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Abstract

The purpose of the needs assessment study was to find out if there are any gaps in the Learning
Framework (LFW) for children of 3-6 years in Uganda and determine how these can be integrated.
This was done through the objectives of the study that included soliciting views and perceptions from
various stakeholders on the factors affecting the implementation of the Early Childhood Education
(ECD) Learning Framework 3-6 years and possible solutions; establishing the local and global
emerging issues in ECD education that need to be integrated into the Learning Framework for 3-6
year-old-children; and identifying gaps and best practices relating to the design, learning outcomes,
competencies, development activities, teaching methods and assessment modalities of the LFW. The
study adopted the cross-sectional research design, and was also descriptive in nature. To prevent
the bias inherent in each method, the study included both qualitative and quantitative components.
The study employed both probability and non-probability sampling designs using random sampling,
as well as convenient and purposive sampling techniques, respectively. The sample size for the
survey was 378 respondents, and 58 districts were selected using the Krejcie and Morgan (1970) and
Yamane (1967) approaches. Quantifiable data from the survey was sorted, coded and then entered in
Statistical Package for the Social Sciences (SPSS) version 22.0. The data was presented using tables,
charts and bar graphs. Data was further analysed using descriptive statistics, tables with percentages
and corresponding mean values. Qualitative data from document review, observation and interviews
were sorted and compiled into response categories and sub-categories. The data was thematically
coded by clustering similar responses together.

It was concluded that the sampled teachers/caregivers have regularly been equipped with skills
to implement the ECD LFW. However, guidance from the District Inspectors of Schools, DEOs
and Coordinating Centre Tutors (CCTs) was inadequate to support the teachers/caregivers in
using the LFW. The teachers/caregivers are not provided with ICT equipment (computers, smart
TVs, smartphones, tablets) to use during the teaching and learning process, thus affecting the
implementation of the LFW. The survey indicated that the LFW did not merge emerging issues like
climate change into its content. The survey indicated that regarding the aspect of the teacher using
the LFW, the design of the LFW does not provide clear guidance to the teacher. The survey indicated
that there was limited focus on the competences of learners with special needs. The researchers,
therefore, recommended that curriculum developers need to ensure that the needs of learners
with special needs are catered for in the same proportions as those of normal learners to ensure
inclusion. Using the LFW did not provide clear guidance to the teacher. This, therefore, needs to
be catered for during the review, and there should be more emphasis on integrating ICT in the
LFW. The researchers recommended that it is necessary to design the LFW in such a way that it is
continuously responsive to emergingissues at all levels. The lack ofinformation on emergingissues
should be intentionally integrated into the LFW to enable the learners to access it. The researchers
further recommended that the LFW should support teachers in understanding and implementing
appropriate practices for these learners. The researchers finally recommended that there is need
to create a curriculum framework as a source guide for the LFW.
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The National Curriculum Development Centre (NCDC) is responsible for developing and reviewing
curricula for various levels of education in Uganda, including pre-primary, primary, secondary, and
some tertiary levels. NCDC conducts research on curriculum-related matters as stipulated in the
NCDCAct of 1973, Cap. 135 of the laws of Uganda. NCDC supports the government’s commitment to
improve the quality of education for all people in Uganda through its mandate. To guide instruction
at the early childhood level, NCDC developed the early childhood development (ECD) nursery
teaching syllabus in 1993, which was later reviewed and renamed the Learning Framework (LFW)
for ECD (3-6 years). The LFW was launched in 2005. In an effort to identify gaps in the LFW that may
warrant its review, a needs assessment study was conducted to assess societal expectations of the
LFW (3-6 years). Investing in quality ECD is recognised as a key factor in human capital development
and socioeconomic transformation (World Health Organisation, 2018; UNESCO, 2021). In Uganda,
the government acknowledges the significance of quality ECD in developing human resources for
sustainable development. The LFW for ECD 3-6 years was developed by NCDC and rolled out in
2005 to guide the foundational level of learning. Despite its strengths, the LFW has been criticised
for being difficult to interpret and there are indications of increased use of alternative ECD curricula
by private proprietors (Cambridge Education, 2017; Kyazze, 2018).

Evidence shows that literacy and numeracy levels at the ECD level are still wanting, indicating a
gap in either the content, learning experiences, pedagogy or assessment modalities. Therefore, a
needs assessment was conducted to establish gaps in the LFW, which has been in use since 2005.
Changes in policy, pedagogy and technology, as well as emerging dynamics such as e-learning
and online classes, community-based learning, and play pedagogies for learners at this level,
have occurred since the LFW was rolled out, necessitating a needs assessment. The occurrence of
global upheavals, for instance pandemics like Covid-19, has also given rise to homeschooling as a
critical approach to learning, which shifted instruction, especially of 3-6-year-olds, to parents and
guardians who may not necessarily have the skills to teach learners at that age.

Problem Statement

Since the start of the implementation of the LFW in 2005, Uganda has subscribed to local and
international policy frameworks which advance emerging issues, including environmental issues
such as climate change, risk and disaster management, gender issues, inclusion in education,
and pandemics like Covid-19 (UNESCO, 2021). Furthermore, changes in local and global societal
demands and pedagogical practices have occurred, with an increased emphasis on 21st-century
skills and Science, Technology, Engineering and Innovation (STEI), which need to be nurtured in
learners from a young age (UNESCO, 2014). Moreover, trends in education such as home learning,
online learning, e-learning, community-based learning, and play-based pedagogies have been
adopted by teachers and caregivers (UNESCO, 2021). Studies have indicated that the LFW is difficult
to interpret and is sometimes mistaken for a curriculum. There is also increased use of alternative
curricula by private proprietors (UNESCO, 2021). These issues call for curriculum developers to
rethink pedagogies and development activities that are appropriate for learners at the ECD level
in the current world. Therefore, there is a need to ascertain whether the LFW aligns with the
emerging learning dynamics and policy direction nationally and internationally, and whether it
is in alignment with the national and global trends in education in terms of content, pedagogies,
materials and resources (UNESCO, 2015). Although UNESCO prescribes that a curriculum should be
reviewed every five years, a needs assessment of the LFW for 3-6-year-olds is necessary to identify
gaps that may necessitate a review (Donaldson & Franck, 2016). The aim of the needs assessment
is to collect information that can be used to plan how to meet the identified needs.
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Research Objectives and Questions

The purpose of the needs assessment study was to find out if there are any gaps in the LFW for
children of 3-6years in Uganda and determine how these can be narrowed. The objectives of the
needs assessment for ECD for 3-6 years, therefore, were:

1. To solicit views and perceptions from various stakeholders on the factors affecting the
implementation of the ECD Learning Framework 3-6 years and possible solutions.

2. To establish the local and global emerging issues in ECD education that need to be integrated
into the Learning Framework for 3-6 years.

3. To identify gaps and best practices relating to the design, learning outcomes, competencies,
development activities, teaching methods and assessment modalities of the LFW 3-6 years.

Research Questions
This study was guided by the following key research questions:

1. Isthe ECD Learning Framework (3-6 years) aligned to the existing policy documents of Uganda,
that came into force after its implementation?

2. What factors affect the implementation of the ECD Learning Framework for 3-6 years and what
are the possible solutions?

3. Whatlocal and global emergingissues in ECD education need to be integrated into the Learning
Framework for 3-6 years?

4. Which gaps and best practices that are related to the design, learning outcomes, competencies,
development activities, teaching methods and assessment modalities exist in the LFW 3-6
years?

Literature Review

The purpose of the study was to conduct a needs assessment of the LFW for children aged 3-6
years in Uganda and determine if there were any gaps in the framework. In order to achieve this,
a literature review was conducted to gain an in-depth understanding of the needs assessment,
the factors affecting curriculum implementation, emerging issues, and best practices relating to
design, learning outcomes, competencies, pedagogies and assessment modalities used in the
contemporary world.

Factors Affecting Implementation of the Learning Framework/Curriculum

According to Viennet and Point (2017), the process of curriculum implementation involves putting
ideas and materials into practice. The successful implementation of a curriculum has both short-
and long-term benefits for children and society. However, the implementation of a curriculum
framework is complex and occurs over time and through many mechanisms. The lack of political
will, inadequate resources, and poor training of educators have been identified as challenges
in implementing the curriculum successfully (Offorma, 2015). In addition, according to Saleema
(2019), the low quality of teachers due to poor training in ECD, lack of resources, and inadequate
involvement of parents in their children’s education have also been identified as challenges to
ECD provisioning. To ensure effective ECD provisioning, qualified educators with accredited
qualifications are needed. Parents also play a crucial role in the ECD provisioning, but many are
not aware of their role in their children’s education, which affects the quality of ECD provisioning.

Curriculum implementation is influenced by professional factors such as job satisfaction,
professional growth, parent involvement and the resources and facilities available to teachers
(Ndijuye & Tandika, 2020).
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Adequate training of teachers is crucial in effective curriculum implementation as it influences
learners’ achievement. Successful curriculum implementation requires a change of habit and
often involves changes in beliefs and values, which can be challenging to implement. Coherence
among various departments and agencies is essential for successful curriculum implementation.
Evaluation of policies is also critical, but it is often neglected owing to lack of funds, ignorance
and illiteracy in some communities. Teachers play a significant role in evaluating curriculum
changes and should use examination results to improve curriculum at school level (Bush, 2008).
The literature by Hussein (2005) discusses various factors affecting the implementation of the
curriculum in Uganda’s education sector. These include the need for continuous review of staffing
levels, decentralisation of recruitment, ensuring staff stability and equity, providing relief teachers,
and emphasis on practical skills development. Newstrom and Davis (2002) also highlights the
importance of teacher development, in-service training, and school infrastructure. The role of
management in curriculum implementation is emphasised, and the literature suggests that
effectiveimplementation requires adequatefacilities, staffing,and the involvement of stakeholders.
The Ministry of Education and Sports is responsible for ensuring adherence to education policies
and guidelines. Overall, the literature emphasises the need for continuous improvement and the
involvement of all stakeholders in matters regarding education.

Local and global emerging issues to be integrated into the Learning Framework

Wilkinson (2021) discusses the global interest in providing Early Childhood Education and Care
(ECEC) services and the international sharing of ideas on ECEC, facilitated by technology and
funding schemes. However, there are concerns that the global discourses on ECEC could result in
homogenising desirable ECEC attributes and the potential consequences of thisin local contexts for
theory, research and practice. Moss (2015) emphasises the importance of recognising the historical
and cultural context for shaping both the structure and conceptualisations of ECEC services. The
dominance of Anglo-American theories in ECEC facilitated by the use of the English language could
prescribe particular understandings of ECEC services. Moreover, the relevance of such theories in
different contexts needs to be considered. The literature also highlights the benefits of investing
ECEC and ensuring universal access to quality services, which is one of the most effective ways
to reduce inequities and one of the most efficient investments (European Commission, 2014).
The paragraph discusses challenges facing the implementation of the LFW in Uganda. The first
challenge, according to Salawu (2011), isinadequate funding, which has resulted in corruption and
nepotism. The second challenge is the quality and quantity of teachers, where there is a shortage of
qualified teachers, and some teachers lack the required qualifications (Altinyelken, 2010). Thirdly,
Hannon (2013) points out that there is a lack of textbooks, teachers’ guides and functional libraries
to support effective teaching and learning. Zirra and Mambula (2020) discuss the poor reward
system for teachers, which has led to an unhappy workforce, which can affect the implementation
of the LFW. Finally, there is inadequate supervision of schools due to a lack of coordination among
different quality assurance agencies, and unqualified personnel carrying out school supervisory
duties.

Gapsandbest practicesrelatingtothe design, learning outcomes, competencies, development
activities, teaching methods and assessment modalities of the curriculum

The success of curriculum implementation depends on teachers as they are the oneswho adopt and
implement the ideas and aspirations of the designers (Allais, 2012). In addition, teachers’ beliefs,
practices and attitudes are important in understanding and improving educational processes.
However, an appropriate supply of trained teachers is a challenge. Learners, resource materials and
facilities, the school environment, culture and ideology, instructional supervision, and assessment
are some of the factors that influence curriculum implementation (Elize Du Plessis, 2022).
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Curriculum frameworks guide the regulation, implementation and evaluation of curricula, but the
development of curricula and expected learning outcomes is a dynamic cyclical process requiring
reassessment and adaptation over time. However, cultural differences, examinations and interest
groups may hinder or facilitate curriculum implementation. Policy formulation should take into
consideration the implications of various factors influencing curriculum implementation (Kingdon

etal., 2014).

The literature also discusses challenges in implementing the curricula: dissemination and teacher
professional development. Dissemination involves creating specific plans to inform educators
of the new curricula and expected learning outcomes, as well as aligning textbooks and other
materials. Teacher professional development is important to ensure that educators have the
necessary knowledge, competence and confidence to implement new curricula, and to develop
formative assessments that can inform classroom practices. However, there are gaps in these
areas, such as the need for interactive professional development and revised pre-service teacher
training systems to reflect new curriculum frameworks. Additionally, the literature highlights
the importance of considering teacher perspectives in the curriculum development process and
developing curricular literacy at the district, school and individual teacher level (Allais, 2012).

The current education system is based on a Western model that replaced indigenous forms of
education and socialisation, and it is important to provide opportunities for minority populations
to participate in creating curricula. Gender inclusivity and support for special needs learners
are also important considerations in curriculum development. As societies face new challenges,
such as environmental and economic changes, several countries have reviewed their curricula to
equip students with the necessary skills and competencies needed for the future (Persson, 2016).
Curriculum reform is influenced by global and local factors, including societal needs, and must be
relevant and responsive to changes. In Uganda, Vision 2040 places emphasis on making Science,
Technology, Engineering and Innovation (STEI), the main driver of economic growth and key pillar
of competition, which requires a change in the approach to education. Early Childhood Care and
Education (ECEC) is critical in a child’s development, and curriculum development begins with a
needsassessment. Benchmarkingisessentialinreviewingand developingcurricula,and curriculum
development should involve stakeholder participation (Seman, Yusoff & Embong, 2017).

Research Methodology

The study used a cross-sectional research design, combining both qualitative and quantitative
components to conduct a needs assessment study for early childhood developmentin Uganda. The
study employed probability and non-probability sampling designs, including random, convenient
and purposive sampling techniques. The population of the study consisted of key stakeholders in
early childhood care and education, such as teachers, caregivers, policymakers and development
partners. The sample size for the study was 650 respondents, with 378 respondents being ECD
teachers/caregivers, and 58 districts selected using the Yamane (1967) and Krejcie and Morgan
(1970) approaches. The study used saturation levels to determine the sample size for categories
from which qualitative data was collected. The aim of the study was to identify gaps in the LWF for
3-6-year-olds in Uganda.

The study was conducted in Uganda on the factors affecting theimplementation of the ECD Learning
Framework and used four data collection methods, including a questionnaire survey, interviews,
document review, and observation. The study ensured an even distribution of respondents from
both rural and urban ECD canters to obtain balanced views across different settings in the same
district. Ethical considerations were observed, and the validity and reliability of the data collection
instruments were ensured. Quantifiable data from the survey was presented using tables, charts
and bar graphs and further analysed using descriptive statistics by a SPSS version 22.0.
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Qualitative data from the documents reviewed, the observations made and the interviews
conducted were thematically coded and clustered to establish similarities and differences in the
collected data. The research assistants were trained on ethical and professional conduct during
the data collection exercise and observed Covid-19 Standard Operating Procedures (SOPs).
Respondents were assured of anonymity and confidentiality of the information they provided.

Results
This section presents and analyses the findings in line with the study objectives.

Factors Affecting the Effective Implementation of the ECD Learning Framework (3-6 Years)

Figure 4.3: Support received from individuals during
implementation of the ECD LWF (3-6 years)
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Figure 1: Support received from individuals during implementation of the ECD LFW
Source: Field data, 2022

The findings of a study on the implementation of the ECD Learning Framework in Uganda show
that a majority of teachers and caregivers did not receive regular support from district officials in
implementing the framework. Specifically, 56% of the respondents disagreed to receiving regular
support from District Inspectors of Schools (DISs), while 59% disagreed to receiving regular sup-
port from District Education Officers (DEOs). However, a majority of respondents received regular
support from Coordinating Centre Tutors (CCTs), Centre Management Committee (CMC) members,
head teachers, deputy head teachers, and fellow teachers. The study also revealed that there was
minimal supervision and monitoring of ECD by district officials, and a lack of a clear system for
supporting ECD at the district level.

Table 1: Kind of support received while implementing the ECD Learning Framework

Kind of support received while Std. Deviation

implementing of the ECD Learn-
ing Framework;
B(A)2i | have regularly received training 377 3.7 1.368
on methodologies to be used in
the classroom while implementing
the ECD learning framework

B(A)2ii | have regularly received support 377 3.57 1.429
on interpreting the learning frame-
work while implementing the ECD
learning framework
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Kind of support received while Std. Deviation
implementing of the ECD Learn-
ing Framework;

B(A)2iii | have regularly received support 377 3.33 1.356
on addressing implementation
challenges while implementing
the ECD learning framework

B(A)2iv | have regularly received support 377 3.67 1.296
on equipping me with skills to ef-
fectively implement the ECD learn-
ing framework

Source: Field data 2022

A general analysis of the mean scores of Section B2 items revealed an overall mean score of 3.57,
indicating that teachers/caregivers generally agreed to receiving regular support during the
implementation of the ECD Learning Framework. The highest mean score of 3.70 was obtained
by item B2i, implying that most teachers/caregivers agreed to receiving regular training on
methodologies used in the classroom. However, item B2iii had a mean score of 3.33, indicating
that most respondents were unsure of having received support on addressing implementation
challenges of the ECD Learning Framework. The standard deviation indicated that there was a
narrow spread of results among the respondents’ perceptions about the support received. The
mean scores for items B2i, B2ii and B2iv were above 3.5, showing that the respondents agreed
to receiving the support mentioned. This general agreement to receiving support implies that
teachers/caregivers receive regular support on the training methodologies used in the classroom,
interpreting the learning framework, and equipping them with skills to implement the LFW. The
uncertainty around item B2iii could suggest that the respondents did not receive such support;
otherwise, they would be sure.

Figure 4.4: Instrutional Materials provided to Teachers/Caregivers to
use during the teaching and learning process
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Figure 2: Instructional materials provided
Source: Field data, 2022

The study examined the availability of ICT equipment, play materials, puzzles, readers, wall charts,
flash cards, the ECD Learning Framework and the Caregivers’ Guide to the Learning Framework
among teachers and caregivers in ECD centres in Uganda. From Figure 2, it was observed that a
majority of teachers/caregivers were not provided with ICT equipment, with only 16% and 11%
strongly agreeing and agreeing, respectively, that they were provided with it. The study found that
a majority of teachers/caregivers were provided with play materials, puzzles, readers, wall charts,
flash cards, the ECD Learning Framework, and the Caregivers’ Guide to the Learning Framework.
The study also highlighted the challenges some teachers/caregivers face in using ICT equipment to
deliver lessons.
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Fig. 4.5: Extent to which guidance provided to teachers/ caregivers
has helped them to use the Learning Framework
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Figure 3: Guidance provided to teachers/caregivers
Source: Field data, 2022

The results of a survey with 377 respondents showed that guidance from the DISs did not help the
majority of teachers/caregivers (58%) in using the LFW, while a fair number of teachers/caregivers
were helped by the guidance from the CCTs (45%). However, the majority of teachers/caregivers
(87%) were helped by guidance from fellow teachers and the head teacher in using the LFW.

Figure 4.6: Extent to whih the monitoring by officers helped
Teachers/caregivers in using the Learning Framework
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Figure 4: Monitoring by officers
Source: Field data, 2022

The results from Figure 4 indicate that out of 377 respondents, the majority of teachers/caregivers
were not monitored by the District Education Officer (DEO) while using the LFW, with 29% strongly
disagreeing and 27% disagreeing about whether monitoring by the DEO helped them use the LFW.
Only 12% strongly agreed and 27% agreed that monitoring by the DEO helped them use the LFW,
while 6% were uncertain. In contrast, the majority of teachers/caregivers were monitored by the
head teacher and CMC members while using the LFW. Regarding monitoring by the head teacher,
46% strongly agreed and 38% agreed that it helped them use the LFW, with only 5% strongly
disagreeing and 10% disagreeing. Only 1% were uncertain. Similarly, regarding monitoring by CMC
members, 22% strongly agreed and 39% agreed that it helped them use the LFW, with 16% strongly
disagreeing and 18% disagreeing.
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Challenges faced during use of the LFW

Figure 4.8: Failure to interprete the LFW
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Figure 5: Failure to interpret the LFW
Source: Field data, 2022

The results from Figure 5 show that out of 377 respondents, 94 (25%) strongly disagreed and
131(35%) disagreed as to whether they had failed to interpret the LFW while 48(13%) strongly
agreed and 88(23%) agreed that they had failed to interpret the LFW. This means that the majority
of the teachers/caregivers do not face a challenge of failure to interpret the LFW. However, there is
a gap between the survey results and the experiences of some CCTs and NGO officials. One CCT said
that many caregivers had difficulty in understanding how to integrate personal/emotional/social/
behaviour aspects into the different areas of learning, while an NGO official reported that many
teachers did not know what some of the suggested resources are, such as jigsaws, and did not have
any knowledge of what some of the activities mean, such as rubbing.

Figure 4.9: Failure by teachers/caregivers to prepare lessons using
the 5 recommended teaching steps
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Figure 6: Failure by teachers/caregivers to prepare lessons using the 5 recommended teaching steps
Source: Field data, 2022

According to Figure 6, a majority of teachers/caregivers did not face failure in preparing lessons
using the yearly plan (70% agreed or strongly agreed) and other planning periods including termly,
fortnightly, weekly and daily plans (ranging from 74% to 81% agreed or strongly agreed). Only a
small percentage were uncertain (2-5%) and a minority disagreed or strongly disagreed (19-34%).
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Figure 4.10: Failure to address implementation challenges in the
classroom environment eg. managing large classes
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Figure 7: Failure to address implementation challenges in the classroom environment
Source: Field data, 2022

Based on the results from Figure 7, out of 377 respondents, 86(23%) of the teachers/caregivers
strongly disagreed and 108 (29%) disagreed as to whether they had faced failure to address
implementation challenges in the classroom environment, for example, managing large classes;
while 50(13%) strongly agreed and 110(29%) agreed that they had faced failure to address
implementation challenges in the classroom environment. Only 23(6%) were uncertain. This
means that the majority of the teachers/caregivers had faced failure to address implementation
challenges in the classroom environment.

Figure 4.11: Lack of teaching skills to implement the LFW
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Figure 8: Lack of teaching skills to implement the LF
Source: Field data, 2022

According to the results shown in Figure 8, out of 377 respondents, 33% strongly disagreed and
33% disagreed that they lacked teaching skills to implement the ECD Learning Framework (3-6
years). However, only 10% strongly agreed and 20% agreed that they lacked teaching skills, with
5% being uncertain. This indicates that the majority of the teacher/caregivers did not lack teaching
skills to implement the ECD Learning Framework (3-6 years).

Table 2: Challenges faced in using the LFW

Code Challenges faced in N Mean Std. Devia-
using the LFW tion

B5/5i | have failed to interpret 377 2.64 1.402
the LFW

B5/5iia | have failed to prepare 377 2.59 1.454
lessons based on the
yearly plan

B5/5iib | have failed to prepare 377 2.56 1.413
lessons based on the
termly plan

B5/5iic | have failed to prepare 377 2.46 1.364
lessons based on the
fortnightly plan
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Challenges faced in Std. Devia-

using the LFW tion
B5/5iid | have failed to prepare 377 2.49 1.426
lessons based on the
weekly plan
B5/5iie | have failed to prepare 377 2.52 1.489
lessons based on the
daily plan
B5/5iii | have failed to address 377 2.81 1.411

implementation  chal-
lenges in the classroom
environment e.g. man-
aging large classes

B5/5iv | lack teaching skills to 377 241 1.377
implement the LFW

Source: Field Data

The results from Section B5/5 indicate that, on a 5-point Likert scale, the mean scores for all items
ranged between 2.5 and 3.0, suggesting that the majority of teachers/caregivers were uncertain
about the extent to which the listed challenges affected their use of the LFW. This uncertainty may
be due to a lack of knowledge of the LFW, failure to prepare lessons, implementation challenges,
or a lack of teaching skills. The standard deviation for the responses was low, ranging from 1.364
to 1.489, indicating little variability among the respondents. However, a gap in the data is that the
specific challenges that the respondents were uncertain about are not listed.

Table 6: Failure by parents to support the teaching/learning process

e w0 v A w

B5/5va | have faced failure by parents 28%  32% 6% 25% 10%
to support the teaching/
learning process in the centre (104) (119)  (22) (94) (38)
extracurricular activities

B5/5vb | have faced failure by parentsto  21%  31% 7% 29% 12%
support the teaching/learning
process in acting as resource (78)  (117)  (28)  (109) (45)
persons

B5/5vc | have faced failure by parentsto  21%  29% 6% 26% 17%
support the teaching/learning
process in supporting learnersin ~ (82)  (111)  (23) (96) (65)
homework and storytelling

B5/5vd | have faced failure by parentsto  20%  31% 3% 29% 16%
support the teaching/learning
process in provision of play ma-  (77)  (116)  (12)  (111) (61)
terials

B5/5ve | have faced failure by parentsto  21%  29% 4% 29% 17%
support the teaching/learning
process in feeding their children ~ (78)  (111)  (16) (108) (64)
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B5/5vf | have faced failure by parentsto  20%  34% 3% 23% 19%
support the teaching/learning
process in paying school fees for  (77)  (129)  (13) (88) (70)
their children
B5/5vg | have faced failure by parentsto  20%  32% 9% 25% 14%
support the teaching/learning
process in participatinginthena-  (77) ~ (122) ~ (34) (93) (51)
ture walk
B5/5vh | have faced failure by parentsto  25%  30% 4% 26% 14%
support the teaching/learning
process in providing scholastic (95)  (115)  (15) (98) (54)
materials
B5/5vi | have faced failure by parentsto  22%  34% 2% 23% 20%
support the teaching/learning
process in escorting their chil- (83)  (127)  (8) (85) (74)

dren to school

Source: Field data, 2022

The study asked 377 teachers/caregivers whether they had faced failure by parents to support the
teaching/learning process in various aspects of education. The majority of teachers/caregivers
had not faced failure in extracurricular activities, acting as resource persons, supporting learners
in homework and storytelling, providing scholastic materials, and participating in nature walks.
However, about half of the teachers/caregivers had faced failure in the provision of play materials,
feeding their children, and paying school fees for their children. Parents were not supportive of
escorting their children to school, according to a small number of teachers/caregivers.

Figure 9: Inadequate continuous professional development/training

Figure 4.14: lack of continuous professional development/training is a
challenge

20% 27% A2% 26%

- m B - m
0% — |

Strongly disagree Disagree Uncertain Agree Strongly agree

Source: Field data, 2022

A survey of 377 respondents in Uganda showed that 27% strongly disagreed and 32% disagreed
about lacking continuous professional development or training. Only 11% strongly agreed
and 26% agreed that they lacked continuous professional development or training, while 4%
were uncertain. The majority of teachers/caregivers had not lacked continuous professional
development or training. However, some caregivers were not trained, which posed challenges
with implementation. Additionally, implementation seemed to be a challenge for some caregivers
who had received training. Therefore, although the majority of teachers/caregivers were trained,
there were many more who had not received continuous professional development or training in
Uganda.
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Figure 4.16: lack of training on how to use the Learning framework

40%

30% 29%

30% 23%

20% 16%

- . . .
0%

Strongly disagree Disagree Uncertain Agree Strongly agree

Figure 10: Lack of training on how to use the learning framework
Source: Field data, 2022

Theresults from Figure 10 indicate that out of 377 respondents, 219 (58%) of the teachers/caregivers
disagreed or strongly disagreed that they lacked training on how to use the learning framework,
while only 147 (39%) agreed or strongly agreed that they lacked such training. Only 11 (3%) were
uncertain. This suggests that the majority of the teachers/caregivers did not lack training on how
to use the learning framework.

Table 7: The LFW helps learners to develope

The LFW helps learners to
Code develop Std. Deviation
Cli 377 4.2

literacy skills 0.983
Clii numeracy skills 377 4.24 0.981
Cliii life skills 377 4.14 1.004
Cliv social skills 377 4.2 0.997
Clv ICT skills 377 2.79 1.482
Clvi communication skills 377 4.16 1.05
Clvii critical thinking skills 377 4.05 1.064
Clviii creativity and innovation 377 4.11 0.995
Clix collaboration 377 3.96 1.117

Source: Field data, 2022

A majority of respondents agreed that the learning framework helped learners develop literacy,
numeracy, life skills, social skills, communication, critical thinking, creativity and innovation, as
shown by an aggregate mean of 3.98 in Section C1. However, the respondents disagreed that the
LFW helped develop ICT skills, with a mean score of 2.79, indicating that it does not emphasise ICT
skills. This finding confirms earlier responses in Section B4, where respondents disagreed about
using ICT. As ICT is an emerging issue and one of the 21st-century skills, there is a need to integrate
it into the LFW for Ugandan learners to cope with the demands of the world today.
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Emerging Approaches

Table 8: Emerging approaches to learning

Emerging approaches to
learning

The LFW promotes the use of  13% 10% 5% 47% 26%
homeschooling

(47) (36) (18) (177)  (99)

C2ii The LFW promotes the use  19% 17% 11% 35% 19%
remote schooling
(71) (64) (42)  (130) (70)
C2iii The LFW promotes the use of  34% 17%  13% 26% 10%
online study
(128) (65) (47)  (99) (38)
C2iv The LFW promotes the use of  10% 9% 9%  45% 27%
community-based learning
(39) (34) (33) (171) (100)
C2v The LFW promotes the use of  18% 13% 6% 39% 24%

f-stud
self-study (66) (49)  (24) (146)  (92)

Source: Field data, 2022

Table 8 presents the results of the respondents’ views on whether the Learning Framework (LFW)
for Uganda promotes different types of learning. A majority of the teachers/caregivers agreed and
strongly agreed that the LFW promotes the use of homeschooling (73%), remote schooling (54%),
community-based learning (69%), and self-study (73%). However, only a minority agreed that
the LFW promotes the use of online study (36%). Strong disagreement was highest regarding the
promotion of online study (34%) and lowest regarding the promotion of self-study (19%).

Emerging Cross-Cutting Issues

Figure 4.16a: The LFW contains information on emerging Cross cutting
Issues

50% oo 3%

31%  30%
22% 23%q0; 22%

30%
20% 16%,
oo 13‘9- 5ol 3%
109 IS/ II7%
3
0%

Climate change Disaster risk HIV/AIDS Pandemics like Gender Issues Special Needs
management covid 19 Education

Q
X

mStrongly disagree M Disagree W Uncertain M Agree W Strongly agree

Figure 11: The LFW contains information on emerging cross-cutting issues

Source: Field data, 2022
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A study surveyed 377 teachers/caregivers to determine whether the LFW contains information on
climate change, disaster risk management, HIV/AIDS, pandemics like COVID-19, gender issues, and
special needs education. The results showed that a majority of the respondents agreed that the
LFW contains information on climate change, disaster risk management, gender issues, and special
needs education, while a majority of the respondents disagreed that the LFW contains information
on HIV/AIDS and pandemics like COVID-19. However, in interviews with some CCTs and a District
Inspector of Schools, weaknesses in the LFW were identified, including inadequate content for
special needs learners and lack of coverage on issues of special needs education.

The recommendations and tools that help teachers/caregivers to use the LFW

Table 6: Recommendations and tools helping the teachers/caregivers in using the Learning Framework

C4i The use of thematic approach to teaching 9% 7% 5% 54% 24%
and learning has helped mein using the LFW
(35) (27) (20)  (205) (90)
C4ii  The language policy has helped me in using 9% 7% 4% 53% 27%
the LFW
(32) (26) (15)  (201)  (103)
C4iii  The class teacher system (one teacher per  14% 22% 5% 42% 17%
class) has helped me in using the LFW
(53) (82) (20) (159)  (63)
Cdiv The use of no cost/low-cost instructional 6% 10% 6% 49% 29%
materials has helped me in using the LFW
(23) (36)  (22)  (185) = (111)
C4v Continuous assessment has helped me in 7% 5% 3% 52% 32%
using the LFW
(25) (19)  (13) (198) (122)

C4vi  ICT policy has helped me in using the LFW 37% 20% 8% 27% 9%

(140)  (75) (29) (100)  (33)

Source: Field data, 2022

The study findings showed that the majority of respondents agreed that the thematic approach
to teaching and learning, language policy, class teacher system, the use of no-cost/low-cost
instructional materials, and continuous assessment have helped teachers/caregivers in using the
local first language. However, remarks from the interviews indicated some discrepancies. Some
teachers and officials raised concerns about the implementation of the language policy, the
effectiveness of the class teacher system, and the use of low-cost instructional materials. These
findings imply that while certain approaches have been useful, there is still room for improvement
in the implementation and effectiveness of some of these strategies.
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Gaps and best practices relating to the design, learning outcomes, competences, develop-
mental activities, teaching methods and assessment modalities of the LFW of Uganda

Table 10: Gaps and best practices in the design of the LFW

I R A

Use of the learning area approach to 7% 13% 3% 47% 30%

arrange the developmental activities
(content) is easy to follow (27)  (48) (12) (178) (112)

Dlii  Leaving out guidance to the teacherinthe 20% 26% 6%  36% 13%

LFW has no effect on its teaching
(74)  (99) (21) (134) (49)

Dliii  The way the development activities 6% 14% 4%  50% 25%
(content) are presented in the learning
framework facilitates teaching (24)  (52) (16)  (190) (95)
Dliv  The structure of the LFW is clear and easy 10% 14% 4%  45% 28%

to understand
(37) (51) (14)  (169) (106)

Dlv  The developmental activities (content) 4% 7% 2%  53% 34%
are presented according to different age
groups (15)  (27)  (6)  (200) (129)
Dlvi The way the developmental activities 5% 10% 3% 51% 31%

(content) are presented according to
different age group makes it easy to teach  (19) ~ (37)  (11)  (192) (118)
the LFW

Source: Field data, 2022

The study reports the findings on the ease of use of the learning area approach and the Learning
Framework (LFW) for teachers/caregivers in arranging developmental activities. The majority of the
respondents agreed that the learning area approach to arrange developmental activities is easy to
follow (47% agreed and 30% strongly agreed). Similarly, the majority of the respondents agreed
that the way the developmental activities are presented in the LFW facilitates teaching (50% agreed
and 25% strongly agreed) and that the structure of the LFW is clear and easy to understand (45%
agreed and 28% strongly agreed). However, less than half of the respondents agreed that leaving
out guidance to the teacher in the LFW has no effect on its teaching (36% agreed and 13% strongly
agreed). Additionally, while the majority of the respondents agreed that the developmental activi-
ties are presented according to different age groups (53% agreed and 34% strongly agreed), fewer
agreed that the way the developmental activities are presented according to different age groups
makes it easy to teach the LFW (51% agreed and 31% strongly agreed).

Table 11: Competences

Allthe competencesinthe LFW helptoachieve 2% 4% 5% 53% 37%

the learning outcomes
(7)  (13) (17) (200) (139)

D3ii All the competences in the LFW areclearand 3% 9% 4% 49%  35%
well-stated

I I www.ncac. go.ug
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D3iii All the competences in the LFW are easy to 3% 11% 6% 50%  30%

interpret
(13)  (43) (21) (187) (113)
D3iv All the competences in the LFW promote 3% 5% 6% 54%  32%
holistic development of the learner
(11)  (17) (23) (205) (121)
D3v All the competences in the LFW promote 2% 5% 4% 53% 36%
learner cantered learning
(7)  (20) (14) (201) (135)
D3vi All the competences in the LFW cater for 13% 12% 9% 43% 23%
learners with special educational needs
(49) (45) (35) (162) (86)
D3vii  All the competences in the LFW promote 3% 6% 7% 57% 27%
gender equity
(11)  (23) (27) (214) (102)
D3viii  All the competences in the LFW promote 1% 3% 2% 61% 32%
development of moral values
(4) (12) (9) (231) (121)
D3ix All the competences in the LFW develop a 2% 4% 2% 58%  33%

positive attitude in learners
(6) (15 (7) (225) (124)

Source: Field data, 2022

The study evaluated teachers’/caregivers’ perceptions of the effectiveness of the Life Skills-Based
Family Education (LSBFE) programme in promoting learning outcomes and holistic development
of learners. The majority of respondents agreed that all the competencies in the LSBFE programme
help achieve learning outcomes, are clear and well-stated, easy to interpret, promote holistic de-
velopment of the learner, promote learner-centred learning, cater for learners with special educa-
tional needs, promote gender equity, promote the development of moral values, and develop a
positive attitude in learners. However, there were some gaps in the results, as a small percentage
of respondents strongly disagreed or were uncertain about some of the competencies.

Teaching methods

Table 9: Teaching methods

Are relevant in achieving the learning 3% 4% 5% 58% 31%
outcomes
(10) (15)  (18)  (217) (117)
D5ii Allow the use other methods of 5% 5% 6% 59% 25%
teaching other than those in the
framework (17)  (20) (24) (222) (94)
D5iii Guide on how to structure the 2% 3% 5%  59% 30%

development activities
(6) (13) (20)  (225) (113)
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D5v

The learning methods in the LFW:

Are easy to use 3%
(10)
Are age-appropriate 2%

(6)

Source: Field data, 2022

7%

(26)
3%

(11)

4%

(15)
3%

(11)

53%

(202)
54%

(205)

33%

(124)
38%

(144)

The findings from Table 9 indicate that the majority of teachers/caregivers agree that the learning
methods in the LFW are relevant to achieving learning outcomes, allow the use of other teaching
methods, guide on how to structure development activities, and are age-appropriate. Specifically,
58% agreed and 31% strongly agreed that the learning methods are relevant in achieving learning
outcomes, 59% agreed and 25% strongly agreed that the methods allow the use of other teaching
methods, 59% agreed and 30% strongly agreed that the methods guide on how to structure devel-
opment activities, and 54% agreed and 38% strongly agreed that the methods are age-appropriate.

Assessment modalities
Table 10: Modalities

D6i

D6ii

D6iii

D6iv

Dé6v

D6vi

D6vii

Dé6viii

D6ix

The LFW clearly explains how to assess learner
The LFW promotes monitoring the learners’
achievement

The LFW clearly explains how | assess before |
teach

The LFW clearly explains how | assess during
teaching learning process

The LFW clearly explains how | assess at the end
of teaching

The LFW guides me on how to use the results of
assessment to improve learning

The LFW guides me on how to use to record
learner’s achievement

The LFW guides me on how to give feedback to
learners, parents and administration

The LFW promotes achievement of the compe-
tences

Source: Field data, 2022
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7%

(26)
3%

(13)
6%

(24)
6%

(21)
6%

(21)
6%

(24)
6%

(23)
7%

(25)
4%

(16)

12%

(46)
10%

(37)
11%

(40)
11%

(41)
9%

(35)
13%

(49)
11%

(43)
11%

(42)
8%

(29)

3%

(12)
1%

(5)
1%

(5)
3%

(11)
3%

(13)
2%

(8)
3%

(13)
4%

(15)
3%

(12)

53%

(201)
57%

(213)
56%

(211)
52%

(196)
54%

(205)
51%

(192)
50%

(188)
48%

(182)
52%

(197)

24%

(92)
29%

(109)
26%

(97)
29%

(108)
27%

(103)
28%

(104)
29%

(110)
30%

(113)
33%

(123)
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Astudy was conducted to investigate the perceptions of teachers/caregivers about how the Learning
for Well-being (LFW) framework explains the assessment of learners. A total of 377 respondents
participated in the study, and the findings suggest that the majority of the respondents agreed that
the LFW clearly explains how to assess learners, promotes monitoring of learners’ achievement,
guides on how to assess before, during, and at the end of teaching, guides on how to use the results
of assessment to improve learning, guides on how to record learners’ achievement, guides on
how to give feedback to learners, parents, and administration, and promotes the achievement of
competences. However, a small percentage of respondents disagreed or strongly disagreed with
some of the statements, indicating the need for further exploration and clarification in those areas
into simplified topics.

Discussion, Conclusions and Recommendations

This section summarises the discussion, conclusions, and recommendations based on the findings
presented in the previous section. The discussions were structured around the research questions,
and the conclusions were drawn from the survey data. Finally, recommendations were provided
based on the findings.

Discussion

The first objective of the study was to identify the factors that affect the implementation of the
Early Childhood Development (ECD) Learning Framework (LFW) for children aged 3-6 years and to
suggest possible solutions. The findings showed that while teachers/caregivers had regular training
on the LFW, the training was mostly theoretical and lacked practical elements. Additionally, the
teachers/caregivers did not receive regular support from District Inspectors of Schools and did
not have access to ICT equipment, which affected the implementation of the LFW. The teachers/
caregivers had difficulty in integrating personal/emotional/social/behaviour aspects into the
different areas of learning. However, parents were supportive of the teaching/learning process
through participation in co-curricular activities, acting as resource persons, supporting learners
in homework, providing play materials, and participating in feeding their children. The literature
cited in the study highlights the need for political and financial support, administrative strategies,
and parental involvement for effective implementation of ECD policies. Gaps in the study include
the lack of information on the specific challenges faced by teachers/caregivers in integrating
personal/emotional/social/behaviour aspects into the different areas of learning and the absence
of information on the specific practical elements missing in the teachers’/caregivers’ training.

The second objective of the study was to identify emerging issues in early childhood education
that need to be integrated into the Learning Framework for 3-6-year-olds. The literature review
revealed that early childhood education and care is gaining global interest, and there is a need to
address emerging issues such as ICT skills, learners with special needs, disaster risk management,
HIV/AIDS, pandemics, Science, Technology and Innovation (STI), and global citizenship education.
The findings showed that the current framework promotes homeschooling, remote schooling,
community-based learning and self-study, but does not adequately address the aforementioned
emerging issues. The study also found that the lack of consideration for emerging issues and slow
review of curriculum policies can hinder effective implementation of the framework.

The third objective aimed to identify gaps and best practices in the Learning Framework (LFW)
for 3-6-year-olds in Uganda. The findings revealed that the LFW is easy to follow and promotes
cognitive, psychomotor and affective development. However, the LFW needs improvement in
terms of providing guidance to teachers, catering to learners with special needs, and fostering local
culture. The study recommended involving teachers in the curriculum development process and
providing the required resources for extensive deliberation. The LFW is still relevant to the needs
of society and in line with national policies, but challenges in ECD provisioning still exist owing to
inadequate resource structures and high costs.
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Conclusions

Thestudyfoundthatregulartrainingand supportare necessaryforteachers/caregiversto effectively
implement the Early Childhood Development (ECD) Learning Framework. While teachers/caregivers
were equipped with the framework and teaching skills, they still required regular support from
District Inspectors of Schools, DEOs and CCTs in implementing the framework. Additionally, support
from other teachers and parents is crucial for effective implementation. The study highlighted
the importance of involving caregivers in children’s learning from the age of three, which can be
empowering for parents. While teachers/caregivers had the necessary materials and teaching skills,
they needed further supportin integrating personal/emotional/social/behavioural aspects into the
different learning areas and addressing implementation challenges in the classroom environment.

The study found that the LFW promotes various learning approaches, including homeschooling,
remote schooling, community-based learning and self-study. It also highlighted the need for the
LFW to include information on emerging issues, such as ICT, disaster risk management, HIV/AIDS,
pandemics, Science, Technology and Innovation (STI) and global citizenship education. The study
furtheremphasised therole of ICT inteaching and learning as well asin administration. Additionally,
the study identified that the language policy, continuous assessment, and thematic approach to
teaching and learning had helped teachers/caregivers use the LFW. However, the study pointed
out that teachers/caregivers need to be more mindful of emerging issues at the regional and global
levels when implementing the LFW.

The study found that the developmental activities in the LFW were presented according to different
age groups, making them easy to teach, and that the learning outcomes were relevant to the needs
of society in Uganda. The study also showed that the competencies were clear and well-stated,
easy to interpret, promoted holistic development, and developed a positive attitude in learners.
However, the study discovered a limited focus on the competencies of learners with special needs.
The development activities in the LFW were found to be flexible and to leave room for teachers’
creativity and innovation. The learning methods in the LFW were relevant in achieving the learning
outcomes, and the LFW clearly explained how to assess learners and promote monitoring of their
achievements. The LFW also guided teachers/caregivers on how to use the results of assessment
to improve learning and give feedback to learners, parents and the administration, promoting the
achievement of competencies. However, there is a need to cater for the guidance to teachers in the
LFW on teaching learners.

Recommendations

The study aimed to identify gaps in the Learning Framework for children aged 3-6 years in Uganda
and make recommendations for its improvement. The researchers recommended instant review
of the framework, as it has not been updated for 17 years. They also suggested increasing regular
support and improving the skills of teachers and caregivers in implementing the framework, as
well as providing them with ICT equipment and increasing guidance and monitoring from CCTs and
DEOs. Additionally, there is a need to increase the frequency of professional development training
for teachers and caregivers and to maintain the usage of the framework while improving the guides
to its implementation. Furthermore, teachers and caregivers should be trained on how to integrate
personal, emotional, social and behavioural aspects into the different areas of learning. Lastly,
they should be given more opportunities to attend conferences, exchange visits, seminars and
workshops on ECD that can be helpful in using the Learning Framework. These recommendations
aim to provide constructive insights to the National Curriculum Development Centre as well as the
Ministry of Education and Sports.

The findings suggest that curriculum developers should ensure that learners with special needs
are included in the curriculum.
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They also recommend the provision of digitalised materials and a competence indicators
framework to support teachers and learners. Additionally, the study emphasises the importance
of using local languages to engage learners and promote an interactive learner-centred approach.
Starting school in a new language can lead to passiveness and inhibit creativity and expression.
Additionally, the LFW should provide clear guidance to teachers, and curricula should support

teachers in understanding and implementing appropriate practices for learners.
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