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Guiding framework and structure of the tool
Strategic planning for developing or strengthening pre-primary systems or subsectors requires systematic analysis, which can be a complicated task. UNICEF’s ‘Pre-Primary Subsector Analysis Tool’ is designed to support countries in organizing and streamlining this process.
The tool was developed as a companion to Build to Last: A framework in support of universal quality pre-primary education,[footnoteRef:2] which outlines a guiding framework that highlights three fundamental building blocks for an effective pre-primary subsector: (1) five core functions; (2) a supportive or enabling environment; and (3) a set of guiding principles. [2:  United Nations Children’s Fund, Build to Last: A framework in support of universal quality pre-primary education, UNICEF, New York, February 2020.] 
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The Tool aims to help national stakeholders assess the strengths and weaknesses of a country’s pre-primary subsector. Using the tool is likely to result in a detailed, practical understanding of the components of each core function and the enabling environment (and how these components interconnect in coherent, powerful ways) – which will make it possible to identify priority areas for planning and action to improve the delivery of quality pre-primary services.
The fundamental purpose is to facilitate reflection and self-assessment on where your country stands regarding each core function and the enabling environment. This tool is not intended to be used for ‘benchmarking’ countries or to give marks on practices. The aim is to raise awareness about key issues, identify any gaps, and move forward to improve areas and processes that can be changed to increase access and deliver high-quality pre-primary programmes.

The tool has six modules, one for each of the five core functions, plus a module on the enabling environment:
Module 1: Planning and budgeting
Module 2: Curriculum development and implementation
Module 3: Workforce development
Module 4: Family and community engagement
Module 5: Quality assurance
Module 6: Enabling environment

Each module begins with a brief description of the core function or key factor in the enabling environment that forms the emphasis of the module, followed by extensive content on:
•	Goals that the subsector should prioritize to build a stronger pre-primary system and achieve results for children.
•	Measures of progress for each goal, which are intended to encourage self-assessment and reflection, and support monitoring for a pre-primary system.
•	Questions that follow the measures and are intended to jump-start dialogue around issues and considerations in achieving progress. These questions are not exhaustive, and some of them may not be relevant to your context. As with all content in this tool, they are designed to be both comprehensive and readily adapted to the circumstances and status of a specific pre-primary system.
Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.

	This tool is an adaptable resource. No matter where your country is in the systems-strengthening process, you will be able to use the subsector analysis tool. The tool’s goals, measures of progress and associated questions will encourage reflection on your country’s strengths and challenges. You are encouraged to adjust the goals and questions to specific contexts and circumstances. Furthermore, each module in the tool can be used on its own or in conjunction with other modules to fit the purpose of your systems-strengthening analysis.




Module 1: Planning and budgeting

The purpose of the planning and budgeting core function is to develop strong and responsive subsector plans – across all levels of government – for equitable provision of quality pre-primary education, making efficient use of available financial, human and physical resources.

Module 1 outlines four key goals and associated measures that can lead to progress in strengthening this core function of the pre-primary subsector:
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	Goal 1: Develop an evidence-based and equitable plan for the delivery of quality pre-primary services. A national and/or accompanying subnational plan is evidence-based, strategic and feasible, identifying ways to effectively mobilize existing human, physical and financial resources to reach desired targets and ensure equitable allocation of resources and provision of services.

Goal 2: Identify budget needs and financing mechanisms. Subsector plans need to be costed well to support advocacy for public resources and to ensure that budget allocations are based on actual costs. Financing modalities need to account for such factors as family income patterns, parents’ employment status, needs of children with disabilities and ethnic/language backgrounds. A well-costed plan serves as a strong advocacy tool for further investment by external partners and donors.

Goal 3: Establish clear governance and accountability structures for implementation of the plan. There are strategies in place to improve and/or establish good governance practices and management across the pre-primary system that can enable effective plan implementation. Central and local authorities have a shared understanding of the subsector’s aims and their accountability in terms of implementing the pre-primary education plan.

Goal 4: Monitor plan implementation and identify necessary course correction. A strong monitoring and evaluation framework in the context of a subsector plan enables course corrections during implementation and allows for making modifications in governance and roles, as needed.



The 14 measures listed below reflect progress against these goals. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them.
The questions in Module 1 assume that policy options for pre-primary education have already been discussed and, at least to some extent, have been agreed upon.[footnoteRef:3] This type of consensus would cover, for example, the pre-primary programme’s duration (e.g., one year of universal pre-primary education or a combination of approaches) and hours of operation (e.g., full or half days). The intention is to offer questions that will help users evaluate and reflect on the plan for pre-primary services and the governance needed to make this plan effective. [3:  It is encouraged to use this tool to continually assess the effectiveness of such policy options (for example, throughout the Education Sector Plan’s implementation and review phases) and make any necessary adjustments or modifications.] 


Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration. 

****************************
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	Goal 1: Develop an evidence-based plan for the delivery of high-quality pre-primary services
A national and/or accompanying subnational plan is evidence-based, strategic and feasible, identifying ways to effectively mobilize existing human, physical and financial resources to reach desired targets and ensure equitable allocation of resources and provision of services.



Measure 1 – The plan is based on data and evidence. Data are used to determine the conditions and scope of current service availability and gaps in access.
A comprehensive plan is based on solid national evidence and assessment of the availability of current services, the various service providers that can be leveraged, the effectiveness of existing services in terms of results for children, and the data available in terms of access and quality.

Questions:

Q1	Is an evidence-based, data-driven national pre-primary plan (stand-alone plan or as part of a sector-wide education plan) in place? And is this plan appropriately endorsed and signed by the key sector stakeholders and partners?

Q2	Does the pre-primary education plan stand alone? Or is it part of an overarching education sector plan, if one has been established in the country?

Q3	Is the plan informed by data and evidence on access and equity? Consider the following elements for analysis:
a. Service availability and gaps across the country, including:
- gross enrolment rate for pre-primary education;
- net enrolment rate for pre-primary education;
- % of children who have access to publicly funded or subsidized pre-primary education; 
- % of children who have access to pre-primary education in private schools; and
- % of children who attend pre-primary services regularly.
b. Demand for services, including the percentage of non-enrolled children whose families express a desire to send their children to preschool.
c. Patterns of access to services from an equity perspective, such as:
- disparities related to poverty, the urban-rural divide and vulnerable populations (e.g., do families pay in cash or in kind to access pre-primary services?);
- % of children attending a pre-primary programme by household wealth;
- availability of pre-primary schools or programmes in poor, remote, rural and otherwise disadvantaged locations.
- availability of pre-primary schools or programmes in the context of emergency settings and for refugees, populations on the move or internally displaced persons;
- availability of pre-primary schools or programmes that conform or align with universal design of learning principles to ensure that the diverse needs of children are met.
d. Availability of programmes in terms of features that are likely to meet families need, e.g., half day or full day, school year or full-year, etc.
e. Distances from home to pre-primary service locations that facilitate children’s regular attendance at pre-primary schools or other programmes. 

Q4	Is the plan informed by evidence and data on quality? This includes:
a. analysis of structural quality – the aspects of structural quality are often determined by policies and regulation; they include, for example:
- health, hygiene and safety; 
- infrastructure, learning and play materials; 
- programme duration and hours of operation; 
- working conditions, e.g., number of children to number of teachers and maximum size of classroom groups;
- accessibility of infrastructure and facilities for children with disabilities;
- requirements for teachers’ formal education and continuing professional development; and
- financial resource management.
b. analysis of process quality – this is assessed with measures of children’s everyday experiences, e.g., social, emotional, physical and instructional aspects (e.g., play-based pedagogy and learning) as well as gender responsiveness of interactions between children, teachers and their peers, and staff-family relationships.

c. analysis of quality differences across provider types, location, and in emergency settings – examine to what extent quality standards and their application –both structural and process- are the same across settings and providers within a national context.

Q5	Is the plan informed by evidence of effectiveness and efficiency in the country’s current pre-primary systems, including analysis of the effect of pre-primary education on children’s learning and development as well as on children’s transition to primary school, repetition rates in lower grades, early dropout and learning outcomes?[footnoteRef:4] [4:  The analysis should ideally cover equity and inclusion aspects (i.e., by gender, geographical location, socioeconomic status, etc.).] 


Measure 2 – The plan is sound, realistic and achievable.
The plan is developed within a realistic sense of current system capacities and the current availability of services and resources. It builds on existing provision of pre-primary services (government, private and civil society). It directs future investments towards achieving high-quality teaching and learning practices, rather than simply creating more ‘slots’ for pre-primary services. It sets realistic targets and timelines, and identifies practical, achievable ways to strengthen existing financial, human and physical resources.

Questions:

Q1	Does the plan make effective use of the different types of pre-primary provision in your country to maximize resources for and equitable coverage of pre-primary services? For example, how is private provision or provision by civil society, faith-based institutions or providers in refugee camp settings or responders to humanitarian emergencies leveraged or used to the greatest advantage?

Q2	 Are there realistic short- and long-term targets and timelines for service provision and/or expansion of services, taking into account the current state of service availability, access gaps, and the system’s capacity to deliver or manage provision?

Q3	 Are there clear strategies and funding allocations towards the goal of achieving high-quality, play-based teaching and learning practices, including pedagogy, curriculum and learning environment? Are existing strategies and allocations harmonized with strategies and allocations in humanitarian responses, and/or are strategies and budgets “crisis- sensitive” in order to transition to pre-primary needs in crisis responses?

Q4	 If there are gaps or inequities in financial, human and physical resources, are there feasible, practical avenues available to address the gaps – for example, additional public resources that can be leveraged, community contributions and resources, development partner funds, funds from humanitarian proposals, plans or mechanisms and/or funding from private foundations?

Q5	 Are costed annual operational and implementation plans established to support the implementation of the plan’s strategies and activities?

Q6	Does the plan consider and/or leverage activities that may be available from other sectors, such as health, protection, nutrition, humanitarian and other subsectors?

Measure 3 – The plan is efficient and equitable.
In this context, ‘efficiency’ refers to the ability to produce desired results with the most effective use of available resources. An efficient and equitable plan is likely to produce the desired outcomes for children, including marginalized and at-risk groups. The plan reflects equitable distribution of resources related to pre-primary access, programme quality and children’s developmental outcomes. Priority needs are identified according to the principles of fairness, inclusiveness and equity. There is evidence that strategies reflect efficient deployment of resources by all partners, maximizing the impact of these resources to produce positive outcomes.

Questions:

Q1	Does the plan identify disadvantaged, marginalized or vulnerable groups and families by types, location and condition, and address their needs (e.g. households from the poorest wealth quintile, persons with disabilities, single headed households, refugees, internally displaced persons, ethnic or linguistic minorities)?[footnoteRef:5] Are some groups not included? [5:  Disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Q2	Does the plan aim for free provision of services for all pre-primary learners? How does the plan ensure equity for families that are unable to contribute towards the costs of pre-primary services?

Q3	Does the plan account for potential differences (in learning outcomes and quality of pre-primary programmes) between regions or districts by directing more resources where they are needed most based on equity considerations? Are humanitarian or refugee needs part of equity-based targeting by the national government, or are there parallel structures and actors only for supporting pre-primary education in humanitarian and/or refugee settings in the country?

Q4	Does the plan cover the needs for physical resources that reflect quality features, for example:
- pre-primary infrastructure, such as school buildings, learning centres, and water, sanitation and hygiene facilities that are appropriate for young children’s characteristics and needs, including children with disabilities and pre-positioning infrastructure that may be needed in emergencies or for refugee settings (i.e. temporary learning spaces for young children);
- classroom equipment (tables, chairs, rugs, etc.) suitable for pre-primary play-based learning environments including equipment needed for children with disabilities (i.e. assistive devices, ramps, etc.) and pre-positioning equipment needed in emergencies or for refugee settings (i.e. rugs and mats for temporary learning spaces);
- curriculum and teaching and learning materials, such as games, toys, books, art supplies, manipulatives and teachers’ guides to support pre-primary children’s play-based learning and development (including children with disabilities and pre-positioning curriculum and teaching and learning materials, such as kits, play materials, psychosocial support curriculum, and caregiver well-being curriculum needed in emergencies or for refugee settings);
- training materials (toolkits, videos, etc.) that promote effective teaching practices for the pre-primary age group (including training materials on play-based pedagogy), including inclusive pre-primary education and training materials to support pre-primary service providers in emergency and refugee settings;
- quality assurance tools and infrastructure, such as service quality assessment manuals and information management systems, including how to harmonize tools and systems used in emergency settings by national government and humanitarian actors in emergencies if not part of an integrated system or in contexts where there are multiple providers and quality assurance mechanisms.

Q5	Does the plan address efficient deployment and use of existing resources, such as infrastructure, personnel and teaching-learning materials?

Q6	Does the plan take into account and respond to national data on frequency of children’s absence or dropout from pre-primary programmes, including in emergency and refugee settings? 

Q7	Does the plan address issues of compliance with regulated teaching loads, school hours and number of school days? Are these consistent with recommended pre-primary practices? Are compliance issues in emergency or refugee settings specified and addressed? If different from national compliance issues, how do issues in emergency or refugee settings compare and contrast?

Measure 4 – Strategic priorities outlined in the plan are unified, clearly connected to one another and meet overall policy goals.
Broader policy goals are translated into strategic interventions to strengthen capacities at all levels and efficiently allocate financial, human and physical resources. The plan includes a well-organized, unified set of strategies across various elements of the subsector, with strong and coherent links between the planned activities and expected impact.

Questions:

Q1	Is the pre-primary subsector plan well-positioned to be integrated into the education sector plan or other national or sub-national multi-sectoral development or humanitarian plans, including elements of evidence generation, mapping and costing, etc.? (Not all countries have education sector plans – and some countries have an education sector plan, but the timing of its development does not align with the pre-primary plan’s development. As with all questions in this tool, users are invited to identify whether specific questions are an appropriate priority in their country context.)

Q2	Does the pre-primary plan development process align with the timeline of the overall education sector plan development? Is articulating a pre-primary plan as part of humanitarian education or multi-sectoral efforts a priority and does it align with the timeline of the sector- or multi-sectoral national government and/or humanitarian actors’ efforts?

Q3	Does the plan include unified, well-connected strategies based on identified challenges across various elements of the subsector (for example, connections between curriculum implementation and teacher quality improvement) and across education subsectors (for example, transition issues from pre-primary to primary)?

Q4	Are there logical, explicit links between the planned activities and their expected outcomes?

Q5	Does the plan address issues of capacity-strengthening at all levels, e.g., building the knowledge and commitment of local education officials as well as national authorities for adequate planning and efficient utilization of resources?


	[image: ]
	Goal 2: Identify budget needs and financing mechanisms
Subsector plans need to be costed well to support advocacy for public resources and to ensure that budget allocations are based on actual costs. Financing modalities need to account for such factors as family income patterns, parents’ employment status, needs of children with disabilities and ethnic/language backgrounds. A well-costed plan serves as a strong advocacy tool for further investment by external partners and donors.



Measure 5 – The plan is comprehensively costed and based on data-driven projections and estimates that cover enrolment (as well as retention and transition, where appropriate) and quality inputs as well as human and physical resources. 
Activities are clearly defined and costed for all planned programmes and activities in the subsector, and cover teachers, curriculum, family engagement, quality and regulation, employment status, needs for the most marginalized children[footnoteRef:6] (including children with disabilities) and ethnic/language backgrounds. The well-costed plan serves as a strong advocacy tool for further investment by external partners and donors. [6:  The most disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Questions:

Q1	Is the plan based on realistic and actual simulations and projections as well as equity considerations, including a costing/financial framework with multi-year forecasting of expenditures?[footnoteRef:7] Does the plan address the needs of vulnerable or underserved populations[footnoteRef:8], such as children on the move (i.e. refugees, IDPs, and other migrant populations), children from ethnic and linguistic minorities and children with disabilities? [7:  Note that costing needs to be based on actual expenditures and different prospects in terms of (i) service delivery and (ii) financial availability.]  [8:  Disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Q2	Does the budget consider resources that may be available from other actors (e.g. humanitarian actors) or sectors, such as child protection, health, nutrition and other subsectors, for example, teacher training costs may be linked to tertiary education budgets?

Q3	Does the budget link planned targets and activities to actual costs at the national, regional and/or local levels based on equitable funding formulas? For example, are budget allocations for recruitment, training, support and deployment for teachers based on actual costs, and do the allocations take into account disparities or gaps in resources?

Q4	Does the budget include costs related to core functions, such as workforce recruitment and development, curriculum implementation, family engagement and quality assurance?

Q5	Is the budget implementation consistent with allocated expenditures? For example, does the subsector receive the full budgeted amount annually? If not, what has been the trend over the past three years? 

Q6	Is the budget crisis-sensitive, meaning, may allocations be transitioned to crisis-related pre-primary needs in emergencies and does it include allocations for preparedness infrastructure, curriculum, human resource capacity, and teaching and learning materials (see Measure 3)?

Measure 6 – Resource needs, gaps and funding strategies have been identified and are monitored.
Possible budget gaps are articulated, and there is a strategy for identifying additional sources of funding for activities if a shortfall is identified. The plan outlines monitoring mechanisms to identify actual levels of funding and to assess their effects on access, quality and demand.


Questions:

Q1	Does the plan identify budget gaps within the simulation model/costing framework? Do budget gaps include pre-positioning required for pre-primary provision in emergencies?

Q2	Does the plan include strategies for resource mobilization and prioritization of the pre-primary budget within the education budget to address funding gaps – identifying, for example, additional sources of funds and efficiency savings? Are such strategies realistic and attainable?

Q3	What kind of monitoring mechanisms are outlined in the plan to track the levels of funding and assess their effect on access, quality, effectiveness and equity?

Q4	Are there strategies to use the costed plan to advocate to potential donors and others about investment needs and priorities (including prioritization of pre-primary budget within education budget and needs to transition plans in crisis and emergencies)?

Measure 7 –The financial framework of the plan is realistic. Financing formulas reflect the greater investments that are needed to reach the communities where children are the most vulnerable.
Thoughtful examination of existing financial resources and practices – domestic and international – helps determine the potential sources and optimum financing structures to ensure the equitable and efficient allocation of available resources. Resource allocations to the subnational and local levels are adequate in relation to their role in implementing the planned interventions.	

Questions:

Q1	Does the financial framework identify existing financial resource expenditure practices, both domestic and international? Where are there gaps?

Q2	Does the financial framework ensure equitable and efficient allocation of available resources, in light of populations and areas of greatest need and potential impact? Where are there possible inequities or inefficiencies?

Q3	Does the financial framework ensure allocations to subnational levels, based on mandate, coverage and scope?

Q4 	Does the financial framework take into account the rate of inflation in allocating resources to activities?

Q5 Does the financial framework take into account modifying and/or transitioning allocations based on needs in emergencies?
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	Goal 3: Establish clear governance and accountability structures and strategies for implementation of the plan
There are strategies in place to improve and/or establish good governance practices and management across the pre-primary system that can enable effective plan implementation. Central and local authorities have a shared understanding of the subsector’s aims and their accountability in terms of implementing the pre-primary education plan.



Measure 8 – Responsibilities and accountability for implementation and financing are clearly defined and coordinated through mutually consistent communication.
Implementing institutions and individuals across the subsector – at all levels – know precisely what they are expected to do and feel a sense of ownership and accountability in their role in fulfilling the goals of the pre-primary action plan. Policy directives that specify authority, accountability, funding and roles for management of the subsector can be especially helpful.

Questions:

Q1	Are there clear lines of authority across all levels (from national to regional to local) as well as identified roles and responsibilities towards implementation of the plan? Are there gaps or ambiguity in identification of some responsibilities?  Are these articulated for emergency responses, and are they the same or different when transitioning to an emergency response and/or for refugee settings?

Q2	Are there clear policy directives specifying the timelines and roles/responsibilities for pre-primary services provision? If there are national policy directives, are these translated into local level policies or directives or supplemented by local-level guidance or operational guidelines? Do policy directives include pre-primary provision in emergencies and/or refugee settings or other marginalized groups (e.g. ethnic and linguistic minorities)?

Q3	Are there subnational laws or regulations that specify authority, funding, roles and responsibilities in the decentralized education offices that are responsible for pre-primary education?

Q4	Is there evidence that government and non-government entities, at different levels, have a sense of ownership and understanding of the plan and of their roles in the plan, including in emergency response and refugee settings? Do some entities lack this understanding or sense of ownership?

Q5	Are there standards for service delivery that are intended to enhance and strengthen accountability to the intended beneficiaries? Are there similar or alternative standards for service delivery in emergencies and/or refugee settings?

Q6	Is there an office or other management structure at the district or school level specifically for pre-primary services? Is such an office or management structure equipped with sufficient staff and budget?

Measure 9 – Ownership is reflected in the development and implementation of the plan.
Mutual ownership of and accountability to the pre-primary subsector plan can be achieved through the involvement of a wide range of stakeholders in the early development of the plan, provision of feedback, participation in decision-making, and recognition of contributions to the plan’s success.

Questions:

Q1	Was there broad participation in the plan development process, including the involvement of a wide range of stakeholders?

This may include: development and implementing partners, decentralized actors, civil society, media, training institutions, universities, organizations representing people with disabilities and other marginalized groups (refugees, internally displaced persons), religious leaders, private providers, communities and families, as well as other relevant sectors (ex. health, social protection, etc.). In addition, ideally gender parity representation should be sought.

Q2	How do the plan development and implementation processes allow for contributions and feedback to the decision-making process from all relevant stakeholders?

Q3	Are stakeholders involved in decision-making based on feedback, and how are contributions appreciated?

Measure 10 – The national (macro-level) plan and subnational (micro-level) plans are coordinated and complementary in meeting policy goals.
This coordination includes alignment of targets and timelines. There is a robust communication strategy – or plans to develop one – linking central and local levels to help stakeholders align objectives, strategies and activities of the subsector plan. Investments in management staff and planning specialists at the subnational levels help ensure the coherence and quality of the pre-primary subsector.

Questions:

Q1	Are the subnational plan’s targets and timelines aligned with the national pre-primary plan’s targets and timelines?

Q2	What communication and accountability mechanisms exist? Do these ensure coordination and complementarity between national and subnational levels? Do these ensure coordination and complementarity with humanitarian actors or national entities responsible for emergency coordination and response?

Q3	Are there investments to strengthen subnational or middle-level managers’ capacities for effective planning and coherence in implementing the plan? Where are the gaps in capacity-building?

Measure 11 – The plan identifies and addresses capacity gaps and obstacles that could affect implementation.
Specialized pre-primary capacity is available across key institutions within the education system responsible for plan development and implementation. A capacity development plan included in the budget is one helpful tool for determining the personnel and skill development needs in central and decentralized administrations.

Questions:

Q1	Does the pre-primary plan address the needs of a broad range of professionals working in the subsector, including those listed below?
- pre-primary teachers;
- pre-primary specialists, such as those who work with children who have disabilities;
- other pre-primary personnel (principals, supervisors, assistant teachers, caregivers, specialists,[footnoteRef:9] etc.); [9:  For example, curriculum specialists and special educators for children with disabilities.] 

- technical experts at the national and subnational levels;
- trainers, coaches, mentors, higher education personnel;
- quality assurance staff, such as inspectors and officers working in data collection and analysis;
- government staff and/or administrators responsible for pre-primary education at the national and subnational levels;
- personnel involved in pre-primary infrastructure design and construction;
- other staff needed for the delivery of pre-primary services (clerical, maintenance, housekeeping); and
- humanitarian field staff which may provide psychosocial, early learning and stimulation services in emergencies and refugee settings.

Q2	Are there relevant institutions and individuals across the subsector (and across all levels, from national to district and school levels) with the necessary skills to plan and implement effectively, and to direct the use and allocation of resources in the context of pre-primary education? Where are the gaps?

Q3	Are there initiatives in place to increase capacity and understanding of pre-primary education where needed? Where may there be gaps in those initiatives, for example, omission of specific groups, lack of resources or inequitable deployment of resources?

Q4	Does the plan give attention to developing sustainable structures and processes at both national and subnational levels, and to developing the capacity for sustained, long-term pre-primary planning?

Q5	Are current and anticipated human resource needs reflected in the plan and informed by data and analysis? Indicators to consider include:
- demand for and supply of pre-primary personnel; 
- achievement of appropriate pre-primary pupil-teacher ratios; 
- current/projected turnover of staff; and
- recruitment and training and upskilling needs.
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	Goal 4: Monitor plan implementation and identify necessary course corrections
A strong monitoring and evaluation framework in the context of a subsector plan enables course corrections during implementation and allows for making modifications in governance and roles, as needed.



Measure 12 – Data on service provision, effectiveness, equity and financial expenditure are available.
The systematic collection and aggregation of programmatic and financial data are established as a vital part of informing ongoing planning and budgeting. Careful monitoring of education expenditures and of leakages or reallocation of expenditures to other purposes is important, e.g., through sector expenditure reviews and through tracking expenditures distributed or disbursed to schools.

Questions:

Q1	Are there mechanisms to systematically collect and aggregate programmatic and financial data to inform planning and implementation? Including humanitarian settings? How well are the mechanisms working?[footnoteRef:10] [10:  As mentioned in Measure 11, it is critical to ensure that the human resources involved in these mechanisms have the necessary capacity.] 


Q2	Are mechanisms in place to ensure fiscal discipline in the use of available resources to avoid unnecessary or excessive expenditures? When problems are identified, what mechanisms are in place to address these? 

Q3	Are systems in place to track and review education expenditures, including leakages and wastage? Are there harmonized or separate systems for tracking expenditures in emergencies and/or refugee settings? What mechanisms are available to address such issues?







Measure 13 – Progress against the plan is regularly reviewed.
Planning is not finished once implementation begins. A significant amount of further planning and policy formulation also takes place during implementation. Therefore, regular feedback is needed on the results achieved, ongoing challenges, and relevant administrative and implementation processes that may require reassessment.

Questions:

Q1	Are there mechanisms for regular, systematic review of the pre-primary action plan and/or pre-primary components of a sector or humanitarian plan at the national and subnational levels once implementation is under way? 

Q2	Are there ‘promising practices’ or models of service provision around the country that merit further attention because of innovation, cost-effectiveness or other unique elements, including in emergencies and refugee settings? How are these models documented as part of this review? Are local variations in implementation approaches also taken into account during the review?
Q3	Is there a process by which the review findings can be used to inform improvements and adjustments to the plan and associated policy directives? Are such findings used for advocacy strategies and plans or policy advocacy dialogue, including to increase investments for pre-primary education in emergencies and refugee settings?

Q4	Does the review process highlight key results, challenges and opportunities as well as activities for the next planning and implementation cycle?

Measure 14 – Reporting, feedback and consultation mechanisms are widely known, clear, transparent and adequate to maintain broad ownership during implementation.
There are transparent arrangements and processes for early childhood education stakeholders to review and validate the subsector results and performances. The plan also seeks to strengthen accountability to beneficiaries, for example, by providing a set of service delivery standards to be monitored.

Questions:

Q1	Are there mechanisms for reporting the results of the review process to stakeholders, including populations affected by emergencies and humanitarian actors?

Q2	Are consultations around feedback and reporting well-known, transparent and adequate to maintain broad ownership during implementation? For example, are pre-primary principals invited to give feedback and do they receive understandable reports on reviews that are conducted? Are there independent mechanisms to validate the subsector results and performances? This could include, for example:
- joint sector monitoring;
- external evaluation of plan implementation;
- humanitarian cluster “moment of reflection” or response after-action review; and
- humanitarian needs overview process and/or programme reporting.

Q3	Are there ways to increase accountability to beneficiaries, such as families using pre-primary services? For example, widely disseminated ‘minimum service standards’ for pre-primary service delivery or school report cards – including teacher qualifications, use of an approved curriculum, and health and safety requirements – can be reviewed by beneficiaries to assess compliance.
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Module 2: Curriculum development and implementation

The purpose of the curriculum development and implementation core function is to ensure that children across early learning settings benefit from a developmentally appropriate curriculum and have access to learning and play materials that stimulate their development.

Module 2 outlines three key goals and associated measures that can lead to progress in strengthening this core function of the pre-primary subsector:
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	Goal 1: Define a pre-primary curriculum framework and the content of the curriculum. The curriculum framework and content are officially recognized by the government and agreed upon by a broad range of stakeholders. The curriculum establishes common goals, values and pedagogic approaches for young children, which reflect society’s expectations about the role and responsibilities of ECE programmes in encouraging children’s holistic learning.

Goal 2: Disseminate and implement the curriculum widely. Roles and responsibilities are clearly defined in a curriculum dissemination and implementation plan. Any gaps in the capacities needed for effective implementation of the curriculum are identified, and capacity is then strengthened throughout the pre-primary subsector, from national to subnational levels, to ensure curriculum implementation is successful.

Goal 3: Regularly review the content of the curriculum and its use. Information on the consistency and adequacy of curriculum implementation is periodically collected to ensure that children engage with the content as intended. These data are used to help the pre-primary system determine whether changes are needed in curriculum content, materials provision, teacher training or other elements of the system.



The 11 measures listed below reflect progress against these goals. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them.  Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.
****************************
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	Goal 1: Define a pre-primary curriculum framework and the content of the curriculum
The curriculum framework and content are officially recognized by the government and agreed upon by a broad range of stakeholders. The curriculum establishes common goals, values and pedagogic approaches for young children, which reflect society’s expectations about the role and responsibilities of ECE programmes in encouraging children’s holistic learning.

Because countries differ in whether there is a national curriculum to be followed by all programmes, or broad guidelines with subnational or local adaptations, the questions associated with this goal can be modified to the country context.



Measure 1 – A curriculum framework establishes the scope, goals, teaching and learning principles/methods, and content priorities of the curriculum.
This framework illuminates a shared vision to promote child-centred, play-based and age-appropriate learning as well as universal design for learning, and achieve a comprehensive set of early learning and development outcomes for children. At the system level, the curriculum framework can guide the work of all ECE settings and contexts, while providing flexibility or openness, and can be used and adapted by diverse service providers, keeping key principles intact. 

Questions:

Q1	Is an official national or subnational curriculum framework(s) in place or in development? 

Q2	Was development of the curriculum framework based on early learning and development standards? Is it aligned with universal design for learning principles and comprehensive standards regarding desired outcomes for children – what pre-primary children know and are able to do – so that the curriculum is intended to support those outcomes?[footnoteRef:11]  [11:  It is also important to ensure that the pre-primary curriculum is aligned with the curriculum for the early primary grades and that the latter builds on the pre-primary curriculum. See Measure 4.] 


Q3	Is the framework comprehensive? Does it cover elements of curriculum including the scope, goals, teaching and learning principles/methods, content priorities and guiding principles for implementation? Is it appropriate to children’s ages and developmental characteristics (e.g., promoting a play-based learning approach)? Is it gender sensitive and does it consider the needs of all children, including children with disabilities, internally displaced persons, refugees, etc. such as the provision of psychosocial support?

Q4	Was the process for developing the curriculum framework consultative and inclusive? Consider the following aspects:
a. consultations with a wide range of key stakeholders[footnoteRef:12] and different service providers; [12:  As much as possible, families and communities should also be consulted.] 

b. consultations with ethnically and linguistically diverse stakeholders and those representing vulnerable and marginalized populations (ethnic, linguistic and racial minorities, immigrants, refugees, internally displace persons), including those serving children with disabilities;
c. engagement of appropriate national institutions, such as a curriculum development body, a higher education consortium or a pre-primary professional association; and
d. endorsement by relevant institutions and service providers.

Q5	Have key elements of the curriculum been tested and/or piloted with diverse groups to promote ownership and increase effectiveness?

Measure 2 – The curriculum content is developmentally appropriate, play-based and pedagogically sound, enabling children to reach their full potential.
Developmental appropriateness includes attention to differences in children’s ages and developmental levels, individual needs and interests, and cultural contexts. The curriculum fully supports the vision set in the framework and also acknowledges and addresses the diverse interests and needs of children in a holistic manner. A well-balanced combination of education, care and socialization promotes children’s well-being, positive self-image, physical development, and social-emotional and cognitive development.

Questions:

Q1	Is the content of the curriculum and standards developmentally appropriate and does it support a play-based learning approach? Is the content of the curriculum contextualized to the real-life experiences of young children and their families? Are some aspects of the curriculum not appropriate for pre-primary children? If so, what are they?

Q2	Does the curriculum reflect holistic goals for children’s development and early learning? This includes a broad range of domains or aspects of development, such as socio-emotional competence, language development and such cognitive abilities as executive functions. Are all areas of development well-represented? If not, where are the gaps?

Q3	Has the content of the curriculum and standards been developed by child development/ECE experts or staff with relevant background and skills (e.g., those with expertise on play-based learning and pedagogy)? Do the developers include those with relevant experience in the country’s pre-primary service?

Q4	Did the curriculum development process and content take into consideration children with diverse needs and experiences, including children with special needs/disabilities, children from ethnic and linguistic minorities, and other vulnerabilities[footnoteRef:13] (e.g., refugees, internally displace persons, etc.)? Does the curriculum reflect expectations that all children can make developmental progress, and does it propose appropriate adaptations for children with disabilities or other special needs? [13:  Disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Measure 3 – The curriculum framework and content encourage flexible adaptations in collaboration with children, educators and parents.
An essential factor of successful curricula is fostering an open framework for implementation. This leaves space for practitioners to work with children’s interests and experiences, and to adapt, experiment, innovate and partner with colleagues and families to create effective learning environments across settings, culture and contexts.

Questions:

Q1	Does the curriculum framework and/or content encourage educators to engage children in the learning process based on their interests and experiences, e.g., children co-create the learning activities and bring their home experiences into the classroom?

Q2	Within the curriculum framework, do educators and families have the flexibility and creativity to adapt, tailor and innovate together the learning process and environment while keeping to the curriculum objectives, e.g., families contribute to the design of the learning space? And are they aware of this opportunity to jointly create experiences and learning spaces for children?

Measure 4 – Pre-primary and primary school curricula are distinctive but aligned and connected in a logical progression.
To ensure a unified, coherent approach to promoting early learning and development, the most effective pre-primary curricula are aligned with the education system’s primary school curriculum. A strong early learning framework is based on shared values for child-centred teaching and learning, and supports a coherent continuum and progression of learning across the early years. This means that the content of the pre-primary curriculum is connected with (but not identical to) the curriculum and teaching methods used in other subsectors, including the 0-3 years of early childhood development (ECD) and primary-level education.

Questions:

Q1	Are the overarching curriculum goals and values shared across the ECD, pre-primary and primary subsectors? What are the gaps or challenges in agreeing on broad, shared goals, such as a commitment to play as the foundation for early learning and a common belief in the value of family engagement?

Q2	How is the pre-primary curriculum aligned with curricula in the ECD, pre-primary and primary subsectors? Consider the following approaches to determine which are applicable in your country context:
a. general alignment of curriculum goals and standards, including overall continuity across goals and standards, e.g., using the same domains or aspects of development but with increasing expectations for higher levels of education;
b. explicit connections across curricula content, pedagogy and/or developmental goals, e.g., the pre-primary curriculum anticipates element of the primary curriculum, and the primary curriculum builds on the pre-primary curriculum content;
c. integrated curricula – one single document that covers shared themes, goals and approaches for a broad age span, e.g., 0–8 years old;
d. flexibility of ECD, pre-primary and primary settings to select and implement elements of curricula that are developmentally appropriate and to plan for transitions between settings;
e. use of elements of the curriculum in before- and after-school services to help create continuity of learning; and
f. alignment of curriculum tailored for humanitarian and refugee settings, such as specific curriculum designed to support refugees integrate in host schools and communities if included in or separate from the national curriculum.

Q3	Are the possible effects of the pre-primary curriculum tracked through monitoring of child outcomes from pre-primary into primary education? Do aspects of learning that are emphasized in later assessments seem consistent with what teachers emphasize in implementing the pre-primary curriculum? For example, if the pre-primary curriculum emphasizes social-emotional learning, later progress in this area should also be monitored.

Measure 5 – The curriculum is accompanied by effective teaching and learning materials and resources to support active, play-based learning and engagement.
Books, toys, games, manipulatives (e.g., pegboards, puzzles, beads) and other materials are used in conjunction with the curriculum to promote active, play-based learning and engagement. Teachers’ guides and appropriate assessment tools support practices in the classroom. The questions below should be used per curriculum if multiple curricula exist in a national context, such as a curriculum to support integration of young refugee children in host communities.

Questions:

Q1	Is the curriculum accompanied by a suggested list of learning and play materials for the classroom, including books, toys, games, art materials and manipulatives? Do these seem to be consistent with the curriculum’s emphasis and do they support a play-based learning approach?

Q2	Are the suggested/recommended teaching and learning materials for each classroom:
- age and developmentally appropriate?
- relevant to the local context?
- supportive of interactive and play-based teaching and learning and of day-to-day implementation of the curriculum?
- adequate for the number of learners?
- accessible for children with disabilities and in children’s mother tongue languages?
- gender responsive?

Q3	Are associated guides and materials available for practitioners to use, e.g., teachers’ guides or a child assessment toolkit? Are they easy to understand, use and adapt as necessary?

Q4	Have teachers received training in how to create local teaching and learning materials – including involving families and community members – and do teachers develop local teaching and learning materials in ways learned during the training?
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	Goal 2: Disseminate and implement the curriculum widely
Roles and responsibilities are clearly defined in a curriculum dissemination and implementation plan. Any gaps in the capacities needed for effective implementation of the curriculum are identified, and capacity is then strengthened throughout the pre-primary subsector, from national to subnational levels, to ensure curriculum implementation is successful.



Measure 6 – A clear strategy is used to disseminate, implement and review the curriculum framework across the subsector, including diverse service providers.
Building ownership and commitment across key stakeholders during the curriculum development stage is a first step towards successful implementation. Mechanisms are in place to communicate the curriculum’s goals, play-based approach and content, and the roles of key stakeholders in implementing the curriculum are understood across the subsector – including pre-primary directorate officials, national and subnational officials, inspectors, principals, teachers, teacher-training institutes, humanitarian field or refugee camp staff, and parents and other caregivers.

Questions:

Q1	Is it clear – for example, through policies, directives and/or regulations – what the expectations are in terms of implementing the curriculum framework? Consider the following elements:
a. Is there a clear national or subnational curriculum implementation strategy addressing dissemination, implementation, utilization and review?
b. Is it mandatory to follow the curriculum framework, and what adaptations are permitted or encouraged?
c. Which service providers must use the curriculum?
d. What teaching and learning materials are mandated or recommended nationally or subnationally for ECE settings?
e. Which institutions and individuals are responsible for supporting curriculum implementation and what are their responsibilities?
f. In decentralized systems, are roles and responsibilities clearly identified, e.g., at the subnational and local levels?

Q2	Are different types of service providers – including public, private or non-governmental organizations (NGOs) and humanitarian or refugee actors – using the curriculum in practice to ensure a consistent level of quality? Is the curriculum appropriately adapted to make it meaningful in diverse contexts?

Q3	What mechanisms are in place to disseminate the curriculum framework (content, goals, standards) and the roles for implementation to all relevant stakeholders across the subsector, including directorate officials, principals, teachers, teacher training institutes and inspectors? Are there gaps in reaching certain stakeholders?

Q4	Are effective mechanisms in place to ensure that teaching and learning materials are available as needed (including pre-positioning for emergencies) and their refurbishment or replacement? Are new or updated materials available in all areas, including rural locations?

Measure 7 – The pre-primary curriculum is a core element of the pre-service and/or in-service training for practitioners and subsector managers.
To ensure wide and consistent implementation of the curriculum, training and support are provided to pre-primary personnel, including pre-service training that offers opportunities to observe and practise implementing the curriculum. Opportunities for in-service training and mentoring for teachers on effective teaching practices are also in place, and training and orientation for non-public service providers is considered, when appropriate.

Questions:

Q1	Do pre-service and in-service training for practitioners and subsector managers – such as principals, supervisors and inspectors – include a focus on curriculum orientation (such as play-based learning approach) and use? Does this training include use of teaching and learning materials, and the associated resources and assessment tools? What are the gaps in access to such training, e.g., for those in remote areas, humanitarian field staff or refugee camp providers, or those teaching in non-public settings?

Q2	Are teachers provided with training in appropriate adaptations of the curriculum to address children’s interests, abilities, language and culture, and other individual and developmental needs (i.e. in emergencies or for refugees situated in host communities or camps)? Does the training include strategies for identifying children’s needs (this may include screening for early detection of development problems), assessment and teaching practices? 

Q3	How effective is the available training (either pre- or in-service) in enhancing capacities to implement or support the implementation of the curriculum? Consider the following elements:
- style and provision, e.g., curriculum-related seminars, workshops, on-site coaching, mentoring, hands-on practical exercises;
- training approach, e.g., cascading approach, train-the-trainer, government officers;
- accessibility, e.g., frequency, intensity, availability for non-public service providers; and
- usefulness, e.g., responding to identified capacity gaps in understanding and implementing the curriculum.

Q4	Are data current, accurate and available nationally and subnationally to identify curriculum-related support needs of practitioners and other relevant personnel – including managers, supervisors and inspectors – across all levels and in times of emergencies or refugee settings? Is there evidence that support needs are not only identified but also responded to?

Measure 8 – The curriculum implementation strategy encourages staff to work together, interact with experienced mentors or coaches, and continually assess their practice in order to improve.
It is widely acknowledged that practitioners improve their teaching practices with young children by being reflective. While founded on knowledge of child development and curricular areas, the implementation of teaching strategies is enhanced through cooperation between pre-primary educators, mentoring, and observation of how the holistic curriculum framework and goals are being applied.  These questions may also be applied in humanitarian or refugee settings, however they may be most relevant and able to be examined in protracted crises.

Questions:

Q1	Are there opportunities for practitioners to reflect on their teaching practices (including on their play-based pedagogy) as they implement the curriculum?

Q2	How do practitioners engage in reflective practice? What methods and platforms are in place to encourage reflection on their teaching strategies and pedagogy in order to help improve implementation of the curriculum, e.g., peer exchange, mentoring, observations?

Q3	Are results from teacher reflections used to improve teaching practices with respect to implementation of the curriculum? How does this happen, if it does?

Measure 9: – Sufficient financial resources are allocated for curriculum implementation, along with realistic timelines.
Implementation plans for a new or revised curriculum require specific budget allocations for associated activities, e.g., information sharing, training, ongoing coaching, and printing and distribution of resources, including learning materials for children and guides for teachers. After curriculum resources are allocated, implementation schedules are built to allow timely distribution of materials to pre-primary programmes and to provide sufficient training for teaching staff and other key personnel on using the curriculum. Additional needs for ensuring dissemination and training in emergency or refugee settings should also be determined and the below questions may be applied to these settings.

Questions:

Q1	Are sufficient financial resources budgeted throughout the subsector – at the national to subnational levels – to ensure quality implementation of the curriculum? What are the gaps, if any?

Q2	Is there a realistic implementation schedule to allow timely distribution of materials to pre-primary programmes and to provide sufficient training and on-site coaching for teaching staff and other key personnel on the use of the curriculum?
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	Goal 3: Regularly review the content of the curriculum and its use
Information on the consistency and adequacy of curriculum implementation is periodically collected to ensure that children engage with the content as intended. These data are used to help the pre-primary system determine whether changes are needed in curriculum content, materials provision, teacher training or other elements of the system.



Measure 10 – Curriculum content is reviewed in terms of its effectiveness in promoting the desired pedagogic practices and supporting the goals for children.
Appropriate data collection and assessment methods are used to evaluate the curriculum’s effectiveness and ongoing relevance to children’s needs and skills, including the needs of children from the most vulnerable populations and children with disabilities. While such information can be collected through formal school readiness assessments or internal or external evaluations, informal or ‘naturalistic’ assessments (e.g., portfolios with samples of children’s work) can also be used to determine whether the goals of the curriculum are translating into benefits for children’s development.

Questions:

Q1	Is there an institution or department that is clearly responsible for reviewing curricular content? In some cases, this may be linked to curriculum review in other subsectors, such as the primary grades curriculum.

Q2	How is information collected to review the content of the curriculum (including the teaching and learning materials) in terms of its effectiveness and relevance to children’s varied needs and developmental outcomes, including its effectiveness in supporting play-based learning? How is information collected to review how teachers have adapted or modified the curriculum? Consider the following tools and assessment methods, with attention to appropriateness in diverse cultural and linguistic contexts:
- formal school readiness assessments;
- internal/external evaluations of the curriculum;
- rapid multi-sectoral or sector assessments in crises and refugee settings;
- informal child assessments, e.g., portfolios with samples of children’s work; and
- feedback from families.

Q3	Does the review of the curriculum take place on a regular basis? Is the schedule appropriate for timely use of the results?

Q4	Are the results from the evaluation of the curriculum’s effectiveness used to make changes to improve its content and to make adaptations for diverse contexts?

Measure 11 – Curriculum implementation is monitored regularly.
Data collection, either informal or formal, is conducted according to the pre-primary programme context, the scope of the curriculum, and the extent of implementation. Implementation feedback loops seek to understand if teachers are actually using the intended curriculum and whether there are common roadblocks to consistent implementation, such as insufficient materials or irrelevant training. After collection, these data are used to improve teaching and learning practices. These questions may also be applied in humanitarian or refugee settings, however they may be most relevant and able to be examined in protracted crises.

Q1	Are key indicators of successful implementation set in place agreed upon and integrated into a monitoring framework?

Q2	Are there appropriate curriculum monitoring tools and mechanisms across the subsector levels and for different stakeholders – including teachers, directors and inspectors – to monitor and collect data on curriculum implementation? At these levels, tools might include:
- classroom observations of teachers’ implementation and children’s engagement; 
- samples of children’s curriculum-related work; and
- developmental checklists aligned with curriculum goals.

Q3	Is curriculum implementation monitored on a regular basis? If regular monitoring is in place, are the results of curriculum implementation monitoring used to identify bottlenecks to consistent implementation? Is the person who is monitoring trained in ECE to provide appropriate feedback?

Q4	Are the results of curriculum implementation monitoring, at various subsector levels, used to improve teaching practices and overall quality? How is this done or how might it be done, (e.g., plans for additional coaching on specific aspects of the curriculum or improvements in training of curriculum trainers)?

Q5	Are there feedback processes that involve teachers’ and families’ experiences with the curriculum and associated teaching and learning materials and that capture suggestions for improvement in terms of the content and teaching practices (aligned with the curriculum framework)?

	
	
	




	
	
	



	
	
	



Module 3: Workforce development

The purpose of the workforce development core function is to support the recruitment, professional development and retention of a sufficient number of pre-primary teachers and other key personnel into the subsector, ensuring that they have the essential competencies, training and support required to promote children’s positive development and early learning.

Module 3 outlines four key goals and associated measures that can lead to progress in strengthening this core function of the pre-primary subsector:
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	Goal 1: Establish a strategy for recruiting pre-primary staff, based on clearly defined staff qualification requirements and competency profiles. A vision for the entire pre-primary workforce is defined, including delineation of appropriate competency profiles and staff qualifications as well as strategies to attract a diverse and motivated workforce.

Goal 2: Implement effective and flexible pre-service training programmes, including alternative pathways to qualification and initial training. Before entering the profession, teachers and other pre-primary personnel receive high-quality preparation that integrates theory with practice and that responds to the diverse landscape of pre-primary services provision.

Goal 3: Implement evidence-based programmes for continuing professional development (CPD), including setting up career pathways for the subsector. The ECE workforce is respected and recognized as a group of highly qualified professionals. This is reflected in the provision of CPD opportunities as a key incentive for staff to enhance their qualifications and update their skills, including through in-service training, reflective practice and on-site coaching, among other initiatives offered in pre-primary settings.

Goal 4: Promote continuous workforce improvement and staff retention. Investments are made in regularly assessing and improving workforce development programmes, including their impacts on teachers’ effectiveness and relevant outcomes for children. Working conditions are monitored and prioritized in the subsector.



The 14 measures listed below reflect progress against these goals. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them.

Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.
****************************
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	Goal 1: Establish a strategy for recruiting pre-primary staff, based on clearly defined staff qualification requirements and competency profiles
A vision for the entire pre-primary workforce is defined, including delineation of appropriate competency profiles and staff qualifications as well as strategies to attract a diverse and motivated workforce.



Measure 1 – A robust, well-justified strategy for recruiting appropriate staff for the pre-primary subsector is in place.
A comprehensive strategy outlines the specific needs for early childhood educators, including underlying rationales, taking the realities of teachers’ scheduling and work hours into consideration. The strategy includes ways to attract new talent and to deploy new pre-primary teachers effectively. Strong policies, directives and programmes to recruit teachers are in place, including policies leading to appropriate salaries for pre-primary teachers.[footnoteRef:14] Strategies are intended to ensure sufficient numbers of qualified early childhood educators to meet a country’s ambitions for pre-primary education.  [14:  For example, policies, directive and programmes might consider parity in ECE salary, benefits and training opportunities, with the primary/secondary education levels.] 


Questions:

Q1	Are there currently sufficient numbers of pre-primary staff in the subsector to meet the demand for pre-primary provision? Are there sufficient numbers of pre-primary teachers that have the requisite knowledge, skills and dispositions to support the learning and development of young children with disabilities? If not, where are the gaps are there and what are the reasons? One indicator to consider is the current child-to-staff ratio in pre-primary programmes in light of the curriculum and quality standards.  Are these numbers of staff the same in humanitarian, refugee or emergency settings or are there additional needs and/or alternative service provider types available?

Q2	Are specifically and officially defined job profiles and competencies for pre-primary personnel established in your country? If so, which job profiles and competencies are currently defined? Are these the same job profiles and competencies for service providers in humanitarian or refugee settings, or are there alternatives?

Noting that profiles describe the exact tasks involved in a particular job, along with the skills, experience and personal characteristics a person needs in order to do the job – and that competencies include all the related knowledge, skills, abilities and attributes needed for a specific job – do national definitions cover pre-primary teachers, assistant teachers, directors and principals, supervisors, trainers, coaches, specialists and any other essential personnel?

Q3	Are job profiles varied enough in their scope and specialization to meet the needs of children in the pre-primary system? For example, do profiles describe specialists who can support children with disabilities, or the responsibilities of support staff, such as teachers’ aides? If not, what gaps need to be addressed?

Q4	Is there a strategy to recruit new talent into the pre-primary profession? If so, does the strategy include outreach to potential educators from students who are completing secondary education, new graduates of vocational programmes, career changers and members of under-represented groups, etc.? 

Q5	Is there a strategy to recruit and deploy teachers and other staff in hard-to-reach areas and areas affected by crisis and conflict, with ethnic or linguistic minority populations, including potential staff who are members of those groups? Are appropriate support and incentives given to students or new graduates to work in these kinds of hard-to-staff locations? Does the strategy consider equitable distribution/deployment of teachers and other staff (e.g., equitable deployment of male and female teachers and staff, in urban and rural areas, etc.)?

Q6	How does the average salary of a pre-primary teacher employed in the public sector compare to the average salary of similarly qualified primary teachers? Consider, for example:
a. What is the average salary[footnoteRef:15] of a pre-primary teacher as a percentage of the average salary of a primary school teacher (or similarly qualified primary school teacher)? [15:  Depending on your context, you may consider the basic salary and any allowance or entitlement.] 

b. Is the pay scale for pre-primary teachers appealing? Is the starting salary competitive?
c. Do salaries vary according to a teacher’s past experience and current performance? Does the salary change over the course of a teacher’s career?  What is the long-term plan for salaries of pre-primary teachers?
d. What percentage of pre-primary teachers are on government payroll?  What are the long-term plans (if any) for pre-primary teachers’ salaries?
e. Are there alternative pay scales or incentives for providers in emergencies or refugee contexts? Is there a long-term plan for integrating emergency or refugee providers into the government payroll?

Q7	Are pre-primary personnel at different levels and across provider types– from ministry staff to teachers, private to public and humanitarian/refugee providers – aware of any systematic plans or schemes related to pay and job-grade progression? If such schemes exist, do they serve the intended purpose of incentivizing and retaining qualified pre-primary staff? If not, what measures can be put in place to make the pay and grade scheme more functional?


Measure 2 – A core set of professional competencies and standards for pre-primary educators is clearly defined.
The diversity of roles and settings in which pre-primary personnel work makes it important to have a common, unifying vision for this group of professionals. Whatever their roles, the work of all pre-primary personnel is directed by a common core of competencies and standards that respond to the developmental characteristics and needs of young children. The core set of professional competencies is applicable to all pre-primary personnel, with additional specialized expectations for particular roles and in accordance with the setting.

Questions:

Q1	Is there a competency framework specific to the pre-primary workforce (including teachers, assistants, specialists and others including in emergencies and refugee contexts as described above) that can guide policies related to staff qualifications and training programmes? While answering this question, consider that competency frameworks typically include three domains: 
a. knowledge – existing knowledge or knowledge that educators should aspire to have;
b. skills – the application of knowledge, techniques or technologies to communicate and complete essential tasks; and
c. attitudes or dispositions – which include beliefs and commitments to the profession and to the goals of continuous improvement.

Q2	Specific to the pre-primary subsector, do current competency frameworks outline competencies that are clearly explained and well-matched to the country’s pre-primary vision and are likely to contribute to achieving that vision for the country’s children? Depending on the country context, these competencies would include:
a. knowledge on typical child development and factors that influence development and learning; the importance of culture, community and family; and options for curriculum and teaching practices; 
b. skills that relate to the job profile, for example, a teacher’s ability to apply knowledge in implementing the curriculum and child-centred teaching practices (including play-based pedagogies or provision of early learning environment-based psychosocial support in emergencies), or a principal’s understanding of how to use assessments to guide teaching practices and develop engagement strategies with families; and
c. attitudes or dispositions, such as respect for children and their cultures, gender awareness, the conviction that all children can learn, collaborative attitudes towards colleagues, and respecting the importance of reflection and self-evaluation. 

Q3	Are pre-primary competency profiles aligned or connected in any way with competency profiles for personnel in other subsectors – especially those teaching children in the early years of primary education? If not, what are the differences? Do these differences reflect what is known about effective teaching for children in pre-primary setting compared with primary-school settings?

Measure 3 – Initial qualification requirements define the level of education and training needed to enter the profession. These requirements are achievable in the current environment, while also aiming towards higher requirements over time. 
The lead ministry specifies qualifications for the pre-primary workforce, considering immediate policy goals and opportunities, while retaining the long-term goal of a highly qualified professional workforce.

Questions:

Q1	How does one become a pre-primary teacher or a supervisor in your country? Are there clearly defined minimum qualification requirements associated with each professional role, especially pre-primary educators? If there are gaps or vagueness in requirements, what are they? Are these the same qualifications for service providers in humanitarian or refugee settings, or are there alternative qualifications?

Q2	Do the current qualification requirements include:
- expected levels of education, e.g., secondary education or a bachelor's degree; 
- expected kinds of professional training, e.g., in curriculum implementation, communication with children and families; and
 - training for specialized roles, e.g., supervisor, curriculum specialist?

Q3	Have the existing qualification requirements for pre-primary teachers been validated to determine whether they are feasible in your country context? Are they achievable or are they currently out of reach for most educators in the system? What percentage of teachers currently meet the mandated requirements? Are they achievable in emergency or refugee settings?

Q4	Are qualification requirements aligned with, or similar to, the qualifications for personnel in other subsectors, especially those teaching children in the early years of primary school? If not, what are the differences, and are there valid reasons for the differences?










	[image: ]
	Goal 2: Implement effective and flexible pre-service training programmes, including alternative pathways to qualification and initial training
Before entering the profession, teachers and other pre-primary personnel receive high-quality preparation that integrates theory with practice and that responds to the diverse landscape of pre-primary services provision.



Measure 4 – Specific to pre-primary education, effective pre-service training programmes and relevant pre-service training providers are in place. 
Pre-service programmes, linked with the higher education system and formal degrees, prepare educators to meet qualifications and enter the profession. These programmes offer multiple options for high-quality training – options that build the qualifications and practical skills of pre-primary educators across all levels of staff. A wide range of training providers may be engaged in offering these programmes, including higher education institutions, other training institutions, and professional associations at the national and subnational levels.

Questions:

Q1	Is pre-service training mandatory, including pre-service orientation and/or training to providers in emergencies and/or refugee settings? If yes, what percentage of relevant staff (including teachers, leaders and other staff) have participated in pre-service training (for example, training on play-based pedagogies)? What patterns of differential access are evident by geographical location, urban-rural setting, etc.?

Q2	What pre-service training opportunities, if any, are available for future pre-primary educators?  Are there opportunities for pre-service training as part of emergency responses or refugee education efforts? If there are opportunities, what options, pathways or formats are available, e.g., only at universities, in communities, online, part-time? Do these options address the practical constraints pre-primary staff face, such as distance from training sites, cost, time limitations or family obligations?

Q3	Are there sufficient numbers of pre-service training providers, including individuals and institutions? Are they well-equipped in terms of pre-primary content knowledge, training skills, national vs. subnational location, etc.? Are they well-equipped with teacher training packages or other resources/tools to implement pre-service training (e.g., teacher training package on play-based pedagogy)? Do actors that provide training in emergencies and/or refugee settings, if different than the government, have a process for harmonizing training approaches with the national government’s providers and approaches?







Measure 5 – Content and methods of pre-service training programmes are appropriate for achieving established competency profiles and standards.
Along with explicit alignment between core competencies and pre-service training, the content of the training and the methods adopted for its delivery enhance the development of key competencies. This is achieved by blending theory and practice, and by offering pre-service training with sufficient intensity and duration to prepare new staff for successful engagement in their work.  These questions may also be applied to pre-service training programmes for emergency or refugee pre-primary service providers if included or separate from the national pre-service training programmes.

Questions:

Q1	Does the pre-service training emphasize key pre-primary competencies that are relevant to participants’ future roles – for example, emphasis on play-based, child-focused teaching,[footnoteRef:16] curriculum implementation, positive teacher-child interactions and relationships, and family support? Are there additional pre-primary competencies relevant for emergencies and/or refugees, and are these included in pre-service training initiatives? [16:  For example, the pre-service training might include a specialized course in play-based pedagogies.] 


Q2	Is there evidence that pre-service opportunities are currently sufficient in length and intensity to prepare educators to begin their work with young children?

Q3	Do pre-service training opportunities help build practical skills, including the use of practicum (supervised classroom experiences and student teaching)? Or is the training only theoretical or information-oriented?

Q4	Is there a system in place to assess whether those completing the programme are ready to teach in classrooms, e.g., observation and assessment during student teaching?

Measure 6 – A system for recognition and accreditation or licensing of pre-service programmes has been developed.
This includes identification of a body that assesses such programmes, approves or accredits, and recommends improvement strategies. A variety of evaluation approaches helps ensure that pre-service programmes support participants’ achievement of their goals for professional competency. The presence of an accreditation or recognition system for initial and continuing professional development (CPD) training providers, such as higher education institutions and other training centres, helps assure consistent quality and adherence to professional and training standards. These questions may also be applied to pre-service training programmes for emergency or refugee pre-primary service providers if included or separate from the national pre-service training programmes.

Questions:

Q1	Is a national regulatory structure and system in place for accreditation, licensing and quality assurance of pre-service providers and programmes? Does the system evaluate pre-service training programmes for consistency with standards and effectiveness in developing competent pre-primary teachers?

Q2	Are evaluation criteria transparent, relevant to core pre-primary professional competencies, administered equitably and consistently across pre-primary service providers, and responsive to local constraints and contexts?

Q3	Does the pre-service programme accreditation system include feedback loops to guide improvement by pre-service training providers, including institutions, individual university lecturers and others?

Measure 7 – Staff who currently do not meet qualifications have opportunities to develop the same levels of competency as qualified practitioners.
While keeping the acquisition of a full university degree as a long-term goal, interim strategies such as part-time, short-term certificate programmes, ‘bridging courses’, distance learning and/or intensive CPD, brief, intensive or alternative on-the-job programmes for service providers in emergencies and/or refugee settings, credit for prior learning are used to support the professional advancement of currently non-qualified teachers and other pre-primary personnel. 

Questions:

Q1	For teachers who do not currently have the required qualifications, are additional or alternative pathways as well as traditional university degree programmes available? This might include, for example, interim strategies, a vocational track, online learning or other routes.

Q2	Are these pathways to qualification reaching the staff who need them with programmes that are widely available through different providers, in varied community settings and not only online?

Q3	Are there mechanisms to link alternative pathways with traditional higher education, e.g., university credit for prior learning through community-based or online classes?
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	Goal 3: Implement evidence-based programmes for continuing professional development (CPD), including setting up career pathways for the subsector
The ECE workforce is respected and recognized as a group of highly qualified professionals. This is reflected in the provision of CPD opportunities as a key incentive for staff to enhance their qualifications and update their skills, including through in-service training, reflective practice and on-site coaching, among other initiatives offered in pre-primary settings.



Measure 8 – CPD programmes are evidence-based and effective in leading to ongoing professionalization of staff. 
The positive impact of professional development depends on the content and delivery mode of the training. CPD programmes are evidence-based, utilizing the right training and support strategies to help pre-primary staff apply new knowledge and skills in their work. In addition, these programmes actively involve practitioners in designing content for the training by addressing issues that arise in everyday practices. These questions may also be applied to CPD programmes for emergency or refugee pre-primary service providers if included or separate from the national CPD efforts.

Questions:

Q1	Are the CPD programmes that are currently available to pre-primary educators based on best practice and evidence of effectiveness? Have they been recently evaluated for adherence to professional standards and effectiveness in improving instructional practices?

Q2	Is CPD content directly relevant to the competencies identified for ECE staff? Is this content focused on instructional improvement (e.g., improving play-based pedagogy) and on generating solutions to key issues that teachers may be facing in their classrooms? Are there appropriate materials/resources to support the CPD content (e.g., training package on play-based pedagogy)?

Q3	Does CPD connect with pre-service training? For those who have already participated in pre-service training, does CPD provide a coherent extension, not just repetition, of what was covered? Especially for teachers who currently lack qualifications, does CPD offer opportunities that can lead to formal qualifications?

Q4	Does CPD include activities that aim to promote best practice sharing and exchange among teachers, for example, visits to other teachers’ classrooms, or coaching and mentoring?

Q5	Are current CPD programmes demand-driven? For is example, do the format and content meet teachers’ needs as identified in pre-primary classrooms? Are the duration and frequency appropriate for the context and the complexity of skills or issues being covered? Are the CPD programmes designed to meet the goals of universal design for learning?



Measure 9 – Ongoing opportunities for professional development are flexible and accessible to all pre-primary personnel.
CPD programmes offer teachers and other personnel equitable and flexible access to training that is responsive to cultural and contextual diversity. This includes formal support provided to all pre-primary staff and opportunities for reflection on their practice. These questions may also be applied to CPD programmes for emergency or refugee pre-primary service providers if included or separate from the national CPD efforts.

Questions:

Q1	Is CPD available and accessible to all pre-primary educators, and is it perceived as a professional responsibility? What pathways and options exist to participate?

Q2	Are teachers required to participate in in-service training and CPD? And is this requirement backed by accountability mechanisms? This might include both negative consequences for failing to participate despite opportunities and concrete incentives to encourage participation, e.g., advancements, salary increases and certificates.

Q3	Are any pre-primary personnel unable to participate in CPD, and what are the underlying barriers? Indicators that can be used to determine where and why there are gaps include:
- the percentage of pre-primary teachers who do not participate or infrequently participate, in total and disaggregated by region;
- the availability of nearby training programmes; and 
- mapping the auspices that deliver CPD programmes.

Q4	Are pre-primary teachers enabled to use time when they are not in the classroom to reflect, discuss and prepare for teaching? Are there opportunities and support within CPD for teachers to reflect on and analyse their own instructional practice? This may occur in such contexts as mentoring, coaching, teachers’ research and guided reflection. 

Measure 10 – CPD is provided to non-teaching personnel in the pre-primary system. 
Ongoing training and support are viewed as essential not only for teachers but also for other pre-primary personnel, including supervisors, programme directors, inspectors, technical specialists, and others who are essential to teacher effectiveness and programme quality. Implementing CPD for all staff working in a pre-primary context helps to create a shared understanding of quality while also meeting the diverse needs of diverse personnel. These questions may also be applied to CPD programmes for emergency or refugee pre-primary service providers if included or separate from the national CPD efforts.

Questions:

Q1	Are there supports and opportunities for training on early childhood development and education for non-teaching staff? 

Q2	Are relevant leaders – including principals, pre-primary agency/programme directors and inspectors across national and local government levels – also receiving appropriate training and orientation to adequately support teachers (e.g., are leaders receiving training on play-based pedagogies; are they providing ongoing coaching and mentoring to teachers on play-based pedagogy approach)? Does this training include assessment of the leaders’ own skills and competence?

Q3	What kinds of competencies and expectations exist for those in pre-primary leadership positions? Are both management and technical skills covered, so that CPD for pre-primary leaders shares core content with training for classroom personnel, while also focusing on role-specific knowledge and skills? 

Measure 11 – CPD training providers have adequate capacities and technical skills. 
Once training providers with the proper capabilities are identified and secured, CPD programmes take place under multiple auspices – including higher education institutions along with national and subnational professional associations, community groups, government training institutions, NGOs and pre-primary programme managers and supervisors. These questions may also be applied to CPD programmes for emergency or refugee pre-primary service providers if included or separate from the national CPD efforts.

Questions:

Q1	Do the institutions engaged to provide CPD have adequate capacities and personnel with appropriate technical skills to do so? If not, what are the bottlenecks? These may include:
- lack of specialized knowledge on pre-primary teaching and effective training methods; 
- not enough personnel with time available to conduct in-service training; 
- inadequate supply of training in remote areas, leading to inequitable CPD access for pre-primary staff; and
- lack of funds to pay trainers.

Q2	In regard to the previous question and potential bottlenecks, do the institutions engaged to provide in-service training, mentoring and ongoing support have the necessary technical background, capacities and skilled personnel to facilitate these?

Q3	Do the institutions and individuals in management roles responsible for different aspects of continuing teacher support have the management skills and capacity to plan for implementation of CPD programmes? For example, is there capacity to ensure good planning, budgeting and timely activities to support teachers? Have policy directives been issued specific to teacher development and support, outlining role and responsibilities, etc.?
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	Goal 4: Promote continuous workforce improvement and staff retention
Investments are made in regularly assessing and improving workforce development programmes, including their impacts on teachers’ effectiveness and relevant outcomes for children. Working conditions are monitored and prioritized in the subsector.



Measure 12 – Training and support opportunities for ECE staff are well-coordinated across the subsector and promote career progression and retention.
The diversity of professional learning provision in the pre-primary subsector is fully considered, for example, when assessing whether core competencies and qualifications are being addressed consistently to meet the needs of all personnel, during both pre-service and in-service training, and whether these promote career development and retention. Service providers in emergencies and/or refugee settings should also be considered when responding to these questions.

Questions:

Q1	Are career development pathways identified within the pre-primary subsector to attract and retain teachers and other personnel?

Q2	Exactly what opportunities available to ECE staff for career development, progression and mobility? Are these opportunities sufficient? What are the potential obstacles to creating new opportunities?

Q3	Are promotion opportunities linked to performance? What criteria need to be met for high-performing staff to become eligible for promotion, such as moving into a ‘master teacher’ role? Are promotion opportunities linked to the defined criteria?

Q4	Are there specific initiatives to retain experienced workers in the subsector and reduce turnover rates? If pre-primary is losing workers to other subsectors, what appear to be the reasons?

Measure 13 – Mechanisms are in place to monitor working conditions and ensure they are favourable and supportive. 
Monitoring mechanisms apply, for example, to providing data that inform decisions on raising staff salary levels, providing non-financial benefits, and increasing the staff-child ratios in pre-primary settings.  Conditions in emergencies and/or refugee settings should also be considered when responding to these questions.

Questions:

Q1	Are working conditions favourable and supportive for ECE staff? Consider, for example:
- average ratio of children to all pre-primary staff working directly with children; 
- average ratio of children to professionally trained pre-primary staff; and
- adequate opportunities for lesson preparation, professional development time, peer learning.

Q2	Are policies in place to ensure a supportive work environment in terms of mentoring, the availability of teaching and learning materials, and timely remuneration?

Q3	Are there efforts to provide staff with non-monetary incentives, such as public recognition of notable performance?

Q4	Are there mechanisms to facilitate systematic data collection related to implementation of policies for pre-primary working conditions? If so, do these mechanisms achieve their intended goals?

Measure 14 – Specific data on teachers’ training and support programmes are collected and used to inform ongoing improvements in the pre-primary workforce. 
This includes a coordinated system to monitor and evaluate individual staff performance, and to monitor and evaluate the quality of training and support programmes. These questions may also be applied in humanitarian or refugee settings, however they may be most relevant and able to be examined in protracted crises.

Questions:

Q1	Is there a system in place to regularly review the content and format of training and education for teachers and other pre-primary personnel to improve quality and delivery and increase relevance of the qualifications?

Q2	Is teacher performance monitored nationally, subnationally, locally? How regularly? Does this vary across pre-primary settings? Where are strengths and gaps in monitoring?

Q3	Are classroom observations part of teacher assessment systems? If so, how are data used to improve performance?

Q4	Are a variety of criteria and relevant tools used to assess/evaluate teacher performance? Are those conducting such assessments adequately trained to do so?

Q5	Are the results from monitoring teachers’ performance used to inform quality improvement initiatives, and vice versa? This includes national initiatives, such as revising pre-service programme content, and subnational or local activities aimed to improve individual teachers’ performance. For example:
a. If a teacher’s performance is not satisfactory, is he or she assigned to a supervisor or mentor? 
b. Are teacher performance evaluations used to assign professional development? 
c. Are compensation and/or career opportunities and promotions linked to performance?
d. Are new training modules or approaches developed based on teacher performance evaluations?
	
	
	




	
	
	



	
	
	



Module 4: Family and community engagement

The purpose of the family and community engagement core function is to ensure that families and communities are active participants and partners in supporting children’s learning and development across early learning settings.

Module 4 outlines three key goals and associated measures that can lead progress in strengthening this core function of the pre-primary subsector:
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	Goal 1: Include families and communities as strategic partners in pre-primary education. Families and communities play a vital role as strong advocates for and supporters of quality pre-primary education. Equipped with the knowledge and understanding of what ‘quality’ entails in early childhood education, they are empowered to demand quality programmes from policymakers and to contribute to these programmes.

Goal 2: Support families in fostering positive home learning environments. The pre-primary subsector can serve as a platform for promoting children’s learning and development in the home – offering parent support programmes, where relevant; connecting families with other services outside the education system; and inspiring families to offer rich learning experiences and opportunities to children in informal everyday routines.

Goal 3: Build adequate capacity across the subsector to engage with families and communities effectively. Pre-primary staff and management personnel receive training on how to promote community involvement and interactions between families and ECE settings. A range of communication channels is available to link the levels of government, pre-primary personnel and families – creating widespread understanding of the shared goals between families and their children's pre-primary programmes.




The 10 measures listed below reflect progress against these goals. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them. These questions should also be applied to understanding specific efforts to engage families and communities during emergencies and in refugee settings (camps or host communities).

Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.
****************************
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	Goal 1: Include families and communities as strategic partners in pre-primary education
Families and communities play a vital role as strong advocates for and supporters of quality pre-primary education. Equipped with the knowledge and understanding of what ‘quality’ entails in early childhood education, they are empowered to demand quality programmes from policymakers and to contribute to these programmes.



Measure 1 – Family and community engagement is a priority for the pre-primary subsector. 
Pre-primary subsector policies and plans treat family and community engagement as a vital, not optional, component of quality pre-primary services. An established arm of the lead government body for pre-primary education – such as the ministry of education, nationally or subnationally – is formally designated with responsibility for this core function. 

Questions:

Q1	Are there policy directives about family and community engagement, including clear roles, responsibilities and timelines for implementation?

Q2	Is the importance of family and community engagement well understood and accepted by pre-primary subsector leadership and stakeholders, including pre-primary directorates, directors, managers and teachers? What significant gaps or roadblocks might exist?

Q3	Is there an identified national directorate or subnational arm of the lead ministry that has the responsibility to ensure stakeholder buy-in and to oversee family and community engagement across the subsector?

Q4	Is there clear evidence that pre-primary services respect and value families’ diverse beliefs, needs and cultures, such as activities to show that all families and children are welcome? Is this respect for families absent or limited in some areas, e.g., among vulnerable populations, in remote locations or under private delivery of pre-primary services?

Q5	Do special programmes encourage participation and attendance in pre-primary education for children from hard-to-reach or disadvantaged families[footnoteRef:17] (including children with disabilities, refugees, internally displaced persons, ethnic and linguistic minorities)? Are these programmes well-established and accessible? [17:  Disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Measure 2 – A mix of strategies is deployed to encourage family participation.
Partnerships are created between families and early childhood education programmes. Parents are engaged not only as ‘users’ of pre-primary education services, but in a variety of ways – for example, as volunteers, decision makers, and advisory or management partners.

Questions:

Q1	How are partnerships created between families and ECE programmes to motivate and engage families’ in participation and collaboration? Are such partnerships widely used? If not, where are the gaps or disparities?

Q2	Can families be involved in ECE programmes in various ways, e.g., as volunteers in the classroom or board members, or through digital/social media and in-person activities/events? Do these opportunities appear to fit with the reality of families’ lives, considering work hours, cultural beliefs about home-school relationships, etc.?

Measure 3 – Engagement with families and communities is reflected across the pre-primary subsector’s core functions.
A family and community emphasis is reflected in other core functions, for example, through family and child-related policies; standards for family and community engagement; teacher training programmes with a focus on communicating and working with families; and tools and mechanisms to monitor participation and engagement.

Questions:

Q1	Is family engagement an integral component of pre-primary policies and programmes across the subsector in the following areas: 
a. Curriculum – Did the framework’s development include family input? Is the pre-primary curriculum well understood and supported by families?
b. Teacher training – Do teachers receive professional development on the importance of family partnerships and strategies for engagement?
c. Monitoring and evaluation – Do monitoring tools include ways to assess family participation and support?
d. Quality assurance – Do quality standards include efforts to partner with and engage families?


Q2	Are standards for family and community engagement in place? This would include, for example:
- requirements or expectations for providers regarding parents’ involvement, such as minimum standards for parent-teacher meetings;
- responsiveness to language and other forms of diversity;
- the establishment of effective parents’ associations; and

Q3	Are the family and community engagement standards national? Or are they applied only to specific services or programme settings? 

Q4	How are pre-primary services held accountable to meet these standards?

Measure 4 – Resources in the community are leveraged for pre-primary services.
Preschools can be effective platforms for delivering a comprehensive set of services available in the community. For example, health services can be brought into preschools through referrals. Connections between pre-primary services and other community resources can also be made to strengthen holistic and broader support for children. Depending on the context, this might include exploring ways that community centres, libraries, museums, NGOs and businesses can support quality pre-primary education.

Questions:

Q1	Are there ways in which communities or municipalities and local authorities are engaged meaningfully in preschool education services? Are these widely practised or limited to a few promising examples?

Q2	Is there functional coordination between pre-primary centres and various community services, such as health care or social services, to maximize family outreach? For example, do teachers know how to inform families about or refer them to community services?

Q3	Does community engagement include a broad range of locally appropriate options? Consider, for example:
- identifying and making connections between pre-primary programmes and community health care or social services;
- involving community leaders in planning, developing or adapting family support programmes so that community values are reflected; 
- communities taking the role of service providers, such as offering community-based programmes run by local NGOs, faith-based organizations or parents);
- linkages of families with young children with other support services across sectors (e.g. nutrition, health, protection, social protection services) and services and programmes in humanitarian and refugee settings (e.g. psychosocial support, cash transfers, cash for work).

Q4	If these types of coordination and connection seldom occur, what are the barriers? Lack of local capacity, limited information about such opportunities, lack of attention to local cultural practices? 


	[image: ]
	Goal 2: Support families in fostering positive home learning environments
The pre-primary subsector can serve as a platform for promoting children’s learning and development in the home – offering parent support programmes, where relevant; connecting families with other services outside the education system; and inspiring families to offer rich learning experiences and opportunities to children in informal everyday routines.



Measure 5 – Initiatives to help families create positive home learning environments are an integral part of the pre-primary subsector.
Support to improve learning at home can be provided through home visits, child development workshops, training and other programmes for parents, parent support in the home languages, and public relations outreach and campaigns. This support can be offered through stand-alone or integrated initiatives, strategies and/or programmes.  

Questions:

Q1	Are there initiatives, strategies and programmes to help families engage with and support their children’s learning and development at home (e.g., promoting playful learning experience at home)? Are these widely implemented or are they limited to specific settings, such as public pre-primary services or wealthier communities?

Q2	Does the pre-primary subsector know about and coordinate with home learning opportunities that are available through other sectors, such as the health sector? Are there examples of pre-primary programmes working together with other sectors to leverage those opportunities?

Q3	Do the initiatives, strategies and programmes include a variety of options that fit with diverse family characteristics and preferences? Consider the following examples:
- conducting home visits or targeted interventions for those families who need support (e.g., families of children with disabilities may require specific and targeted support);
- providing culturally responsive and demand-driven support, e.g., strategies for promoting language development, behaviour management and child development workshops;
- providing support and information in ways that are accessible and understandable to families – including the use of home languages;
- using formats and content that build families’ confidence and skills, not just their knowledge or awareness; and
- conducting public relations, outreach and other campaigns to promote family take-up of home learning opportunities.

Measure 6 – Parent support programmes prioritize reaching the most disadvantaged and vulnerable families.
Collaboration with families from low socio-economic and minority groups (as well as immigrants, internally displaced and refugees) is recognized as especially important and effective. In addition, because families with young children who have disabilities may be isolated from their community, relationships with preschool programmes can be particularly beneficial.

Questions:

Q1	Do the family engagement initiatives, strategies and programmes give special attention to families that are the most vulnerable and disadvantaged[footnoteRef:18], including refugee families, ethnically marginalized families, and families who have children with disabilities or other special needs? Which groups have been most unlikely to receive or participate in family support services? [18:  The most disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Q2	Are these initiatives flexibly adapted to the characteristics, preferences and needs of the families they aim to reach? What additional adaptations might be needed, for example, use of local languages in programme resources or materials that reflect local contexts?

Q3	Do the family engagement initiatives, strategies and programmes include building and/or strengthening the capacity of families/communities to support the most vulnerable and disadvantaged young children (such as children with disabilities)?
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	Goal 3: Build adequate capacity across the subsector to engage with families and communities effectively
Pre-primary staff and management personnel receive training on how to promote community involvement and interaction between families and ECE settings. A range of communication channels is available to link the levels of government, pre-primary personnel and families – creating widespread understanding of the shared goals among families and their children's pre-primary programmes.



Measure 7 – Stakeholders in the pre-primary subsector have a clear, shared understanding of family engagement goals and understand their role in supporting these goals.
Seminars, meetings and other venues, methods and platforms are used to share and publicize family engagement goals and strategies across the subsector – so that all relevant personnel are aware of their roles and implementation responsibilities. Specific policy directives are disseminated to create shared accountability. These directives describe what content and delivery systems should be implemented.

Questions:

Q1	Are all key stakeholders clearly informed about the purpose and importance of family and community engagement, including relevant directives, policies and resources? Depending on the local context, stakeholders would include officials at all levels, service providers, pre-primary managers and other personnel as well as families.

Q2	Is there sufficient communication and cooperation between the national government and subnational and local authorities in terms of expectations for family and community engagement activities and programmes, including roles and responsibilities for implementation? If there are barriers to communication or cooperation across levels, where are they?

Measure 8: Pre-primary teachers and other personnel are provided with effective training and ongoing support to engage families and communities.
Teachers and key personnel – including managers, school and programme directors, and supervisors – have the requisite expertise and skills to carry out the family and community engagement activities. Stronger pre-primary staff skills are supported by pre-service or in-service training as well as mentoring and supervisor support.

Questions:

Q1	Do pre-primary staff participate in effective training through pre-service or continuing professional development to engage families and communities, and to support families in promoting play-based early learning in their daily routines at home? For example, what is the percentage of pre-primary staff and leaders trained on family engagement and support to promote more play at home?

Q2	Are pre-primary staff given effective, ongoing support to engage families and communities, and to support families in fostering and enhancing playful learning at home? This could include, for example, mentoring, coaching, supervisor support and the involvement of technical experts at various levels of the subsector.

Q3	Are training materials and other professional development resources available to build the capacities of pre-primary teachers or other personnel to implement family and community engagement strategies?

Q4	Are material resources available, such as posters, videos, brochures and learning materials, to support the implementation of family/community engagement activities? Do these materials reflect family and community diversity, including ethnic, linguistic and cultural diversity?



Measure 9 – Adequate resources are allocated for family support and outreach.
Appropriate financial resources are allocated across the subsector, from national to local levels, for effective implementation of outreach programmes

Questions:

Q1	Are sufficient financial resources allocated throughout the subsector – national to subnational and local – to ensure quality implementation of family and community outreach programmes and activities? For example, are costs estimated and resources available for family outreach materials, family workshop venues, training for teachers and supervisors, and costs for additional staff or expert advisors?

Q2	Are enough family engagement personnel available and deployed at the right levels? For example, if home visits are expected, are locally based home visitors recruited, trained and assigned? Are ‘master trainers’ available to prepare other personnel for implementation?

Measure 10 – Family and community engagement practices are continuously evaluated and improved.
The pre-primary subsector collects relevant data and information on family and community initiatives, levels of family participation and the effects on home practices, and uses such data to evaluate and improve strategies and programmes.

Questions:

Q1	Is there a functional monitoring mechanism and associated tools to evaluate the effectiveness of family and community engagement activities? Are desired results, including effects on families’ understanding and practices related to promotion of early learning, clearly stated and tracked?

Q2	Are there readily available disaggregated data on pre-primary attendance, broken out by various equity dimensions, including data on whether families from vulnerable groups or in remote locations participate in services? Is there relevant information that is not currently gathered?

Q3	Are there information and data about family and community engagement activities and practices? For example, what is the percentage of pre-primary institutions that provide parents’/caregivers’ education or involvement opportunities on how they use play at home? Are the information and data about family and community engagement shared with local programmes as well as at the subnational and national levels? If so, are such data used to improve policies and practices going forward?

	
	
	




	
	
	



	
	
	



Module 5: Quality assurance

The purpose of the quality assurance core function is to ensure that a coherent framework for monitoring and quality assurance of pre-primary education is in place and that monitoring of quality is used to support continuing improvements in both policy and practice.

Module 5 outlines four key goals and associated measures that can lead progress in strengthening this core function of the pre-primary subsector:
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	Goal 1: Establish comprehensive standards for service quality. The broad scope of these standards is set by key stakeholders in the subsector and form the basis of quality assurance. Standards are clear, comprehensive and measurable, and embrace a holistic view of child development to cover multiple dimensions of early learning environments.

Goal 2: Establish functional quality assurance mechanisms, based on the overarching goals. Decisions about what to monitor should align with the overall pre-primary vision and its desired outcomes, i.e., measuring what matters most. A coherent approach to quality assurance balances external and internal monitoring mechanisms and establishes a process for acknowledging and rewarding quality achievements or improvements. Standardized data collection processes and appropriate tools are in place to encourage improvements across providers and settings.

Goal 3: Strengthen capacity across the subsector to monitor quality. Quality is systematically monitored across key areas of the subsector, and capacity for monitoring is built from national to local levels, together with clear roles and responsibilities to maximize data coverage and data quality.

Goal 4: Ensure that quality monitoring facilitates quality improvements. Data collected through monitoring are used for multiple purposes, including to: revise or develop subsector policy; make or adjust funding decisions for pre-primary education; revise or better implement the pre-primary curriculum or teacher training; identify corrective actions or sanctions with regard to providers and settings; and determine the needs for staff professional development, mentoring and technical assistance.



The 15 measures listed below reflect progress against these goals. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them. These questions should also be applied to understanding specific efforts to assure quality during emergencies and in refugee settings (camps or host communities).

Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.

****************************
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	Goal 1: Establish comprehensive standards for service quality
The broad scope of these standards is set by key stakeholders in the subsector and form the basis of quality assurance. Standards are clear, comprehensive and measurable, and embrace a holistic view of child development to cover multiple dimensions of early learning environments.



Measure 1 – Standards set forth a country’s expectations and goals for the quality of pre-primary education services.
Well-defined and measurable standards specify whether they are intended to serve as a minimum ‘floor of quality’ standard or to set aspirational goals. Countries may have either type of standards; it is important to be clear in communicating which are being developed or implemented.

Questions:

Q1	Do the pre-primary service standards clearly define their purpose? Does the content provide specific details to match and help fulfil the standards’ intentions, e.g., for quality assurance, regulation, accreditation, or minimum requirements for operations, staff, curricula, materials, etc.? Are these standards the same or adapted for emergencies and/or refugee settings, and if different, is the purpose clearly defined?

Q2	If the service quality standards describe aspirational goals, do they provide a system of steps or levels that indicate how a pre-primary programme can advance from its current status to the desired, higher-level quality practices? This system might, for example, have three levels or ‘stars’, with one star representing basic levels of teacher training, provision of some opportunities for children’s play, etc., and more stars given to programmes that meet higher standards, such as a higher proportion of teachers who have formal training or a fully developed and implemented play-based learning curriculum.





Measure 2 – The quality standards are comprehensive and evidence-based.
[bookmark: _Hlk25141798]The standards are based on evidence and reflect current knowledge from the science of child development and learning. The standards also include two aspects of quality: structural factors and process quality. 

Questions:

Q1	Are national standards on the quality of pre-primary services in place? Are they minimum standards – the basics that are essential for adequate quality – or are they aspirational standards that detail a desired, higher level of quality? Is this distinction clear (countries may have either type of standards; it is important to be clear in communicating which are being developed or implemented)? Are these standards the same or adapted for emergencies and/or refugee settings, and if different, are they minimum or aspirational standards?  Do all service providers in emergencies and/or refugee settings utilize the same standards?

	Note that “quality” will be based on national definitions and national quality standards. Play-based learning, for example, could be integrated in these standards.

Q2	Were the service quality standards developed through an inclusive, participatory process with relevant stakeholders, such as experts in early childhood education, teachers, families, a monitoring body? Were some key stakeholders left out?

Q3	Are the service quality standards evidence-based, and do they address the essential elements of both structural and process quality? Points to consider include:
a. Structural quality standards cover health and hygiene, working conditions and safety, programme duration and hours of operation, financial resource management, and levels of education and training for staff, among other physical and organizational elements. In many countries, structural quality standards are established in government policies.
b. Process quality standards encompass teacher-child interactions, teaching practices, play-based learning, gender responsiveness, curriculum implementation, children’s use of materials, parents’ involvement, and other indicators of how teaching and learning take place in pre-primary settings. 

Q4	Are the service quality standards flexible or adaptable to reflect differences across districts, service providers or responsible authorities, cultural contexts and other relevant criteria, including in emergency and refugee settings? For example, some standards may be adapted, contextualized or supplemented by local authorities to respond to local circumstances. In what aspects of the standards may greater, or less, flexibility be needed?






Measure 3 – The service quality standards are intentionally and clearly aligned with standards for staff and standards for the preschool curriculum.
Consistency of content and emphasis is evident across all standards related to pre-primary education. This can include standards for service quality, early learning and development, pre-primary staff competencies and training, and the pre-primary curriculum. Assess the extent to which standards are consistent in emergency and/or refugee settings.

Questions:

Q1	In countries that have early learning and development standards (ELDS), are they consistently reflected in the pre-primary service quality standards? Or are there gaps and inconsistencies? (One example might be determining whether standards for pre-primary settings follow ELDS guidance that children’s physical development is supported through structural quality standards for outdoor play equipment.)

Q2	Are the standards for service quality and the standards for competencies and training for pre-primary teachers or other personnel aligned and consistent? For example, if health standards are part of service expectations, are staff expected to be prepared through certification or professional development to promote physical health and to refer children who may have health issues to the appropriate services? Where are the gaps or inconsistencies?

Q3	Are the standards for service quality and the standards for the pre-primary curriculum aligned and consistent? For example, if service quality standards expect implementation of a specific national curriculum, do the curriculum standards include details about that curriculum? Where are the gaps or inconsistencies? 

Measure 4 – Service standards are designed to facilitate monitoring.
The standards are detailed, coherent and feasible for use by teachers, trainers, supervisors, inspectors and others in the pre-primary subsector, connecting with monitoring tools for assessing and improving quality. Assess the extent to which these are feasible in emergency and/or refugee settings.

Questions:

Q1	Are the quality standards detailed, coherent and feasible, so that they are easy to understand by teachers, trainers, supervisors, inspectors, standards officers and others in the pre-primary subsector? What areas may need further specification or clarification?

Q2	Are the quality standards designed and written so they can be easily incorporated into and reflected in monitoring tools for assessing and improving quality? What is the current status of such monitoring tools? Are there different sets of monitoring tools based on different standards for different providers (typically private and non-subsidized providers)?

Q3	Are the quality standards applicable and enforceable across all service providers, responsible authorities and settings (private, community, public, etc.)? If they are not, is there a common, agreed-upon core of quality features applicable to all services? 

Q4	If service quality standards are not applicable or enforceable across all providers:
a. Are there different sets of standards for different providers, such as the private and non-subsidized providers that are frequently part of the pre-primary context?
b. Are these providers required to provide data on the quality of their services?
c. Are regulations in place to cover providers that are not subject to national service quality standards? For the purpose of overseeing the quality of their operations, this could include regulations for financial reporting, market entry requirements, and penalty mechanisms for non-compliance.
d. Is there a commonly accepted core of quality features that applies to all services, even when specific standards might apply to only some programme auspices?
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	Goal 2: Establish functional quality assurance mechanisms, based on the overarching goals.
Decisions about what to monitor should align with the overall pre-primary vision and its desired outcomes, i.e., measuring what matters most. A coherent approach to quality assurance balances external and internal monitoring mechanisms and establishes a process for acknowledging and rewarding quality achievements or improvements. Standardized data collection processes and appropriate tools are in place to encourage improvements across providers and settings.



Measure 5 – The primary purpose and goals of the quality assurance system are clearly specified and take account of the country context.
Purposes for monitoring quality can include: tracking accountability for government funds; managing and improving performance in pre-primary settings; providing parents with information to choose the best option for their children’s pre-primary education; and informing policy discussions by generating data that reveals strengths and areas for improvement. If multiple quality assurance mechanisms exist, for example in humanitarian or refugee settings, analyse the extent to which these are harmonized and/or integrated with national systems.

Questions:

Q1	What purpose, scope and crucial policy questions does the country’s pre-primary system need to answer through monitoring? These will include key aspects of the subsector – workforce development, curriculum, access, equity, etc., as described across the other core functions and tool modules.

Q2	Have decisions been made about what types of data are most essential to collect? Are the types of data to be collected consistent with the scope and goals of the pre-primary system? For example, are data related to teacher practices (ex. play-based pedagogy) being regularly collected and used to inform improvements and policy?

Q3	Is it clear where data gaps exist? If there are gaps, how would they be resolved?

Measure 6 – Appropriate tools for external monitoring are in place. External quality assurance mechanisms and procedures are established for monitoring and enforcing the quality standards across all types of providers.
Typically, external monitoring includes an accreditation process for pre-primary programmes and for professional development providers as well as inspections or other external reviews that may be a part of the monitoring system. Relevant data collection processes are developed and standardized, ideally through the national Education Management Information System (EMIS) or other established data collection mechanisms. Assess the extent to which ECE components in EMIS are crisis-sensitive. Where multiple mechanisms exist, for example in humanitarian or refugee settings, analyse the extent to which these systems have pre-primary data collection mechanisms and tools developed and utilized based on crisis type and length.

Questions:

Q1	Is an external system in place for monitoring service quality through regulations, accreditation, inspection and other external review processes? Such an external monitoring system would be implemented by appropriately qualified personnel and would clearly address:
- the purposes and goals of external monitoring;
- types of data and information to be gathered;
- processes/mechanisms for sharing feedback; and
- frequency and duration of external monitoring.

Q2	Are there established and appropriate tools/instruments, mechanisms and procedures for monitoring and enforcing service quality standards (checklists, observation tools, inspection tools, etc.)? Consider whether these tools/instruments are:
- user-friendly;
- culturally appropriate; 
- consistent with ethical standards; and 
- accompanied by appropriate guidance for their use.

Q3	Are there standardized data collection processes for monitoring/enforcing quality standards? This can happen, for example, through the national EMIS or other established data collection mechanisms. Standardized data collection helps ensure that the information collected across sites is captured in similar ways and will have similar meanings to inform national, regional and local improvements.

Measure 7 – Internal quality assurance mechanisms and tools are established and implemented.
Relevant mechanisms and tools for internal monitoring, e.g., programme and staff self-evaluations, are established and standardized, with the purpose of helping staff and administrators document and critically reflect on their practice and the service’s overall functioning. Analyse the extent to which these mechanisms and tools are developed and utilized in emergencies and/or refugee settings based on crisis type and length or identify if additional, parallel internal mechanisms and tools are utilized in these settings.

Questions:

Q1	Is there an internal service quality monitoring system in place to measure and facilitate quality improvements in local contexts? Are there inconsistencies in the settings or auspices that implement internal monitoring? 

Q2	Are standardized mechanisms and tools for internal monitoring in effect? These include, for example, guidelines for internal monitoring and self-assessment tools, such as surveys, portfolios, journals and checklists. 

Q3	Are the internal monitoring mechanisms clear and easy to use by programme personnel? Are they well-aligned with the service quality standards and with other related standards as described in the other core functions, such as curriculum standards or teacher competence standards?

Q4	How do the mechanisms and tools for internal monitoring help staff and administrators document and reflect on their practice and the overall functioning of the setting? Is there evidence that they are used for these purposes?
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	Goal 3: Strengthen capacity across the subsector to monitor quality
Quality is systematically monitored across key areas of the subsector, and capacity for monitoring is built from national to local levels, together with clear roles and responsibilities to maximize data coverage and data quality.



Measure 8 – Roles and responsibilities for monitoring quality across levels are clearly outlined and address all aspects of quality assurance and improvement.
An effective monitoring system identifies what body or bodies, from national to local levels – including provincial, district, zone, school and community – are responsible for managing and carrying out monitoring and quality assurance activities.  Analyse the extent to which these roles and responsibilities are relevant in emergencies and/or refugee settings based on crisis type and length or identify if alternative monitoring roles and responsibilities are available.

Questions:

Q1	Have policy directives been issued/developed specific to monitoring, roles, timelines etc.? Are gaps or lack of shared knowledge evident within existing policies?

Q2	Is there a shared understanding among monitoring and quality assurance stakeholders of the broader monitoring plan and how specific data collection efforts – such as preschool inspections or the involvement of standards officers – work to support policy questions and decisions?

Q3	Is there a single, recognized institution or structure in place to ensure service quality monitoring? Or are separate institutions responsible for regular monitoring/quality assurance at the national and subnational levels? 

Q4	Are the roles and accountability structures for monitoring and regulating pre-primary services and providers clear from national to subnational and local levels? In many countries, there has been considerable decentralization or devolution of responsibilities for various functions – including monitoring – from the central/national level to greater involvement at the provincial, district, zone, school or community levels. The extent of decentralization is therefore an important consideration in monitoring and regulating pre-primary services.

Q5	Do monitoring tools exist for each level of monitoring? Are there gaps in availability or access to these tools?

Measure 9 – Sufficient staff are deployed and have participated in training to support effective monitoring.
All relevant staff who may be involved with data collection, monitoring and other elements of quality assurance have requisite expertise and skills to monitor service standards and regulations, and to enact other components of a quality assurance system. Analyse the extent to which there are sufficient staff deployed for training and monitoring pre-primary services and service providers in emergencies and/or refugee settings based on crisis type and length.

Questions:

Q1	Are there enough inspectors, supervisors and other staff to carry out inspections and assessments of compliance with service quality standards? Are new staff roles required, so that the system can effectively monitor quality and use data? Are inspectors, supervisor and other staff trained in early childhood education?

Q2	Is there attention to the range of distinctive roles involved in quality assurance – including inspectors, teachers, principals, supervisors as well as regulatory agencies? Are the skills needed specifically for pre-primary education data collection, analysis, use and reflection considered? For example, inspectors need training on understanding early childhood education, play-based learning and pedagogy, pre-primary quality inspection, and teachers need preparation to accurately complete classroom observation records.

Q3	Are all staff who are involved in monitoring and quality assurance provided with training and supported to carry out their respective roles and responsibilities? What are the current gaps in training and support?

Q4	Is there guidance for pre-primary providers on what data should be collected, how it should be collected, and the potential uses of data to support quality improvement? Is there evidence that pre-primary providers understand and follow this guidance?

Q5	Have priority targets and gradual, interim steps been identified to build the capacities of those responsible for monitoring in the country?

Measure 10 – Sufficient financial resources are allocated for quality assurance activities.
Adequate financial resources are allocated across the subsector to support staff training and ongoing development, particularly on changes or new requirements. This includes, for example, training for on-site inspectors in collecting data and data collection and quality assurance needs in emergencies and for refugee settings (i.e. host communities). Local administrators need training and support on completing forms and databases, and on how to help service providers address their quality improvement needs.

Questions:

Q1	Does the pre-primary plan’s financial framework include allocations and projections for quality assurance at all levels? Are there gaps? If so, in what specific areas, e.g., needs for investment at the local level?

Q2	Are there financial resources for training and professional development of staff involved in monitoring and quality assurance – including on-site inspectors and local administrators?

Q3	Are financial resources for routine monitoring and supervision activities sufficient across the subsector? This includes, for example, funds to cover staff salaries, materials required for monitoring, e.g., inspection checklists, staff travel to different pre-primary settings, and production of data analysis reports. Are financial resources available for quality assurance staff (such as supervisors and inspectors) to provide support to teachers and other staff (e.g., help them create quality improvement plans)?

Measure 11– Monitoring activities are coordinated across levels and monitoring targets.
The system outlines specific plans to ensure coordination of all monitoring activities. To ensure that information gathered at one level is shared with all those responsible, this includes coordination of the flow of data across all levels (national, regional, local) and across all monitoring targets, e.g., service quality, staff performance and outcomes for children.

Questions:

Q1	Are mechanisms in place to coordinate monitoring activities and the flow of data across all levels of government and across actors, including national and international humanitarian and refugee coordination entities? Are there aspects that are not currently well coordinated?

Q2	Do coordination mechanisms include all stakeholders involved in monitoring and quality assurance, so that their feedback and contributions are taken into account? How does coordination take place – in person, online, by written communication?

Q3	Does the sharing of information about quality include the full scope of monitoring targets to provide a broad, coordinated picture? For example, are data shared about overall service quality, staff performance, child outcomes, etc.? 

Q4	Are the current data systems for pre-primary indicators aligned with school data systems and humanitarian and/or refugee systems, so that data may be shared and collaboratively examined? 

Q5	Is there a clear mapping of existing data collection efforts – such as the EMIS, household surveys, emergency assessments or research studies – across the subsector and all indicators being captured?
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	Goal 4: Ensure that quality monitoring facilitates quality improvements
Data collected through monitoring are used for multiple purposes, including to: revise or develop subsector policy, make or adjust funding decisions for pre-primary education, revise or better implement the pre-primary curriculum or teacher training, identify corrective actions or sanctions with regard to providers and settings and determine the needs for staff professional development, mentoring and technical assistance.



Measure 12 – Monitoring produces relevant information at the local, regional and/or national levels to support continuing improvement in pre-primary policies and practices.
Information and data collected are relevant for subsector development in pursuit of higher quality at all levels in the system. The relevance and effectiveness of data with respect to policy and programme improvements are reviewed regularly across levels of government.

Questions:

Q1	Are the results from monitoring – including annual reviews and/or evaluation and humanitarian and/or refugee review processes – used to inform improvement in policy and practice for the subsector (for example, do pre-primary teachers and other staff use the results from monitoring to improve their practice)? If not, where are the barriers?

Q2	Are the data reviewed regularly across levels of government to ensure their relevance and effectiveness with respect to policy and programme improvements?

Q3	Can links be made between the collected indicators related to programmes, staff, supply/demand and child outcomes? For example, data on differences in service quality indicators, such as disparities in access to staff training, may be associated with differences in child outcomes, such as school readiness indicators. In this example, the information might suggest a need for greater attention to access to training on specific kinds of teaching competences.

Q4	Are there methods to aggregate or disaggregate the information in a way that helps local pre-primary providers address deficits in quality teaching practices? For example, is it possible for providers to see patterns of strength and weakness in teachers’ implementation of specific aspects of a new curriculum?

Q5	Are data on the implementation and impact of service quality standards collected and examined to identify need for changes in standards or their implementation? For example, the data may show that standards are not well-implemented in rural areas, which also may lack local capacities to coach or mentor teachers.

Measure 13 – Data are accessible to all levels of decision makers within the pre-primary subsector.
Transparency is ensured by sharing data and monitoring results with the public and by making data accessible to and easily understood by key stakeholders – for example, sharing ‘report cards’ on preschool quality or sharing the results of formal quality reviews. Barriers to the flow of data across all levels of government should be removed.

Questions:

Q1	Are the collected data presented and communicated to all stakeholders who are involved in monitoring activities – inspectors, monitoring departments, etc. – in a user-friendly way? Is there a need to build capacities among those people conducting quality reviews, including skills in communicating with a variety of stakeholders?

Q2	Are the collected data accessible to all stakeholders and the public through various platforms, e.g., an open source website?

Q3	Are the national data updated and made available regularly?

Measure 14 – Tools and processes are established to facilitate quality improvement.
Effective quality assurance focuses on performance, and it needs to provide standardized processes for giving feedback and acknowledging and/or rewarding quality achievements and improvements. Feedback loops promote opportunities for reflection and discussion among staff and set in motion quality improvement plans for low-performing service providers. Analyse the extent to which these are established in emergencies and/or refugee settings based on crisis type and length.

Questions:

Q1	Is there a process for providing feedback,[footnoteRef:19] acknowledging and/or rewarding quality achievements and improvements? For example, quality achievements may be acknowledged through a ‘star’ system linked to levels of compliance, or public recognition of notable improvements in individual programmes or districts.  [19:  For example, how do inspectors/supervisors provide feedback to teachers/pre-primary providers about areas of strengths and weaknesses?] 


Q2	Are the processes for acknowledgement and reward of quality achievements and improvements applicable to all pre-primary providers, regardless of settings? Is there attention to the importance of recognizing progress by programmes serving vulnerable populations or working under other challenging conditions?

Q3	Are pre-primary programmes offered structural or financial incentives to follow the standards, such as certification, capitation grants, official accreditation or financial support? Are resources also available to promote improvements in lower-performing programmes, such as funds for additional training or for teaching-learning materials?

Measure 15 – System-wide, practical, collaborative supports for quality improvement efforts are explored and strengthened.
Various types of connections, including collaboration between ministries of education and teacher-training institutions, and links to other professional development opportunities, are used to help address the balance between monitoring for control and accountability, and monitoring for development and improvement. Analyse the extent to which these are available in emergencies and/or refugee settings based on crisis type and length.

Questions:

Q1	Is there a system-wide approach to continuous quality improvement that integrates training, mentoring and other professional development opportunities? For example:
a. Are pre-primary staff trained and supported by teacher training institutions to make improvements in their pedagogic practices and to implement internal quality assurance mechanisms, such as self-evaluation and peer mentoring?
b. Are ministries of education collaborating with teacher training institutions to ensure that pre-primary staff qualifications and competences are addressed?

Q2	Is practical support available at the provincial/county, district, zone, school and community subnational levels to strengthen quality service delivery for diverse service providers and different auspices, such as private providers, religious institutions, humanitarian field or refugee camp staff, or full-day vs. part-day programmes?

	
	
	




	
	
	



	
	
	



Module 6: Enabling environment

The enabling environment refers to a broad set of interrelated factors that deeply affect the development of an effective and robust pre-primary subsector, including the ability to achieve intended programme goals. 

Module 6 outlines four key factors and associated measures related to the enabling environment:
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	Key factor 1: Ministerial leadership. Advancing the pre-primary subsector requires ministerial leadership accompanied by early childhood education expertise and staff within relevant government bodies and government-related agencies.

Key factor 2: Policies and legislation. Advancing the pre-primary subsector requires policies and legislation that are specific to this subsector and are comprehensive, well-coordinated and linked to implementation.

Key factor 3: Financing. Advancing the pre-primary subsector requires adequate public investment, coordinated with other available private and international funding sources.

Key factor 4: Public demand. Advancing the pre-primary subsector requires a broad national understanding of the importance of early childhood education and shared acknowledgment of these services as a public good.




The 20 measures listed below reflect progress on each of the four key factors. To evaluate whether each measure is being addressed, consider the associated questions. In cases where not all of the questions are important or relevant in your context, you might decide to focus on only some of them.

Note that questions highlighted in green cover play-based learning aspects, while questions highlighted in turquoise cover equity and inclusion considerations. Content highlighted in yellow is specific to humanitarian considerations. Where there is an overlap between equity and humanitarian considerations, humanitarian information is color-coded turquoise and referred to as an equity consideration.

****************************
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	Key factor 1: Ministerial leadership
Advancing the pre-primary subsector requires ministerial leadership accompanied by early childhood education expertise and staff within relevant government bodies and government-related agencies.



Measure 1 – There is an identified ‘ministerial anchor’, i.e., one lead ministry holds the pre-primary vision and actions together while linking with other relevant ministries and stakeholders.

Questions:

Q1	Is there a well-established ministerial lead for pre-primary education? Is pre-primary education a priority for the lead ministry?

Q2	Does the lead ministry for pre-primary education effectively coordinate the five core functions of the subsector? Does this include making appropriate links to other ministries?

Q3	Does the lead ministry create a broad consensus and vision for pre-primary services to which all relevant authorities can subscribe?

Measure 2 – Channels of communication and coordination are established between national, subnational and local government authorities and leaders who are collectively responsible for pre-primary success.

Questions:

Q1	Are there coordination structures and adequate communication between those responsible at different levels of government? Are there mechanisms to promote inter-sectoral coordination (given holistic nature of early childhood development)?

Q2	Is there a functional devolution/delegation of power between the national and local levels to manage planning and delivery of pre-primary services?

Measure 3 – Sufficient staff with early childhood expertise are present within the lead ministry and other bodies to support policy development and implementation.
Q1	Are there sufficient and competent staff within the lead ministry to support the overall vision of pre-primary education – and to implement relevant policies?

Measure 4 – Early childhood education expertise is identified and drawn upon from other institutions such as local universities, professional associations and unions, and research institutes.

Q1	Has non-governmental expertise been identified? Is this expertise used effectively?
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	Key factor 2: Policies and legislation
Advancing the pre-primary subsector requires policies and legislation that are specific to this subsector and are comprehensive, well-coordinated and linked to implementation.



Measure 5 – The provision of at least one year of pre-primary education for all children is established as a public good in policies and/or legislation.

Questions:

Q1	Does policy or legislation mandate free pre-primary education? Compulsory pre-primary education? Does such policy promote a play-based approach for pre-primary education?

Q2	If pre-primary education is not free, are subsidies or fee reductions provided for families (especially the most marginalized and poorest households[footnoteRef:20])? [20: Disadvantaged, marginalized and vulnerable young children and families are those that are socially and/or economically excluded in their communities due to vulnerability characteristics such as gender, geographic location (i.e. remoteness), disability status, orphanhood status, household wealth, household arrangements such as single headed households, being from a minority group (i.e. ethnic or linguistic minorities), and/or affected by conflict and crisis (i.e. migrants, immigrants, internally displaced persons, or refugees). This definition is adapted from: UNICEF 2014 and UNICEF 2017.
] 


Q3	Are all known barriers to children’s participation in pre-primary education addressed? Is special attention paid to disadvantaged children, including linguistic and ethnic minorities, children with disabilities, internally displaced persons, and refugees? 

Q4	Does the policy or legislation include system-level initiatives to encourage disadvantaged families to use/access pre-primary services?

Q5	Are there policies/directives in place focused on the regulation of private providers, ensuring that they meet quality standards?

Measure 6 – A well-articulated vision of pre-primary education is presented in a comprehensive set of pre-primary policy directives, or this vision is well articulated in an overall policy or law.

Questions:

Q1	Are there policies/directives specifically relating to any of the following core functions?
- planning and budgeting for the pre-primary subsector;
- curriculum content and implementation;
- workforce development, particularly for pre-primary teachers and staff; and
- quality assurance and monitoring pre-primary services.

Q2	Are existing pre-primary policies coherent and aligned in regard to the factors listed below? 
- teachers’ professional development;
- curriculum implementation;
- quality standards and assurance;
- parent and community engagement;
- public-private partnerships; and
- regulation of private providers.

Q3	Are there policies/directives in place focused on private-public partnerships?

Q4	Is there a strong emphasis on improving access and quality across policies?

Q5	Are there implementation guidelines for the play-based early learning models that are endorsed by government?

Measure 7 – Communication and implementation of pre-primary policies is well-coordinated between national, subnational and municipal levels of government.

Questions:

Q1	Is there functional coordination between national, state and municipal levels regarding communication about and implementation of pre-primary policies?

Q2	In decentralized systems, is there functional coordination across policy frameworks at the centralized and decentralized levels? What are existing gaps?

	This is to ensure that there are clear linkages from national level policy to local level policy.  An example of a coordination mechanism is to have guidance or operational guidelines for translating national level policies to the local level.

Measure 8 – A collaboratively developed plan guides the implementation of pre-primary policies.

Questions:

Q1	Is there an action and/or implementation plan to support carrying out the policies? What parties are responsible for developing the plan? 

Q2	Is a budget allocated for policy implementation?

Q3	Are there experienced administrators at the national ad municipal levels to support policy implementation?

Measure 9 – Clear policy statements assert that pre-primary education is a core component of national multi-sectoral ECD policies and frameworks.

Questions:

Q1	Is pre-primary education adequately articulated as a core component of national multi-sectoral ECD policies/frameworks?

Q2	What aspects of existing ECD policies – and policies on young children in other sectors – pertain to the pre-primary subsector?
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	Key factor 3: Financing
Advancing the pre-primary subsector requires adequate public investment, coordinated with other available private and international funding sources.



Measure 10 – Adequate government funds are allocated to support progress towards universal pre-primary education, taking into consideration the importance of pre-primary in relation to other education subsectors.

Questions:

Q1	Is there adequate financing for pre-primary education within the lead ministry in charge of pre-primary education? What percentage of the education ministry, or other relevant ministry, budget is directed to pre-primary? What percentage of the country’s GDP is invested in pre-primary education?

Q2	If multiple programmes for pre-primary education exist, are the funding streams coordinated (including in emergencies across national, humanitarian, and refugee funding mechanisms)?

Measure 11 – Pre-primary targets, such as expansion and quality improvement plans, are matched to realistic assessments of the available budget, considering all potential resources.

Questions:

Q1	Do pre-primary access and quality targets match the available budget?

Q2	Is there a costed budget for pre-primary education? Does this costed budget have realistic budget lines and actions?

Measure 12 – Varied sources of pre-primary funding and collaborative arrangements are explored, including private funding, corporate and business sector investment, and other options.

Questions:

Q1	Are sources of funds for pre-primary education available from ministries other than the ministry of education?

Q2	Is there any cross-ministerial coordination in terms of financing and funding streams?

Q3	Are non-public (non-governmental) sources available to finance pre-primary education, including in emergencies and refugee settings?

Q4	What is the status of collaboration with the private sector for pre-primary education?

Q5	Is the private sector leveraged to increase access to pre-primary services for all children? For example, are tax credits/subsidies allocated to private providers?

Measure 13 – Funds are used effectively in the subsector to advance progress on key ECE policy goals. This includes having well-designed and effective pre-primary programmes funded to achieve the policy objectives.

Measure 14 – Funds are allocated and used efficiently in the subsector, avoiding delays in allocation, incorporating plans for unspent funds, and establishing mechanisms to prevent funds from being misused or misdirected.

Measure 15 – Public resources/funds are equitably reaching or supporting all regions and all parts of society. For example, vulnerable populations are not left out of access to services, and funds for teachers or materials are reaching all geographical areas, including both rural and urban settings.

Measure 16 – Accountability for allocation of funds to pre-primary education from the central level to the local level is secured through transparent policies and mechanisms. All appropriate stakeholders have access to information on government funding for pre-primary education.
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	Key factor 4: Public demand
Advancing the pre-primary subsector requires a broad national understanding of the importance of early childhood education and shared acknowledgment of these services as a public good.



Measure 17 – Stakeholders in the pre-primary system have a clear and shared understanding of their roles and responsibilities and know how they are expected to work together. For example, a formal set of arrangements enables parents and other stakeholders to engage with and support pre-primary services and settings.

Questions:

Q1	Is there strong awareness and understanding of the importance of pre-primary education and the play-based learning approach among families? 

Q2	What are the main barriers to stronger buy-in and demand for pre-primary services?

Measure 18 – The belief that pre-primary education is a public good, similar to views about primary and secondary education, is widely held among the population.

Questions:

Q1	What is the value placed on pre-primary education as a public good, for example, as compared to primary education?

Q2	Is this value the same or different in emergencies and/or refugee contexts?

Measure 19 – A broad range of individuals and groups advocate for quality early learning services and pre-primary education nationally and subnationally.

Questions:

Q1	Are there advocacy efforts at the national level for quality early learning services and pre-primary education (for example, play-based early learning services)? At the subnational level?

Q2	Are there broad-based partnerships with the private sector, non-governmental organizations, faith-based organizations, humanitarian and refugee actors, etc., to advocate for access to quality and equitable pre-primary education?

Q3	Are there groups who are under-represented in pre-primary advocacy? Where are the gaps?

Measure 20 – Social policies are in place to respond to the needs of families and communities, including those who have been marginalized.

Questions:

Q1	Is there outreach to marginalized families and communities regarding the value of pre-primary education and of play-based learning? 

Q2	Are families in impoverished and hard-to-reach areas informed of potential ways for their children to access pre-primary education, including in emergencies and refugee settings?

Q3	Are social policies generally responsive to families’ and communities’ needs, for example, taking account of parents’ responsibilities and work schedules and compounded or additional life-saving needs in emergencies and/or refugee settings?
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