning, making it more engaging and 

memorable for learners. 

Farombi (1998) defines instructional materials as including books, audio-visual aids, 

software, and hardware related to educational technology. He asserts that the 

availability, adequacy, and relevance of these materials directly impact the quality of 

teaching, subsequently influencing students' learning outcomes and academic 

performance positively. Thus, by ensuring access to high-quality and suitable 

instructional materials, educators can enhance the overall educational experience and 

contribute to students' academic success. 

Many individuals commonly perceive teaching-learning resources as exclusively 

referring to materials prepared and utilized by teachers within the classroom to 

facilitate learning. Mialaret (1966) supports this notion by stating that these resources 

serve to assist the teacher but do not replace their role in the teaching and learning 

processes. 

Furthermore, teaching-learning resources are seen as complementary tools that 

enhance the teacher's efforts in fostering understanding among students. In essence, 

these resources serve as aids that provide vivid experiences through various sensory 

modalities such as seeing, hearing, touching, manipulating, and demonstrating. By 
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leveraging such resources, teachers can create dynamic and immersive learning 

environments that cater to diverse learning styles, ultimately enriching the educational 

experience for students. 

Types of Teaching and Learning Resources 

The teaching-learning process is significantly influenced by the availability and 

utilization of various types of equipment in the classroom, particularly in today's age 

of science and technology. Teachers have access to a wide range of teaching aids 

beyond traditional textbooks, which they can leverage to engage students, stimulate 

discussion, and demonstrate concepts effectively. This study categorizes teaching 

resources into four main types: visual, audio, audio-visual, and human resources 

(personnel).  

Visual resources rely on the sense of vision and encompass objects or images relevant 

to the subject being taught. These aids provide tangible support for the discussion or 

presentation, enhancing students' comprehension and retention of the material. 

Nacino-Brown et al. (1982) highlight that visual resources may include objects and 

specimens, offering students direct, hands-on experiences essential for conceptual 

understanding. By engaging multiple senses, such as sight, touch, smell, and even 

taste, these resources provide students with a richer and more meaningful learning 

experience.  

Based on this definition, visual aids are tools that enhance discussions by adding 

visual interest. Examples of visual aids include whiteboards or chalkboards, charts, 

maps, flashcards, calendars, actual objects, models, pictures, bulletin boards, overhead 

projectors, slides, among others. 
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On the other hand, audio resources are tools that engage the sense of hearing. They 

assist students in listening and speaking. These aids target the learner's auditory sense, 

which involves listening and hearing. Examples of audio aids include record players 

or gramophones, radio programs, tape recorders, among others. Tape recorders are 

particularly beneficial for slow learners as they allow them to listen at their own pace 

without holding back the rest of the class. Additionally, audio aids aid in the 

development of listening skills. 

Audio-visual aids are tools that engage both the sense of vision and hearing. These 

aids utilize sight and sound to present information or subject matter in the classroom 

setting. Tamakloe et al. (2005) define audio-visual aids as resources that cater to both 

audio and visual perceptions. When a teacher combines exclusively audio aids with 

visual aids or resources, they effectively appeal to both auditory and visual senses. 

Examples of audio-visual aids include slide projectors, television, film-strips, or 

transparencies accompanied by commentaries or explanations provided by the teacher 

simultaneously. These aids facilitate multisensory learning experiences, enhancing 

students' engagement and comprehension of the material. 

Resource Persons, another category of teaching resources, involve inviting individuals 

who possess specialized knowledge or expertise in a particular subject area to address 

students. These individuals, known as resource personnel, offer insights and 

perspectives beyond those of the classroom teacher. Inviting resource personnel can 

break the monotony of hearing from the same teacher continuously and stimulate 

curiosity and excitement among students, ultimately fostering effective learning 

through heightened attention and engagement. Teaching-learning materials play a 

vital role in stimulating and motivating students to engage actively during lessons. 
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They provide cues to help students comprehend detailed information and contribute to 

sustaining their interest throughout the learning process. As Cunning (1970) notes, 

teachers utilize these resources to captivate students' attention, foster interest, and 

clarify concepts, leading to improved retention of content. 

Furthermore, teaching-learning resources transform classroom teaching into an 

enjoyable learning experience, promoting meaningful communication and effective 

learning outcomes. By leveraging these resources, teachers can save time and create 

dynamic learning environments that engage and inspire learners. Additionally, 

teaching-learning materials serve to stimulate and motivate learners, encouraging 

them to delve deeper into their studies. 

2.3 Empirical Review 

2.3.1 Kindergarten Teachers Use of Play-based Learning 

This session of the study reported methods and findings of other studies that are 

similar to the topic under study. The review included the following; 

A study conducted by Kekesi et al., 2019 on the topic ―Early Childhood Education 

Teachers' Perceptions on the Use of Play as a Teaching Technique in Afadjato South 

District of the Volta Region, Ghana‖. The study used the mixed method approach. A 

sample of 120 participants was used comprising100 kindergarten teachers, 10 basic 

school headteachers and 10 school supervisors. Purposive, simple random and 

convenience sampling techniques were employed to select the participants. 

Questionnaire and interview guide were used to collect data. Descriptive and 

inferential statistics were used to analyse the quantitative data while thematic analysis 

was used for the qualitative data. The study concluded that early childhood teachers in 

Afadjato South District had good intentions on the use of play as a teaching 
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technique. Also, kindergarten teachers could use play as a teaching technique 

depending on their perception towards play. Moreover, factors that contributed to 

kindergarten teachers‟ use of play as a teaching technique was; availability of play 

materials, the kind of motivation teachers receive and their teaching experiences. 

Another study which was conducted by Weisberg et al. (2013) on the topic ―Guided 

Play and Cognitive Development in Early Childhood in the United States. The study 

employed the quantitative experimental design. A sample of 110 children aged 4-5 

years from various preschools was used. Cognitive tasks and standardized tests were 

used to assess problem-solving, memory, and reasoning. Data was analysed using 

ANOVA to compare the performance of children in play-based versus non-play-based 

environments. The study concluded that children in guided play settings demonstrated 

improved problem-solving, memory, and reasoning skills.  Also integrating guided 

play alongside structured learning in early childhood curricula will support holistic 

cognitive development. 

In a mixed-method study conducted in Turkey, Cimer and Cakır (2010) explored 

teachers' knowledge and application of assessment methods introduced in a new 

educational curriculum. The study involved 22 teachers and utilized questionnaires, 

interviews, and document analysis as data collection tools. The results indicated that 

teachers lacked sufficient knowledge about the newly introduced assessment 

techniques, a situation attributed to the recent implementation of the curriculum 

changes. The questionnaire revealed that the teachers' perceived understanding of the 

various performance assessment methods ranged between low and moderate, with 

mean scores falling between 2 and 3. During the interviews, it was evident that 

although teachers were aware of the curricular changes and the system‘s new 
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requirements, they were not applying the new assessment methods. Instead, they 

continued to rely on traditional written tests such as multiple choice, fill-in-the-blank, 

and true/false questions, which they had used prior to the curricular revisions. Even 

though some teachers incorporated portfolios and performance tasks into their 

assessments, they were often not used effectively. For instance, only two teachers 

reported using portfolios, yet they merely served as folders for collecting students' 

work, lacking the critical self-reflection component that distinguishes portfolios as 

valuable learning and assessment tools (Paulson, Paulson, & Meyer, 1991). Overall, 

the study concluded that the new assessment approaches had not been successfully 

implemented in classrooms. Traditional testing methods persisted, largely due to 

teachers' limited understanding of performance-based assessments. This lack of 

knowledge prevented the effective integration of new assessment strategies into 

everyday classroom practices (Cimer & Cakır, 2010). 

Eshun et al. (2014) conducted a study aimed at exploring the impact of authentic 

assessment on the classroom practices of early childhood teachers, as well as the 

challenges faced in Social Studies classrooms in Ghana. Using a descriptive case 

study design, the research was carried out across 10 senior high schools, with 20 early 

childhood teachers randomly selected from a total of 57 senior high schools in the 

Central Region of Ghana. The primary data collection tool was a semi-structured 

interview guide. The findings revealed that the use of authentic assessment in early 

childhood classrooms was constrained by various factors, including examination 

policies, time limitations, inadequate resources, and the assessment methods adopted 

by their schools. Additionally, the study found that many early childhood teachers 

were not incorporating assessment techniques that actively engaged students in the 

learning process. Some teachers expressed concerns that utilizing authentic 
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assessments would hinder their ability to complete the required topics within the 

given syllabus timeframe.  

Oppong Frimpong (2021) conducted a case study to examine the role of teaching and 

learning resources (TLRs) and their interaction in enhancing the quality of early 

childhood education (QECE) in the Agona East District of Ghana's Central Region. 

The study utilized interviews and observations to gather data. The results indicated 

that participants viewed TLRs as crucial for providing quality early childhood 

education. However, TLRs were often unavailable, which limited children's ability to 

interact with these resources. This lack of access to TLRs impeded both their use and 

the active engagement of children with the resources. Consequently, interaction—a 

key component in effective early childhood education—was not adequately 

emphasized due to the unavailability and inaccessibility of TLRs. Based on these 

findings, the study recommended that early childhood educators and providers ensure 

the availability and accessibility of TLRs for children. Additionally, teachers should 

explore innovative methods for creating and developing TLRs using local materials. 

Promoting and encouraging active interaction with TLRs is essential for achieving 

meaningful learning outcomes. 

Ameyaw (2019) conducted a descriptive study to investigate the use of teaching and 

learning resources (TLRs) in teaching mathematics and their impact on pupils' 

performance in the Cape Coast metropolis. The study's findings echoed those of 

Ampiah (2008), who had previously reported that the traditional "chalk and talk" 

method of teaching does not effectively enhance pupils' understanding. In contrast, 

employing structured methods along with available TLRs significantly improves 

pupils' comprehension. Based on these insights, Ameyaw's study recommended that 

University of Education,Winneba http://ir.uew.edu.gh



46 
 

teachers and head teachers actively seek out TLRs from non-governmental 

organizations (NGOs), educational stakeholders, the Ghana Education Service (GES), 

and other relevant educational bodies to support the effective delivery of resources to 

schools. This approach is essential for improving educational outcomes by making 

optimal use of available teaching materials. 

Researchers such as Greenberg, Putman, and Walsh (2014) emphasized in their study 

that students' learning depends to a large extent on the teacher's ability to properly 

manage the classroom. It may be inferred that a teacher's capacity to effectively 

manage the classroom towards learning is a significant indicator of their quality. In an 

earlier study by Kyriacou (1995), the researcher noted that teaching is particularly 

demanding due to the need to monitor a variety of concerns to maintain students' 

attentiveness, receptiveness, and the appropriateness of learning experiences. 
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CHAPTER THREE 

METHODOLOGY 

3.0 Introduction 

This chapter discusses the research paradigm, research approach, research design, 

population of the study, sampling procedures, instruments for data collection, pre-

testing of instruments, the validity of the research instrument, data collection 

procedures, data analysis, and ethical issues about the research. 

3.1 Research Paradigm 

The interpretivism paradigm was adopted for this study. This paradigm is grounded in 

the assumption that individuals‘ perceptions, ideas, thoughts, and the meanings they 

attach to their experiences can be understood through the study of their cultures 

(Pervin & Mokhtar, 2022). Unlike methods used in the physical sciences, the 

interpretivist approach recognizes that human behaviour is influenced by individuals‘ 

interpretations of their surroundings (Hammersley, 2013). Interpretivism also employs 

a relativist ontology, positing that a single event may have multiple interpretations 

rather than a singular, objective truth. This approach enables researchers to gain a 

deeper understanding of complex issues and phenomena within the specific contexts 

in which they are embedded (Creswell, 2007). Through this lens, researchers can 

uncover not only what has happened but also how and why it has happened. 

In this study, the researcher explored the phenomenon by interpreting participants' 

responses. The focus was on systematically uncovering the meanings behind the 

results and demonstrating how these meanings combine to produce observable 

outcomes. To address the research problem, the researcher employed qualitative 

methods and designed two research instruments to collect data. Kindergarten teachers 
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were interviewed to gather insights about the phenomenon, and classroom activities 

were observed simultaneously. The combination of data collected through these 

instruments provided a comprehensive understanding of the problem. The findings 

were then analysed and interpreted through a process of inductive reasoning, allowing 

the researcher to draw meaningful conclusions and offer effective solutions to the 

issue under investigation. 

3.2 Research Approach 

The qualitative approach was employed in this study. Qualitative research is a 

naturalistic process that seeks to achieve an in-depth understanding of social 

phenomena in their natural contexts (Creswell, 2012). According to Creswell (2012) 

and Patton (2002), qualitative research is particularly suited for studies where the 

research questions are designed to facilitate learning directly from participants.  

In qualitative research, it is assumed that there are multiple realities, which may be 

complementary or contradictory but are equally valid (Mertens, 2010). This 

perspective recognizes that diverse viewpoints are valuable because reality is 

subjective and context-dependent (Cohen et al., 2017). Knowledge is considered 

dynamic, complex, contextual, and intertwined (Creswell, 2014). Another assumption 

in qualitative research is that data collection methods are subjective and open to 

interpretation, with data being highly contextualized and individualized (Cohen et al., 

2017; Creswell, 2014). While this subjectivity makes it difficult to generalize 

qualitative findings to larger populations, it enables researchers to gain rich, detailed 

insights into the phenomenon under study. 

Despite the challenges of generalization, qualitative research provides a depth of 

understanding that cannot be obtained through quantitative methods (Creswell, 2014). 
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This approach offers the most appropriate tools and methods to address the research 

questions of this study, which focused on kindergarten teachers‘ use of play-based 

activities in teaching and learning. 

3.3 Research Design 

The study utilized the case study design to interpret how kindergarten teachers use 

play-based activities in teaching and learning. The use of case studies for the creation 

of new theory in social sciences was developed by the sociologists Barney Glaser and 

Anselm Strauss who presented their research method, Grounded theory, in 1967. 

Researchers may interview a group to learn more about the group. The research 

moves between data collection and data analysis in order to gain a theoretical 

sampling which will in turn assist the researcher in gathering data to answer their 

research question. Case study methodology assumes the existence of multiple realities 

that are interpreted differently by each individual who is living the experience. These 

different realties exist because each individual brings their own voice which is derived 

from the different social and contextual experiences that they have been exposed to in 

the past.  

As Williams (2017) stated, language is at the nexus of meaning, context and action in 

interpretive research. In this case study one on-one interviews was used with study 

participants in order to better understand a phenomenon through experiences they 

have had. Through discussion, data was collected and analyzed for the purpose of 

better understanding our human situation. The phenomenon in question may be an 

individual, a group, an event or a program in which the researcher is interested in 

gaining insight (Creswell, 2012; Merriam, 2009). Case study is a useful design when 
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the researcher is interested in understanding contemporary events in which they 

cannot manipulate relevant behaviors (Yin, 2009). 

The researcher used illustrative case study to provide descriptive details about how 

kindergarten teachers use play-based activities in teaching and learning in the 

Ayensuano District of the Eastern Region of Ghana. The researcher through 

observation explained how participants involved use play activities during teaching 

and learning, the teaching and learning resources available to facilitate the play 

activities, the assessment tools used by the kindergarten teachers to evaluate play 

activities and also expressed in common language about the challenges confronting 

these teachers when using play-based activities in teaching and learning in the 

Ayensuano District. In the illustrative case study used, the researcher used clear 

language and avoided oversimplifying the choice of words because the rich 

description could be lost (Epler, 2019). For this reason, only a small number of cases, 

one or two at a time was used (Davey, 1991). 

3.4 Description of the Study Area 

The study was conducted in the Ayensuano District. The Ayensuano District is one of 

the twenty-six administrative districts in the Eastern Region of Ghana, with its capital 

located at Coaltar. The district shares boundaries with Suhum Municipality to the 

north, Nsawam-Adoagyiri Municipality to the south, Upper West Akim District and 

West Akim Municipality to the west, and Akuapim South District to the east. Within 

the district, there are 62 Kindergartens, 66 Primary Schools, 62 Junior High Schools, 

and 2 Senior High Schools. Both trained and untrained teachers serve in the public 

schools (Ayensuano District Education Directorate, 2024). 
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The district is known for its excellence in sports, however, its academic performance 

has been poor over the past five consecutive years (Ayensuano District Education 

Directorate, 2024). Most communities within the district are rural, with farming, 

commercial motorbike business ("Okada"), and trading as the primary economic 

activities. A significant proportion of parents in the district have only basic education 

or no formal education. Additionally, many communities face challenges with 

accessing reliable telecommunication network signals. 

The Ayensuano District was chosen for the study because many kindergarten teachers 

complain of lack of interest from parents at the kindergarten level. Learner 

absenteeism is also high at the kindergarten level. These challenges are compounded 

by inadequate facilities and insufficient play materials for both indoor and outdoor 

activities. Such conditions have negatively impacted the academic performance of 

learners in the district, which is a source of concern. These factors motivated the 

researcher to undertake this study to investigate the issues faced by kindergarten 

teachers who use play-based activities in teaching and learning in the district. 

3.5 Study Population 

The target population comprised all kindergarten teachers within the Ayensuano 

District. According to the Ayensuano District Directorate of Education (2024), there 

are currently 104 kindergarten teachers serving across 62 kindergarten centres in the 

district. These centres are distributed across nine educational circuits. 

3.6 Sample and Sampling Procedures 

Purposive sampling was used to select two (2) out of the nine (9) circuits, namely, 

Marfo and Coaltar, and the kindergarten teachers to ensure participants who could 

provide rich, relevant insights on the use of play-based activities in teaching and 
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learning. The study was purely qualitative and sought to generate detailed, 

contextualised insights rather than achieve statistical representativeness across all 

circuits. Selecting two circuits allowed for intensive engagement with participants and 

facilitated deeper probing into teachers‘ experiences and practices. Focusing on two 

circuits also ensured manageability within the time and logistical constraints of the 

study while maintaining sufficient diversity of perspectives to address the research 

objectives. 

The inclusion criteria required teachers to be currently teaching in kindergartens 

within the Ayensuano District and have at least one (1) year of teaching experience. 

Maximum variation sampling was employed to include teachers with diverse 

backgrounds, such as varying levels of experience, training, and geographical location 

within the circuits. The sample size was determined based on the principle of data 

saturation, where interviews continued until no new themes or information emerged. 

At data saturation twelve (12) respondents had been interviewed. 

3.7 Data Collection Instruments 

The instruments used for data collection in the study included an observation checklist 

and an interview guide. Classroom observations, conducted using structured 

checklists, provided valuable qualitative data on the implementation of classroom 

management practices. Additionally, the researcher conducted interviews with 

kindergarten teachers to gain in-depth insights into their experiences, challenges, and 

perspectives on kindergarten teachers‘ use of play-based activities. Combining these 

two data collection methods allowed for triangulation, enhancing the validity and 

reliability of the findings ( Wergin, 2018; Yin, 2009). 
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3.7.1 Interview Guide 

A self-designed interview guide was utilized in this study, with questions categorized 

into five (5) sections aligned with the research objectives. Section ‗A‘ collected 

personal information about the respondents, including their class, educational 

qualifications, and duration of teaching experience. Section ‗B‘ focused on 

kindergarten teachers‘ use of play-based pedagogy as a classroom management 

practice. Section ‗C‘ explored the assessment strategies employed by kindergarten 

teachers to evaluate play-based activities. Section ‗D‘ examined the teaching and 

learning resources (TLRs) utilized by teachers to facilitate play-based activities. 

Lastly, Section ‗E‘ addressed the challenges faced by kindergarten teachers in their 

use of play-based activities. 

The semi-structured interview format provided respondents the opportunity to 

articulate their thoughts in their own words while maintaining enough structure to 

keep the discussion focused (Kusi, 2012). Kusi (2012) further noted that semi-

structured interviews are highly flexible, enabling interviewees to freely express their 

views, feelings, and experiences. This approach allowed the interviewers to deviate 

from the set questions and use probing techniques to seek further clarification during 

the interview process. It also enabled the researcher to probe deeper into respondents‘ 

experiences and perspectives, ensuring a richer understanding of the phenomenon 

under study. 

3.7.2 Observation Checklist 

An observation checklist was utilized in this study to allow the researcher to observe 

how kindergarten teachers used play-based pedagogy, assessment tools and teaching 

and learning resources during instructional time in the classroom. Kawulich (2012), 
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suggested that observation involves a systematic and detailed description of events, 

behaviours, and artefacts within a social setting. This process therefore requires 

careful attention to both what is seen and heard. The checklist included codes with 

tick boxes, enabling the researcher to record observed data by marking the presence or 

absence of each code with a "YES" or "NO." This self-designed tool was selected to 

mitigate some of the inherent limitations of interviews, where respondents might 

provide biased information (Tarimo, 2013). Additionally, respondents might struggle 

to accurately recall events or details relevant to the researcher's focus. The data 

gathered through observation was used to complement the information obtained from 

the interviews. The researcher also observed the available play materials and facilities 

in both indoor and outdoor school environments. 

3.8 Trustworthiness of the Data 

In any systematic exploration of human environments, it is essential to evaluate the 

actual value of the research. This evaluation ensures that the findings and 

interpretations accurately reflect participants' experiences or realities and are 

dependable (De Vos, 2002). Lincoln and Guba (2000) argued that trustworthiness in 

qualitative research is assessed using four indicators which correspond closely to the 

concepts of validity and reliability in qualitative research. Qualitative research is 

deemed trustworthy when it authentically represents the experiences of the study 

participants (Speziale & Carpenter, 2011). To assess the trustworthiness of 

qualitative, Lincoln and Guba (2000) proposed four key criteria: credibility, 

dependability, transferability, and confirmability. These criteria were upheld in the 

study through the implementation of specific procedures designed to ensure the 

quality and rigor of the research process. 
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3.8.1 Credibility 

Credibility refers to the extent to which the research accurately represents the true 

meanings expressed by the participants, often referred to as the "truth value" (Mills & 

Wiebe, 2010). To ensure credibility in this study, the researcher engaged in an 

extended period of interactions with participants, spending six (6) weeks in the field 

gathering data. During this period, the researcher conducted interviews while 

simultaneously observing participants' verbal and non-verbal cues, which provided 

valuable insights and opportunities for further probing. In addition to interviews, the 

researcher utilized an observational checklist to collect data on indoor and outdoor 

teaching and learning resources used by kindergarten teachers to support play-based 

learning. The checklist also captured information about the assessment tools 

employed by teachers to evaluate learners. This method served to complement and 

corroborate the data gathered through semi-structured interviews. After data 

collection, the recordings were transcribed, and the files were securely transferred to a 

password-protected laptop, ensuring that only the researcher had access. The data 

analysis process incorporated verbatim quotes from the participants, further enhancing 

the authenticity and credibility of the findings. 

3.8.2 Dependability 

Dependability refers to the consistency and reliability of research findings and the 

extent to which the research process is thoroughly documented, enabling others to 

follow, audit, and critique it (Polit & Beck, 2006; Streubert, 2007). In this study, 

dependability was ensured through sound inquiry decisions. Steps were taken to 

address researcher bias, avoiding premature conclusions and mitigating unreliable 

responses due to participant fatigue from lengthy discussions. A review of relevant 

literature guided the researcher in designing questions aligned with the study's 
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research objectives. The interview guide and observation checklist were instrumental 

in categorizing data into themes, ensuring that both positive and negative responses 

were integrated into the findings. Data collection, analysis, and interpretation were 

systematically conducted, relying on the generated data. Comprehensive 

documentation, including detailed transcriptions of participant narratives, records of 

methods employed, and decision-making processes captured in memos, ensured 

transparency and dependability throughout the research. 

3.8.3 Transferability 

Transferability, a form of external validity, refers to the extent to which the findings 

of a study can be applied to theory, practice, or future research (Lincoln & Guba, 

1985). To ensure transferability, the researcher provided a detailed description of the 

research processes, study setting, participants, and their demographic information, 

enabling others to assess the applicability of the findings to similar contexts. An audit 

trail was maintained, including audiotapes of interviews, permission letters, and 

relevant documents. Additionally, raw data, such as interview transcripts, and detailed 

records of data analysis were preserved as evidence, further supporting the study's 

transferability. 

3.8.4 Confirmability 

Confirmability refers to the extent to which a study‘s findings are grounded in the 

participants' narratives and words, rather than being influenced by the researcher‘s 

biases (Korstjens & Moser, 2018). In this study, confirmability was ensured through a 

systematic process. After each interview, the researcher played the recorded sessions 

back to participants to confirm the accuracy of the data. Once the interviews were 

coded and transcribed, the transcripts were returned to participants for verification and 
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any necessary adjustments. The final, approved transcripts were used as an accurate 

record of participants' responses. Additional measures included audiotape recordings 

and careful observation of non-verbal cues, such as pauses, sighs, and facial 

expressions, noted during the interviews. Immediate transcription and reflection after 

each session further captured participants' overall mood and attitudes, enriching the 

data interpretation and ensuring the findings authentically reflected their experiences. 

3.9 Data Collection Procedures 

An introductory letter was obtained from the Head of Department of Early Childhood 

Education, University of Education, Winneba, to seek permission from the 

Ayensuano Director of Education. This letter officially introduced the researcher to 

the heads of schools where the study participants taught. Teachers were briefed on the 

purpose of the research, confidentiality, and the intended use of the data. Agreements 

were made with participants regarding the date, time, and location for data collection, 

and the researcher met each participant on the school premises at the agreed-upon 

time, following approval from school authorities. 

Before each interview, the researcher reminded participants of the study‘s purpose 

and their role. Permission was sought and granted for audio recording of the sessions. 

Each interview, lasting approximately 25 to 35 minutes, included probing and follow-

up questions about teachers use of play-based activities, assessment strategies, 

teaching and learning resources. The recorded sessions were transcribed by the 

researcher shortly after the interviews. The researcher carefully reviewed the 

transcriptions alongside the recordings to ensure accuracy. 

Using a participant-observer strategy, the researcher also observed teaching and 

learning materials in the school environment and how teachers used them to support 
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play-based learning in classroom. Arrangements were made to observe teaching and 

learning sessions led by the teachers, including how learners were assessed. The 

researcher actively participated in these sessions, interacting with teachers and pupils 

to minimize anxiety and maintain a natural classroom environment. This approach 

ensured that the behaviour of both teachers and pupils was not influenced by the 

researcher‘s presence. 

An observation checklist guided the researcher in recording information before, 

during, and after the classroom sessions. These observations corroborated the data 

from interviews, providing a comprehensive understanding of the study‘s focus. 

3.10 Data Analysis Procedures  

Data was analysed using thematic analysis. Thematic analysis is a qualitative method 

for identifying, analysing, and reporting patterns or themes within data (Braun & 

Clarke, 2006).   The researcher began by thoroughly reading and listening to the data 

multiple times to gain a deep understanding of its content (Creswell, 2009). Emerging 

patterns were identified, and codes were assigned to text segments that provided key 

insights related to the research questions. This process, referred to as meaning coding, 

involved assigning descriptive labels to meaningful units of text. The numerous codes 

were then grouped into manageable categories. As Creswell (2007) noted, re-

categorizing codes is necessary, as researchers initially generate a large number of 

codes. 

The next step involved condensing the codes into broader thematic areas through 

content analysis. This iterative process of reading, coding, and refining categories 

continued until clear themes emerged. These themes served as the primary framework 

for organizing and integrating the data. By systematically categorizing and 
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thematising the information, the researcher ensured that the analysis effectively 

addressed the research objectives while maintaining clarity and rigor. The code "P" 

for "Participant" was used to represent interviewees in the findings. 

3.11 Ethical Issues 

A researcher has an ethical responsibility to safeguard the rights, dignity, and welfare 

of participants who contribute valuable knowledge to a study (Speziale & Carpenter, 

2011). Prior to data collection, the researcher obtained a formal introductory letter 

from the Department of Early Childhood Education, University of Education, 

Winneba (Appendix 3), and written permission from the Ayensuano District 

Education Directorate (Appendix 4). Permission was also sought from headteachers 

before engaging kindergarten teachers in the study. 

Participation in the study was entirely voluntary. The purpose of the research, 

procedures involved, and expected duration were clearly explained to participants 

before data collection. Participants were informed of their right to decline 

participation or withdraw at any stage without penalty or negative consequences. This 

ensured respect for participants‘ autonomy and minimized any form of coercion. 

3.11.1 Confidentiality and data protection 

Confidentiality and anonymity were strictly maintained by assigning codes to 

participants instead of using their real names. No identifying information was 

included in the final report. Audio recordings and transcripts were securely stored on 

a password-protected device accessible only to the researcher. Data will be retained 

for academic purposes only and securely destroyed after the required retention period. 
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Consent was obtained before recording interviews, and participants were assured that 

their responses would be used solely for academic purposes. This aligns with Polit 

and Hungler‘s (2004) assertion that confidentiality guarantees protection against 

unauthorized disclosure. 

3.11.2 Minimization of Harm 

The study posed minimal risk to participants. However, care was taken to ensure that 

interview questions did not cause discomfort or professional embarrassment. 

Participants were not pressured to answer questions they found uncomfortable, and 

interviews were conducted in environments convenient and comfortable for them. 

3.11.3 Positionality and power relations 

As an experienced early childhood educator in the district, the researcher 

acknowledged the potential influence of insider status on the research process. While 

familiarity facilitated access and openness, it also posed a risk of bias and perceived 

power imbalance. To mitigate this, the researcher emphasized that participation was 

voluntary and unrelated to professional evaluation. A reflexive diary was maintained 

throughout the study to critically reflect on assumptions, interactions, and potential 

biases. Semi-structured interviews and direct quotations were used to ensure that 

findings authentically represented participants‘ perspectives.  
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CHAPTER FOUR 

RESULTS AND DISCUSSIONS 

4.0 Introduction 

This chapter presents the results and discussions, starting with a description of the 

socioeconomic characteristics. It then follows with a presentation and discussion of 

the data organized according to the research questions. 

4.1 Demographic Characteristics of Respondents 

The participants included four (4) professional Early Childhood Education Teachers 

and eight (8) non-professional Early Childhood Education Teachers, making a total of 

twelve (12) participants. All the kindergarten teachers in the district are female, so the 

participants were all female and trained teachers. According to data from the 

Ayensuano District Education Directorate, these teachers have teaching experience 

ranging from 5 to 10 years in the district. Additionally, each participant has at least 2 

years and up to 5 years of experience teaching at the kindergarten level. 

4.2 Analysis of Research Questions 

Research Question One 

The first research question examined how kindergarten teachers use play-based 

activities for teaching and learning. The themes which emerged from the interviews 

include: KG teachers' use of play-based activities; frequency of use of play-based 

activities; importance of play-based pedagogy; influence of class size on play-based 

activities; prioritization of play-based activities; and in-service training of KG 

teachers on play-based activities. These themes are further elaborated below after 

which they are discussed. 
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KG Teachers' use of Play-Based Activities 

The excerpt on the use of play-based activities shows that, almost all participants use 

play in teaching and learning. These are what some participants had to say: 

―To me, play-based learning involves using play as a primary tool for 
learning and teaching. Before I think of using play in my class for teaching, I 
look at my lesson objectives and the interest of my learners (P1).‖  
 
―I only use play in some subjects where I think it will help me achieve my 
objectives. When it comes to counting of numbers in mathematics and letter 
identification literacy, I engage my learners through the use of songs in the 
lesson and they really enjoy and participate actively (P2).‖ 
 
―Even though my classroom environment is not play-friendly, but I manage to 
do something with them in groups. Sometimes I look at the needs of my 
learners and their abilities as well. Let’s say we are learning about fruits; I 
display different kinds of fruits on a table then we will sing a song about fruits 
where I mention a fruit for the children to identify from the fruits on the table 
(P3).‖  

 

Only four out of the twelve teachers were observed actively incorporating play-based 

activities into their lessons (Appendix B). This indicates that play-based instruction 

was not widely practiced, with the majority of teachers relying primarily on non-play-

based or teacher-directed approaches. The limited number suggests that although 

play-based pedagogy is encouraged at the policy level, its practical application 

remains inconsistent. 

Frequency of use of Play-Based Activities for Teaching and Learning 

Most participants emphasized how play activities enable learners to become active 

participants in lessons, which enhances their understanding of the material. They 

expressed the view that the more play is integrated into lessons, the better it is for the 

overall development of the children. Below are some extracts from the interviews to 

support this point. 
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―Well, I can say that I use play throughout all my lessons every day. Though 
some children don’t like learning but immediately you start using play 
activities as a form of teaching they find it easy to learn since they don’t find 
much difficulty in what they are learning (P).‖ 
 
―I incorporate various types of play in all lessons to support learning and 
development of my learners. It helps children who don’t involve themselves in 
class to become active learners. Again, some of the ECE teachers often 
present their lessons in abstract manner, like, they have resorted to the use of 
memorization and recitation which makes learners unhappy about learning, 
but through play-based learning, learners are always ready to learn with joy 
and happiness (P4).‖ 
 
―Oh yes! The standard-based curriculum has emphasized on the use of play 
and games in lesson delivery. Additionally, learning through play makes 
classroom welcoming and boost attendance (P6).‖ 
 
―Now kindergarten is no more about eating and sleeping at all. Learning is 
always fun since learning is always done through play (P7).‖ 
 

Importance of Play-Based Pedagogy 

Play-based pedagogy is essential in teaching and learning at the kindergarten level. 

Participants noted that play-based learning encourages active participation, reduces 

misbehaviour, and increases focus among learners. During the interviews, several 

participants shared their perspectives on the importance of play-based pedagogy in 

early childhood education. Below are what some of the participants had to say: 

―When it comes to the importance of PBP; it helps the children to develop 
self-control, it helps the children to have real life activities of what they learn, 
they have hands on activities too, because they use their hands to manipulate 
all the objects in the classroom (P10).‖  
 
―It encourages collaboration, empathy, and social skills creating a positive 
classroom culture. It also motivates learners to do more of whatever we are 
doing in class (P12).‖   
 
―I appreciate it because it makes teaching and learning easier for the teachers 
and the learners as well. Teachers can also create a well-managed, inclusive, 
and effective learning environment that supports the diverse needs of all the 
children (P11).‖ 
 
―In my opinion, I think it fosters a strong positive relationship between 
teachers and their learners, built on trust and mutual respect (P6).‖  
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Influence of Class Size on Play-Based Activities 

Large class sizes can significantly impact the use of play-based activities in various 

ways. However, being aware of these challenges and adopting appropriate strategies 

can help teachers effectively use play activities in larger classrooms. Participants 

shared how their class sizes influence their use of play activities in lesson delivery. 

Below are quotations from some participants expressing their views on the influence 

of class size on PBA during teaching and learning. Below are extracts from what 

some of the participant said: 

―With the number of learners in my class, sometimes I struggle to provide 
individual attention and support during play. There is no space for more 
learning centres in my class that is why you can see only the grocery shop 
there (P3).‖ 
 
―Just look at me and all these children in one class, sometimes it becomes 
chaotic but I manage to use small group play for them during lessons. The 
first group will perform their activities after which the other groups will follow 
in batches (P5).‖ 
 
―Because my children are many compared to my classroom size and the 
limited teaching and learning resources available, I always take my children 
outside the class for play activities so that I can monitor them well (P11).‖ 
 
―If you take a look at my class, it is very spacious for my kids. We have 
enough space to move around and engage in any activity that we want. I also 
have an assistant who helps me in the class (P8).‖ 
 

Prioritization of Play-Based Activities for Teaching and Learning  

Play-based learning is a vital component of early childhood education, offering 

children a meaningful and enjoyable way to learn. As a result, play-based pedagogy 

has become a priority in today‘s early childhood education. Most participants 

suggested that play-based activities should be used across all early childhood levels 

for effective teaching and learning. Additionally, some participants expressed that it is 

more effective for using play than direct instruction. Some participants had this to say 

on the prioritization of play-based activities for teaching and learning: 
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―This teaching and learning pedagogy should be used across all early 
childhood levels. I will encourage all ECE teachers to use this method, 
because that is what will promote multiple areas of children’s development 
and learning (P12).‖ 
 
―Yes, it should be prioritized because if I take my class size for instance, how 
can I manage my class using direct instruction for my learners. They will not 
pay attention to me because the distraction will be more, but with the play-
based activities they will do majority of the work by themselves and in doing 
that too, they are learning and it helps them to become ownership of whatever 
they do (P1).‖ 
 
―During creative arts lesson in my class, you will find each child busily 
demonstrating his or her creative skills. And when you ask about what they 
are doing, they will respond appropriately. In fact, this teaching and learning 
pedagogy has make the teaching work more easily for me (P9)‖, 
 
―No play-based learning, no early childhood education. She explained that, 
the traditional way of teaching and learning did not help children to explore 
and make sense of the world around them. We the teachers were exploring and 
thinking for them (P).‖ 

 

In-Service Training of KG Teachers on Play-Based Activities 

Providing comprehensive training and support enables teachers to develop the 

knowledge, skills, and confidence needed to effectively use play-based activities in 

teaching and learning. The interview results revealed that teacher participants rarely 

receive in-service training from the education directorates within the district. 

However, some participants noted that their challenges are occasionally addressed 

during Professional Learning Community (PLC) sessions. Some participants indicated 

the following: 

―No. For my two years of teaching in this district, I have not received any 
training from the education directorate (P7).‖  
 
―During PLC on Tuesday’s, that is when we meet as colleagues to learn from 
each other on ways of improving our teaching skills (P4).‖ 
 
―We normally meet during PLC time for in-service training within my school 
on challenging topics and how to teaching approaches to use. (P12).‖ 
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Discussion of the Themes which Emerged from Research Question One 

The study revealed that nearly all participants integrated play-based activities into 

their lessons, using it as an instructional approach to encourage active learning, 

exploration, and discovery. Participants reported that the choice of play activities was 

primarily guided by lesson objectives and learners‘ interests. Play-based pedagogy 

was highlighted as an effective teaching approach, fostering a positive teacher-learner 

relationship that made teaching and learning more engaging and efficient. Moreover, 

frequent use of play-based activities was found to enhance children‘s understanding 

of lessons, boost their enthusiasm for participation, and improve class attendance. 

The study also indicated that class size significantly influenced teachers‘ ability to use 

play-based activities effectively. While many participants actively engaged in 

learners‘ play activities, classroom observations revealed that some teachers were 

unsure about the appropriate play-based activities to employ for optimal learning 

outcomes. These findings align with earlier research by Kekesi et al. (2019) and 

Abdulai (2014), which highlighted challenges such as teachers‘ limited understanding 

of play-based pedagogy and the lack of adequate training and resources to support its 

implementation. Additionally, participants noted that they rarely received in-service 

training from the district education directorates, except during Professional Learning 

Community (PLC) sessions where they addressed personal challenges. 

The study further revealed that incorporating play into lessons not only made teaching 

more effective but also helped children grasp concepts better by engaging them 

visually and physically. These findings support earlier research by Izumi Taylor, 

Samuelsson, and Rogers (2010), which emphasized that teachers‘ understanding of 

play-based activities significantly shapes children‘s learning experiences. However, 
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the lack of adequate attention and support from school authorities and stakeholders in 

the district for play-based pedagogy was a significant challenge. Many participants 

indicated that the materials and resources used in play-based learning were often 

provided by teachers themselves, reflecting insufficient external support. This finding 

aligns with Oppong Frimpong (2021) and Yavuz and Güzel (2020), who argued that 

stakeholders‘ perceptions of the importance of teaching and learning resources 

(TLRs) play a critical role in promoting play-based pedagogy. 

The study also identified policy-related challenges affecting the use of play-based 

activities. Educational programs such as the Jolly Phonics approach, Gallop program, 

and UNICEF Learning program often overlapped with or conflicted with play-based 

methods, leaving teachers confused about how to balance these approaches. This 

finding is consistent with Kane (2016), Theobald et al. (2015), and Wang and Lam 

(2017), which documented increasing pressure on early childhood education systems 

worldwide to prioritize formal learning goals through didactic, teacher-directed 

methods. 

In conclusion, the findings underscore the importance of providing comprehensive 

training and adequate resources to enable teachers to effectively use play-based 

activities. While participants acknowledged the benefits of play-based learning, 

challenges such as limited understanding, insufficient support, and policy conflicts 

hinder its full potential in early childhood education. 

Research Question Two 

The second research question aimed to identify the assessment tools used by 

kindergarten teachers in the Ayensuano District. Firstly, nearly all the participants 

interviewed reported using a variety of assessment tools to evaluate their learners. 
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Secondly, it was revealed that participants assess learners at different stages—before, 

during, and after lesson delivery. Thirdly, it emerged that some parents and 

stakeholders prioritize pencil-and-paper assessments as the sole method of evaluating 

learners, which places undue stress on children. The most significant themes that 

emerged from the findings are discussed below. 

How and when Assessment Tools are used in lessons 

Kindergarten teachers use assessment tools at different stages of the lesson to obtain a 

comprehensive understanding of children's learning and progress. Based on the 

participants' responses, assessment tools are employed in various ways and at 

different times during lessons. Below are the views shared by some of the 

participants: 

―I am faced with limited time to develop assessment tools like portfolios, 
checklist and rubrics. So I use paper and pencil test tool in assessing pupils 
which is used in almost all schools. So let’s say I’m going to teach numbers, 
before the lesson I will ask my learners to count the boys and girls in the class 
while I observe them to determine their prior knowledge and understanding on 
numbers. At the end of the lesson too I give them exercise (P10).‖ 
 
―In the course of the lesson, I use group activities to monitor learners’ 
progress and understanding of what we are doing (P3).‖ 
 
 
―After the lesson I usually give them class exercise to evaluate my learners 
understanding on what they have learnt. I am restricted to try other 
assessment tools like checklist, portfolios and rubrics due to examination 
policies (P8).‖ 

 

All twelve teachers were observed using traditional assessment tools such as class 

exercises and homework. However, only two teachers employed more 

developmentally appropriate assessment methods such as checklists and portfolios 

(Appendix B). This indicates a strong reliance on conventional assessment strategies, 

which may not fully align with play-based pedagogical principles. 
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Effectiveness of Assessment Tool on Learning Outcomes 

Kindergarten teachers can evaluate the effectiveness of their assessment tools by 

clearly defining their learning objectives. Many participants noted that they rely solely 

on class exercises and end-of-term examinations to assess learners. Below are some of 

the participants' views on the effectiveness of the tools they use to assess their 

students: 

―As for me, class exercise alone may not cover all the learning objectives for 
me. There are some children who will not do well in the class exercises but can 
do better in other areas. As an ECE teacher, I use observation, portfolios and 
my checklist to evaluate my learners apart from the normal exercises and exams 
(P2).‖ 
 
―We are dealing with children with individual differences so in order not to be 
bias, teachers must use different assessment tools that will cater for the diverse 
needs of the children. Written exercises and exams alone is not appropriate to 
determine their academic achievement so I always tell my colleagues about the 
use of other forms of assessment tools (P12).‖ 
 
―I observe my learners learning processes whenever they are performing a task. 
Sometimes I use class exercise and exams too but that one only measures their 
cognitive skills (P3).‖ 
 

Parents and Stakeholders value for Assessment 

An effective early childhood program requires the involvement and support of parents 

and stakeholders. The value that parents and stakeholders place on assessment in early 

childhood education (ECE) is crucial for the success of ECE provision. Some 

participants noted that parents and stakeholders tend to prioritize pencil-and-paper 

assessments, such as standardized tests, as measures of academic success. When 

asked about the value placed on assessment by parents and stakeholders, some 

participants shared their views as follows: 

―Most of them don’t value it at all. I remember when we first started using the 
observational checklist in my district as assessment tool for kindergarten 1&2, 
there were a lot of challenges. During a P.T.A meeting, parents said they 
don’t understand why their children didn’t write end of term exams like their 
counterparts in the private schools and were just given this book (P1).‖ 
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―Well, some do some don’t. On the side of parents, they mostly say their 
wards just go to school to play. But when you come to people who have the 
knowledge that they are learning through play they value it and needs to be 
assessed. But when it comes to especially the parents, and then the community, 
sometimes we have challenges with the assessment tools that we use unless we 
explain things to them (P6).‖ 
 
―A parent asks, why is another school kindergarten class doing more tests and 
exams than ours? This shows their perception on other tools for assessment 
other than the pencil and paper test (P4).‖ 
 
 

Discussion of the Themes which Emerged from Research Question Two 

The findings of this study align with the views of Tamakloe, Amedahe, and Atta 

(2005), who emphasized that assessment techniques extend beyond paper-and-pencil 

tests and performance tasks, including methods like class participation, homework, 

observations, interviews, student presentations, and portfolios. The study reveals that 

the least utilized assessment tools among teachers in the Ayensuano District are 

portfolios, rubrics, and checklists. This may be due to a lack of sufficient knowledge 

on how to effectively use these tools, time constraints, and the rigid curriculum, which 

may discourage teachers from using alternative methods to avoid deviating from 

prescribed guidelines. This finding mirrors Eshun et al. (2014), who noted similar 

challenges faced by early childhood teachers in Ghana due to policies, time, 

resources, and assessment methods employed by their schools. 

The study also supports Segers et al. (2003), who highlighted the challenges of 

assessment, particularly the need for specific knowledge to implement assessment 

methods effectively. As assessment practices evolve to focus on competencies and 

emerging skills, the findings underscore the importance of formative and summative 

assessments, which were used by nearly all participants. Formative assessments were 

employed to evaluate learners' understanding during the learning process, while 

summative assessments were conducted at the end of the term, in line with district-
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wide exams. Teachers noted that assessment helped identify learners' strengths and 

weaknesses, allowing for instructional adjustments to meet individual needs. 

However, some participants were observed to use only written exercises, with a few 

employing additional tools like observations, checklists, and portfolios. This reflects 

the findings of Reeves (2007), who pointed out the need for greater teacher capacity 

to evaluate learners' work using shared rubrics or criteria, a practice that can inform 

formative instruction. Despite these challenges, the study revealed that the main 

barrier to effective assessment was the rigid curriculum, which restricts flexibility and 

hampers teachers' ability to engage in holistic assessment practices. Additionally, 

participants noted that parents and education directorates often prioritize pencil-and-

paper assessments, leaving teachers with little choice but to abandon alternative 

assessment tools. Therefore, curriculum developers must recognize the need for 

adjustments to better support comprehensive and flexible assessment strategies. 

Research Question Three 

The third research question sought to assess Teaching and Learning Resources 

(TLRs) that kindergarten teachers use to facilitate play-based activities. TLRs are 

those materials used in the classrooms for instruction. The use of TLRs is 

indispensable in the delivery of play-based pedagogy in Early Childhood Education 

(ECE) centres. Teachers‘ use of TLRs in play activities and the opportunities children 

get to have contact with the TLRs play an important role in ensuring quality teaching 

and learning in ECE settings. The themes which emerged from this research question 

included: teaching and learning resources availability to kindergarten teachers; effects 

of teaching and learning resources on play-based learning; learners‘ accessibility to 
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appropriate TLRs and learning centres enhancement in the classroom. These themes 

are further elaborated below. 

Teaching and Learning Resources availability to Kindergarten Teachers 

To effectively use play-based activities in ECE, teachers should provide a diverse 

range of materials and resources that foster curiosity, creativity, and exploration, 

allowing children to learn through play and hands-on experiences. Participants shared 

their views on the teaching and learning resources that are readily available and 

accessible for specific lessons or activities. Some participants had these to say: 

―We have a lot of TLRs in my class. The children are able use them during 
teaching and learning and it makes them enjoy every lesson (P7).‖ 
 
―My school has most of the materials because the PTA supports us with the 
buying of these materials. We have a TV set, textbooks for learners, materials 
for tracing, reading books, conversational posters, flip chart, pictures of 
scenes on the walls, etc. When you come to the playground there is a swing, 
Mary-go-round and a see-saw. It’s great to see the learners manipulating the 
materials (P5).‖ 
 
―As for me the materials are not there so I make use of local material like 
sticks, stones, maize and bottle tops to teach numeracy concepts. All I can say 
is that, we always improvise materials for teaching and learning and it’s 
amazing how much children learn from what is available (P9).‖ 

 

Effects of Teaching and Learning Resources on Play-Based Learning 

The purpose and importance of teaching and learning resources is to make lessons 

interesting, learning easy and enable teachers to express concepts. Participants of the 

study equally understand that for play-based learning to be effective, there should be 

an interaction between learners and TLRs. Below are some of the information shared 

by the participants: 
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―My school lacks a lot of materials to help learners acquire basic skills like 
writing, reading and for that matter quality education (P4).‖ 
 
―We don’t have most of the materials that the learners can play with in the 
school. When it comes to textbooks, the school has only few copies that cannot 
reach all the learners in the class. This affects teaching and learning since 
learners will be fighting for the few copies available (P1).‖ 
 
―As you can see, we don’t have even a single play item outside for these 
children to play with. How can the children interact? It’s a very big problem 
for the teachers in the school (P10).‖ 
 
―We have a lot of TLRs in my class. The children are able use them during 
teaching and learning and it makes them enjoy every lesson (P7).‖ 

 

Learners Accessibility to Appropriate Teaching and Learning Resources 

Children having access to TLRs and play items gets the opportunity to have hands-on 

experiences. In this regard, participants were of the view that, learners‘ ability to 

engage and interact with the TLRs is pivotal in using play-based pedagogy. Here are 

what some participants shared: 

―The children are able to get access to the materials and handle them and it 
helps in their learning and improves understanding (P8).‖ 
 
―The materials are all age appropriate as you observed, and they are always 
at the reach of my learners. So, they get access to them anytime they wish 
(P4).‖ 
 
―Yes, they have access to all the large posters in the class like; Vegetables and 
fruits chart and then parts of the body as well as parts of the plants. The 
alphabets and number charts and pictures of the environment (P2).‖ 

 

Learning Centres Enhancement in the Classroom 

Teachers creatively utilize local resources to develop innovative teaching materials, 

fostering a supportive environment that encourages children to take ownership of their 

learning through independent exploration and discovery in learning centres. Some 

study participants indicated that they have created shopping centres, book centres, 

market centres in their classrooms to help the learners to play with the materials there. 

Also, most of the participants interviewed indicated that, children have free access to 
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the learning centres, because when they go there, it helps them work together as 

teams. These are what some of the participants had to say: 

―In numeracy when we are learning about money, children are allowed to 
visit the shopping centres, where they engage in selling and buying activities. 
Here, learners are guided on how to buy with real money. So, it helps them to 
grasp the concept easily for effective understanding (P5).‖ 
 
―In my class I have two centres because of the size of the classroom, I don’t 
want the place to be so congested. I give my learners free access to the 
learning centres, because when they go there, I think it helps them to just come 
together and work as a team. Also, whatever they do there, I think it will help 
them have a fair knowledge of what they are supposed to achieve out of the 
lesson (P6).‖ 
 
―It depends on the lesson that am teaching, so, if it is about ―market‖ I just 
direct them, they should go and play there, they should mention the names of 
everything they see.  I even ask them to count the things that they see as long 
as they are playing with it, so it depends. I put them into groups, one group 
will go to the book centres, the other too will go to the home, and if our focus 
for day is on the market centres, that’s where I will concentrate, so after am 
done with the first group, they will just rotate within 10 to 15 minutes (P9).‖ 

 

Only four classrooms demonstrated clear learner-centred characteristics, where 

children were actively engaged, interacting with materials, and participating 

collaboratively (Appendix B). 

Discussion of the Themes which emerged from Research Question Three 

The study revealed that most schools lacked the necessary Teaching and Learning 

Resources (TLRs). This shortage, as observed by the respondents and the researcher, 

may hinder interaction and consequently, the use of play-based activities and the 

assessment strategies as well. TLRs are intended to be accessible to both teachers for 

instructional purposes and learners for hands-on interaction such as touching, moving, 

and tasting—which helps deepen their understanding of the material (French, 2007). 

Without these resources, teachers cannot effectively use them to support teaching, and 

learners' opportunities for interaction with the resources are limited. As a result, 
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teaching in these schools is likely to be more abstract than concrete and practical, 

which contradicts the assertion by Cho et al. (2000) that children under eight learn 

best when they can manipulate physical objects. Furthermore, such teaching methods 

may fail to engage leaners and keep them active, as advocated by Montessori (1949). 

In addition to the scarcity of TLRs, the few available were often fixed to classroom 

walls, limiting their use to teacher reference only, without allowing learners to touch 

or manipulate them. This deprived children of the sensory experience of feeling, 

touching, or tasting, as real objects were rarely used. When pictures or charts were 

employed, their limited availability meant that teachers either drew the objects on the 

chalkboard for learners to copy into their workbooks, held up the pictures for 

reference, or moved them closer to learners, instructing them not to touch them to 

avoid damage. However, effective learning with TLRs requires that individual 

learners physically interact with and manipulate the materials. The researcher argues 

that merely seeing the materials is insufficient; children must also have the 

opportunity to handle them. Moreover, the ability of TLRs to provide feedback to 

learners is crucial. Therefore, learners should have access to TLRs for practice, rather 

than writing on the floor, where their work could easily be erased by other learners. 

While it could be acknowledged that, given the circumstances, this was the best 

option available, it still limited the children's ability to practice meaningfully. 

Additionally, the study found that most participants used play materials as specified 

by the lesson. Some schools visited had spacious classrooms where materials were 

well organized. Observations also revealed that nearly all participant ensured 

materials and resources were accessible to all learners during lessons. Consistent with 

this study, Oppong Frimpong (2017) argues that teachers' ability to effectively use 
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teaching and learning resources (TLRs) in their lessons, and to create an environment 

where children can access and interact with these resources, is essential for the 

successful use of play-based activities. 

The study also highlighted that the lack of textbooks led teachers to draw illustrations 

on the chalkboard for learners to copy into their exercise books. This approach often 

wasted instructional time and made the lessons more theoretical rather than the hands-

on, practical learning that should characterize Early Childhood Education. Ajayi 

(2007) emphasized the importance of textbooks and instructional materials in the 

teaching and learning process. Overall, the absence of TLRs meant that children could 

not interact with them, which hindered their learning. These findings are concerning, 

given the significant role that TLRs play in enhancing play-based learning. Without 

access to TLRs, teachers may struggle to make lessons engaging and to capture 

learners' attention, as Montessori (1949) advocated. 

The study's findings highlight the essential role of Teaching and Learning Resources 

(TLRs) in delivering play-based pedagogy in Early Childhood Education centres. The 

research revealed that participants relied on mobile phones, particularly for phonics 

lessons. Observations confirmed that only a few participants utilized Bluetooth 

speakers for oral and listening activities. Tamakloe et al. (2005) emphasized the 

importance of selecting diverse TLRs that appeal to multiple senses, not just hearing, 

when using play-based activities. The study also found that the materials available for 

play were insufficient, with many schools lacking access to electricity, and televisions 

for classroom use. Observations noted that only two classrooms had television to 

support audio-visual and literacy activities, reinforcing the idea that TLRs should 
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fulfil relevant functions and enhance lesson delivery effectively, as confirmed by 

Tamakloe et al. (2005). 

Moreover, Oppong Frimpong (2021) pointed out that teachers' ability to effectively 

use TLRs and create environments that allow children to interact with these resources 

is crucial for successful lesson delivery and quality learning outcomes. The study also 

noted a scarcity of real objects like fruits and vegetables, leading participants to 

substitute them with artificial items or charts. This aligns with the modern trend, as 

highlighted by Nkuuhe (1995), which emphasizes learning through all the senses—

hearing, seeing, smelling, tasting, and touching. 

The study further confirmed that most participants supported the idea that engaging 

and interacting with TLRs is pivotal for the use of play-based learning in ECE 

centres. It was found that learners had access to large posters in the classroom, such as 

charts of vegetables, fruits, and body parts. Additionally, concrete materials and 

manipulatives like empty cans, boxes, bottle tops, sticks, and straws were used by 

participants in numeracy lessons. These findings resonate with Oppong Frimpong's 

(2021) study, which noted that while some materials were available in ECE centres, 

they were often limited in quantity and fixed in place, preventing learners from 

touching or manipulating them. 

The study also revealed that some ECE centres had created shopping, book, and 

market centres within classrooms to allow learners to manipulate materials, promoting 

teamwork and enhancing play-based activities. This finding contradicts Lester & 

Russell's (2008) observation that socio-dramatic and domestic play centres have been 

disappearing from early childhood classrooms. 
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The study's findings indicate that nearly all participants resorted to improvisation for 

play-based activities in the absence of original learning materials. Observations 

confirmed that most participants used improvised materials instead of realia to 

provide learners with first-hand experiences. This aligns with a study by Nantwi et al., 

(2019) which found that when teaching and learning materials are unavailable, 

teachers can use alternatives to support effective teaching and learning through play-

based approaches (PBA). The study also noted the use of empty cans, boxes, and 

items like bottle tops, sticks, and straws for numeracy lessons. This supports Aina 

(2012) assertion that teachers should use discarded resources and materials from their 

surroundings to create effective teaching aids. Similarly, Opoku-Asare (2004) 

highlighted that the local environment offers various raw materials and discarded 

resources that teachers can use to improvise TLRs for effective teaching and learning. 

Research Question Four 

The fourth research question established the challenges that kindergarten teachers face 

in using play-based activities in teaching and learning in the Ayensuano District. 

Learning through play has changed how young children learn. Participants‘ role is to 

use play activities in teaching and learning. Participants revealed lack of professional 

development or training in play-based learning and pressure from parents and the 

education directorate to achieve prescribed academic outcomes as some practical 

challenges they face. Some participants also identified discrepancies between their 

personal beliefs and the use of some play activities as a challenge. Furthermore, some 

participants indicated the pressures they face in meeting accountability requirements 

as a reason for bias towards play activities in teaching and learning in the classroom. 

Whiles some participants shared their ordeal on the output of work pressure, some 

indicated a lack of confidence and knowledge due to limited exposure and 
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experiences in early childhood pedagogic principles. The challenges raised by the 

participants have been summarised in the following themes. 

Kindergarten Teachers’ Personal Beliefs and Attitudes in the use of Play-based 
Activities 

Kindergarten teachers‘ ability to use play is influenced by their own beliefs. Some 

participants attributed their beliefs to their religion, health life, and own philosophy. 

The views of some of the participants are quoted below: 

―As for me. I believe in the play-based pedagogy compared to the traditional 
style of teaching, just that, the policy demands put pressure on me right now, 
because am alone in the class and looking at this approach and how intensive 
it is, and how you suppose to facilitate, and guide the children, I always feel 
exhausted each day after school. Meanwhile, the SISOs will also follow up 
with the demands for output of work and so if you don’t take care, you will 
stop the play approach and just be giving exercise all the time (P1).‖ 
 
―Sometimes it can be your health life which may be affected, because as far as 
my health is concerned then I must be careful with the use of some materials 
and equipment, I can put my personal beliefs aside but my health first (P11).‖ 

 
Some participants also opposed the idea that self-beliefs influence the choice of play 

activities as summarised with the quotations below: 

―I don’t have any belief, health issues or anything against the use of play-
based learning, assessment strategies or the use of the various teaching and 
learning resources, I do appreciate everything that I do with the children a lot 
when it comes to the full implementation of these practices (P5).‖ 
 
If I have beliefs, then it will be a positive one because I believe that children 
should be made to play, and as they play with the right materials, they learn, 
so I will not do anything that will affect it, I will rather encourage all ECE 
teachers to use these management practices more for effective teaching and 
learning (P6).‖ 

 

Kindergarten Teachers lack of Confidence and Inadequate Knowledge in the use of 
play-based activities for teaching and learning. 

A significant challenge in early childhood education is the ability of teachers to use 

play activities effectively. Some participants noted that teachers' difficulties in the use 
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of play-based activities stem from a lack of confidence and limited knowledge about 

it. Additionally, several participants expressed the view that limited exposure to and 

experience with early childhood pedagogical principles negatively impact their use of 

this pedagogy. Here are some of their comments: 

―I have not received any form of in-service training to enrich my knowledge 
on these activities, so it means, the old knowledge that I have acquired is what 
I have been using, so that one it could be a problem to me (P12).‖ 
 
―I think that if we have been receiving regular training from workshops, like 
every term we attend about two workshops, then we can say that we will be 
equipped so much with how to manage our class that our confidence level will 
be boosted (P8).‖ 
 
―Yes, because when you are looking for something, and you don’t get it, you 
will feel bad and disturbed and you don’t know what to do but if the materials 
are there, support from parents and stakeholders is guaranteed, coupled with 
constant training, then you can do it and do it well (P1).‖ 

 

Three teachers displayed observable signs of limited confidence and inadequate 

knowledge in implementing play-based activities (Appendix B). This was reflected in 

hesitation, minimal facilitation of play, or difficulty structuring activities effectively. 

Inadequate Teaching and Learning Resources and Related Facilities 

The provision of teaching and learning resources, as well as play equipment, is 

essential for the effective implementation of play-based pedagogy and assessment 

strategies in early childhood education. Many participants expressed the view that 

funds should be allocated specifically for procuring teaching and learning resources to 

address the diverse needs of learners. Additionally, some participants highlighted that 

early childhood education (ECE) centres face a significant shortage of teaching and 

learning resources due to insufficient funding. Below are quotations from some 

participants regarding the inadequacy of resources and facilities at ECE centres. 
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―I think that TLRs should be the centre of our teaching. I see that if you don’t 
have it you can’t even teach. You will have to talk and talk and the children will 
just be looking at you but if you have enough TLRs you will not talk too much 
because the children will see and understand the lesson better (P10).‖ 
 
―The only problem that I have in my daily activities is the unavailability of 
textbooks. How do I assess their reading skills (P3)?‖ 
 
―We lack a lot of facilities to help the children acquire basic skills like writing 
and for that matter quality education. Parents don’t also buy exercise books for 
their children so when it comes to assessment sometimes its difficulties (P2).‖ 

 
Three teachers were observed to operate in environments with inadequate teaching 

and learning materials, which may hinder effective implementation of play-based 

strategies (Appendix B). 

Perception of Parents, other Teachers and SISOs on use Play in Teaching and 
Learning 

Participants shared their views on the perceptions of some parents, other teachers, and 

circuit supervisors regarding the use of play activities in teaching and learning. Some 

participants revealed that their colleagues looked down on them for incorporating 

play-based methods in their teaching. Additionally, some participants expressed that 

their circuit supervisors discouraged the use of observation and checklists for 

assessment. Furthermore, participants noted that parents' attitudes towards purchasing 

teaching and learning resources (TLRs) for their children were often discouraging. 

The general attitude towards early childhood education (ECE) teachers reflects a lack 

of respect for the field, which poses challenges their use of play as a teaching 

pedagogy. Below are some of the participants' remarks: 

―As for me, I had an experience with two parents who came to complain to my 
head teacher that anytime their wards return from school if they are not 
singing then its buying and selling of any item, they set their eyes on in the 
house. They said I don’t teach them anything, all I do is sing with them. But 
when it happens like that, then it means they are forcing us to go contrary to 
the demands of the approach which in the end will affect its goals (P12).‖ 
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―Yes, that one too is there. I mean, when they don’t know what you are doing, 
they will definitely think you are doing nothing, especially when you take KG 2 
learners out and they are learning through play activity, a colleague teacher 
who doesn’t understand the approach, will think that you are not doing 
anything (P5).‖ 
 
―Once my SISO was like, how can you have these few class exercises at the 
end of the term. So, I explained to him that most of the activities are done 
through play and we have different ways of assessing them apart from the 
normal class exercises, and he was like, but the output of work will determine 
if you are really working (P6).‖ 

 

Discussion of Themes which Emerged from Research Question Four 

The study revealed several challenges faced by kindergarten teachers in using play-

based activities in teaching and learning. Teachers often rely on traditional teaching 

methods, making it difficult to embrace modern approaches. A lack of confidence and 

knowledge about play-based pedagogy emerged as a significant barrier, which is 

compounded by insufficient in-service training. This aligns with findings by Miller 

and Almon (2009), who noted that young teachers often hesitate to implement play-

based curricula due to limited experience and confidence. Similarly, research by 

Putch and Ali (2013), Sofo, Thompson, and Kanton (2015), and Tamanja (2016) 

supports the notion that inadequate knowledge and skills hinder teachers from 

integrating play effectively. 

The study also highlighted that insufficient teaching and learning resources, 

infrastructure, and assessment tools impede teachers' ability to evaluate learners and 

manage classrooms effectively. Teachers face time constraints in developing and 

implementing assessment strategies due to an already packed curriculum. This finding 

corroborates Akyeampong's (2017) research, which emphasized that the lack of 

standardized assessment tools hinders classroom management practices. Moreover, 

Eshun et al. (2014) observed that many early childhood teachers do not use 

University of Education,Winneba http://ir.uew.edu.gh



83 
 

assessment techniques that actively involve learners, due to constraints such as 

examination policies, limited time, and scarce resources. 

Inadequate teaching and learning resources were identified as a critical challenge, as 

noted by Oppong Frimpong (2021), who emphasized the importance of TLRs in 

creating effective learning environments. Limited classroom space, especially in 

schools with high enrolment levels, further exacerbates the challenges. Additionally, 

teachers face pressure from school administrators, supervisors, and parents to 

prioritize academic outcomes over play. Many stakeholders undervalue play-based 

approaches, which results in teachers abandoning play-based pedagogy to focus on 

academic achievements. This finding aligns with study by Mariani (2003), which 

highlight how pressure for academic results and a lack of support from administrators 

and stakeholders contribute to the decline of play-based approaches. 

Furthermore, the study found that teachers' personal beliefs, including those shaped 

by religion, health, and individual philosophies, influence use of play activities. 

Participants also shared that some colleagues and circuit supervisors mocked or 

discouraged them from using play-based pedagogy and certain assessment tools, 

which negatively affected their morale. These challenges, coupled with a lack of 

support from parents and school authorities, hinder the successful integration of play-

based activities in teaching and learning. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.0 Introduction  

This chapter deals with the summary, conclusions, limitations and recommendations. 

5.1 Summary of the findings of the study 

The study identified that kindergarten teachers are not familiar with play-based 

activities to use during their lesson delivery. It was established that, most school 

authorities and other stakeholders within the education do not give enough attention 

and necessary supports to play-based learning at the early childhood level. The study 

again found that some educational policies overlap whiles others seem to conflict with 

the demands of play-based pedagogy. 

Also, the study revealed that kindergarten teachers use formative and summative form 

of assessment to evaluate learners learning and understanding during the learning 

process. Similarly, it was revealed that at the end of the term, learners write end of 

term examination which is used to assess their academic performance. It was found 

that most kindergarten teachers in the district are faced with many problems that 

hinder them in their quest to administer the right assessment tools on learners to 

evaluate their developmental changes. Some of which were the limited resources to 

conduct the assessment in schools, the lack of confidence to try out assessment tools 

like portfolios, learning logs, journals, checklist and rubrics due to inadequate 

professional guidance and the limited time to develop the assessment tools. 

Lastly, the study established that, receiving regular training on play would help 

prepare teachers with the right skills and confidence to use play-based activities in 

teaching. Based on this, the study confirmed that, kindergarten teachers are 
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overstretched by school administrators and supervisors to achieve the prescribed 

academic outcomes rather than play.  

5.2 Conclusions  

Based on the findings of the study, the following conclusions were drawn: 

To successfully utilize play-based activities, it is essential for teachers to possess the 

requisite content knowledge and pedagogical skills and confident of their ability to 

guide and facilitate meaningful learning through play-based learning. 

The study concluded that teachers‘ ability to meaningfully use TLRs in their lessons 

and to create the necessary environment and opportunities for their learners to have 

access to the TLRs and to manipulate them is central to an effective teaching and 

learning. 

It was evident from the findings of the study that kindergarten teachers in the district 

were well equipped with assessment practices.  

The study finally concluded that; teachers must be given regular trainings in order to 

boost their confidence in the use of play-based activities. Also, sensitization and 

advocacy programs should be given to all stakeholders in education including 

teachers, supervisors and parents to avoid the mindset they have with the use of play-

based activities. 

5.3 Limitations of the Study 

This study encountered several limitations that may influence the interpretation and 

applicability of its findings. Firstly, the study relied solely on the opinions, attitudes, 

and views of participants from the Ayensuano District. As a result, the findings may 

not be generalizable to other districts with different socio-economic, cultural, or 
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educational contexts. Finally, there is a possibility of response bias, as participants 

may have provided socially desirable answers rather than being entirely truthful about 

their use of play-based activities, though measures such as ensuring confidentiality 

and creating a non-judgmental interview atmosphere were employed to mitigate this. 

Despite these limitations, the study provides valuable insights into the play-based 

activities used by kindergarten teachers in the Ayensuano District. It offers a 

foundation for further research that can address these limitations and build on the 

findings to inform policy and practice in early childhood education. 

5.4 Recommendations  

Based on the findings, the following recommendations were drawn: 

1. Ayensuano District Directorate of Education should organize workshops 

on regular basis for teachers to upgrade their skills and knowledge in the 

use of play-based activities. This will help them to continually show the 

same level of professionalism in the use of play-based activities in their 

lessons irrespective of their location. 

2. The GES in collaboration with NaCCA should charge other agencies in 

educational development in Ghana such as Sabre Education Trust and 

Right to Play (NGOs) and the training department of the various district 

education directorates to adequately prepare ECE teachers and head 

teachers of ECE centres through training with the requisite knowledge and 

skills on the various kinds of play-based activities to engage children 

through during instructions for effective teaching and learning. 

3. Stakeholders of education such as Parent Association (PA), School 

Management Committee (SMC), Head teachers, Teachers and the Mission 
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Education Units should provide early childhood centres with enough, 

varieties, and developmentally appropriate teaching and learning resources 

and equipment to facilitate play-based pedagogies at the early childhood 

centres.   

4. Finally, the ECE Coordinators in collaboration with the Educational 

Directorates, and other Agencies in Education should strategically and 

periodically organize sensitization and advocacy programs for all 

stakeholders in education including education supervisors, head teachers, 

teachers, and parents to help them acquire basic knowledge which will 

help curb their misconceptions about play-based pedagogy.  

5. Further studies should fous on the following: 

a. Since the study did not focus on influence of play-based pedagogy on 

academic performance of learners in the Ayensuano District, it is 

recommended that future research should consider this area.  

b. Also, the study employed the qualitative type of research which is 

limited to generalizability because of small sample size. Further studies 

should consider a mixed method approach where the results can be 

generalized. 
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APPENDIX A:  

SEMI-STRUCTURED INTERVIEW GUIDE 
 

UNIVERSITY OF EDUCATION, WINNEBA 
FACULTY OF EDUCATIONAL STUDIES, 

DEPARTMENT OF EARLY CHILDHOOD EDUCATION AND CARE 
DEVELOPMENT 

 
Dear Respondent, 
I am a student of the above mentioned university conducting a study on kindergarten 
teachers‘ use of play-based activities in teaching and learning. I would therefore 
appreciate it if you could respond to the questions below as it pertains to you. You are 
assured that information gathered will be used for academic purposes only. 
 

SECTION A 
BACKGROUND INFORMATION 

1. Sex: Female [  ] Male     [  ] 
 

2. Teaching experience (years): ………………………………………………… 
 

3. Your highest academic qualification: 
Diploma [  ] 
Bachelor‘s Degree [  ] 
Master‘s Degree [  ] 
PhD [  ] 
Others specify: …………………………………………………… 
 

4. Current school: ………………………………………………………………. 
 

5. Class:   KG 1 [  ] KG 2 [  ] 
 

6. Class Size……………………………. 
 

SECTION B 
Objective 1:  Kindergarten teachers’ use of play-based activities 

7. Are you an early childhood trained teacher? Yes [  ]        No [  ] 
8. What teaching approach do you employ in your class? 

..............................................................................................................................

.............................................................................................................................. 
9. How and when do you integrate play-based activities into your lessons? 

..............................................................................................................................

..............................................................................................................................

.............................................................................................................................. 
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10. What informs your choice of play to use in a lesson? 
..............................................................................................................................
.............................................................................................................................. 

11. What are some of the challenges that you face when using play activities in 
your lesson? 
..............................................................................................................................
.............................................................................................................................. 
  

SECTION C 
Objective 2:  Assessment Tools used by Kindergarten Teachers 

12. What assessment tools do you currently use to assess learner‘s learning 
progress? 
..............................................................................................................................
.............................................................................................................................. 
 

13. How do you use assessment ‗as‘, ‗of‘ and ‗for‘ as required by the standard-
based curriculum?  
…………………………………………………………………………………
…………………………………………………………………………………
……………………………………………………….. 

14. How effective do you find these assessment methods in understanding 
learner‘s learning outcome? 
..............................................................................................................................
.............................................................................................................................. 
 

15. How do you communicate feedback from assessment to parents?  
..............................................................................................................................
..............................................................................................................................
................................ 

16. How does parent‘s feedback improve your teaching practices? 
..............................................................................................................................
.............................................................................................................................. 
 

17. Can you describe any challenges you face with the current assessment 
methods? 
..............................................................................................................................
..............................................................................................................................  
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SECTION D 
Objective 3:  Availability of Teaching and Learning Resources used by Teacher’s 

18. What teaching and learning resources are currently available to you in terms of 
instructional and technological tools? 
..............................................................................................................................
.............................................................................................................................. 

19. How does the resources in your class allow for play-based learning? 
…………………………………………………………………………………
…………………………………………………………………………………
…………………………………………………………………………………
………………………………………………..……………………………….. 
 

20. Are the resources sufficient for use? Yes [  ]  No [  ]  
 

21. Have you encountered any challenges in accessing resources during teaching 
and learning? Yes [  ]  No [  ]  
Explain 
…………………………………………………………………………………
………………………………………………………..……………………… 
 

22. In your opinion, what type of resources are lacking? 
..............................................................................................................................
..............................................................................................................................
............................................................................................................................. 
 

23. In your opinion, what type of resources need improvement for better 
implementation? 
..............................................................................................................................
..............................................................................................................................
.............................................................................................................................. 
 
 

SECTION E 
Objective 4: Challenges Kindergarten Teachers face in the use of play-based 
activities? 

24. Do you find it difficult to use play-based activities in your lessons? Yes [  ]  
No [  ] 
 

25. How does your class size influence your use of play activities in your lessons? 
…………………………………………………………………………………
…………………………………………………………………………………
………………………………………………………………………..……….. 
 

26. Do you think that the location of your school influences your choice of play 
activities to use in your lessons? Yes [  ] No [  ] 
Explain…………………………………………………………………………

University of Education,Winneba http://ir.uew.edu.gh



108 
 

…………………………………………………………………………………
…………………………………………………… 
 

27. How often do you get training on professional development programs in play-
based learning? 
………..……………………………………………………………….………
…………………………………………………………………………………
……………………………………………………. 
 

28. Do you get support from school administrators and other stakeholders towards 
the use of play-based activities? 
…………………………………………………………………………………
…………………………………………………………………………………
………………………………………………………… 

 
Thank you.  
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APPENDIX B: OBSERVATION CHECKLIST 

 
 

Teacher’s use of Play-based activities in lesson 
P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P11 P12  Remarks 

 four out 
of 

twelve 
   √ √ √ √       

 Teaching and Learning Resources available to Kindergarten 

Teachers 

three 
out of 
twelve 

    √  √  √     
Learning Centres Enhancement in the classroom three out 

of 
twelve 

    √ √   √     

Kindergarten Teachers use of Assessment Tools (class exercise and 
homework) 

twelve 
out of 
twelve √ √ √ √ √ √ √ √ √ √ √ √  

Kindergarten Teachers use of Assessment Tools (checklist and 
portfolio) 

two out 
of 
twelve  √   √         

Teachers lack of Confidence and Inadequate knowledge in Play-
based Activities 

three 
out of 
twelve √       √    √  

Inadequate Teaching and Learning Resources three 
out of 
twelve 

 √ √       √    

                                         Learner Centered Classroom four out 
of 
twelve 

   √ √ √ √       
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APPENDIX C: INTRODUCTORY LETTER, UNIVERITY OF 

EDUCATION, WINNEBA 
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APPENDIX D: INTRODUCTORY LETTER, GHANA 

EDUCATION SERVICE 
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