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Foreword

In 2017, the United Republic of Tanzania was the first 
country in the world to launch a national Measuring Early 
Learning Quality and Outcomes (MELQO) study, and 
conducted separate studies for Mainland Tanzania and 
Zanzibar. This report – and the complementary report 
for Mainland Tanzania – is the product of that process, 
and presents nationally-representative data on pre-
primary learning outcomes, and the quality of pre-primary 
education in Tanzania. 

The data were collected at the beginning of the 2017 
school year, at a time new changes for pre-primary 
education were being discussed in Zanzibar. There is a new 
Education Sector Plan, which pays considerable attention 
to pre-primary, and there are plans to revise the national 
curriculum and increase investments in pre-primary 
education. Zanzibar also has a long history of providing 
support to pre-primary education, having included two 
years of pre-primary education as part of basic education 
in 2006, and supporting diverse modes of pre-primary 
provision to meet the needs of different communities 
within Zanzibar. This report provides important data on 
pre-primary pupils and learning outcomes, as well as 
the support available to them for early learning, at this 
important time in Zanzibar. 

The Ministry of Education and Vocational Training, together 
with President’s Office, Regional Administration Local 
Government and Special Department (PORALGSD) and 
associated agencies, take note of the MELQO findings, 
celebrating the strengths in the system, as well as challenges 
to be addressed. The MELQO study is expected to inform the 
revision of the National Pre-Primary Curriculum, the National 
In-Service Education and Training (INSET) Strategy, and the 
development of a National In-service Strategy and Costed 
Plan, to guide the expansion of quality pre-primary education 
to reach all children in Zanzibar. 

The MELQO data serve as a baseline data for these new 
investments in pre-primary education in the United Republic 
of Tanzania. If the MELQO findings are used effectively to guide 
the next steps for pre-primary in Tanzania, it is expected that a 
follow-up MELQO study will demonstrate the gains made in the 
quality of pre-primary teaching and learning, as compared to 
the current baseline study. 

Zanzibar is proud to be a leader in the MELQO initiative 
globally, and to have captured nationally-representative 
data on pre-primary learning and quality that can be used to 
improve planning and provision of pre-primary education, to 
ensure that all children enter Standard 1 ready to learn, with 
the skills they need for success in school and beyond.

Dr. Idrissa M. Hija

Principal Secretary 
Ministry of Education and Vocational Training 
Zanzibar.
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Executive Summary

Introduction

The Measuring Early Learning and Quality Outcomes (MELQO) 
study establishes an important baseline for school readiness 
and quality of pre-primary education, as well as an evidence 
base for future planning and investments in pre-primary 
education in Zanzibar. 

MELQO is a global initiative with the goal of promoting 
“feasible, accurate, and useful measurement of pupils’ 
development and learning at the start of primary school, and 
of the quality of their pre-primary learning environments”. 
Tanzania was the first country to launch a national MELQO 
study, including separate samples for Zanzibar and 
Mainland Tanzania. 

The study was designed to capture nationally-representative 
data on pre-primary education, including quality of 
education, as well as pre-primary learning outcomes 
among children entering Standard 1 for the first time. In 
addition, the study sought to identify the components of 
quality pre-primary education that are linked to improved 
learning outcomes so this data might guide prioritization in 
future planning. Specifically, the study aimed to answer the 
following three research questions:

1) What are the average levels of pre-primary 
learning outcomes among the population 
of pupils entering Standard 1? 

2) What is the overall level of quality 
in pre-primary classrooms?

3) What elements of quality are associated 
with pre-primary learning outcomes?

The information provided in this report comes from a 
national Measuring Early Learning and Quality Outcomes 
(MELQO) study conducted at the beginning of the 2017 school 
year, with separate nationally representative samples for 
Mainland Tanzania and Zanzibar. Pre-primary education in 
Mainland Tanzania and Zanzibar is provided via different 
ministries of education, education policies, and community 
contexts. Therefore, separate samples and reports have been 
produced for each context. This report presents findings for 
Zanzibar only.

Methodology and Sampling

The MELQO study employed a suite of instruments via two 
modules, MODEL and MELE, to measure pre-primary learning 
outcomes and quality: 

1) The Measure of Development and Early Learning 
(MODEL) measures pre-primary learning outcomes 
(also known as school readiness) through 
three tools: a child-direct assessment, teacher 
interview, and parent/caregiver interview; and 

2) The Measure of Early Learning Environments 
(MELE) measures the quality of the pre-
primary classroom through three tools: a 
classroom observation and inventory, teacher 
interview, and a head teacher interview. 

The MELQO instruments were adapted for the Zanzibar 
curriculum and standards through several rounds of testing 
and piloting, starting in 2015. In early 2017, a final pilot was 
conducted in both Mainland Tanzania and Zanzibar, leading 
to approval by a MELQO technical committee and the final set 
of instruments. 

TABLE 1: Final set of MELQO tools

Pre-Primary Learning Outcomes Pre-Primary Quality

Measure of Development and Early Learning (MODEL) 

• Pre-numeracy (Mathematical concepts)

• Pre-literacy (Communicating)

• Socio-emotional skills (relating to each other)

• Executive function

• Fine motor skills (mastering artistic skills)

• Health (caring for health)

• Safety (caring for the environment) 

 Measure of Early Learning Environments (MELE) 

• Pedagogy (general, numeracy, literacy, emotional tone, 
participation and inclusion, classroom discipline and 
code of conduct)

• Teacher attitudes, training and support

• Infrastructure

• Teaching and learning materials
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In Zanzibar, a two-stage probability proportional to size 
(PPS) sampling method was used. With this method, 50 
schools were selected based on their total pre-primary 
pupil enrolment, and then students were selected within 
schools, stratified by gender. The outcome of this technique 
is a sample with demographic proportions similar to the 
population and post stratified-weights ensure estimates are 
representative of the intended population. 

Pupils entering Standard 1 were assessed using MODEL, and 
pre-primary classrooms in the same school were assessed 
using MELE. Data collection took place in Zanzibar from 20-
24 March 2017, in 50 schools, including 32 public, 5 private, 
and 13 TuTu schools (‘TuTu’ is short for Tucheze Tuchifunze 
which means ‘learning through play’, and is offered through 
facilitated radio-based instruction). A total of 481 pupils (48.7 
per cent boys and 51.1 per cent girls)1entering Standard 1 
for the first time were assessed. Illustrative data on school 
type will be presented only when it suggests an interesting 
trend that might be worth further investigation, but by 
and large it is not presented because the results are not 
generalizable to all schools of each type in Zanzibar. The 
sampling methodology applied was probability proportional 
to size (PPS). This makes the sample demographics roughly 
the same as the population and weighted estimates are then 
used to reduce the bias. The sample has sufficient statistical 
power to report estimates by gender, but not for school type. 

Main Findings

Pre-Primary Participation and Support for Early 
Learning at Home and in the Community

 » Pre-Primary Participation: 
• A total of 73 per cent of caregivers reported that 

their children attended pre-primary, with 61 per cent 
having attended pre-primary at the current school. 
However, it is important to note that information 
is not available for the 22 per cent of pupils whose 
caregivers were not reached by the survey, so the 
percentage enrolment in pre-primary may be inflated. 

• Ninety-two per cent of caregivers reported that they 
paid fees for their child to attend private schools, 
64 per cent of caregivers reported that they paid 
fees for their child to attend government schools, 
and 77 per cent of caregivers reported paying pre-
primary fees for their child to attend TuTu schools. 

• Twenty-eight per cent of head teachers indicated 
the presence of children with disabilities in their 
schools; of these, 60 per cent reported that those 
children were included in the classroom every day. 
According to pre-primary teachers, 42 per cent 

1 0.3 per cent (n=1) had no response.

of pre-primary teachers reported that there were 
children with disabilities in their classrooms. This 
highlights an overall low access to pre-primary for 
children with disabilities, as well as a discrepancy 
between head teacher and classroom teacher report. 

 » Caregiver Practices and Home 
Learning Environment: 

• A sizable percentage of caregivers (64 per cent) 
reported communicating regularly with the child’s 
pre-primary teacher about the child’s progress. 

• Half (53 per cent) of parents reported having 
no children’s books in the home, but over half of 
parents reported stories being told to the child. 

• Most parents also reported that their 
children had access to health care at clinics 
and had received vaccinations.

Pre-Primary Learning Outcomes

Pupils entering Standard 1 produced varied performance on 
pre-primary learning outcomes – also referred to as school 
readiness skills – related to curriculum areas in Zanzibar, plus 
executive function and socio-emotional skills. Age, gender, 
socioeconomic status (SES) and pre-primary exposure were 
controlled for in all analyses below. Statistically significant 
differences in performance between different groups are 
reported where applicable.
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FIGURE 1: Performance of Pupils on Pre-Primary Learning Outcomes 
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• Pre-Numeracy: Pupil performance in this area had 
an overall score of 68.0 per cent. In particular, pupils 
performed well when counting verbally (84.2 per cent), 
producing a set (83.7 per cent), and identifying numbers 
(78.2 per cent). Pupils tended to struggle more with 
cognitively engaging skills such as mental addition (50 
per cent) and mental transformation (30 per cent). 

• Socio-emotional skills: This domain is not explicitly 
included in the Zanzibar curriculum, but was included 
in the assessment as it is related to the competencies 
under curriculum areas of religion and sports. Pupils 
struggled with this area, with an overall score of 48.1 
per cent. This domain included two items on which 
pupils scored similarly: empathy (47.1 per cent) and 
feelings (49.1). Regarding pupils’ ability to understand 
their own feelings and relate to others, pupils in urban 
schools tended to outperform their rural peers. 

• Pre-Literacy: Pupils seemed to struggle more with 
communication abilities than with mathematical 
concept skills, with an overall score of 48.2 per cent. 
Pupils excelled in writing their names (83.3 per cent), 
but found all other subtasks difficult, especially 
letter identification (25.5 per cent correct) and 
initial sound identification (18.7 per cent correct). 

• Executive Function: Overall, pupils struggled with 
tasks involving executive function (including tasks 

focused on working memory and inhibitory control), 
with a mean domain level of 52.1 per cent. All pupils 
performed best on recalling a sequence of digits in order 
(81.3 per cent), and struggled the most with recalling a 
sequence of digits backwards (in reverse) (13 per cent). 

• Fine motor skills: Overall, pupils showed promising 
levels of skill development when copying shapes 
(72.3 per cent) presented to them on paper. This 
was the only area showing a statistically significant 
difference in performance between boys and girls, 
with boys performed slightly better than girls.

• Health: In this learning area of the Zanzibar curriculum, 
pupils were tested on identifying the nutritious item 
on a plate and scored highly (83.1 per cent correct). 

Quality of Pre-Primary Education

The quality of pre-primary education in Zanzibar was 
analysed along key dimensions, including pedagogy; teacher 
status, attitudes, training and support; infrastructure and 
classrooms; and teaching and learning materials.

 » Pedagogy: 
• Teachers across schools used mostly basic and some 

intermediate skill instructional levels in teaching 
mathematics and literacy to pupils. For example, on 
the day of the observation, 76 per cent of classrooms 
had some activity to support number concepts 
(e.g. counting, numbers); of these 31.6 per cent of 
teachers used basic pedagogy, compared to 52.6 per 
cent intermediate and 15.8 per cent sophisticated. 
80 per cent of classrooms had some activity to 
support pre-reading (e.g. point to letters, review 
letter sounds); of these 52.5 per cent used basic 
pedagogy, compared to 40 per cent intermediate 

Observed pedagogy was 
categorized in three levels: 

1) Basic: rote learning, no independent 
thought, teacher-centred;

2) Intermediate: connects learning to something 
concrete, requires independent thought; and

3) Sophisticated: same as intermediate, 
but also incorporates play and child’s 
own experience, child-centred . 

The national pre-primary curriculum does not 
include the executive function competency, 
but it was retained in the MELQO study 
because executive function is an important 
cognitive foundation which facilitates children’s 
acquisition of academic and social skills and 
is a predictor of later academic success .
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and 7.5 per cent sophisticated. Fewer than 45 per 
cent of teachers used storybooks with their pupils. 

• A high percentage (88 per cent) of teachers often 
worked with pupils as a whole group, while only 
26.5 per cent teachers were observed often working 
often one-on-one with pupils, and very few teachers 
encouraged pupils to work in pairs or small groups. 

• Although most teachers asked questions 
to individual pupils, most pupils did not ask 
questions or express their own ideas. 

• The majority of teachers were not engaging in negative 
discipline practices, such as corporal punishment, 
but a significant minority (12 per cent) reported using 
corporal punishment with pre-primary pupils. 

 » Teacher Status, Attitudes, Training and Support: 
• The majority of teachers (98 per cent) reported 

their status as a professional teacher, but only 
41 per cent were teaching only pre-primary; 57 
per cent were teaching pre-primary and a higher 
grade. The majority of teachers (72 per cent) had 
a certificate in early childhood education. Results 
showed that most pre-primary teachers had between 
2 and 10 years of classroom experience; 11 per cent 
had taught pre-primary for one year or less. 

• All government schools reported following the national 
curriculum, and observations did note overall alignment, 
except for reduced time on environmental education, 
science and technology. A few TuTu centres and most 
private schools noted they followed other curricula. 

• Teachers generally reported feeling satisfied with 
their job (83 per cent), supported in their positions 
(65 per cent–86 per cent), and with adequate 
training to teach pre-primary (78.2 per cent). 

• Across groups, teachers identified needing 
support in how to teach young pupils, 
followed by classroom management. 

 » Infrastructure and Classrooms: 
• Overall, schools were lacking some basic infrastructure, 

including enough classroom space for all pupils and 
activities, and appropriately-sized furniture for children. 
Classroom space was found to be sufficient for the 
most part in government schools, but there were 

not enough seats for every child. Space appeared to 
be more constrained in TuTu schools. The majority 
(94 per cent) of pre-primary classrooms did not 
share a classroom with another class. Of the two 
pre-primary classrooms that were combined, both 
were combined with a nursery classroom, with 
each grade holding classes at different times. 

• The average number of children present in a classroom 
during the classroom observation was 68, although an 
average of 96 children were enrolled in pre-primary. 

• A small number of unsafe infrastructure situations 
were identified across school types. 

• About 15 per cent of schools overall did not have 
access to water, but those were particularly 
concentrated in the TuTu schools (45.5 per cent) 
and 25 per cent did not have a handwashing 
station (with TuTu schools lacking the most).

 » Teaching and Learning Materials: 
• Although most schools had some materials, 

there were still many schools with either none or 
a low amount of teaching materials (other than 
books) and there was little variability across 
schools in terms of books in classrooms. 

• Across school types and locations, 89.4 per cent 
of schools had no functional storybooks. 

• On the positive side, many of the observed 
classrooms had letters (81 per cent), numbers 
(75 per cent), and relevant pictures or images 
(81 per cent) hanging on the walls.

Relationship between Pre-Primary Quality 
and Pre-Primary Learning Outcomes 

The study explored the association between elements of 
quality in classrooms and child development outcomes. The 
study’s findings showed that: 

• Participatory teaching, which refers to giving 
children more opportunities to engage in classroom 
discussions, express their ideas, and respond to 
questions individually, was associated with better 
pre-primary learning outcomes in the domains 
of executive function and fine-motor skills. 

• Sophisticated pedagogy focuses on age-appropriate 
instruction of curriculum competencies, including use 
of more descriptive language, building on children’s 
knowledge, and giving children many opportunities 
to participate, was associated with improved pre-
primary socio-emotional skills and approaches to 
learning (self-regulation, persistence, curiosity). 

• Better overall pedagogy, which combines 
participatory teaching, diversity of group sizes, and 
sophisticated pedagogy, was also associated with the 
development of children’s socio-emotional skills. 

focused on working memory and inhibitory control), 
with a mean domain level of 52.1 per cent. All pupils 
performed best on recalling a sequence of digits in order 
(81.3 per cent), and struggled the most with recalling a 
sequence of digits backwards (in reverse) (13 per cent). 

• Fine motor skills: Overall, pupils showed promising 
levels of skill development when copying shapes 
(72.3 per cent) presented to them on paper. This 
was the only area showing a statistically significant 
difference in performance between boys and girls, 
with boys performed slightly better than girls.

• Health: In this learning area of the Zanzibar curriculum, 
pupils were tested on identifying the nutritious item 
on a plate and scored highly (83.1 per cent correct). 

Quality of Pre-Primary Education

The quality of pre-primary education in Zanzibar was 
analysed along key dimensions, including pedagogy; teacher 
status, attitudes, training and support; infrastructure and 
classrooms; and teaching and learning materials.

 » Pedagogy: 
• Teachers across schools used mostly basic and some 

intermediate skill instructional levels in teaching 
mathematics and literacy to pupils. For example, on 
the day of the observation, 76 per cent of classrooms 
had some activity to support number concepts 
(e.g. counting, numbers); of these 31.6 per cent of 
teachers used basic pedagogy, compared to 52.6 per 
cent intermediate and 15.8 per cent sophisticated. 
80 per cent of classrooms had some activity to 
support pre-reading (e.g. point to letters, review 
letter sounds); of these 52.5 per cent used basic 
pedagogy, compared to 40 per cent intermediate 

Observed pedagogy was 
categorized in three levels: 

1) Basic: rote learning, no independent 
thought, teacher-centred;

2) Intermediate: connects learning to something 
concrete, requires independent thought; and

3) Sophisticated: same as intermediate, 
but also incorporates play and child’s 
own experience, child-centred . 
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• Availability of materials showed association 
with improved child self-regulation 
and approaches to learning. 

Summary of Main Findings

The administration of MELQO in Zanzibar has provided useful 
information for the Government on the status of pre-primary 
learning outcomes and the quality of pre-primary education 
available. 

Overall, pupils entering Standard 1 have not mastered school 
readiness skills as outlined in the Pre-Primary Curriculum. 
Pupils in Zanzibar performed particularly poorly on the pre-
literacy and socio-emotional competencies (empathy and 
feelings), though there is some promise in the relatively higher 
performance on some aspects of pre-numeracy and fine 
motor/pre-writing skills. Pupils also performed moderately on 
some basic executive function tasks but struggled with harder 
skills involving working memory and inhibitory control. 

The overall quality of instruction in pre-primary classrooms in 
Zanzibar needs improvement, as age-appropriate pedagogy is 
common but far from universal. Teachers mostly use a basic 
level of whole-group instruction, relying on rote learning 
and teacher-centred (rather than pupil-centric) teaching. As 
participatory teaching, sophisticated pedagogy and diversity of 
group sizes are associated with improved pre-primary learning 
outcomes, there is a need to offer further training to help 
teachers consolidate and improve their skills. Better use of or 
improved classroom space would also be beneficial, allowing 
teachers to create learning areas within classrooms. 

• In terms of resources, there are inadequate teaching and 
learning materials in classrooms – especially storybooks. 
Improved availability of materials in the classroom, 
especially books, would be a high-impact investment. 

• Many pre-primary teachers do have formal pre-
primary training, pre-primary classrooms do 
generally provide emotionally- and physically-safe 
environments, and teachers report being satisfied 
with their job and receiving at least a modest degree 
of instructional support. However, the study found 
that peer-to-peer support may benefit teachers, 
and inclusion training may also be required to 
ensure that all pupils, regardless of ability, are 
supported and engaged equally in the classroom. 

• Finally, the study identified an association between 
quality, age-appropriate pre-primary teaching practice, 
and availability of materials, with improved learning 
outcomes, which point to critical priorities for the future.

Recommendations for Zanzibar

The RGoZ has invested a laudable effort into promoting two 
years of pre-primary as part of basic education, and multiple 
models to expand access to pre-primary in different contexts. 
This study highlights ways in which these efforts can now be 
enhanced to improve pre-primary quality and pre-primary 
learning outcomes to improve children’s success early in 
school and beyond. 

• Strengthen pre-primary curriculum to enhance 
children’s skills and provide guidance for teachers to 
develop learning outcomes in the classroom: The RGoZ 
should consider a complete revision of its pre-primary 
curriculum. The current content, organized across 
eight subjects, is not developmentally appropriate, 
though it has strengths that can be built upon. For 
example, a thematic approach (rather than subject-
based) and purposeful support of particular skills with 
which children currently appear to struggle – such 
as pre-literacy, socio-emotional skills, and executive 
function/cognitive skills – as well as specific guidance 
on how teachers can foster these skills in classroom 
practice through play-based, active learning, would 
be beneficial. MoEVT should also lead the process to 
define benchmarks and standards for pre-primary 
learning outcomes, in line with the new curriculum. 
The curriculum would also benefit by defining more 
specific guidance on the expected learning outcomes 
(i.e. educational standards) for pre-primary education. 
The MELQO data can be used to inform this process.

• Strengthen ongoing teacher training, support, 
supervision and continuous professional development: 
In addition to a revised curriculum, attention must 
be paid to how well teachers are implementing that 
curriculum. This study highlighted that many teachers 
struggle to implement high-quality practices in the 
classroom teachers, and are not able to teach young 
children effectively. The RGoZ may wish to consider 
strengthening the in-service training teachers 
receive and aligning that training with the content 
of Zanzibar’s pre-service education programmes. In 
particular the RGoZ may consider the following:

• Expanding pre-primary pre-service 
training and recruitment

• Defining a strategy to improve quality of in-service 
training, with a focus on practical application of 
skills in the classroom, including for pre-primary 
teachers who are also teaching another grade

• Providing supportive supervision to all pre-primary 
teachers (including mentoring and support from 
head teachers, Officials and Inspectorate Officers 
who are trained on quality pre-primary education)

• Developing and training teachers on school-based 
formative assessment so they can assess, report 
and take action to improve teaching and learning. 
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• Ensure that schools are properly resourced to meet 
the needs of pre-primary education: Implementation 
of the pre-primary curriculum requires the availability 
of a variety of materials, including storybooks, 
manipulatives, and other materials needed to support 
young children’s skill development across domains. 
This study found inadequate provision of teaching 
and learning materials in pre-primary classrooms in 
Zanzibar, including storybooks. The RGoZ is encouraged 
to urgently prioritize provision of storybooks and 
other teaching and learning materials for classrooms, 
including through support to develop and use locally-
developed materials. Zanzibar has a strong tradition of 
locally-developed stories and materials in community-
based preschools, which can be institutionalized 
with government support. It is important ensure all 
classrooms have a minimum set of relevant materials, 
including by supporting procurement of storybooks 
and a core set of quality, durable materials, and by 
training teachers on creating materials from locally-
available resources. Considerations should be made 
to designate funds to meet the special material 
needs of pre-primary classrooms, and provisions 
to provide talking classrooms for early grades 
should necessarily include pre-primary classes. 

• Eliminate the use of corporal punishment and train 
teachers in alternative discipline techniques: Use of 
corporal punishment and harsh language is known 
to be developmentally harmful to young children 
and to impede the achievement of learning goals. 
This study found that an unfortunately high number 
of teachers reported using these practices in pre-
primary classrooms. Corporal punishment should be 
banned, and that ban should be clearly communicated 
to all schools, with enforcement mechanisms in 
place. Furthermore, teachers should be trained on 
alternative discipline techniques, which can be included 
in in-service training for pre-primary teachers. 

• Prioritize pre-primary entry for 4–5-year-olds and invest 
in expansion to reduce overcrowding in classrooms: 
Excessive class size is an obstacle to effective pedagogy, 
because effective teaching strategies like small group 
and peer-to-peer learning may be particularly difficult in 
overcrowded classes. Yet this study found that class sizes 
are very large in some parts of Zanzibar. The education 
policy opens pre-primary education for 4–5-year-olds, 
and it is recommended to limit entry to pre-primary 
classes to all 4- and 5-year-olds before opening 
admittance to younger or older children. The Zanzibar 
curriculum is designed to be appropriate for children 
aged 4 and 5 and will be most effective when targeted 
to that age group. In locations where there are more 4- 
and 5-year-olds than space available, the RGoZ should 
consider investing in expansion of classroom space. 

• Support parents and families of young children to 
encourage early cognitive development and prepare 
children for school: The healthy development of young 
children requires quality inputs in education, health, 
nutrition, protection, and responsive caregiving. 
The RGoZ should therefore finalize and approve the 
multi-sectoral Child Policy and ensure its effective 
implementation. Much of the development of school 
readiness skills occurs at home, through simple 
practices like singing and playing with the child. The 
Zanzibar Ministry of Labour, Empowerment, Elderly, 
Youth, Women and Children should prioritize services 
to support parents of young children, so that the home 
learning environment fosters healthy development and 
prepares children to enjoy learning and thrive at school.

• Provide an equity-focused approach to pre-primary 
planning and investment to meet the needs of children 
with disabilities: Every child in Zanzibar has a right to 
a quality pre-primary education, including children 
with disabilities. Children with disabilities represent a 
very small portion of enrolled children, and often do 
not encounter adapted teaching and environments. 
This suggests a need for the RGoZ to adopt an equity 
focus in planning and investment in pre-primary, 
and to ensure that all pre-service and in-service 
training provides an orientation on individualized 
instruction and adaptation to pupil needs.

• Prioritize financing for pre-primary in order to 
ensure quality outcomes: The RGoZ should define 
a clear operational plan for pre-primary based on 
quality standards and prioritize its financing to 
make it possible for the country to improve quality 
in pre-primary and school readiness outcomes. 

• Compile a register of all facilities providing pre-primary 
education for wider data sample: The Ministry of 
Education and Vocational Training should have access 
to a complete list of all facilities providing pre-primary 
education, so these can be sampled in future studies, 
and the findings fully representative of all pupils. This 
would also have the benefit of ensuring complete data 
can be collected from these institutions in the education 
management information system. Zanzibar’s community 
preschools should be formally registered or recognized 
in some way to ensure they appear on school lists. 

• Develop a plan to meet school infrastructure needs: 
In the long-term, an evidence-based infrastructure 
plan, including rehabilitation of existing infrastructure 
to meet minimum standards for safe and secured 
classrooms, and development of new infrastructure, 
should be developed given the need to extend access 
to all pre-primary age children in line with the policy. 

• Track progress made at pre-primary level in order to 
inform future planning: The Ministry of Education and 
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Vocational Training should plan to conduct a follow-up 
MELQO study to capture the gains made in pre-primary 
learning as a result of current and planned investments 
in quality pre-primary education in Tanzania. MoEVT 
might also guide partners to use the MELQO tools with 
rigorous methodologies to document and evaluate 
existing and planned pre-primary initiatives, including 
evaluations and longitudinal studies, so these can 
also inform future pre-primary sub-sector planning.

Contributions from the 
Zanzibar to Knowledge of 
Early Learning Assessment

The administration of MELQO in Zanzibar marks two 
important firsts: the first national administration of MELQO 
in the world, and Zanzibar’s own first national study of 
early learning environment and school readiness, with 
separate samples and reports for Mainland and Zanzibar. 
The study also accomplished an important goal of finalizing 
a psychometrically-sound set of instruments appropriate 

for use in Zanzibar and which can be used for subsequent 
assessment cycles in Tanzania, as well as form the basis of 
similar national assessments in other countries. It has also 
contributed to the growing database of MELQO experiences 
from around the world, in terms of process, adaptations to 
the tools, and findings. 

Overview and Purpose of the Report

The purpose of this report is to present the findings from the 
national study of school readiness and quality of early learning 
environments in Zanzibar using the Measuring Early Learning 
and Quality Outcomes (MELQO).

From this report, one can expect to learn about the school 
readiness of pupils entering the Standard 1 classroom for the 
first time in Zanzibar, as well as the quality of pre-primary 
classrooms and young children’s home learning environment. 
Since the schools included in this study were selected using a 
rigorous two-stage sampling method, the findings can be 
interpreted as representative of Zanzibar. 

In addition to pre-primary learning outcomes, the findings 
are presented by themes that constitute a quality early 
educational setting, and additionally, draw in relevant 
information collected from parents and teachers to gain a full 
picture of the child’s home learning environment. For example, 
in the section on safety and protection, you can find out about 
aspects of the school’s safety, such as secure windows and 
doors or whether teachers have participated in a child safety 
training. This school safety information is supplemented by 
information about safety at home, such as how often children 
are left in the care of another child under age 10. Thus, the 
report aims to provide a comprehensive view of the factors 
affecting a young child’s development in Zanzibar. 

Study Rationale

In recent decades, the quality of experiences in a child’s 
early years have been shown to be very important for later 
outcomes in school and in life. Early experiences, such as 
having parents who engage in reading or even telling stories 
at home and having playtime with siblings and friends, shape 
a child’s developing brain by priming it for later learning. 
One important experience that lays a foundation for lifelong 
learning and success is quality early learning environments 
and pre-primary education. Intervention at the pre-primary 
level can enhance pupils’ readiness for primary school entry, 
providing a foundation for effective approaches to learning 
(such as self-regulation, persistence, curiosity), supporting 
emergent literacy and math skills, as well as helping to develop 
socio-emotional skills.

The RGoZ has long recognized the importance of pre-primary 
education—dating back to the 1960s. The education policy 
of 2006 in Zanzibar made pre-primary education compulsory 
for two years. In 2016, the President of Zanzibar reiterated the 
national commitment to pre-primary education by removing 

This report will answer the following 
research questions for Zanzibar:

1) What are the average levels of pre-primary 
learning outcomes among the population 
of pupils completing pre-primary school? 

2) What is the overall level of quality 
in pre-primary classrooms?

3) Which elements of quality are associated 
with pre-primary learning outcomes?

©UNICEF Tanzania
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Overview and Purpose of the Report

The purpose of this report is to present the findings from the 
national study of school readiness and quality of early learning 
environments in Zanzibar using the Measuring Early Learning 
and Quality Outcomes (MELQO).

From this report, one can expect to learn about the school 
readiness of pupils entering the Standard 1 classroom for the 
first time in Zanzibar, as well as the quality of pre-primary 
classrooms and young children’s home learning environment. 
Since the schools included in this study were selected using a 
rigorous two-stage sampling method, the findings can be 
interpreted as representative of Zanzibar. 

In addition to pre-primary learning outcomes, the findings 
are presented by themes that constitute a quality early 
educational setting, and additionally, draw in relevant 
information collected from parents and teachers to gain a full 
picture of the child’s home learning environment. For example, 
in the section on safety and protection, you can find out about 
aspects of the school’s safety, such as secure windows and 
doors or whether teachers have participated in a child safety 
training. This school safety information is supplemented by 
information about safety at home, such as how often children 
are left in the care of another child under age 10. Thus, the 
report aims to provide a comprehensive view of the factors 
affecting a young child’s development in Zanzibar. 

Study Rationale

In recent decades, the quality of experiences in a child’s 
early years have been shown to be very important for later 
outcomes in school and in life. Early experiences, such as 
having parents who engage in reading or even telling stories 
at home and having playtime with siblings and friends, shape 
a child’s developing brain by priming it for later learning. 
One important experience that lays a foundation for lifelong 
learning and success is quality early learning environments 
and pre-primary education. Intervention at the pre-primary 
level can enhance pupils’ readiness for primary school entry, 
providing a foundation for effective approaches to learning 
(such as self-regulation, persistence, curiosity), supporting 
emergent literacy and math skills, as well as helping to develop 
socio-emotional skills.

The RGoZ has long recognized the importance of pre-primary 
education—dating back to the 1960s. The education policy 
of 2006 in Zanzibar made pre-primary education compulsory 
for two years. In 2016, the President of Zanzibar reiterated the 
national commitment to pre-primary education by removing 

the small parental contribution that had been requested 
previously. There is growing emphasis on pre-primary 
education in Zanzibar. Of the 275 government primary schools 
in Zanzibar, 209 have classrooms dedicated to pre-primary 
education with another 30 stand-alone government pre-
primary centres, and nearly 520 known community, faith-
based, and private tuition-based pre-primary centres, known 
as TuTu centres. The RGoZ estimates that about one quarter of 
pre-primary-aged children are enrolled (lower in rural areas, 
about 18 per cent), and that about 55 per cent of those who are 
enrolled are attending a private or TuTu pre-primary centre.2 
The Zanzibar Education Sector Development Plan II aims to 
increase enrolment to 50 per cent by 2020 and phase out the 
TuTu centres as government school provision is increased.3

Pre-primary teachers are being trained by the Madrasa Early 
Childhood Programme Zanzibar and SUZA are training pre-
primary teachers at diploma level. The current curriculum, the 
Zanzibar 2012 National Curriculum for Pre-Primary Education 
in Zanzibar, provides comprehensive guidance to education 
officers, school staff, curriculum developers, parents, and 
communities regarding the growth and development of young 
children. It includes eight subject areas: English; Kiswahili; 
Mathematics; Environmental Education, Science, and 
Technology; Arabic; Sports; Art and Craft; and Religion. 

ZIE is in the process of revising the 2012 curriculum, reviewing 
international curricula, and contextualizing best practices to 
the needs of Zanzibari children. One priority of this process 
is the development of a play-based curriculum, which is 
presently undergoing revision. The revision intends to enhance 
the development of important skills in areas such as curiosity, 
communication, and relationships, and it outlines the 
responsibilities that teachers, parents, and the government 
overall have in ensuring this growth. 

What Is MELQO?

The United Nations Children’s Fund (UNICEF), the United 
Nations Educational, Scientific and Cultural Organization 
(UNESCO), the World Bank, and the Brookings Institution 
embarked on the MELQO initiative in anticipation of global 
attention to the importance of early childhood development 
and education. The goal of the initiative is “to promote 
feasible, accurate, and useful measurement of children’s 
development and learning at the start of primary school, and 
of the quality of their pre-primary learning environments.”4 
A core team of experts collaborated to develop a suite of 
instruments, which have been adapted and field tested in 
several countries in 2015 and 2016. MELQO comprises two 
modules: 1) the Measure of Development and Early Learning 

This report will answer the following 
research questions for Zanzibar:

1) What are the average levels of pre-primary 
learning outcomes among the population 
of pupils completing pre-primary school? 

2) What is the overall level of quality 
in pre-primary classrooms?

3) Which elements of quality are associated 
with pre-primary learning outcomes?
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(MODEL), which includes a child-direct assessment and 
teacher and caregiver interviews, and 2) the Measure of Early 
Learning Environments (MELE), which includes a classroom 
observation instrument and head teacher and teacher 
interviews. The modules are designed to be implemented at 
scale, feasible for use in low- and middle-income countries, 
and should go through a process of cultural adaptation and 
alignment with national standards. 

History of MELQO in the 
United Republic of Tanzania 
(Mainland and Zanzibar

Over the past two years, UNICEF, the Children’s Investment 
Fund Foundation, and the World Bank have worked together 
with the technical support of RTI to translate, adapt, and 
pilot MELQO for use in Tanzania Mainland and Zanzibar. In 
September 2015, an initial version of the MODEL modules was 
piloted in Tanzania with 209 pre-primary learners in 20 schools 
in and around Dar es Salaam. Additionally, the MELE modules 
were pre-piloted in eight schools initially, and then revised and 

5 RTI International (November, 2015). Early Childhood Metrics: Tanzania.

piloted later in an additional 10 schools. The purpose of the 
pilots was to analyse the psychometric properties of the child-
direct assessment and examine the validity of the teacher 
and caregiver questionnaires and the feasibility of the MELE 
classroom observation tool. Findings of these studies led the 
MELQO core team to revise the instruments.5 In 2016, the MELE 
classroom observation tool was adapted for use in Zanzibar 
pre-primary classrooms, as was the MODEL child assessment.

RTI International conducted another pilot study of the MELQO 
instruments under the current project in February 2017 in 
Morogoro and Zanzibar with support from UNICEF, the World 
Bank, and Dubai Cares. The MODEL modules were used with 
a sample of 119 Standard 1 learners, 94 caregivers, and 119 
teachers from 33 mostly rural schools. The MELE module was 
implemented in the same schools with pairs of observers 
to examine inter-rater reliability (IRR). The findings and 
recommendations were presented at an approval workshop 
held on 13 March 2017, in Dar es Salaam, with Ministry of 
Education, Science and Technology (MOEST) and MOEVT 
officials from both Mainland Tanzania and Zanzibar, as well 
as officials from UNICEF and the World Bank. Revisions to the 
tools are presented in Annex 2.

Methodology
Ethical Considerations

RTI is committed to safeguarding the rights and welfare of 
research participants while conducting high quality research. 
In this study, RTI followed the standard research protocol 
involved in protection of human subjects, including minimizing 
risk, utilizing informed consent, ensuring the safety of 
participants, and protection of privacy and confidentiality 
of data. RTI has an internal review board (IRB) that reviews 
all research projects to ensure accordance with regulations 
promulgated by the U.S. Government. Prior to beginning 
this study in the United Republic of Tanzania, the research 
methodology and all instruments were submitted to the RTI 
IRB for review and all received approval. Informed consent 
forms outlining the goal of the study, risks and benefits, 
confidentiality and privacy, and information pertaining 
to voluntary participation, were verbally read in Kiswahili 
or English (whichever was the preferred language of the 
individual) with all participants involved, including the 
head teacher, pre-primary teacher, Standard 1 teacher, and 
caregiver. Consent was obtained in order to continue with 
any research activities and no individuals were coerced into 
participating. In addition, participants’ names were not used 
in the reporting of data or findings, and procedures were taken 
to ensure the privacy of the data. 

Instruments

The MELQO MODEL and MELE modules were used to collect 
data on child development and learning and on pre-primary 
classroom quality. The MODEL includes a child-direct 
assessment and teacher and caregiver reports. The MELE 
module includes pre-primary teacher and head teacher 
interviews, along with a classroom observation and inventory. 
Below are brief overviews of each instrument.

MODEL Child-Direct Assessment

The MODEL child-direct assessment includes items pertaining 
to early learning that are globally comparable in the following 
domains: early numeracy, early literacy, socio-emotional 
development, executive function, and fine motor skills. 
Overall, the assessment measures constructs related to pre-
primary learning outcomes, or the set of fundamental skills 
and competencies contributing to children’s school success. 
As mentioned above, the MODEL child-direct assessment 
was adapted, and one item was ultimately included as 
recommended by the MOEVT (denoted by * in the table below). 
Table 2 details the MODEL direct assessment of the child and 
shows the alignment of the tasks to the curriculum of Zanzibar. 
The MODEL was administered to pupils in Standard 1, while the 
classroom observation and inventory were implemented in 
pre-primary classrooms.
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TABLE 2: MODEL child-direct assessment alignment with curriculum 

Zanzibar curriculum 
competence/
MODEL domain

Specific 
curriculum 
competence

MODEL 
assessment task

Skills targeted

Mathematics/Pre-numeracy Measurement Spatial vocabulary Receptive language skills in spatial 
vocabulary. For example, “on,” 
“under,” “in front of,” and “next to”

Mental transformation Spatial skills used to transform 
two shapes into one 

Number Verbal counting Knowledge of counting 
numbers in order orally

Number comparison Ability to compare number 
magnitudes and receptive language 
in measurement vocabulary

Number identification Ability to name numerals (number symbols)

Mental addition Mental addition skills and working memory

Producing a set Knowledge of word order, one-to-one 
correspondence, and cardinal value

Kiswahili/Pre-literacy Listening and 
speaking

Expressive vocabulary Verbal naming by category

Listening comprehension Listening comprehension

Reading Initial letter sounds Identifying the first sound in a letter

Letter name knowledge Letter name identification/knowledge

Writing Name writing Letter writing

Art and Craft Fine motor 
skills

Shape copying Knowledge of shapes (X, circle, 
and rectangle) from model 
drawings of those shapes

Environmental Education, 
Science, and Technology

Health and 
disease*

Identifying healthy food*

Mission science 
and technology

Identifying the healthiest plate of food

Non-curriculum Skills

N/A, (does not appear 
explicitly in curriculum, but 
is relevant to competencies 
under religion and sports)

Relating to 
oneself

Understanding feelings Ability to understand one’s own emotions

Relating to 
others

Perspective-taking 
/empathy

Ability to understand others’ feelings 
and emotions; pro-social skills

N/A, (does not appear 
explicitly in curriculum)

Working 
memory and 
inhibitory 
control

Head Toes Knees 
Shoulders

Ability to inhibit a normal response and 
implement a new learned response

Backward digit span Ability to recite digit sequence backwards

Short-term 
memory

Forward digit span Ability to recite digit sequence from memory 

* Added by Zanzibar MOEVT
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Psychometric analyses were performed on the MODEL 
child-direct assessment. The analysis of internal consistency 
shows how well the tasks that are proposed to measure 
the same construct (or domain as above) produce similar 
results. Our finding showed that all of the domains, except 
for fine motor skills, had adequate internal consistency. 
Regarding difficulty of items, socio-emotional and fine 
motor domains had subtasks that were very easy for pupils. 
An analysis of sensitivity provides information about how 
well the domains can distinguish between high and low 
performers. This analysis showed that pre-literacy, socio-
emotional, executive function, and fine motor domain 
subtasks lack sensitivity and could benefit from additional 
activity items. Full psychometric analysis of the instrument is 
presented in Annex 1. 

MODEL Interviews (Caregivers 
and Standard 1 Teachers)

Caregivers of sampled pupils were interviewed about pupils’ 
pre-primary attendance, family socioeconomic status 
(SES), caregiver engagement with the school and support of 
their children’s education at home, and the pupil’s socio-
emotional skills. In addition, the Standard 1 teachers were 
interviewed about the sampled pupils to gain information 
about their letter and number knowledge upon entry in 
Standard 1 and other information about their behaviour. 

MELE Classroom Observation 
and Classroom Inventory

The pre-primary classroom observation and inventory 
instruments were employed to document instructional 
practices as well as to ascertain the availability and use of 
materials in the pre-primary learning environment. The 
classroom observation instrument measures instruction, 

emotional tone, and materials. The classroom inventory 
gives a measure of the safety of classrooms and schools, the 
set-up of the classroom, and water and sanitation systems. 
It is important to note that classroom observations and 
inventories were conducted in pre-primary classrooms, 
whereas pupils were assessed at the beginning of Standard 1.

MELE Interviews (Pre-primary 
Teachers and Head Teachers)

Pre-primary teachers at each school were interviewed on 
education and professional background, motivation and 
attitudes about teaching, engagement with caregivers, and 
instructional support provided by the head teacher and 
district. The head teacher interview included questions 
regarding professional background and pre-primary 
classroom and teacher information. 

Sample

Sampling Methodology

The sample included in the study was specifically chosen 
to be nationally representative of pupils across Zanzibar. 
The samples were drawn from official lists of registered 
public, private, and TuTu pre-primary classes/schools 
provided by the RGoZ and secured by UNICEF. (Note that it 
was not stratified by region.) Unfortunately, while a list of 
community-based early childhood and pre-primary centres 
(e.g. Madrassa ECD) is registered with MoEVT, this list was not 
provided for the study so the sample does not include these. 

The tables below show the proportion of the population 
and sample by region. Note the proportion of the sample 
and population by region are close. Bias is further reduced 
through weighted estimates.

TABLE 3: Proportion of Population and Sample by Region

Number of students 
in Zanzibar

Proportion of Population Proportion of Sample

North Pemba 3674 9.7% 11.9%

North Unguja 7250 19.1% 18.3%

South Pemba 11744 30.9% 26.6%

South Unguja 2959 7.8% 6.4%

Urban West 12362 32.5% 36.8%

Total 37989 100 .0% 100 .0%
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TABLE 4: Proportion of Population and Sample by School Type

Number of students 
in Zanzibar

Proportion of Population Proportion of Sample

Community 1394 4% 0%

Government 20471 54% 62%

Private 4899 13% 10%

Tutu 11225 30% 27%

Total 37989 100% 100%

Please note that Zanzibar does not have an urban and rural 
distinction for schools, so findings cannot be disaggregated 
by school location. In addition, any findings disaggregated 
by school type are not representative of those populations. 
Schools with pre-primary classrooms attached were then 
randomly selected to be a part of the study.

Children with disabilities who were enrolled in Standard 1 
were included in the sample. However, it is important to note 
that many children with disabilities do not attend school and 
those are not represented in this study. A very wide age range 
was found to be present in Standard 1 classes, and all were 
included in the sample frame, regardless of age, as directed in 
the study Scope of Work. Pupils repeating Standard 1 were not 
included in the sample in order to get an accurate measure of 
school readiness at Standard 1 entry. Data were not collected 
on how many years of pre-primary education pupils had 
attended (e.g. one or two years) before beginning Standard 1.

It was determined that sampling 50 schools in Zanzibar would 
return an adequate level of precision. Probability proportional 
to size (PPS) sampling method was used. With this method, 
districts and schools were selected based on their total early 
childhood development (ECD) pupil enrolment. Thus, while 
the different sampling stages returned unequal probabilities 
of selection across the sampling units for that stage, the 
overall probability of selection is the product of the stages’ 

probabilities and should provide overall probability of 
selection for the children that are approximately equal. Thus, 
an equal probability sampling method was applied, the 
benefits of which are usually low bias, improved precision, and 
a sample whose demographics are in approximately the same 
proportions as the population of interest. Differences between 
these proportions were then improved though the use of 
sampling weights.

THE WEIGHTS FOR ZANZIBAR WERE 
CALCULATED AS FOLLOWS:

Stage 1: Schools selected PPS 

Stage 2: Select pupils in schools by gender

The overall weight is the product of the first two weights. 
The product cancels down to a constant value that is 
approximately similar across schools.

Sample Description

Data were collected in 50 schools in Zanzibar. Table 5 
presents information on the overall sample by school type.

TABLE 5: Overall sample by school type

Participants Public Private TuTu Total
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Pre-primary Schools 133 32 246 5 No info 13 379 50

Head teachers 30 4 13 47

Pupils 300 50 131 481
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Participants Public Private TuTu Total
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Pre-primary Teachers 30 5 11 46

Caregivers 240 29 108 377

Standard 1 Teacher Interviews 295 48 118 461

* Data for number of pre-primary schools in Zanzibar comes from EMIS 2015 data.

6 0.3 per cent (n=1) had no response.
7 Please note that this table shows pupil age as reported by caregivers, but all analyses of age were conducted using teacher reported age data. Teachers 

referred to school records when providing pupil age.

A total of 47 head teachers of 30 public schools, 4 private 
schools, and 13 TuTu schools were interviewed. The data 
collection teams observed classrooms in 50 schools and 
conducted a classroom inventory in 47 schools as well. 
Among the teachers observed, only one teacher was not the 
teacher who usually teaches the pre-primary classroom. 

The majority (98 per cent) of the 46 pre-primary teachers 
interviewed were women. Overall, pre-primary teachers 
ranged in age from 21 to 59 years, with a mean of 40 years. 

Pupils beginning Standard 1 were sampled (n = 481), 
regardless of age. Approximately half of the sample of 
children were boys (48.7 per cent), and half were girls (51.1 

per cent).6 Parents reported their children ranged from 3.5 
to 11 years old, with a mean of 7.5 years. This calculation was 
made from the data provided by 162 parents who reported 
at least the month and year of the child’s birth date. Table 6 
shows children’s ages from caregiver reports. Standard 1 
teachers also reported children’s ages, with a range from 
5 to 12 years and a mean of 7.5 years. Upon examination of 
whether parent-reported and teacher-reported child age 
aligned, 58 per cent of parents and teachers aligned exactly, 
and that figure increases to 74 per cent when analysing ages 
that alignment within three months. Approximately 39 per 
cent of the birth dates given by teachers and parents were 
matched exactly. Parent- and teacher-reported birth dates 
aligned within three months for 70 per cent of the pupils.

TABLE 6: Frequencies of pupil age as reported by caregivers7

Caregiver-reported 
pupil age in years

Number Percentage

3 1 0.6

5 10 6.2

6 45 27.8

7 64 39.4

8 28 17.3

9 10 6.2

10 3 1.9

11 1 0.6

Total 162 100

Data collectors interviewed a total of 377 caregivers of the 
481 Standard 1 pupils using the Caregiver Report, equating 

to a response rate of 78.4 per cent. Most of the respondents 
were mothers (41 per cent) and fathers (28 per cent). Other 
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caregivers were aunts, grandmothers, grandfathers, and 
uncles. Standard 1 teachers were interviewed about 461 out 
of the 481 pupils, equating to a response rate of 96 per cent. 
The teachers knew the children between 1 to 12 months, with 
a mean of 3.5 months, which corresponds with the data being 
collected about four months into the school year. 

Schools and Classrooms

Across streams8 and schools, an average of 96 children 
were enrolled in pre-primary, ranging from 0 to 979 per 
school. Fifty-three per cent of schools included only one 
pre-primary stream; 23 per cent had two streams, 11 per 
cent had three streams, and 11 per cent reported more than 
three streams. The majority (94 per cent) of pre-primary 
classrooms were not combined with another class. Of the 
2 pre-primary classrooms that were combined, both were 
combined with a nursery classroom, with each grade holding 
classes at different times. Head teachers reported that the 
average number of children attending pre-primary is 103 
(range 13–490). 

Head teachers reported a range of 0–30 pre-primary teachers 
they are responsible for, with a mean of three teachers per 
school. Head teachers also reported a range of 0–27 assistant 
pre-primary teachers or helpers, with a mean of 2 assistants.

Approximately 23 per cent (n=11) of Head teachers indicated 
that their school has a satellite centre with a pre-primary 
class. However, Zanzibar does not have any satellite 

8 Streams are individual classes of pre-primary. If a school has two pre-primary streams, there are two different groups of pupils receiving pre-primary 
education at that school. 

9 Out of total head teacher interviews.

centres, so it is possible that head teachers were thinking of 
community pre-primary centres when they gave this answer. 

The average number of children present in a classroom 
during an observation was 42, with a range from 11 to 92 
pupils per classroom. The average number of children 
enrolled in pre-primary per classroom was 51 children, 
ranging from 2 to 134 pupils. 

Children with Disabilities

The head teachers of 13 schools (28 per cent) indicated that 
there were children with special needs enrolled in pre-
primary. The number of children identified with special needs 
across the schools was 30 (6.2 per cent overall). As shown 
in Table 7, two schools had children with albinism; three 
schools had children whose hearing was impaired; three 
schools had visually-impaired children; three schools had 
cognitively-impaired children; and five schools had children 
who were physically impaired. 

Of head teachers who reported having special needs pupils, 
60 per cent reported that those children were included in the 
pre-primary classroom every day. However, it is important 
to note that according to the teacher report during the 
classroom observation, 42 per cent of classrooms included 
children with special needs. This discrepancy between head 
teacher and pre-primary teacher report highlights the need 
for more communication and clarity around the identification 
of children with disabilities. 

TABLE 7: Number of children with disabilities in all schools 

Responses Percentage of schools 
out of total9 (n = 47)

Number of schools Number of children

Albino 4.3 2 2

Autism 0.0 0 0

Deaf or Hearing Impaired 6.4 3 7

Blind or Visually Impaired 6.4 3 4

Mentally Impaired 6.4 3 3

Physically Impaired 10.6 5 6

Other 6.4 3 6
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Training and Support 
for Data Collection

Contracted by UNICEF, RTI partnered with an experienced 
local organization, DataVision International, to collect all 
data for this study. Seventy-five data collectors were divided 
into groups to implement the child-direct assessment, the 
classroom observation and classroom inventory, and the 
interviews, respectively. Specialized training was developed 
for each group on each instrument and was conducted from 
20–24 March 2017. Data collectors spent two days in schools 
in Dar es Salaam, honing their skills in an applied setting. 
During the training, the data collectors were twice assessed 
on their accuracy implementing the child assessment and 
the classroom observation to ensure high quality of the data 
collected. 

Due to the difficulty of maintaining a strict high-quality 
accuracy rate on the classroom observation, the classroom 
observation instrument was divided into two tools: the 
observation and the inventory. Data collectors scoring lower 
on the accuracy measure were assigned to conduct the 
inventory and the head teacher interview at the schools. 
Those scoring high on a measure of assessor accuracy (AAM) 
were assigned to conduct the classroom observation. 

To ensure high-quality data, quality assurance processes 
were put in place throughout each phase of the 
baseline study: 

• In training, AAM was used to ensure the assessors 
and observers were ready for field work. 

• Tangerine® software had programmed range checks and 
automatic skip patterns and drop-down menus with 
school names and codes to minimize assessor error. 

• The supervisor for each team uploaded data 
daily. Quality control checks of these data by 
the home office statisticians team helped flag 
and correct any problems in data collection.

• DataVision had field monitors who each oversaw 
a small number of teams to ensure smooth 
field work. DataVision also communicated any 
issues seen with the data back to the field teams 
so that any corrections or required changes in 
protocol could be quickly implemented.

Data Collection Methodology

Data collection teams began each school visit by introducing 
themselves and the purpose of the visit to the head teacher. 
The classroom observer then went to the pre-primary 
classroom, introduced themselves to the pre-primary 
teacher, and began the observation. The enumerators 

responsible for the classroom inventory began that 
assessment or began the head teacher interview. The 
assessors responsible for the child-direct assessment visited 
the Standard 1 classroom and introduced themselves to the 
Standard 1 teacher. Child assessors then randomly sampled 
an equal number of boys and girls from the Standard 1 
classroom, and conducted the child assessments. If more 
than one Standard 1 classroom was available, then one 
classroom was randomly selected. Once the children were 
selected to participate, a team leader prepared caregiver 
invitation letters for the caregiver interview, and if possible, 
called caregivers to request that the caregiver come to the 
school the following day. After the school day for pre-primary 
and Standard 1 was finished, the caregiver letters were 
sent home with the sampled pupils, and another assessor 
began the Standard 1 teacher interview about each sampled 
pupil. The classroom observer conducted the pre-primary 
teacher interview. Once caregivers started to arrive the 
following day, all assessors were responsible for conducting 
caregiver interviews. If caregivers did not arrive and had a 
mobile number available, the assessors or someone from the 
school would call the caregiver to offer a reminder about the 
interview. In the caregiver invitation letter, the assessor also 
included a mobile number so that the caregiver could call for 
more information, or could conduct the interview over the 
phone (very few carried out phone interviews). Additionally, 
in some schools, the head teacher would contact or find 
neighbours to alert the caregiver about the invitation to 
conduct an interview at the school.
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Findings

This report will start with an overview of pre-primary 
participation and support for early learning at home and in 
the community, then reflect on the three primary research 
questions:

1) What are the average levels of pre-primary 
learning outcomes among the population of 
pupils completing pre-primary school? 

2) What is the overall level of quality 
in pre-primary classrooms?

3) Which elements of quality are associated 
with pre-primary learning outcomes?

This study will start with an overview of pre-primary 
participation, then cover findings related to the two 
research questions above, followed by some reflections 

on the relationship between pre-primary quality and 
learning outcomes.

Pre-Primary Participation

Pre-primary exposure

Regarding pre-primary exposure, out of the 377 caregivers 
who came for an interview, 272 reported that their child had 
attended pre-primary, while 98 caregivers reported that their 
child did not attend pre-primary and 7 caregivers stated that 
they did not know (Table 8). It is important to note that data 
are missing for 104 pupils whose caregivers did not come 
for an interview (these pupils may not have attended pre-
primary, if their caregivers are less engaged with school and 
unwilling or unable to come for an interview).

©UNICEF Tanzania
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TABLE 8: Pre-primary participation 

Pupils who attended pre-primary last year Number Percentage

Went to pre-primary 272 56.5

Did not go to pre-primary 98 20.4

Don’t know (caregiver response) 7 1.5

No data available* 104 21.6

Total 481 100

*No data available because caregiver did not come for an interview.

In the current sample of Standard 1 pupils, 73 per cent of 
caregivers reported that their child attended pre-primary 
school (272 pupils), with 61 per cent of those having attended 
pre-primary school at the current school (168 pupils). 
However, it is important to note that 104 caregivers out of 
481 did not come for an interview, so the percentage of pre-
primary enrolment may be inflated. Pre-primary exposure 
did not vary significantly by school type. Caregivers reported 
that in the last year, children attended an average of 8.6 
months of pre-primary school (range 1–9 months). Thirteen 
per cent of caregivers reported that the child attended other 
early childhood education programmes. 

Caregivers were asked their reasoning for choosing the 
pre-primary school their child attended (Table 9). Across 
school types, the majority chose the school based on 
proximity to home. The second highest reason diverged by 
school type, with parents with children from government 
schools reporting good teachers, parents from private 
schools reporting that the school has a good reputation in 
the community, and parents of children attending TuTus 
reporting that it was the only option available (10 per cent). 

TABLE 9: Reason for pre-primary school selection by parents

Reasons Private Government TuTu Overall

Only option 8.0 8.9 10.2 9

Close to home and convenient 23.7 64.1 69.5 62

Free or had low fees 12.5 0.6 1.3 2

My other children or children 
of friends attend

3.7 5.6 0.0 4

Good teachers 18.6 9.5 7.6 10

Nice facilities/materials 8.1 1.8 1.3 2

It is a government school 0.0 1.2 1. 1

It has a good reputation in the community 21.0 2.2 2.5 4

Safety 0.0 2.2 5.1 3

Teachers teach in a specific language 4.5 0.7 0 1

Teachers teach a specific subject 0.0 1.7 0 1

Don’t know/ No response 0.0 1.7 1.3 1
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Figure 2 shows the percentage of parents reporting spending 
on various costs of pre-primary education. Regarding the 
cost of pre-primary schooling, 92 per cent of caregivers 
reported that they paid fees for their child to attend private 
schools, 64 per cent of caregivers reported that they paid 
fees for their child to attend government schools, and 77 
per cent of caregivers reported paying pre-primary fees for 
their child to attend TuTu schools. Of those who reported 
paying for government schools, most (68 per cent) reported 
spending between 1 and 49,999 TZS. Of those who reported 
paying for private schools, 32 per cent reported spending 
200,000 TZS and above. Of those who reported paying for 
TuTu schools, most reported spending between 1 and 49,999 
TZS.

Caregivers were also asked if they paid additional costs of 
uniform, food, and school materials. Sixty-eight per cent of 
caregivers paid for school uniforms in private schools, 80 per 
cent paid for school uniforms in government schools, and 
78 per cent paid for school uniforms for their child in TuTu 
schools. In government schools, 86 per cent spent between 1 
and 49,999 TZS and in private schools 83 per cent also spent 

within that range. In tutu schools, 88 per cent spent between 
1 and 49,999 TZS.

Eleven per cent paid for food or snack cost in private schools, 
37 per cent paid for food or snack cost in government 
schools, and 29 per cent paid for food or snack cost in TuTu 
schools. All caregivers paid between 1 and 49,999 TZS for 
food or snack costs in both private and TuTu schools. Most 
(89 per cent) reported paying between 1 and 49,999 TZS in 
government schools. 

Lastly, 68 per cent of caregivers reported paying for school 
materials in private schools, 56 per cent reported paying for 
school materials in government schools, and 78 per cent of 
caregivers reported paying for materials in TuTu schools. 
Most (83 per cent private; 93 per cent government; 91 per 
cent TuTu) spent between 1 and 49,999 TZS. It is important to 
interpret all differences by school type illustratively. A more 
in-depth study of cost of pre-primary education by school 
type would be needed to determine these expenses with high 
precision and accuracy.

FIGURE 2: Pre-primary school expenses paid by parents
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Caregiving Practices and 
Home Environment

Home Environment Background

For most mothers and fathers, the highest completed 
education level was primary school, but less than Form 
4 (25 per cent and 23 per cent, respectively). Twenty-two 

per cent of mothers and 15 per cent of fathers had no 
schooling. Caregivers reported living in rural (62 per cent), 
urban (33 per cent), remote (1 per cent), and inner city (4 per 
cent) locations. Eight-six per cent of reporting households 
included a mother, 81 per cent included a father, and 
17 per cent included a grandmother. Households had a 
range of 0 to 10 adults living in the home, with a mean of 
approximately three adults. 
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Home Learning Environment 
and Caregiving Practices

The home environment provides an important opportunity 
to support children’s early learning. Caregivers can scaffold 
children’s development in simple ways through the provision 
of learning activities and materials in the home and away from 
the home. These experiences provide an important foundation 
for children’s learning as they prepare to enter school. 

Caregivers were asked about learning materials and 
learning activities in the home. Half (53 per cent) of 
caregivers reported having no children’s books or picture 
books in the home; 16 per cent reported having one or 
two books in the home. Approximately 3 per cent reported 
having 5 or more books at home. Caregivers reported that 
their child played with homemade toys at home (52 per 

cent), with toys from a shop (manufactured toys: 28 per 
cent), and with household objects (53 per cent). Despite 
only 53 per cent of families indicating having children’s 
books in the home, 59 per cent of caregivers reported that 
the child was read to or looks at books at home, mainly with 
the mother or sibling. 

Table 10 below shows the learning activities happening at 
home. About half (55 per cent) of caregivers reported that 
stories are told to the child. Fifty-two per cent indicated 
that songs are sung to or with the child. Sixty-four per cent 
of caregivers reported that the child is taken outside the 
home. Eighty per cent of caregivers indicated that the child 
is played with. In addition, 70 per cent of caregivers said 
that the child is engaged in naming, counting, or drawing 
things. These activities are mostly done with the mother 
and siblings.

 TABLE 10: Learning activities in the home by family member

 Home learning activities by family member

Mother Father Sibling Aunt Uncle Grand-
mother

Grand-
father

Other No one 

Read books to or 
looked at picture 
books with (name)?

18.6 7.1 30.5 2.1 1.3 1.6 0.8 4.9 40.6

Told stories to (name)? 21.9 4.6 25.5 0.8 0.8 3.7 0.5 2.5 44.9

Sang songs to (name) 
or with (name), 
including lullabies?

16.2 2.6 26.5 1 0.5 2.1 0.5 4.3 47.5

Took (name) outside 
the home, compound, 
yard or enclosure?

26.9 11.8 26.6 2.7 1.1 2.3 0.5 3.9 35.7

Played with (name)? 9.4 3.6 51.8 0.5 0.5 1 0.3 18.4 20.4

Named, counted, 
or drew things to 
or with (name)?

20.6 8.4 41.7 1.8 1.6 0.8 0.5 5.7 31

At home, all caregivers reported that the child uses Kiswahili 
at home, English (1 per cent), and other languages (3 per 
cent). Most caregivers (97 per cent) reported that their child 
speaks the language used as the language of instruction, as 
did 98 per cent of Standard 1 teachers. 

Caregivers were asked how many days in the past week the 
child was left at home alone for more than an hour, given that 
sometimes adults need to leave the house to run errands. A 
range of 0 to 7 days in the past week were given, with a mean 
of .6 days. Caregivers were also asked how many days in 
the past week the child was left in the care of another child 

less than 10 years old for more than an hour. Similarly, a 
range of 0 to 7 days in the past week were given, with a mean 
of 0.4 days. 

Caregiver Interaction with School

The Zanzibar curriculum cites that child development is 
optimal when there is cooperation among community, 
parents, and teachers, although there is not specific 
instruction to schools or teachers on how to engage parents. 
Sixty-four per cent of the caregivers reported that the child’s 
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pre-primary teacher communicated with the caregiver 
about how the child was doing in pre-primary. Caregivers 
reported a range of 0 to 30 meetings or conversations with 
the pre-primary teacher. Most caregivers responded that 
the meetings and conversations were about how the child 
was doing in school (39 per cent) and concerns about the 
child (11 per cent). Most of the caregivers indicated that 
communication with the pre-primary teachers included 
information about good things the child was doing in 
pre-primary (88 per cent). Almost half of the caregivers 
(44 per cent) reported that they had been invited to 
a group workshop or meeting for parents by the pre-
primary programme. 

Caregivers were asked how parents supported the pre-
primary school. The most common responses were that they 
monitor the attendance of children or teachers (70 per cent), 
contribute food (20 per cent), and observe or help inside the 
classroom (15 per cent). Half of the caregivers (54 per cent) 
indicated that parents in the neighbourhood participate in 
making some decisions about the pre-primary school, and 77 
per cent of caregivers said that the school updates parents on 
decisions made about the pre-primary school. 

Access to Health Services and Social Protection

Eighty-five per cent of caregivers reported that their child 
had a clinic card, and 10 per cent gave no response. Out of the 
5 per cent who did not have one, 32 per cent reported that 
it was lost. Further, 92 per cent of caregivers reported that 
the child had received vaccinations to prevent disease. When 
asked if the child often feels sick, 23 per cent of caregivers 
indicated yes compared to 8 per cent of Standard 1 teachers, 
and if the child often feels tired, 18 per cent of caregivers 
reported yes whereas 12 per cent of Standard 1 teachers said 
yes. Ninety-three per cent of caregivers reported that they 
felt their child was developmentally on track compared to 
other children that age.

Eighty-six per cent of caregivers reported that the child had 
a birth certificate. Out of the 9 per cent of caregivers who 
reported that the child did not have a birth certificate, the 
top reason given for not having one was that the caregivers 
did not know where to get it (18 per cent).

SUMMARY OF ACCESS PRE-
PRIMARY EDUCATION, HEALTH AND 
SOCIAL PROTECTION SERVICES

Even though Zanzibar’s policy calls for fee-free pre-primary 
education, these findings suggest that families are still 

10 Gustafsson, J. E., Hansen, K. Y., & Rosén, M. (2011). Effects of home background on student achievement in reading, mathematics, and science at the fourth 
grade. TIMSS and PIRLS, 181-287. 

incurring costs out of pocket to access services – for 
uniforms, in particular. Caregivers indicated a range of 
factors influencing their decision as to which pre-primary 
school to send their child, with convenience being the 
most important. The study also found that most (but not 
all) children have at least some access to health services 
(evidenced by having a clinic card) and a birth certificate.

SUMMARY OF PRE-PRIMARY 
PARTICIPATION, CAREGIVING PRACTICES 
AND HOME ENVIRONMENT

The lack of books in both the home and school environment 
is a significant challenge. However, the data suggest there are 
many positive practices happening at home that can support 
the child’s school readiness and therefore positively impact 
pre-primary outcomes. More than half of caregivers reported 
singing with, telling stories to and playing with their children. 
These practices are known to support child development and 
should be encouraged. For example, the pre-primary teacher 
can provide light scaffolding during meetings with caregivers 
on how to do these activities to support school readiness.

Research Question 1. What 
are the average levels of pre-
primary learning outcomes 
among the population of pupils 
completing pre-primary school? 

Pre-primary learning outcomes – or school readiness – 
can be measured through the MELQO school readiness 
assessment, which measures pupils’ abilities in the areas of 
emerging numeracy, literacy, socio-emotional, executive 
function, fine motor skills, and health. Pupil performance on 
these measures provides an indication of their pre-primary 
learning outcomes as they began primary school and their 
preparedness to be successful in Standard 1. 

Certain demographic characteristics, such as pupil age, 
gender and socio-economic status (household wealth and 
education), are known to be strong predictors of children’s 
emergent skills and later school success.10 It is therefore 
important to consider pupils’ scores in light of these key 
demographic characteristics, which were controlled for in all 
analyses, unless otherwise indicated. 
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How Do Pupils Score on School 
Readiness, According to Competencies 
in the Zanzibar Curriculum?

As described in the Executive Summary, the Zanzibar pre-
primary curriculum has four competencies which align with 
the domains assessed in the MODEL child-direct assessment. 
Those competencies are:

1) Mathematics (aligned with pre-numeracy)

2) Kiswahili (aligned with pre-literacy)

3) Environmental Education, Science, and 
Technology (aligned with health)

4) Art and Craft (aligned with fine motor skills)

Two additional domains were included in the MODEL 
assessment which did not align with the Zanzibar curriculum:

5) Socio-emotional

6) Executive function

This section presents the MODEL child-direct assessment 
scores according to each learning area of the curriculum/
domain. Each sub-section following is devoted to the 
curriculum competencies related to the domain in the MODEL 
and presents the mean percentage scores, controlling for age, 
gender, SES, and pre-primary exposure. 

Overall School Readiness Domain Scores

UNICEF’s school readiness framework (Britto, 2012) presents 
three dimensions of school readiness: child readiness 
for school; school readiness for children; and family and 
community readiness for school. This is a useful reminder 
that school readiness is not solely the responsibility of the 
child. Keeping that in mind, this study focused on the first 
dimension (children’s readiness) for school, using the domains 

listed above. The domain score is an average percent score 
of all subtasks in the domain, in which each full subtask was 
given equal weight, regardless of the number of items in each 
subtask. 

In Table 11, overall pupil performance on the MODEL school 
readiness assessment is presented by domain, with subtask 
scores. The average score (items correct) is presented in the 
second column with the number of items in the third column 
for reference. The percentage of items correct is presented in 
the fourth column, and the percentage of zero scores (pupils 
scoring zero) for each subtask is presented in the last column. 

In this assessment, Zanzibari pupils scored best on the 
health domain and fine motor skills domain, both of which 
had only one item. Pupils scored 68 per cent on the pre-
numeracy domain, and a closer look at the subtasks within 
it shows pupils excelling in verbal counting and number 
identification, and struggling in mental addition and mental 
transformation. This is unsurprising, given the common 
teaching method in Zanzibar of choral call-and-response 
to memorize numbers, with less emphasis on higher order 
(but still age-appropriate) skills. In the pre-literacy domain 
(48.2 per cent), pupils excelled in writing their names, but 
struggled in the other tasks. Letter identification and letter 
sound identification produced particularly low scores, 
which is concerning because these are foundational skills 
of future literacy. Zanzibari pupils scored 48.1 per cent on 
the socio-emotional domain, which comprised tasks on 
empathy and feelings. It should be noted that assessing these 
non-academic skills in non-Western contexts is a new area of 
research, and it is possible that pupils did not understand the 
questions well, or the questions were not well designed. The 
executive function domain (average pupil score 52.1 per cent) 
showed a normal distribution of data, with pupils excelling 
in the easier tasks (forward digit span, in which the pupil 
repeats numbers in order; and a head/toes task, in which 
the pupil touches the opposite body part that the assessor 
indicates); and struggling with the harder tasks (backward 
digit space, in which the pupil repeats numbers in reverse 
order, and head toes knees shoulders, a more complex 
version of the opposite body part item). 

TABLE 11: Overall school readiness domain scores

Subtask Mean score Number of 
items in subtask

Mean percent 
score

Percent of 
zero scores

Pre-Numeracy Domain 68.0 (± 2.6)

Spatial Vocabulary 2.8 (± 0.1) 4 71 (± 3.3) 3.8 (± 0.02)

Verbal Counting 3.4 (± 0.1) 1 84.2 (± 2.3) 0.0 

Producing a Set 2.5 (± 0.1) 3 83.7 (± 3) 2.7 (± 0.02)

Number Comparison 2.2 (± 0.1) 3 73.7 (± 4.6) 7.7 (± 0.04)
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Subtask Mean score Number of 
items in subtask

Mean percent 
score

Percent of 
zero scores

Mental Addition 1 (± 0.1) 2 50 (± 5.3) 37.4 (± 0.1)

Mental Transformation 1.4 (± 0.1) 4 35 (± 2.9) 23.2 (± 0.05)

Number Identification 7.8 (± 0.4) 10 78.2 (± 3.9) 2.2 (± 0.02)

Socio-Emotional Domain 48.1 (± 4.6)

Empathy 1.4 (± 0.1) 3 47.1 (± 4.9) 30.6 (± 0.05)

Feelings 1 (± 0.1) 2 49.1 (± 5.8) 37.2 (± 0.1)

Pre-Literacy Domain 48.2 (± 2.4)

Expressive Vocabulary: Foods 2.9 (± 0.2) 1 57.4 (± 3.1) 1.6 (± 0.01)

Expressive Vocabulary: Animals 2.8 (± 0.1) 1 56.1 (± 2.9) 4.9 (± 0.02)

Expressive Vocabulary Overall 5.7 (± 0.3) 2 56.7 (± 2.7) 1.4 (± 0.01)

Initial Sound Identification 0.9 (± 0.2) 5 18.7 (± 3.8) 49.3 (± 0.1)

Letter Identification 5.1 (± 0.8) 20 25.5 (± 4.2) 17.0 (± 0.1)

Listening Comprehension 2.8 (± 0.2) 5 57 (± 3.1) 3.4 (± 0.02)

Name Writing 3.3 (± 0.2) 1 83.3 (± 3.8) 3.2 (± 0.02)

Executive Function Domain 52.1 (±2.7)

Head Toes 6.5 (± 0.4) 5 65.3 (± 4.3) 15.2 (± 0.04)

Head Toes Knees Shoulders 9.8 (± 0.8) 10 48.8 (± 3.9) 18.8 (± 0.04)

Forward Digit Span 3.3 (± 0.1) 4 81.3 (± 2.3) 1.6 (± 0.01)

Backward Digit Span 0.9 (± 0.2) 7 13 (± 2.8) 68.0 (± 0.1)

Fine Motor Skills Domain (Art & Craft)

Shape Copying 4.3 (± 0.3) 3 72.3 (± 4.3) 3.5 (± 0.02)

Health Domain (Environmental education, science and technology)

Nutrition 0.8 (± 0) 1 83.1 (± 5) 16.9 (± 0.05)

The margin of error is a statistic indicating the expected 
difference between the population mean and the sample 
mean. Our margin of error is calculated using a 95 per cent 
confidence interval, meaning that we can be 95 per cent 
confident that the true population mean lies somewhere 
within our margin of error.

Analysis of Variables of Interest

There are three key variables of interest which have been 
studied independently (controlling for all other variables) to 

examine their effect on school readiness scores: pupil age, 
pupil gender, and pre-primary exposure. Please note that full 
regression analyses can be found in Annex X.

Pupil age: The mean percent scores in Table 12 below were 
calculated from multiple linear regression models that 
assessed the association between the predicted domain 
percent scores and age category, controlling for pupil gender, 
school type and location, pre-primary exposure, and socio-
economic status. Teacher-reported age was used in the 
analysis and categories were determined by the target age 
outlined in policy for entry into Standard 1 (i.e., underage 
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= 5 years or younger, target age = 6, overage = 7 or older). 
A significant difference was found in pre-literacy scores 
between pupils who were underage for Standard 1 and pupils 

who were overage for Standard 1. A significant difference was 
also found in pre-numeracy scores between pupils who are 
at the target age for Standard 1 entry and overage.

TABLE 12: Mean percent score on domains by age category

Mean Percent Score

 Domain Underage (n = 18) Target Age (n = 84) Overage (n = 224)

Pre-numeracy 54.12 63.32† 71.30

Socio-Emotional 33.28 42.71 48.91

Pre-Literacy 37.18# 45.50 49.08

Executive Function 39.29 47.76 54.29

Fine Motor 57.82 69.02 73.62

Health 20.08 17.71 21.59

×p < .01; # Significant difference between underage and overage; †Significant difference between target age and overage.

Pupil gender. Table 13 below shows the predicted domain 
percent scores by gender, controlling for age, school type and 
location, pre-primary exposure, and socioeconomic status. 

The only significant difference between males and females 
was in performance on fine motor skills.

TABLE 13: Mean percent score on domains by gender

Mean Percent Score

 Domain Male Female

Pre-numeracy 67.74 69.30

Socio-Emotional 47.64 45.85

Pre-Literacy 46.38 48.79

Executive Function 52.27 51.79

Fine Motor 68.70 74.47†

Health 20.37 20.76

¥ p < 0.05; 

Pre-primary Exposure. Table 14 below shows the predicted 
domain percent scores by pre-primary exposure, controlling 
for age, school type and location, gender, and socioeconomic 
status. No significant differences were found between pupils 
who had attended pre-primary and those who had not. This 
should not be understood as evidence that there is no value 
in pre-primary education, as it is expected that the small 
sample of children who did not attend pre-primary and the 
lack of adequate variation in quality in observed pre-primary 
settings did not enable the data to demonstrate this link. 
Furthermore, the association between elements of pre-
primary quality and improved learning highlighted later in 

this document point to the importance of quality pre-primary 
education in Zanzibar.
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TABLE 14: Mean percent score on domains by pre-primary exposure 

Mean Percent Score

 Domain No Pre-primary Pre-primary

Pre-numeracy 68.27 69.01

Socio-Emotional 43.81 47.87

Pre-Literacy 46.06 48.60

Executive Function 53.07 51.96

Fine Motor 68.95 72.83

Health 20.26 20.74

School Readiness Domain Scores Disaggregated

This study also explored differences in school readiness 
outcomes by school type and by pre-primary exposure 
(e.g., whether the pupil had attended pre-primary or not). 
However, the differences between these groups (school 
type and pre-primary exposure) should be considered 
illustrative, because in Zanzibar there were small numbers 
of each type in the sample. There were only 5 private 
schools and 13 TuTu schools in the sample. With small 
samples in sub-populations, statistical precision is lost. 
Therefore, the disaggregated findings below about school 
type and pre-primary exposure should be interpreted with 

caution. Differences between them are a potential area for 
exploration in future research.

The disaggregated mean performances in Figures 2 and 
3 below were calculated from multiple linear regression 
models that assessed the association between the predicted 
domain percent scores and school type or pre-primary 
exposure, controlling for student gender, age, pre-primary 
exposure, and socio-economic status. Interpreting results 
cautiously, we found that TuTu programmes scored lower 
than government and private schools, except on the socio-
emotional domain. 

FIGURE 3: Domain summary scores by school type, controlling for gender, age, pre-primary exposure, and SES
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Similarly, for pre-primary exposure, the number of 
Zanzibari children in the sample who did not attend 
pre-primary school was low (only 98 children). This 

small population in the sample lessens our ability to 
capture significance in comparison with children who 
did attend pre-primary. The disaggregation presented 
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below in Figure 4 should be considered illustrative and 
interpreted cautiously. Keeping these caveats in mind, 

there were no statistically significant differences by pre-
primary exposure. 

FIGURE 4: Domain summary scores by pre-primary exposure, controlling for gender, age, school type, and SES 
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Pre-Primary Learning Outcomes, According to 
Learning Areas in the Zanzibar Curriculum

As described above, the Zanzibar pre-primary curriculum 
has four learning areas which align well with the domains 
assessed in the MODEL child-direct assessment. Those 
learning areas are:

• Mathematics (pre-numeracy)
• Kiswahili (pre-literacy)
• Environmental education, science 

and technology (health)
• Art and Craft (fine motor skills)

In addition to these four domains in the Zanzibari curriculum, 
the MODEL child-direct assessment measures skills related 
to socio-emotional development and executive function. 
This section presents the MODEL child-direct assessment 
scores according to each learning area and additional MODEL 
assessed skill. Each sub-section is devoted to a curriculum 
learning area and MODEL domain and presents the mean 
percentage scores, controlling for age, gender, SES, and 
where applicable, pre-primary exposure. 

Mathematics (Pre-numeracy)

The learning area of mathematics (pre-numeracy) includes 
skills related to measurement and number concepts, which 
are measured through the tasks listed below in Table 
15. This is presented as a reminder of how the curricular 
competencies map onto the MODEL assessment items. 

©UNICEF Tanzania
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TABLE 15: Mathematics/Pre-numeracy domain subtasks of the MODEL

Zanzibar 
subject area

Main topic Task Skills assessed

Mathematics Measurement Spatial vocabulary Receptive language skills in spatial vocabulary. For 
example, “on,” “under,” “in front of,” and “next to”

Mental transformation Use of spatial skills to transform two shapes into one shape 

Number Verbal counting Pupil’s knowledge of counting numbers in order orally

Number comparison Pupil’s ability to compare number magnitudes and 
receptive language in measurement vocabulary

Number identification Pupil’s ability to name numerals (number symbols)

Mental addition Assesses mental addition skills and working memory

Producing a set Counting word order, one-to-one 
correspondence, and cardinal value

Overall, pupils are performing well on most measures of 
mathematics (68.0 per cent). Verbal counting (84.2 per cent), 
producing a set (83.7 per cent), and number identification 
(78.2 per cent) are number skills in which the pupils 
performed the highest. The tasks with the most room for 
improvement are mental transformation, a measurement 
skill and mental addition, a number skill. Pupils struggled 
the most with mental addition, with an average score of 
50.0 per cent and fully 37.4 per cent of pupils scoring zero on 
this subtask. Mental transformation was also particularly 

challenging for pupils, with an average score of 35 per cent 
correct, and 23.2 per cent of pupils scoring zero on the 
subtask. Mental transformation is more challenging than 
the others, but is not beyond what children are capable of in 
pre-primary. 

These results suggest that pupils are learning basic counting 
skills well, but are struggling with slightly more complex 
mental math tasks, which draw upon executive function skills 
(discussed below). 

TABLE 16: Pre-numeracy domain scores

Subtask Mean score Number of items 
in subtask

Mean percent 
score

Percent of 
zero scores

Pre-Numeracy Domain 68.0 (± 2.6)

Spatial Vocabulary 2.8 (± 0.1) 4 71 (± 3.3) 3.8 (± 0.02)

Verbal Counting 3.4 (± 0.1) 1 84.2 (± 2.3) 0.0 

Producing a Set 2.5 (± 0.1) 3 83.7 (± 3) 2.7 (± 0.02)

Number Comparison 2.2 (± 0.1) 3 73.7 (± 4.6) 7.7 (± 0.04)

Mental Addition 1 (± 0.1) 2 50 (± 5.3) 37.4 (± 0.1)

Mental Transformation 1.4 (± 0.1) 4 35 (± 2.9) 23.2 (± 0.05)

Number Identification 7.8 (± 0.4) 10 78.2 (± 3.9) 2.2 (± 0.02)

Figure 5 shows the average performance of pupils on the 
learning area and subtasks by school type, while Figure 6 
shows performance by pre-primary exposure. Interpreting 
results cautiously, when examining scores by school type 
(Figure 6) it can be noted that the mental addition subtask 

is significantly lower in private schools and this is the only 
mathematics subtask that shows statistical difference by 
school type in Zanzibar. Only spatial vocabulary skills were 
significantly different by pre-primary exposure (Figure 6).
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FIGURE 5: Mathematics: Mean percentage scores by school type, controlling for 
age, gender, pre-primary exposure, school location, and SES 
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FIGURE 6: Mathematics: Mean percentage scores by pre-primary exposure, controlling for age, gender, and school type
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Kiswahili (Pre-literacy)

The learning area which encompasses language skills is 
Kiswahili, and includes speaking, pre-reading, and pre-
writing skills, which are measured through the tasks 
listed below in Table 17. This is presented as a reminder 
of how Zanzibar’s curriculum maps onto the MODEL 
assessment items. 
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TABLE 17: Pre-literacy domain subtasks of the MODEL

Zanzibar 
learning area

Main topic Task Skills targeted

Kiswahili Listening and Speaking Expressive vocabulary Verbal naming by category

Listening comprehension Listening comprehension

Reading Initial letter sounds Identifying the first sound in a letter

Letter name knowledge Letter name identification/knowledge

Writing Name writing Letter writing

TABLE 18: Pre-literacy domain scores 

Subtask Mean score Number of 
items in subtask

Mean percent 
score

Percent of 
zero scores

Pre-Literacy Domain 48.2 (± 2.4)

Expressive Vocabulary: Foods 2.9 (± 0.2) 1 57.4 (± 3.1) 1.6 (± 0.01)

Expressive Vocabulary: Animals 2.8 (± 0.1) 1 56.1 (± 2.9) 4.9 (± 0.02)

Expressive Vocabulary Overall 5.7 (± 0.3) 2 56.7 (± 2.7) 1.4 (± 0.01)

Initial Sound Identification 0.9 (± 0.2) 5 18.7 (± 3.8) 49.3 (± 0.1)

Letter Identification 5.1 (± 0.8) 20 25.5 (± 4.2) 17.0 (± 0.1)

Listening Comprehension 2.8 (± 0.2) 5 57 (± 3.1) 3.4 (± 0.02)

Name Writing 3.3 (± 0.2) 1 83.3 (± 3.8) 3.2 (± 0.02)

Figure 7 shows the average performance of pupils on the 
learning area and subtasks by school type. Overall, the 
results show that pupils are performing best on measures 
of name writing (83.3 per cent) and expressive vocabulary 
(56.7 per cent). Pupils scored very low on identifying initial 
sounds of words (18.7 per cent), with nearly half scoring zero 
on this subtask, but this is to be expected as pupils do not 
receive instruction on initial sounds as part of the curriculum. 
However, the very low scores across school type on letter 
identification are concerning, and highlight a need for 
improvement. 

When reviewing the pre-literacy subtasks by school type, 
the study found that only one task – expressive vocabulary 
for animals – was significantly different (higher) for private 
schools than government and TuTu schools. There are no 
other statistically significant differences by school type on 
pre-literacy tasks (Figure 7), keeping in mind that the sample 
provided limited precision to detect differences. There 
were no statistically significant differences by pre-primary 
exposure, so no figure is presented.
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FIGURE 7: Pre-literacy mean percentage scores by school type, controlling for 
age, gender, pre-primary exposure, school location, and SES
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Socio-emotional Domain

The socio-emotional domain includes skills regarding 
understanding one’s own and others’ feelings, which are 
measured through the tasks listed below in Table 19. This is 

presented as a reminder of how Zanzibar’s curriculum maps 
onto the MODEL assessment items. 

TABLE 19: Socio-emotional domain subtasks of the MODEL

Zanzibar learning area Main topic Task Skills targeted

Socio-emotional 
skills (not a subject in 
Zanzibar curriculum)

Self-awareness Understanding feelings Understanding one’s own emotions

Other 
awareness

Perspective-taking 
/empathy

Understanding others’ feelings and 
emotions; pro-social skills

TABLE 20: Socio-emotional domain scores

Subtask Mean 
score

Number of items 
in subtask

Mean percent 
score

Percent of 
zero scores

Socio-Emotional Domain 48.1 (± 4.6)

Empathy 1.4 (± 0.1) 3 47.1 (± 4.9) 30.6 (± 0.05)

Feelings 1 (± 0.1) 2 49.1 (± 5.8) 37.2 (± 0.1)

Overall, there is considerable room for improvement on 
socio-emotional skills. Pupils scored 47.1 per cent on 
empathy, with 30.6 per cent not answering any empathy 
questions correctly. Pupils scored 49.1 per cent on feelings, 
with 37.2 per cent not answering either question about 
feelings correctly. Figure 8 shows the average performance 
of pupils on the socio-emotional learning area and subtasks 
by school type. Pupils across school type show similar 

performance on empathy skills, but pupils’ performance 
on understanding one’s own feelings showed differences 
among groups, with pupils attending private schools scoring 
the lowest. No differences were found between pupils 
who had pre-primary education and those who did not, 
again keeping in mind the limitations of the sample, so no 
graph is presented.
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FIGURE 8: Socio-emotional mean percentage scores by school type, controlling 
for age, gender, pre-primary exposure, school location, and SES
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Environmental Education, Science, and Technology (Health)

The learning area environmental education, science, and 
technology in the Zanzibar curriculum includes knowledge of 
nutritious foods, which is measured through the task listed 

below in Table 21. This is presented as a reminder of how 
the Zanzibar curriculum maps onto the MODEL assessment 
items. 

TABLE 21: Environmental education, science, and technology

Zanzibar learning area Main topic Task Skills targeted

Environmental Education, 
Science, and Technology

Health and 
Disease

Identifying healthy food Identifying the healthiest plate of food

TABLE 22: Environmental education, science and technology (health) scores

Subtask Mean 
score

Number 
of 
items in 
subtask

Mean percent score Percent of 
zero scores

Environmental education, science and technology

Nutrition 0.8 (± 0) 1 83.1 (± 5) 16.9 (± 0.05)

On average, pupils across school type showed good 
knowledge of nutritious foods, scoring 86.1 per cent on this 
subtask. (There was only one subtask, with one item, in this 

domain. Analysis of the average performance of pupils on the 
subtask by school type and pre-primary exposure revealed 
no differences, so no figures are presented. 

Art and Craft (Fine Motor Skills)

The learning area art and craft in the Zanzibar curriculum 
includes the skill of drawing pictures and shapes, which 

is measured through the task listed below in Table 22. 
This is presented as a reminder of how the Zanzibar 
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curriculum maps onto the MODEL assessment items. Pupils 
performed similarly on this subtask across school type 
and by pre-primary exposure, so no figures are presented 
of disaggregation. Pupils showed moderate skill level for 

drawing shapes, with an average score of 78.3 per cent 
correct. This is a very positive finding, given that children 
seem to have limited opportunities to practice writing.

TABLE 23: Art and craft

Zanzibar 
learning area

Main topic Task Skills targeted

Art and Craft Drawing Shape copying Drawing three shapes (X, circle, and rectangle) 
from model drawings of those shapes

TABLE 24: Art and craft (fine motor skills) domain scores

Subtask Mean score Number of items in subtask Mean percent score Percent of zero scores

Art & Craft

Shape Copying 4.3 (± 0.3) 3 72.3 (± 4.3) 3.5 (± 0.02)

Executive Function Skills

Executive function skills are a set of cognitive abilities 
important for organizing information, planning and problem 
solving, and orchestrating thought and action in support 
of goal-directed behaviour. In contrast to other more 
crystallized or automatized aspects of cognition, executive 
function skills are fluid cognitive processes that are drawn 
upon in circumstances when automaticity is not possible. 
In this way, they are central in pupils’ ability to learn how 
to learn. The two most widely used metaphors of executive 
function are either the conductor of a symphony or the 
air traffic control system of the brain. These metaphors 
emphasize that executive function skills exert influence on 
other aspects of cognition and perception in the service of 
problem solving or goal acquisition. The MODEL assesses 
two elements of executive function: short-term memory 
and inhibitory control. There is not a learning area which 
covers this domain in the national curriculum for Zanzibar, 

but the domain, skills and tasks are presented below in Table 
24. Figure 9 shows the average performance of pupils on 
the executive function subtasks. Pupils performed better 
on measures assessing short-term memory, including 
forward digit span and head toes task, which assessed 
working memory and inhibitory control. Pupils had very 
low performance on the more difficult measures of working 
memory and inhibitory control, such as backward digit 
span. No differences were found in executive function skills 
between pupils who attended a pre-primary programme 
and those who did not, so no disaggregation is presented. In 
Figure 9, we note that only one executive function subtask, 
Forward Digit Span, was significantly different by school 
type, with pupils in private and TuTu schools performing less 
well than pupils in government schools, keeping in mind the 
limitations of our sample.

TABLE 25: Executive function subtasks of the MODEL

Domain Skills Task Skills targeted

Executive Functioning 
(not a subject in 
Zanzibar curriculum)

Working memory and 
Inhibitory control

Head toes knees shoulders Inhibiting a normal response and 
implementing a new learned response

Backward digit span Reciting digit sequence backwards

Short-term memory Forward digit span Reciting digit sequence from memory 
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TABLE 26: Executive function domain scores

Subtask Mean 
score

Number 
of 
items in 
subtask

Mean percent score Percent of zero scores

Executive Function Domain 52.1 (±2.7)

Head Toes 6.5 (± 0.4) 5 65.3 (± 4.3) 15.2 (± 0.04)

Head Toes Knees Shoulders 9.8 (± 0.8) 10 48.8 (± 3.9) 18.8 (± 0.04)

Forward Digit Span 3.3 (± 0.1) 4 81.3 (± 2.3) 1.6 (± 0.01)

Backward Digit Span 0.9 (± 0.2) 7 13 (± 2.8) 68.0 (± 0.1)

FIGURE 9: Executive function: Mean percentage scores by school type, controlling 
for age, gender, pre-primary exposure, school location, and SES 
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Key Findings from School Readiness Assessment

• Mathematics – pupils are scoring moderately (68.0 per 
cent correct) on this domain. Pupils do best on skills 
that reflect rote memorization and struggle with skills 
that require more cognitive engagement. Keeping 
in mind the limitations of the sample, significant 
differences were found by school type on the mental 
addition task (with government schools outperforming 
Tutu and private), and by pre-primary exposure on the 
spatial vocabulary task (with pupils who had attended 
pre-primary outperforming those who had not).

• Kiswahili/Pre-Literacy – pupils are scoring poorly 
(48.2 per cent correct) on this domain. Pupils excel 
in writing their names, but struggle on all the other 
subtasks, especially letter identification (25.5 per cent 
correct) and initial sound identification (18.7 per cent 
correct). This likely reflects insufficient instructional 
emphasis in the Zanzibar curriculum on these key 
emergent literacy skills. Keeping in mind the limitations 
of the sample, pupils in private schools performed 
statistically significantly better than government 
and TuTu schools on expressive vocabulary about 
animals, but the difference is small and does not 
appear in the general expressive vocabulary subtask.

• Environmental Education, Science, and Technology – in 
this learning area of the Zanzibar curriculum, pupils 
were testing on identifying the nutritious item on a 
plate and scored quite well (83.1 per cent correct). 
There were no differences by school type or pre-primary 
exposure, keeping in mind the limitations of the sample. 

• Art and Craft – this learning area of the Zanzibar 
curriculum was assessed by the shape copying task 
from the MODEL. Pupils scored moderately (72.3 
per cent correct) and there were no differences 
by school type or pre-primary exposure, keeping 
in mind the limitations of the sample. 

The MODEL assessment also included two domains which 
did not align with learning areas in the Zanzibar curriculum. 
Those were: Socio-emotional skills and Executive Function. 
The results showed poor performance on both (48.1 per cent 
and 52.1 per cent correct, respectively). TuTu schools had 
significantly higher performance on recognizing feelings, and 
government schools had significantly higher performance on 
forward digit span (but differences were small in both cases), 
keeping in mind the limitations of the sample.

Research Question 2. What is 
the overall level of quality in 
pre-primary classrooms?

As discussed above, the Measure of Early Learning 
Environment (MELE) included a classroom observation, 
a classroom inventory, a pre-primary teacher interview 
and head teacher interview. The classroom inventory 
documented the safety of classrooms and schools, the set-up 
of the classroom, and water and sanitation systems. The 
classroom observation tool documented the instructional 
practice of the teacher, the emotional tone of the classroom 
and the use of learning materials. Pre-primary teachers and 
head teachers were interviewed on their education and 
professional background, motivation and attitudes about 
teaching, engagement with caregivers, and instructional 
support provided by the head teacher and district. These four 
instruments provide a rich portrait of the child’s experience 
in the pre-primary classroom.

As described in the Executive Summary, the findings on the 
quality of pre-primary schooling in Zanzibar are analysed 
along the following dimensions:

1) Pedagogy
a) General
b) Numeracy
c) Literacy
d) Emotional Tone
e) Participation and Inclusion
f) Classroom Discipline and Code of Conduct

7) Teacher Attitudes, Training and Support

8) Infrastructure

9) Teaching and Learning Materials

Pedagogy

Classroom environment domains were created by listing all 
items included in the classroom observation and classroom 
inventory tools, assigning a topic which described the item, 
grouping those items with the same topic, and then examining 
over-arching domain areas listed above. 

Below we will discuss the findings on each domain of the early 
learning environment. Lessons taught in the classrooms were 
observed for specific types of instruction in each domain. 
If the type of lesson was taught during the observation, the 
instruction was noted to be one of three levels: 1) Basic level 
reflects a lower teaching skill level that uses rote learning 
and choral response and does not require independent 
thought or effort by the pupil; 2) Intermediate level reflects 
a mid-level teaching skills that connected a concept to a 
concrete item(s) to support understanding the concept, and 
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requires independent thought or effort by the pupil; and 3) 
Sophisticated level reflects a higher-teaching skill level that 
incorporates play and a child’s own experiences alongside 
the intermediate level description of instruction. Please note 
that not all skills were expected to be taught every day, and 
therefore the percentages of each teaching level observed is of 
those who taught that activity on that day.

Pedagogy – General

According to early childhood development research, educating 
young learners is best accomplished through pupil-centred, 
play-based activities in which teachers scaffold pupils’ 
developing school readiness skills. Use of developmentally 
appropriate teaching and learning methods such as 
encouraging expression of ideas, conversation, and questions; 
small group instruction; peer-to-peer learning; circle time; 
and learning areas in the pre-primary learning environment 
enhance the ways pupils naturally learn. The Zanzibar 

curriculum also states that pre-primary education should 
be guided by principles outlining the emphasis on play as a 
method for learning.

To better understand teachers’ general pedagogical 
approaches, it is worth examining the detail of the 
instructional methods that were observed: use of learning 
areas, ‘circle time’ (for the whole class to gather in a large 
group), the use of peer-to-peer or group learning, as well 
as one-on-one interactions between teacher and pupil. All 
distinctions by school type should be considered illustrative, 
because of the small sample of private and TuTu schools.

Teachers use of learning areas in the classroom is presented in 
Table 27. All distinctions by school type should be considered 
illustrative. In the 58 per cent (n=29) of classrooms set up to 
include learning areas, only 14 per cent (n=7) were observed 
to be in use by children. A variety of learning areas were 
observed, including language (n=19; 38 per cent), math (n=26; 
52 per cent), and art (n=16; 32 per cent). 

TABLE 27: Learning areas in pre-primary classrooms

Learning Areas Government Private TuTu Overall Percentage 

Yes 75.0 20.0 30.8 58.0

No 25.0 80.0 69.2 42.0

TABLE 28: Types of learning areas in pre-primary classrooms

Types of Learning Areas Government Private TuTu Overall 
Percentage

Language 50.0 20.0 15.4 38

Math 68.8 0.0 30.8 52

Free choice 21.9 0.0 7.7 16

Environment 31.3 0.0 7.7 22

Art 37.5 20.0 23.1 32

Health 25.0 0.0 7.7 18

Relating to each other 3.1 0.0 0.0 2

Outdoor Play 25 0.0 7.7 18

Other 43.8 0.0 7.7 30

‘Circle time’ (morning circle and goodbye circle, for the whole 
class in a large group) was also among the instructional 
activities that were observed. This item captures what 
is known in Zanzibar as ‘the big circle’ which includes all 
children in the class. Overall, the majority (82 per cent) of 
pre-primary schools in Zanzibar do not use circle time as an 

instructional strategy. As shown in Table 28, circle time is a 
more common practice in private schools (40 per cent) than 
in government schools (12 per cent) and TuTu centres (23 per 
cent), keeping in mind the limitations of the sample size.
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TABLE 29: Circle time in pre-primary classrooms

Does the teacher 
do circle time?

Government Private TuTu Overall Percentage

No 87.5 60.0 76.9 82.0

Morning 3.1 40.0 0.0 6.0

Afternoon 3.1 0.0 7.7 4.0

Morning and afternoon 6.3 0.0 15.4 8.0

The study also observed the use of individual learning 
activities in pre-primary classrooms, as shown in Table 30. 
Children in government schools do not frequently work alone 
on their task. Only 11 per cent of children in government 
pre-primary programmes work alone on their task often in 
comparison to 40 per cent of children in private schools. 
This suggests a significant missed opportunity for individual 
learning and for peer-to-peer learning, both of which are 
promising ways to build emergent academic and social skills 
in the pre-primary years. Most children in both government 

and private schools (80 per cent in each case) do not work 
with other children in pairs or small groups. It is more 
common to observe teachers working one-on-one with 
children in private schools (80 per cent do it sometimes and 
20 per cent do it often) than in government schools (57 per 
cent do it sometimes and 17 per cent do it often.) All children 
participate actively in classroom activities in private schools, 
whereas most (54 per cent) children in government schools 
participate actively only sometimes. 

TABLE 30: Teacher-centred and child-centred instruction
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Children work alone 
on their task .

31.3 0 38.5 30 37.5 80 38.5 42 31.3 20 23.1 28

Children work with 
other children in pairs 
or small groups .

62.5 100 76.9 69.4 28.1 0 23.1 24.5 9.4 0 0 6.1

Teachers work with children 
as a whole group .

0 20 0 0 9.4 20 7.7 10 90.6 60 92.3 88

Teachers work on-on-
one with children .

12.5 0 7.7 10.2 56.3 75 76.9 63.3 31.3 25 15.4 26.5

Almost all children are involved 
and actively participate 
in classroom activities .

0 0 0 0 12.5 20 46.2 22 87.5 80 53.9 78

While the pre-primary curriculum for Zanzibar does not outline 
specific instructional activities for teachers, the curriculum 
does point to the following as general techniques to be used in 
teaching and learning: activities, discovering and observing, 
asking questions, imitating, trial and error, games, songs, 
and field trips. Overall, in all but one classroom (98 per cent), 

children sang songs during classroom activities and in 72 per 
cent of classrooms, children engaged in movement or dancing 
during classroom activities. The overwhelming majority 
of government-supported classrooms used songs during 
classroom activities (97 per cent).
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Summary of General Pedagogical Approaches

When considering teachers’ general pedagogical practices in 
Zanzibar, the vast majority of teachers are using whole group 
instruction (88 per cent), with 26.5 per cent dedicating some 
time to working with children one-on-one. There is a missed 
opportunity in the lack of peer-to-peer and small group 
work, which can help build children’s language and socio-
emotional skills. It was also observed that most teachers are 
not using circle time and most classrooms are not set up with 
learning areas, both of which are recommended practices for 
pre-primary classes.

Pedagogy – Numeracy

To better understand teachers’ pre-numeracy instructional 
practices, it is worth examining the practices that were 

observed: teaching of number concepts, the concept of time, 
and the characteristics of objects.

Teachers’ instruction of number concepts is presented in 
Table 31. All distinctions by school type should be considered 
illustrative, because of the small sample of private and TuTu 
schools. More teachers in TuTu and government school 
classrooms than private school classrooms were observed 
to teach this skill on the day of the observation. It is worth 
noting that government and TuTu schools follow the 
Zanzibar curriculum, while private schools do not necessarily 
follow the government-mandated curriculum. Teachers in 
government and TuTu classrooms were observed to use a 
sophisticated level of instruction to teach number concepts. 
The most common level of instruction observed across 
schools was intermediate. 

TABLE 31: Teacher facilitates age-appropriate activities to support development 
of number concepts in all pupils, by school type

Instruction level Government Private TuTu Overall 
percentage

NOT TAUGHT: The teacher does not 
use numbers in her teaching . 

28.1 40 7.7 24

BASIC: The teacher introduces numbers only 
through rote learning (such as rote counting 
and filling up worksheets) . Objects are used by 
the children to copy exactly what the teacher 
has shown them (such as counting out “three” 
blocks as the teacher has demonstrated) .

34.8 33.3 25.0 31.6

INTERMEDIATE: The teacher introduces numbers 
and number concepts through some math games 
or concrete objects (such as counting games, or 
having children use objects to count, matching 
number with corresponding number of objects) . 

52.2 66.7 50.0 52.6

SOPHISTICATED: The teacher introduces numbers 
and number concepts through games (as in 3) and 
also in everyday activities such as story reading 
or pretend play (for example, teacher supports 
children to count the number of utensils or foods 
used to cook a meal, simple adding or subtracting 
with concrete objects) . Objects are used to help 
children learn number concepts through play . 

13.0 0.0 25.0 15.8

Teachers’ instruction of the concept of time is presented 
in Table 32. More teachers in government and TuTu school 
classrooms than private school classrooms were observed 
to teach this skill on the day of the observation. Teachers 
in TuTu classrooms were observed to use all instruction 
levels to teach the concept of time, with most teachers using 
the basic level. However, almost 13 per cent of teachers in 
government schools used a sophisticated level of instruction. 
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TABLE 32: Teacher facilitates activities to support development of understanding the concept of time in all pupils

Instruction level Government Private TuTu Overall 
percentage

NOT TAUGHT: The teacher does not use 
concepts of time (days of the week, times of 
day, morning, early, etc .) in her teaching . 

28.1 60.0 30.8 32

BASIC: The teacher introduces concepts 
of time only through rote learning without 
tying the concept to children’s everyday 
experiences (such as rote or choral response 
to days of the week and telling time) .

73.9 100.0 55.6 70.6

INTERMEDIATE: The teacher introduces 
concepts of time through some games (such 
as having children use calendars, matching 
an activity with a time of day it occurs) . 

8.7 0.0 22.2 11.8

SOPHISTICATED: The teacher introduces 
concepts of time (as in 3) and also in everyday 
activities such as story reading or pretend 
play or discussions (for example, talking about 
what happened yesterday, sequencing events, 
talking about school days and weekend days) .

17.4 0.0 22.2 17.6

Teachers’ instruction of understanding characteristics 
of objects is presented in Table 33. A large percentage of 
teachers in government (66 per cent) and private schools 
(60 per cent) did not draw children’s attention to the 
characteristics of objects on the day of the observation. 

Across all school types, the most frequently observed 
level of instruction was basic. Some teachers (9.4 per 
cent) in government classrooms were observed to use a 
sophisticated level of instruction to support children’s 
understanding of the characteristics of objects.

TABLE 33: Teacher facilitates activities to support children’s understanding of characteristics 
of objects (includes shapes, colours, comparisons, and concepts of quantity)

Instruction level Government Private TuTu Overall 
percentage

NOT TAUGHT: The teacher does not draw 
children’s attention to characteristics of objects 
(shape, colour, quantity) in her teaching . 

65.6 60 46.2 60

BASIC: The teacher draws children’s attention 
to the colour, shape or similarities and 
differences between items (such as fewer, 
taller, many) through rote learning without 
tying the concept to children’s everyday 
experiences (such as rote or choral responses 
or direct imitation of what the teacher does) .

45.4 100.0 87.7 65.0

INTERMEDIATE: The teacher introduces 
concepts of colour, shape or similarities 
and differences between items through 
some games and concrete objects children 
manipulate (such as having children sort 
objects by shape or colour, lining objects up by 
size, grouping objects into many and few) . 

27.3 0.0 14.3 20.0
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Instruction level Government Private TuTu Overall 
percentage

SOPHISTICATED: The teacher introduces 
concepts of time, colour, shape, or similarities 
and differences between items (as in 3) and 
also in everyday activities or discussions (for 
example, talking about how items could be 
sorted, identifying shapes and colours in the 
environment, how different shapes could 
combine to make one shape – 2 triangles 
on a house could make a square) .

27.3 0.0 0.0 15.0

Summary of Numeracy Pedagogy Overall, we see that there is 
a mix of instructional levels being used to teach mathematics 
concepts in Zanzibar. On the three skills observed the strong 
majority of teachers are teaching at a basic level, with more 
at the intermediate level for teaching number concepts. On 
the positive side, we see that across the three skills observed, 
there are on average 15-20 per cent of teachers who are 
teaching with sophisticated level approaches. This suggests 
that peer-to-peer support for teacher development may be 
worth exploring.

Pedagogy – Literacy

To better understand teachers’ pre-literacy instructional 
practices, assessed observed three specific topics: teaching 
of pre-writing, pre-reading, and listening and speaking skills.

Teachers’ pre-writing instruction is presented in Table 
34. All distinctions by school type should be considered 
illustrative. More teachers in private school classrooms 
than government or TuTu classrooms were observed to 
teach this skill on the day of the observation. Additionally, 
more teachers in private school classrooms were observed 
to use an intermediate level of instruction. Teachers in 
government and TuTu classrooms mostly used basic levels 
of instruction when teaching pre-writing skills. The absence 
of sophisticated instructional strategies documented here, 
across school types, suggests a missed opportunity for 
learning and a priority for additional training and coaching 
support to teachers.

TABLE 34: Teacher facilitates activities to support pre-writing skills in all pupils

Response Private Government TuTu Overall 
percentage

NOT TAUGHT: Teacher does not do anything 
to direct children’s attention to letter shapes in 
posters, books, signs, or blackboard or provide 
opportunities for children to draw or write .

20 59.4 53.8 54.0

BASIC: Teacher asks children to write letters 
of the alphabet or words (such as their name) 
by tracing shapes, lines, or letters with a 
writing utensil or using their fingers .

50.0 61.5 66.7 60.9

INTERMEDIATE: The teacher sometimes allows 
children to write or create letters or words on their 
own (for example, children may write their name 
on an art project, use dough to create letters) . 

50.0 38.5 33.3 39.1

SOPHISTICATED: The teacher gives all 
children the opportunity to explore letters 
and words during “playful learning” activities 
(for example, the child “pretend writing” 
a story which may be a set of scribbles, or 
making a menu or list during dramatic play) .

0.0 0.0 0.0 0.0
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Teachers’ pre-reading instruction is presented in Table 35. 
More teachers in private school classrooms were observed 
to teach this skill on the day of the observation. Of those 
who did teach pre-reading on the day of observation, more 
teachers in government classrooms were observed to use a 
sophisticated level of instruction. Teachers in government 
classrooms mostly used basic levels of instruction when 

teaching pre-writing skills. As with pre-writing skills, the 
use of mainly such a low level of instruction in government 
schools, particularly, is concerning. The limited use of 
sophisticated methods highlights a need to provide 
additional training and coaching to teachers on the 
instruction of such an important literacy skill. 

TABLE 35: Teacher facilitates activities to support pre-reading skills in all pupils

Response Private Government TuTu Overall 
percentage

NOT TAUGHT: Teacher does not do anything 
to direct children’s attention to letter 
sounds, written letters, written words in 
posters, books, signs, or blackboard .

0.0 25.0 15.4 20.0

BASIC: Teacher asks children to read letters 
or words by immediately repeating what 
the teacher says (sing alphabet song, rote 
memorization, or choral response) .

60.0 62.5 27.3 52.5

INTERMEDIATE: The teacher sometimes allows 
children to identify letters, letter sounds, or words 
on their own (for example, children may identify 
letters, identify words that start with a letter 
sound, letter sounds in their name), but not simply 
repeating immediately what the teacher said . 

40.0 25.0 72.7 40.0

SOPHISTICATED: The teacher gives all 
children the opportunity to explore letters 
and words during “playful learning” activities 
(for example, reading a story together or the 
teacher writing down what the children say) .

0.0 12.5 0.0 7.5

Teachers’ instruction of pre-literacy skills using storybooks 
is presented in Table 36. Most classrooms across school 
types did not use storybooks in their teaching, but this 
finding is likely because almost half of classrooms did 
not have storybooks available. Nonetheless, of those 
teachers who did use storybooks on the day of observation, 
64.3 per cent of classrooms in government schools used 
a sophisticated level of instruction using storybooks, 
similar to TuTu classrooms (50 per cent). No private school 
teachers used a sophisticated level of instruction in using 

storybooks. Although the rate of sophisticated level use is 
higher in instruction of this activity in government schools, 
there is still much room for improvement, especially for 
an activity that is one of the most effective strategies to 
promote literacy acquisition and other skills. Additionally, 
the lack of storybooks in schools suggests that large-scale 
efforts need to be made urgently to increase the availability 
of age-appropriate, locally-contextualized, fun and 
engaging storybooks for all pre-primary classrooms.

TABLE 36: Teacher facilitates literacy activities with an age-appropriate illustrated 
storybook with text to support age-appropriate listening and speaking skills

Instruction level Government Private TuTu Overall 
percentage

NOT TAUGHT: Storybooks are not available 
or teacher does not read to children .

56.3 80 53.9 58

BASIC: Teacher reads to the class without 
discussion or questions about the story .

0.0 0.0 16.7 4.8
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Instruction level Government Private TuTu Overall 
percentage

INTERMEDIATE: Teacher reads book to 
class, asks children some questions about 
what happened in the story, or asks them 
to repeat some words from the story . 

35.7 100.0 33.3 38.1

SOPHISTICATED: Teacher reads book to 
class and encourages children to discuss story 
through open-ended questions, where for 
example, vocabulary and events are discussed 
and connected to their own experiences .

64.3 0.0 50.0 57.1

SUMMARY OF LITERACY PEDAGOGY

Pre-literacy instruction is one of the most important functions 
of pre-primary education and deserves significant attention 
in Zanzibar. As with pre-numeracy, the majority of teachers 
were observed using basic and intermediate instructional 
approaches. Use of storybooks is an activity that should be 
taking place in pre-primary class every day, however this was 
not observed in 58 per cent of classrooms. Fortunately, in the 
classrooms that did use storybooks, most teachers were using 
an intermediate or sophisticated approach with them. This 
suggests that ensuring that all classrooms have storybooks 
would be a high-impact investment.

Emotional Tone

According to the pre-primary curriculum, the pre-primary 
classroom should be an extension of the loving, secure 
environment of the home. The emotional tone of a classroom, 
such as positive and negative interactions between the pupil 
and teacher, can impact the learning environment and pupils’ 
learning, including those important socio-emotional skills.

Overall, most of the pre-primary classrooms in Zanzibar had 
a positive emotional tone. Positive interactions between 

teachers and pupils during class time were more common than 
negative interactions. Further, 78 per cent of teachers overall, 
including 81 per cent of teachers in government schools, 
frequently engaged in positive interactions with the pupils. 
In addition, 78 per cent of observations found that almost 
all children often were involved and actively participating in 
classroom activities. Finally, 98 per cent of children showed 
signs of enjoying class time. (It is noted that it may be useful in 
a future study to ask children directly about how they feel in 
the classroom.)Participation and Inclusion

Expression of ideas and purposeful conversation between 
pupils and teachers supports the development of language, 
emergent literacy, and critical thinking skills, as well as 
promoting creativity. As cited in the curriculum, asking 
questions and speaking and listening are techniques 
to be used.

Overall, generally high levels of child participation were 
observed in most pre-primary classrooms in Zanzibar. In 
all classrooms, teachers were observed giving children the 
opportunity to answer questions individually. However, 
children were observed asking questions or expressing their 
ideas in less than half (44 per cent) of classrooms. In 10 per 
cent of classrooms, teachers ignored children’s questions or 
statements. Table 37 shows this information by school type.

TABLE 37: Use of and response to questions in the classroom

Item Yes No
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Teachers give opportunity for children 
to answer questions individually

100 100 100 100 0 0 0 0

Children ask questions or express their ideas 43.8 80 30.8 44 56.3 20 69.2 56

Teacher ignores children’s 
questions or statements

3.1 40 15.4 10 96.9 60 84.6 90
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To understand the degree to which Zanzibar’s pre-primary 
teachers are providing an inclusive environment, the MELE 
classroom observation included two items. The first item 
assessed teachers’ practice of differentiating instruction 
and interaction to meet the needs and abilities of all 
children in the classroom. The average results across 
Zanzibar showed that 42 per cent of teachers showed no 
awareness that some children may have different needs 
and abilities. Approximately one quarter of teachers in 
Zanzibar (26 per cent) occasionally showed awareness of 
children’s differing needs and provided minimal support, 
and another quarter (again 26 per cent) usually showed this 
awareness and gave help with or without being asked. Only 
6 per cent of Zanzibari pre-primary teachers consistently 
demonstrated knowing which children have difficulty 
and provide support to them, while also providing more 
challenging activities for those who are ready for them 
(e.g. differentiating instruction). Private school teachers 
performed better on this item than TuTu and government 
school teachers (see Annex 3 for more detail).

The second item measuring inclusive environment in the 
classroom was completed by assessors only if there were 
special needs pupils in the class. If so, the teacher was 
observed to make adaptations for those pupils or not. Similar 
to the finding for the item discussed above, 43 per cent of 
Zanzibari pre-primary teachers were observed to make no 
adaptations for children with special needs or ignore them, 
while 57 per cent did make some kind of an adaptation. This 
suggests that in-service teacher training on the topic of 
inclusive education and differentiated instruction would be a 
worthwhile investment for the RGoZ.

Summary of Participation and Inclusion

The study observed generally high levels of child 
participation in most pre-primary classrooms in Zanzibar. 
However, regarding inclusion, there is some work to be done 
to ensure that children with special needs are supported fully 
in the classroom. In-service teacher training could provide 
additional training on issues of inclusion to ensure that the 
needs of all pupils are met. 

Classroom Discipline and Code of Conduct

In this study, 82 per cent of teachers across school types 
did not engage in negative verbal interactions with the 
pupils (18 per cent did), and 88 per cent did not engage in 
negative physical interactions with the pupils (12 per cent 
did). While the numbers of teachers who did engage in these 
negative interactions with pupils is small, any level of it at 
all is problematic.

When pre-primary teachers were asked about which 
punishments were used with children when they misbehave, 
overall the most-cited strategies were to tell the child 

to stop (72 per cent), give the child a reason why they 
should stop (50 per cent), and change the child’s position 
(seating arrangement; 46 per cent). Few noted physical 
punishments. When results are analysed by school type, 
the predominant answers among teachers are similar 
across all schools: telling the child to stop (government: 
70 per cent; private: 60 per cent; TuTu centre: 82 per cent), 
changing the child’s position (government: 50 per cent; 
private: 40 per cent; TuTu: 36 per cent), and giving the child 
a reason why she should stop (government: 47 per cent; 
private: 60 per cent; TuTu: 55 per cent). However, 30 per 
cent of teachers in government schools cited making the 
child stand or kneel as a punishment. Likewise, teachers in 
government schools mentioned hitting (with the hand or a 
stick) or pinching a child as punishment for misbehaviour 
in 23 per cent of their responses. Teachers in TuTu centres 
mentioned hitting or yelling at the child in 18 per cent of 
their responses. No teachers in private schools mentioned 
responses to child misbehaviour that involved hitting, yelling 
at, or humiliating the child. It is important to keep in mind 
that these differences by school type should be interpreted 
illustratively. Because corporal and punitive responses are 
detrimental to learning, ZIE might explore the issue further to 
eradicate these approaches from schools. 

Yet, overall, most (76 per cent) teachers report having been 
oriented on the teacher’s code of conduct and professional 
ethics. Twenty per cent of teacher in government schools 
report not having received the orientation, along with 36 per 
cent of teachers in TuTu centres. Teachers in private schools 
reported either having received the orientation (80 per cent) 
or did not answer the question (don’t know/no answer; 20 
per cent). As for reporting mechanisms, most teachers in 
government and private schools indicated that they would 
report potential abuse or mistreatment to the head teacher 
and/or the parents (government: 63 per cent; private: 80 per 
cent). About a third of teachers in government schools (30 per 
cent) and TuTu centres (36 per cent) would report abuse to 
the village/street leadership.

SUMMARY OF CLASSROOM DISCIPLINE 
AND CODE OF CONDUCT

The majority of teachers are not engaging in negative 
discipline practices, but a significant minority are. This harms 
children’s development and their academic performance. 
Corporal punishment is contrary to ZIE policy and steps 
should be taken to address it. Most teachers (76 per cent) 
have been trained on the teacher’s code of conduct.
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Teacher Attitudes, 
Training and Support

As with the previous section, and all of this report, it 
is important to keep in mind the limitations of a small 
sample, and interpret the differences between school types 
cautiously.

Professional Status and Pre-Service 
Training of Pre-primary Teachers

Pre-primary teachers reported their professional status as 
professional teacher teaching only pre-primary (41 per cent), 
professional teacher teaching pre-primary and a higher 
grade (57 per cent), or paraprofessional or assistant teacher 
(2 per cent). In Zanzibar, to become a pre-primary school 

teacher at minimum one needs a Teacher Grade ‘A’ teaching 
certification from a recognized teacher training college. The 
requirements for a Grade A teaching certificate are as follows:

1) An ordinary secondary (O-Level) education 
(four years of secondary education undertaken 
after completion of primary education); and 

2) Two years of teacher training education (Grade ‘A’ 
teaching certification) on either general primary 
teacher training or early childhood education.

Figure 10 displays professional status by school type. Please 
note that when the pre-primary teacher interview and 
classroom observation were conducted, data collectors 
asked to interview and observe the person who normally 
teaches the class. 

FIGURE 10: Professional status of pre-primary teachers by school type
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Overall, the majority of teachers reported their highest 
educational level completed as a Certificate (72 per cent), 
and 78 per cent of teachers reported earning certification 
in early childhood development. Head teachers reported 
that 70 per cent of their pre-primary teachers have early 
childhood certificates. By school type, certification was still 
the highest level completed by teachers in all schools, but 
more teachers in private-supported (100 per cent) had early 

childhood development certificates than in government-
supported (77 per cent) or TuTu (72 per cent) schools. Overall, 
the average amount of time being a teacher was 15.4 years 
(range = 0–31), and the average time being a pre-primary 
teacher was 5.7 years (range 0–29). Five teachers (11 per 
cent) had taught pre-primary one year or less, as shown in 
Table 38 below. 

TABLE 38: Years teaching pre-primary by school type 

Years teaching 
pre-primary

Public Private TuTu Overall

Less than 1 year 3.3 20.0 0.0 4.4

1 year 6.7 0.0 9.1 6.5
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Years teaching 
pre-primary

Public Private TuTu Overall

2–5 years 40.0 60.0 63.6 47.8

6–10 years 36.7 0.0 18.2 28.3

11–15 years 6.7 20.0 9.1 8.7

16–20 years 3.3 0.0 0.0 2.2

Over 20 3.3 0.0 0.0 2.2

Teacher background is disaggregated by professional status 
below in Table 39. Professional teachers teaching pre-
primary and a higher grade had the most teachers with a 
higher education level. Not surprisingly, more professional 

teachers teaching only pre-primary had early childhood 
development certificates. Number of years teaching overall 
did not vary much by whether a teacher taught only pre-
primary or pre-primary and another class.

TABLE 39: Teacher background by professional status 

Professional 
teacher teaching 
only pre-primary 
(n = 19)

Professional 
teacher teaching 
pre-primary 
and a higher 
grade (n = 26)

Paraprofessional 
or assistant 
teacher (n = 1)

Overall
(n = 46)

Highest education level 

Less than Form 4 5.3 3.9 100.0 6.5

Form 4 10.5 15.4 0.0 13.1

Certificate 79.0 69.2 0.0 71.7

Diploma 5.3 7.7 0.0 6.5

Bachelor’s Degree 0.0 3.9 0.0 2.2

Certification in early childhood development by professional status

No 15.8 23.1 100.0 21.7

Normal certificate 68.4 57.7 0.0 60.9

Grade A certificate 15.8 7.7 0.0 10.9

Diploma 0.0 3.9 0.0 2.2

Other 0.0 7.7 0.0 4.4

Years of teaching in current pre-primary class by professional status

Less than 1 year 10.5 7.7 0.0 8.7

1 year 10.5 3.9 0.0 6.5

2-5 years 36.9 57.7 0.0 47.8

6-10 years 36.8 19.2 100.0 28.3
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Professional 
teacher teaching 
only pre-primary 
(n = 19)

Professional 
teacher teaching 
pre-primary 
and a higher 
grade (n = 26)

Paraprofessional 
or assistant 
teacher (n = 1)

Overall
(n = 46)

11-15 years 0.0 7.7 0.0 4.4

16 years or more 5.3 3.9 0.0 4.4

Years of overall teaching experience by professional status

Less than 1 year 5.3 0.0 0.0 2.2

1 year 0.0 3.9 0.0 2.2

2–5 years 21.1 19.2 0.0 19.6

6–10 years 21.1 11.5 100 17.4

11–15 years 10.5 19.2 0.0 15.2

16 years or more 42.1 46.2 0.0 43.5

Schedule in the Classroom

According to the head teacher report, all government schools 
follow the national curriculum for pre-primary. Ninety-
two percent of public TuTu pre-primary centres follow the 
national curriculum; the other 8 per cent of TuTu centres 
follow their own curriculum. TuTu centres are clustered 
and attached to nearby public pre-schools, so they share 
experiences and use public pre-school guidelines. However, 
they also follow a separate programme for TuTu classes. 
The average day for pre-primary in government schools 

is 4.7 hours; in private schools, 4.8 hours; and in TuTu 
centres, 4 hours. 

The pre-primary curriculum guidance on the number of 
periods per week of each subject is shown in Table 40, along 
with a comparison of the teacher schedule of periods. Our 
findings show that with the exception of environmental 
education, science and technology, schools are mostly 
meeting the recommendation of the curriculum. Table 41 
shows the number of periods per week found in the teacher 
schedule by school type. 

TABLE 40: Comparison of curriculum guidance and teacher schedule in government schools 

Subject Number of periods per week Government schools average 
number of periods per week

English 3 3.8 (Language)

Kiswahili 3

Mathematics 3 3.0

Environmental Education, Science and Technology 3 1.1

Arabic 3 3.8 (Language)

Sports 4 .8 (Health); 3.4 (Outdoor Play)

Art and Craft 1 1.5

Religion 1
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TABLE 41: Teacher schedule of periods per week by school type

Learning area in 
observation tool

Government
Average number 
of days per week

Private
Average number 
of days per week

TuTu
Average number 
of days per week

Overall
Average number 
of days per week

Language 3.8 3.6 3.5 3.7

Math 3 2.4 3.1 3

Free choice 1.3 0.6 0.8 1.1

Environment 1.1 1.2 1.3 1.2

Art 1.5 1.2 1.4 1.4

Health 0.8 0.4 0.8 0.8

Relating to each other 0.1 0.2 0.2 0.2

Outdoor Play 3.4 1.6 2.8 3.1

Language of Instruction

It was observed that Kiswahili was the language of 
instruction in all government pre-primary schools and 
TuTu centres. All teachers in government schools and TuTu 
centres also reported using Kiswahili 100 per cent of the 
time. This is in line with the Zanzibar policy of 2006 that 
Kiswahili shall be the language of instruction at pre-primary 
and lower primary levels, while English shall be used from 
upper primary onwards. In contrast, English is the language 
of instruction in the majority (80 per cent) of private pre-
primary schools, per both classroom observations and 
pre-primary teacher interviews. 

Pre-primary teachers also reported the percentage of time 
they used different languages during the day (Figure 11). 
A large portion of teachers in government pre-primary 
programmes and TuTu centres reported that they use Kiswahili 
all day (53 per cent in government schools; 64 per cent in TuTu 
centres.) Twenty per cent of teachers in private pre-primary 
schools used English all the time in the classroom and 60 per 
cent of teachers in private pre-primary programmes used 
English more than half the time. Overall, more than a third (37 
per cent) of teachers, across all pre-primary programme types, 
reported using children’s home language more than half the 
time in the classroom. 

FIGURE 11: Teacher report of languages used in the pre-primary classroom 
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Pre-primary teacher motivation and support

When interviewed, pre-primary teachers were asked why 
they became pre-primary teachers. The most popular 
answers were that they liked teaching young children (59 
per cent) and that they were reassigned to pre-primary 
from another level (50 per cent). Eighty-three per cent of 
pre-primary teachers felt that they were satisfied with their 

job. When asked what their career plan was for the next 1–5 
years, 24 per cent planned to stay as a pre-primary teacher 
and 54 per cent planned to go study pre-primary education. 
Seventy-six per cent of pre-primary teachers reported 
that they think the pre-primary system prepares children 
very well for primary school. Teacher responses to general 
questions are shown in Table 42.

TABLE 42: How strongly do you agree or disagree with the following statements?

Response Strongly 
disagree

Disagree Neutral Agree Strongly 
agree

I am satisfied with my job 13.0 0.0 2.2 19.6 63.0

I receive adequate support 
from my head teacher

13.0 2.2 2.2 28.3 54.4

I am overwhelmed with the 
amount of work I have

23.9 10.9 6.5 30.4 28.3

I have adequate support and 
resources from the school in 
carrying out my teaching duties 

15.2 13.0 4.4 39.1 28.3

I feel the role of pre-primary 
teacher is valued

23.9 13.0 6.5 19.6 37.0

I feel I have the training 
I need to be an effective 
pre-primary teacher

15.2 6.5 0.0 30.4 47.8

Pre-primary Teacher Compensation

According to pre-primary teacher reports, all but one 
received compensation for teaching the class. The vast 
majority (96 per cent) receive monetary compensation, 
and most teachers reported that the government (78 per 
cent) provided the compensation. Monetary compensation 
reported by the pre-primary teachers ranged from 30,000 to 
443,000 TZS (mean = 197,590), to be paid every month. Eighty 
per cent of teachers received the full compensation last 
month, as opposed to 13 per cent of teachers who received 
nothing (the remaining 7 per cent did not respond). Eighty 
per cent also reported that they are generally paid on time. 
Head teachers reported that 90 per cent of their pre-primary 
teachers are paid, and 60 per cent of their assistant pre-
primary teachers or helpers are paid. 

Pre-primary Teacher In-Service 
Training and Support

Pre-primary teachers were asked about trainings attended in 
the past year (Table 43). Many (87 per cent) of the teachers in 
government pre-primary schools reported having attended 
a training in the past year; half (50 per cent) of them reported 

attending one training of four days or less. Seventy-seven 
per cent of teachers in government schools felt they have the 
training they need to be an effective pre-primary teacher. 
On the other hand, 60 per cent of pre-primary teachers in 
private schools did not attend a training in the past year; if 
they did receive training, it was only once in the past year. 
Interestingly, 100 per cent of teachers in private schools felt 
they have the training they need to be effective. Thirty-seven 
per cent of teachers in TuTu centres did not receive training, 
and if they did receive training, it was only once in the past 
year and in most cases (55 per cent) it was a training of less 
than four days. Yet, many (73 per cent) of them feel they have 
the training they need to be an effective pre-primary teacher. 
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TABLE 43: In-service training or orientations attended by teachers

Responses Government Private TuTu Overall

No 10.0 60.0 36.4 21.7

One training workshop/
seminar for 4 days or less

50.0 20.0 54.6 47.8

One training workshop/
seminar for 5 days or more 

20.0 20.0 9.1 17.4

Two to three training workshops/
seminars for 5 days or more 

10.0 0.0 0.0 6.5

More than three training workshops/
seminars for 5 days or more

6.7 0.0 0.0 4.4

In Zanzibar, management training for head teachers is 
provided by former Nkrumah Teacher Training College 
and now by SUZA; and training for pre-primary teachers is 
provided by MOEVT’s pre-primary Teacher Training College in 
both Unguja and Pemba, and by the Madrasa Early Childhood 
Programme Zanzibar. A small number of other pre-
primary teachers received training from a college in Tanga. 
Overall, the findings indicate that pre-primary teachers in 
government schools had the greatest access to training 
opportunities. Although most (67 per cent) of teachers in 
government pre-primary programmes received training from 
the ZIE/MOEVT, they also received training from a variety 
of sources: teacher training college (3 per cent); private 
organizations (3 per cent); faith-based organizations (3 per 
cent); community-based organizations (7 per cent); and other 

sources (3 per cent). Pre-primary teachers in private schools 
received training either from the ZIE/Wizara (20 per cent), 
a faith-based organization (20 per cent), or other. Teachers 
in TuTu centres appear to only have one source of training, 
the ZIE/Wizara (64 per cent). When asked what the training 
topics were, a third (33 per cent) of pre-primary teachers 
reported having received orientation on the new curriculum 
for pre-primary and nearly half (48 per cent) received training 
in other topics. 

Pre-primary teachers were asked about the types of 
support or supervision received in the past year. All groups 
of teachers reported receiving some level of support or 
supervision (Table 44). 

TABLE 44: Sources and types of instructional support or supervisions by school type

Yes* Classroom 
management

Record 
keeping

Teaching 
and 
learning

Other No 
feedback 
given

Government

Supervision/support 
by Head teacher

88 30 0 76.7 0 0

Supervision/support 
by Ward Education 
Coordinator?

24 10 6.7 20 0 0

Supervision/support 
by Quality Assurance 
Officer (formerly 
School Inspector)

44 6.7 3.3 36.7 3.3 3.3

Supervision/support 
by Fellow Teacher 
(peer-based learning)

56 13.3 10 43.3 3.3 3.3

Other 16 0 0 13.3 0 0
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Yes* Classroom 
management

Record 
keeping

Teaching 
and 
learning

Other No 
feedback 
given

Private

Supervision/support 
by Head teacher

100 0 20 20 20 0

Supervision/support 
by Ward Education 
Coordinator?

33.3 0 0 0 0 20

Supervision/support 
by Quality Assurance 
Officer (formerly 
School Inspector)

33.3 20 20 20 0 0

Supervision/support 
by Fellow Teacher 
(peer-based learning)

100 0 0 40 20 0

Other 33.3 0 0 20 0 0

TuTu

Supervision/support 
by Head teacher

70 9.1 0 63.6 9.1 0

Supervision/support 
by Ward Education 
Coordinator?

30 18.2 9.1 27.3 0 0

Supervision/support 
by Quality Assurance 
Officer (formerly 
School Inspector)

40 27.3 0 27.3 0 9.1

Supervision/support 
by Fellow Teacher 
(peer-based learning)

50 9.1 18.2 45.5 9.1 0

Other 0 0 0 0 0 0

Overall

Supervision/support 
by Head teacher

82.6 21.7 2.2 67.4 4.4 0.0

Supervision/support 
by Ward Education 
Coordinator?

26.3 10.9 6.5 19.6 0.0 2.2

Supervision/support 
by Quality Assurance 
Officer (formerly 
School Inspector)

42.1 13.0 4.4 32.6 2.2 4.4

Supervision/support 
by Fellow Teacher 
(peer-based learning)

57.9 10.9 10.9 43.5 6.5 2.2

Other 13.2 0.0 0.0 10.9 0.0 13.2

*N=37
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Overall, most (83 per cent) pre-primary teachers reported 
having received support and supervision from the head 
teacher. More than half of teachers in government schools 
(53 per cent) and TuTu centres (55 per cent) received head 
teacher support once a month or more frequently. Although 
100 per cent of teachers in private schools reported 
receiving support from the head teacher, this support did 
not necessarily occur frequently: only 20 per cent of private 
school teachers reported monthly head teacher support. 
However, all teachers in private schools reported receiving 
support from a fellow teacher, either once a month (20 per 
cent) or once (20 per cent) or twice (20 per cent) a year. In 
fact, the second most common form of teaching support 
in government schools and TuTu centres was peer-based 
learning. Although the most prevalent forms of support were 
head teachers and fellow teachers, regardless of school 
type, pre-primary teachers also reported receiving support 
or supervision from the Ward Education Coordinator (27 per 
cent across all school types) or the Quality Assurance Officer 
(42 per cent). In general, the most frequently reported type of 
support was for teaching and learning, followed by classroom 

management. Teachers across both groups were also divided 
in what sources of support they found to be useful.

Interestingly, teacher across all school types cited head 
teacher and fellow teacher support as the most useful, and 
these are also the most prevalent types of support in all 
schools. However, pre-primary teachers in private schools 
did not find support from the District Education Officers very 
useful. In fact, they did not find the support of the District 
Education Officers useful in any degree, and found the 
support of the Quality Assurance Inspector only somewhat 
useful. No teachers reported that support, from any source, 
was not useful at all. 

Teachers were then asked where they feel they need the 
most support. Across groups, teachers reported needing 
most support in how to teach young children, followed by 
classroom management and using the curriculum. Teachers 
reported less need for assistance in assessing children’s 
development or record keeping. Table 45 shows areas for 
which teachers reported that support was needed.

TABLE 45: Teacher-reported areas of support needed by school type

Responses Government Private TuTu Overall

Classroom management 30 20 45.5 32.6

Record keeping 23.3 0 9.1 17.4

Teaching young children 56.7 80 63.6 60.9

Using the curriculum 33.3 20 36.4 32.6

Assessing children’s development 26.7 20 18.2 23.9

Other 26.7 20 18.2 19.6

None 0 0 0 0.0

No answer 3.3 0 0 2.2

SUMMARY OF TEACHERS ATTITUDES, 
TRAINING AND SUPPORT

Interestingly, most teachers in Zanzibar reported feeling 
supported and having received the training that they need 
to be effective pre-primary teachers. Given the low levels of 
training and materials available, and the low pupil scores on 
pre-primary learning outcomes, this suggests that teachers’ 
expectations may be lower than they should be. Teachers 
identified the greatest need for support in teaching young 
children (60.9 per cent on average across school types). 
Positively, there seems to be a relatively high degree of 
engagement between caregivers and schools. Sixty-four per 
cent of caregivers reported regular communication with the 

pre-primary teacher. This is a strength in Zanzibar’s pre-
primary education system to be built upon.

Infrastructure

Space and Furniture in the Pre-primary Classroom

Out of 46 schools with indoor covered space for the pre-
primary classroom, 59 per cent had enough space for all 
attending children to do all indoor activities, and 20 per 
cent had enough space for all attending children to sit in one 
room, with space for activities crowded (Table 46). However, 
despite adequate space in most classrooms, the seating was 
reported to be less adequate. (In Zanzibar, some classrooms 
are furnished with benches and tables, while some are 
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equipped with mats for children to sit on the floor. Mats for 
sitting on the floor are perfectly acceptable for pre-primary 
classes.) In 30 per cent of schools, not all children had a seat 
to comfortably sit in. Only 24 per cent of schools provided an 

appropriately-sized seat and desk for all pre-primary aged 
children (Table 47). In only one classroom were children 
sitting in a way that they could not all see the teacher.

TABLE 46: Covered classroom space is adequate for the number of attending children and group activities 

Responses Government Private TuTu Overall

Covered classroom space is inadequate (all 
children cannot sit comfortably in one room)

0 20 20 6.5

Classroom space is just enough for all 
attending children to sit in one room, 
but no extra space for activities 

6.5 40 30 15.2

Classroom space is enough for all 
attending children to sit in one room, 
but is crowded for activities

19.4 0 30 19.6

Classroom space is enough for all attending 
children to do all indoor activities

74.2 40 20 58.7

TABLE 47: Do all pupils have an appropriate seat and desk?

Responses Government Private TuTu Overall

Not all children have a seat to comfortably sit 
in the room (some children sit on bare ground), 
even if there is table surface for writing

29.1 20 40 30.4

All children have a seat (chair, bench, 
mat, wood/rocks, other materials)

38.7 40 50 41.3

All children have a seat (chair, bench, mat, 
wood/rocks, other materials) and desk/table/
writing surface, but those are not appropriately 
sized for pre-primary-aged children

6.5 0 0 4.4

All children have a seat and desk that are 
appropriately sized for pre-primary-aged children

25.8 40 10 23.9

Physical Safety (of Pupils, Teachers and Materials)

All but one school had an indoor, covered classroom space 
for pre-primary class. Table 48 shows the dangerous 
situations found at schools by school type. Within the 
classroom, observers looked for situations that could pose 
danger to children; 75 per cent of classrooms did not expose 
children to dangerous situations. For the remaining 25 per 
cent, the dangerous conditions cited were broken or uneven 
floors (11 per cent), sharp or rusting play materials (4 per 
cent), inadequate number of windows or broken windows/
doors (2 per cent), poor ventilation (4 per cent), unlatching 
door (4 per cent), and exposed/protruding nails (4 per cent). 
Forty per cent of classrooms had a first aid kit in or near the 
classroom. Most pre-primary teachers also reported secure 

windows and lockable doors in the classrooms (72 per cent). 
Out of the 89 per cent of the schools that had a playground, 
most schools (68 per cent) had one which was safe, free from 
debris, rust, and sharp objects. Most schools (75 per cent) 
were not fenced. TuTu schools had the highest percentage 
of dangerous situations, while classrooms in private schools 
posed no dangerous situations for children. 
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TABLE 48: Unsafe situations found at schools by school type

Response Government Private TuTu Overall

Broken or uneven floors in classroom 16.1 0 0 10.6

Broken chairs in classroom 0 0 0 0

Sharp or rusting play materials (staples or 
razors for sharpening pencils excluded)

0 0 18.2 4.3

Leaking roof, holes in ceiling for rain to 
fall through, falling roof material

0 0 0 0

Inadequate number of windows, 
or broken windows or doors

0 0 9.1 2.1

Inadequate natural lighting such that 
children cannot see books or teacher

0 0 0 0

Poor ventilation 3.2 0 9.1 4.3

Door cannot be closed or latched 0 0 18.2 4.3

Nails exposed which can hurt children 3.2 0 9.1 4.3

Other conditions that are not safe for children 6.5 0 18.2 8.5

School Water & Sanitation Systems

The MELE classroom inventory includes observation items 
regarding access to water at the school, as displayed in 
Table 49. Eighty-five per cent of schools had a water source 
at the school, and 88 per cent of those water sources were 
functional on the day of the observation. Of the schools with 
a water source, 72 per cent had piped water to the school, 
and 21 per cent had a protected dug well. Overall, seventy-
seven per cent of head teachers reported that water was 
available at the school, and of those, 47 per cent reported 
that water was always treated for drinking. According to 
head teachers’ responses, half (52 per cent) of government 
pre-primary programmes treat water for drinking always, 
and 30 per cent of government schools never treat the water. 

Forty per cent of head teachers of government pre-primary 
schools report using bleach as the method for treating water, 
along with boiling (3 per cent), candle filters (3 per cent), 
and other methods (10 per cent). Seventy-five per cent of 
private schools treat water always, and 25 per cent treat it 
sometimes. All private schools use bleach as the method for 
treating water. Sixty per cent of head teachers of TuTu centres 
reported that they never treat water, while a third (29 per 
cent) of TuTu centres treat water only sometimes. When TuTu 
centres treat water, they use methods like boiling (7.7 per 
cent of responses), bleach (7.7 per cent of responses), or other 
methods (7.7 per cent). 

TABLE 49: School water sources by school type

Response Government Private TuTu Overall

No water available in or near school 3.2 20 45.5 14.9

Piped water to school yard/plot 77.4 80 54.6 72.3

Public tap/standpipe 0 0 0 0

Tube well/Borehole 3.2 20 0 4.3

Protected dug well 29 20 0 21.3

Unprotected dug well 0 0 0 0
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Response Government Private TuTu Overall

Protected spring 0 0 0 0

Unprotected spring 0 0 0 0

Rainwater collection 3.2 0 0 2.1

Bottled water provided by the school 3.2 0 0 2.1

Cart with small tank/drum 3.2 0 0 2.1

Tanker truck 3.2 0 0 2.1

According to the classroom inventory, 74 per cent of schools 
included some type of handwashing facility, including running 
water from a piped system or tank (45 per cent), hand-poured 
water (23 per cent), and basin/bucket handwashing (13 per 
cent), as shown in Table 50. Only one school out of those 
with handwashing facilities did not have water available for 
handwashing the day of the observation. Most of those schools 
did not have soap available for handwashing (77 per cent). At 

49 per cent of schools, it was observed that children did not 
wash their hands after using a toilet. At 36 per cent of schools, 
children were observed to use only water when washing their 
hands, and at 15 per cent of schools, children were observed 
to use soap and water. Head teachers were also asked when 
pupils washed their hands, and 60 per cent reported after 
using the toilet, 51 per cent reported before a meal, and 45 per 
cent reported after a meal.

TABLE 50: Types of handwashing facilities available at schools by school type

Response Government Private TuTu Overall

No handwashing station in or near school 25.8 0 36.4 25.5

Running water from a piped system or 
tank (such as a faucet and sink, a stand 
post, or a rainwater tank with faucet) 

38.7 80 45.5 44.7

Hand-poured water system (from a bucket or ladle) 32.3 20 18.2 23.4

Basin/bucket (hand-washing is done in the 
water, i .e ., water is not running or poured

9.7 20 18.2 12.8

Kibuyu chirizi (locally made handwashing 
stand where water is poured out of 
cans when they are tilted)

0 0 0 0

Observers noted that 17 per cent of schools (n=8) did not have 
toilet facilities for children; 66 per cent had flush or pour-flush 
toilets; and 11 per cent had pit latrines. According to observers, 
64 per cent of schools had clean toilets; 49 per cent of schools 
included toilets that were separated by gender; 30 per cent 
of schools had child-sized toilets (although observers noted 
that 38 per cent of schools had toilets that were accessible 
for the youngest children); and only 6 per cent of schools had 
disability-friendly toilets for children.

SUMMARY OF INFRASTRUCTURE

Classroom space was found to be sufficient for the most part 
in government schools, but there were not enough seats 
for every child. Space appeared to be more constrained 

in TuTu schools. A small number of unsafe infrastructure 
situations were identified which can be addressed 
without great expense. About 15 per cent of schools did 
not have access to water, but those were particularly 
concentrated in the TuTu schools (45.5 per cent) and 25 per 
cent did not have a handwashing station (again with TuTu 
schools lacking the most). Overall the data suggest that 
infrastructure investment should not be the first priority 
for Zanzibar government schools, considering other urgent 
needs identified in this report. Private and TuTu schools 
may require relatively more infrastructure investment, 
but further research should be done on this before 
recommendations are made.
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Teaching and Learning Materials

Teaching and learning materials, such as writing utensils 
and storybooks, are important for supporting early learning 
in young pupils. A lack of resources that assist the teacher 
in providing quality learning experiences can limit pupils’ 
opportunity to learn. The Zanzibar Curriculum does not 
specify guidance on materials in the pre-primary classroom. 
We examined the supply of teaching and learning materials in 
classrooms using the classroom inventory. Our findings show 
that in many classrooms, materials are either not available, 
or available but not used (Table 51).

Non-book Materials 

According to the classroom observations, art materials were 
not available in 40 per cent of classrooms and used in only 14 

per cent of the classrooms. Thirty-two per cent of classrooms 
had a sufficient quantity for all children to use them. 
Dramatic play materials were not observed to be available 
in 58 per cent of classrooms. Dramatic play materials were 
being used in only 6 per cent of the classrooms in which they 
were present. Nine per cent of classrooms had a sufficient 
quantity for all children to use them. Math materials were 
observed to be in use in almost half of the classrooms (48 per 
cent). Twenty per cent of classrooms were observed not to 
contain math materials. Fifty-five per cent of classrooms had 
a sufficient quantity for all children to use them. Government 
classrooms, specifically, varied in their access and use of 
materials, but it should be noted that close to half (43 per 
cent) of classrooms had access to mathematics materials and 
these were used during the observation.

TABLE 51: Materials access and use in the classroom by school type

Item No materials in 
classroom

Materials present but 
not used by children

Materials are used 
during the observation
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Art  
(Paper, drawing surfaces, 
crayons, markers, chalk, 
pencils, paints, clay, boxes, 
beads, yarn, cloth scraps, 
scissors, tape, glue, stamps, 
ruler, hole punch, sticks, 
grasses, natural materials)

34.4 20 61.5 40 56.3 40 23.1 46 9.4 40 15.4 14

Dramatic Play and Role Play 
(dolls, figures, dress up 
clothes, props such as 
pretend food, tools)

46.9 100 69.2 58 43.8 0 30.8 36 9.4 0 0 6

Manipulatives/Math 
Materials  
(shells, sticks, blocks, 
shapes, bottle caps, dice 
other material used for 
counting and sorting)

18.8 20 23.1 20 3.8 60 7.7 32 43.8 20 69.2 48

Did children engage 
with storybooks?

40.6 80 53.9 48 21.9 0 30.8 22 37.5 20 15.4 30

A lack of writing utensils can limit pupils’ development of fine 
motor and pre-writing skills. Availability of writing materials 
is essential for pupils to practice writing their letters, names, 
and drawing pictures and to improve their fine motor skills. 
In government schools, over half of classrooms (59 per cent) 

had enough writing utensils for all children. Twenty-eight 
per cent of classrooms had enough writing utensils for 50 
per cent or less of children. This contrasts with classrooms 
in private schools, in which 80 per cent of classrooms had 
enough writing utensils for all children. Regarding exercise 
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books, 60 per cent of classrooms in government schools 
had enough exercise books for all children; whereas 80 per 
cent of classrooms in private schools and only 38 per cent 
of classrooms in TuTu schools had enough for all children. 
More TuTu classrooms had enough slates for all children 
(54 per cent), whereas only 28 per cent and 20 per cent of 
classrooms in government and private schools had enough 
for all children, respectively. Textbooks were most common 
in private school pre-primary classrooms.

Instructional posters or wall hangings (e.g., alphabet, 
number line) can provide a richer learning environment for 
pupils and aid teachers in instruction. Materials such as these 

can aid in learning as the teacher can point to these materials 
throughout the day as needed to support instruction. 
Many of the observed classrooms had letters (81 per cent), 
numbers (75 per cent), and relevant pictures or images (81 
per cent) hanging on the walls. Most (72 per cent) classrooms 
had instructional visuals hanging on the walls at children’s 
eye level as well. In addition, the display of pupils’ work in the 
classrooms shows pupils that their work is valued. The walls 
of the classrooms were observed for children’s artwork. Only 
about a third of classrooms (36 per cent) had children’s work 
hanging on the walls. Figure 11 shows the wall hangings by 
school type. 

TABLE 52: Wall hangings in the pre-primary classroom by school type

Wall Hangings in Classroom Yes No
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Children’s work (artwork, writing, etc .)? 35.5 80 18.2 36.2 64.5 20 81.8 63.8

Letters/Alphabet? 87.1 100 54.6 80.9 12.9 0 45.5 19.2

Numbers? 80.7 100 45.5 74.5 19.4 0 54.6 25.5

Relevant pictures/images? 90.3 80 54.6 80.9 9.7 20 45.5 19.2

Are any visuals displayed 
at children’s eye level?

87.1 80 27.3 72.3 12.9 20 72.7 27.7

Is the daily routine posted where 
children are able to see it?

54.8 40 18.2 44.7 45.2 60 81.8 55.3

SUMMARY OF NON-BOOK MATERIALS 

Overall, although most schools have some non-textbook 
materials, such as writing utensils, slates, wall hangings, 
and art and mathematics materials, there were still many 
classrooms lacking materials. On the positive side, most 
classrooms were found to have wall hangings, including 
letters, numbers, and relevant pictures or images. Still, wall 
hangings are insufficient; pupils need to be able to hold and 
interact with books and other learning materials, which 
are critical for providing pupils opportunities to learn and 
practice new skills. 

MATERIALS – BOOKS

Storybooks provide exposure to letters, words, and narrative 
concepts, which greatly aid in developing emergent literacy 
skills. A lack of storybooks in the classroom may limit the 

development of these pre-literacy skills needed to facilitate 
successful transition into primary school. Overall, most 
pre-primary classrooms fall on the lower end of the scale in 
this domain. Storybooks were not observed to be available 
in almost half of classrooms (48 per cent). Of the classrooms 
where storybooks were available, a large percentage of 
classrooms (43 per cent) had only between one and five 
storybook titles available. Twenty per cent of classrooms 
with storybooks had more than sixteen available titles. Even 
when storybooks were present, they were only being used in 
30 per cent of classrooms. Most of the storybooks observed 
in the classrooms were in Kiswahili. Tables 21, 22, and 23 
show the findings across school type.
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TABLE 53: Number of different titles of storybooks (books with pictures and text, 
including those made by the teacher, if any) in the classroom 

Response Government Private TuTu Overall

None 32.3 40 36.4 34

 1-5 38.7 60 45.5 42.6

 6-10 3.2 0 0 2.1

 11-15 0 0 9.1 2.1

 16+ 25.8 0 9.1 19.2

TABLE 54: Number of storybooks by language in the classroom

Response Government Private TuTu Overall

Kiswahili

None 0 50 0 6.3

 1–10 52.4 0 57.1 46.9

 11–20 0 0 14.3 3.1

 21–30 9.5 50 14.3 15.6

 31+ 38.1 0 14.3 28.1

English 

None 66.7 33.3 57.1 61.3

 1–10 28.6 0 42.9 29

 11–20 0 0 0 0

 21–30 0 33.3 0 3.2

 31+ 4.8 33.3 0 6.5

TABLE 55: Total number of functional storybooks (books with pictures and text, 
including those made by the teacher, if any) in the classroom

Response Government Private TuTu Overall

None 32.3 40 45.5 36.2

 1–10 29 0 36.4 27.7

 11–20 6.5 0 9.1 6.4

 21–30 6.5 40 9.1 10.6

 31+ 25.8 20 0 1.5
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In addition, findings from the caregiver interviews revealed 
that 53 per cent of caregivers do not have storybooks for their 
child(ren) at home. Taken together, these findings highlight 
that the about one half of pupils are not being exposed to 
storybooks or read aloud activities either at home or at school. 

SUMMARY OF BOOK MATERIALS

The absence of storybooks in nearly half of Zanzibari 
pre-primary classrooms of all types is a serious concern. 
Storybooks are essential for developing pupils’ emergent 
literacy skills. In addition, training is needed for teachers on 
how to make good use of storybooks that are available. The 
study found that, beyond storybooks, materials were lacking 
in general. Making such materials available in all schools 
should be a priority.

Research Question 3. Which elements 
of quality are associated with pre-
primary learning outcomes?

Early experiences lay the foundation for later development. 
One of the most important experiences that impact pre-
primary outcomes (or school readiness) is the quality of 
the early learning environment. Higher quality learning 
environments can have a lasting impact on learning and 
childhood development.11 The current study examines the 
following research question: Which elements of quality are 
associated with pre-primary learning outcomes? 

With an aim to answering this question, a set of analyses 
explored the association between elements of quality in 
classrooms and child learning outcomes. These are described 
in the section below.12

• A first step was to focus on children who attended the 
same school for pre-primary and primary; children 
who attended a pre-primary school other than the 
primary school they presently attended were removed 
from the sample because in these cases it was not 
possible to associate their performance with the 
quality data collected in the pre-primary classroom 
at the same school. Analyses were performed to look 

11 Belfield, C., Nores, M., Barnet, W. S., and Schweinhart, L. (2005). Updating the benefit-cost analysis of the High/Scope Perry Preschool 
Program through age 40. Education al Evaluation and Policy Analysis, 27, 245-262; Campbell, F. A., Pungello, E. P., Miller-Johnson, S., 
Burchinal, M., and Ramsey, C. T. (2001). The development of cognitive and academic abilities: Growth curves from an early childhood 
educational experiment. Developmental Psychology, 37, 231-242. 

12 Several analytical approaches were employed with the Tanzania MELQO data to best understand the relationship between pre-
primary quality and child outcomes. The analyses described in this section were preceded by an earlier set that conducted a 
Confirmatory Factor Analysis (CFA) on quality domains to refine them, and also selected four individual items (e.g. use of circle 
time), then analyzed the relationship between each of these with the school readiness domains. Researchers working with the 
MELQO data, together with stakeholders in Tanzania, reviewed the analysis and proposed a different approach to defining the 
most relevant elements of quality. This analysis is presented in this section. Refer to Annex 10 for the original analysis. Tables for 
the additional analyses are presented in Annex 9.

13 Nested model designs refer to statistical models to analyse hierarchical data. Hierarchical data occurs when some variables are 
clustered or “nested” within other variables. For example, in education information is collected on characteristics of children, their 
classrooms and their schools. Children are said to be nested in classrooms, because they are grouped into classrooms. In the 
same way, classrooms are said to be nested in schools.

at the relationship between pre-primary classroom 
observation data and pupil school readiness scores, 
by conducting nested model designs13, a rigorous 
and recommended approach for analysing data on 
children within classrooms. It is important to note that 
pupils were assessed in Standard 1 while quality data 
were collected in the classroom children attended 
the prior year. Although there were no significant 
interventions in Zanzibar during this time, it is possible 
that the pre-primary class instruction may have 
changed between the time the children attended that 
pre-primary class and the MELQO data collection.

Elements of Pre-Primary Quality 
Associated with Improved Outcomes

To summarize items on the MELE scale, groups of items 
were selected based on previous research that has shown 
them to be associated with children’s learning (see MELQO, 
2017), and therefore important to explore in relation to child 
learning in Zanzibar: 

• sophisticated pedagogy, which refers to higher-level 
pre-primary teaching skills that connect concepts 
to a child’s own experiences, incorporate play, 
and require independent thought of the pupil;

• varied group sizes, which refers to the extent to which 
children experienced diversity in opportunities to 
work alone to small- and large-group instruction; 

• child participation, or how actively children 
were engaged in learning through dialogue and 
opportunities to contribute to class discussions; 

• overall pedagogy is a summary variable that combines 
all three of the above aspects of quality; and

• availability of materials, or the extent to which 
materials (storybooks, art, math, manipulatives, 
dramatic play) were available in the classroom 
to promote children’s learning. 

Items included in the summary variables are outlined in the 
table overleaf.
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TABLE 56: Domains and items

Domain Quality Expectations Item

Sophisticated pedagogy Teacher supports children’s development 
and understanding, by engaging children 
in dialogue, building on previous 
knowledge, and offering examples and 
materials to supplement teaching

Age-appropriate instruction of numbers

Age-appropriate instruction of concepts of time

Age-appropriate instruction of 
concepts of characters

Age-appropriate instruction of pre-reading

Age-appropriate instruction of pre-writing

Varied group sizes Teachers use diversity in groups 
during the class period, to give children 
opportunities to learn using a range 
of interactions and alone time

Children work alone

Children work in pairs

Teachers work with children as a whole group

Child participation / 
Participatory teaching

Teachers give children many 
opportunities to participate in 
classrooms, and engage children 
individually to promote their learning

Teachers give children opportunities 
to answer questions individually

Children ask questions or express ideas

Teacher individualizes her instruction and 
interactions to meet the needs of students

Overall pedagogy Summary variable combines participatory 
teaching, diversity of group sizes, 
and sophisticated pedagogy

See items above

Availability of materials Classrooms offer access to a range 
of materials and toys to facilitate 
children’s development

Art materials available

Dramatic play materials available

Math and manipulatives available

Storybooks available

The relationship between the quality and pre-primary 
learning outcomes based on school readiness domains 
was then analysed. Results are outlined below for each 
of the learning environment quality domains observed in 
classrooms (tables presented in Annex).

Because family assets, child age, and whether the school 
was public or private were found to be associated with child 
outcomes, these variables were used as control variables in 
the nested models. 

Several important findings are noted. First, participatory 
teaching was associated with better child learning 
(executive function and fine motor skills). This finding 
suggests that teachers who give children more 
opportunities to engage in classroom discussions, express 
their ideas, and respond to questions individually, will help 
children gain important cognitive and pre-writing skills. 

Notably, teachers’ use of sophisticated pedagogy, which 
focuses on age-appropriate instruction of curriculum 
competencies, and includes several elements of supportive 
teacher/child interactions, was associated with children’s 
socio-emotional skills and approaches to learning. This 
finding suggests that teachers who use more descriptive 
language, build on children’s knowledge, and give children 
many opportunities to participate may be especially 
important for their social and socio-emotional skills, as well 
as in building the persistence, self-regulation and curiosity 
that help children achieve in learning.

Second, a summary variable titled better overall pedagogy, 
which combines participatory teaching, diversity of group 
sizes, and sophisticated pedagogy, was associated with 
children’s socio-emotional skills. 
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Finally, availability of materials showed an association with 
child social skills and approaches to learning, suggesting 
that materials are also an important element of quality in 
pre-primary settings in Zanzibar. 

Together, results suggest that there are reliable patterns 
that associate pre-primary classroom settings with 
improved pre-primary learning outcomes, when examined 
within the same school. 

Overall, results suggest that better teaching practice and 
the availability and use of materials in the classroom are 
key components of quality associated with child learning 
and development in Zanzibar, as demonstrated by the data 
from the MELQO study. The practices identified here are 
consistent with scientific theory on child development and 
learning, and evidence from this study suggests that they 
are also applicable in Zanzibar.

©UNICEF Tanzania
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Conclusions

Summary of Key Findings

The administration of MELQO in Zanzibar provides useful 
information for the Government on the status of children’s 
school readiness and the quality of pre-primary education 
available. Key conclusions are as follows. 

Overall, pupils entering Standard 1 have not mastered school 
readiness skills as outlined in the Pre-Primary Curriculum. 

Pupils in Zanzibar showed particularly low performance on 
pre-literacy and socio-emotional competencies, though 
some promise is shown in the relatively higher performance 
on pre-numeracy and fine motor/pre-writing skills.

The overall quality of instruction in pre-primary 
classrooms in Zanzibar needs improvement
• Although a fair number of teachers used intermediate-

skill instructional levels in teaching mathematics 
and literacy to pupils, basic pedagogy remains quite 
common, which means many children encounter 
rote learning and teacher-centred teaching at the 
pre-primary level. There is a smaller but still notable 
number of teachers using sophisticated pedagogies, 
which can serve as a model for others. Overall, 
teachers in Zanzibar need more support to assist them 
in implementing quality pre-primary instruction. 

Teaching and learning materials were lacking 
in classrooms, especially storybooks
• Teachers in pre-primary classrooms appear to have 

made an effort to improve their classrooms, as 
many had wall displays present. Yet other important 
materials important for implementing the pre-primary 
curriculum, especially storybooks, but also including 
manipulatives and other materials required to 
implement the curriculum, are largely lacking. Eighty-
nine per cent of classrooms did not have storybooks. 

Most pre-primary teachers do have formal 
pre-primary training but fewer than half 
are dedicated pre-primary teachers
• Virtually all pre-primary teachers are professional 

teachers, and 72 per cent have formal training in early 
childhood education, but only 41 per cent are dedicated 
pre-primary teachers – the remainder also teacher 
other grades as well. Most have at least several years 
of experience teaching pre-primary education. There 
is promise in the qualifications of pre-primary teachers 
in Tanzania, but there is clearly a continued need to 
address training and other needs to ensure quality. 

Pre-primary classrooms generally provide 
emotionally- and physically-safe environments

• Most teachers did not engage in negative verbal or 
physical interactions with pupils, though a minority 
did confirm they used corporal punishment. 
Encouragingly, slightly over half of teachers in 
government classrooms frequently engaged in 
positive interactions with the pupils. Most children 
were observed showing signs of enjoying the school 
experience, a promising signal about the emotional 
climate in the classroom and an indication of resiliency.

Teachers receive a modest degree 
of instructional support. 
• Many pre-primary teachers reported receiving 

instructional support, especially from head teachers 
and WEOs, but also from their peers, and to a slightly 
lesser extent, from School Quality Assurance Officers. 

Quality, age-appropriate pre-primary teaching 
practice, and materials are associated 
with improved learning outcomes
• Quality teaching for any age engages the learner actively 

in the learning process, but this is especially true at 
pre-primary level, when age-appropriate pedagogies are 
especially important. Teachers who used sophisticated 
techniques of age-appropriate pre-primary teaching, 
including play-based methods, connecting the learning 
to the child’s experience, and encouraging independent 
thought, were more likely to have pupils with higher 
learning outcomes. The same is true for participatory 
teaching, which gives children more opportunities to 
engage in classroom discussions, express their ideas, 
and respond to questions individually. Availability of 
materials was also associated with child learning.

This study has generated policy recommendations for 
Zanzibar and an agenda for future research, as well as making 
contributions to the field of pre-primary assessment, which 
are presented below.

Recommendations 

In light of this study, what actions can be taken to improve 
quality and outcomes for pupils?

Below are recommendations highlighting ways in which 
efforts can now be enhanced to improve pre-primary quality 
and pre-primary learning outcomes to improve children’s 
success early in school and beyond. 

• Strengthen pre-primary curriculum to enhance 
children’s skills and provide guidance for teachers to 
develop learning outcomes in the classroom: The RGoZ 
should consider a complete revision of its pre-primary 
curriculum. The current content, organized across 
eight subjects, is not developmentally appropriate, 
though it has strengths that can be built upon. For 
example, a thematic approach (rather than subject-



based) and purposeful support of particular skills with 
which children currently appear to struggle – such 
as pre-literacy, socio-emotional skills, and executive 
function/cognitive skills – as well as specific guidance 
on how teachers can foster these skills in classroom 
practice through play-based, active learning, would 
be beneficial. MoEVT should also lead the process to 
define benchmarks and standards for pre-primary 
learning outcomes, in line with the new curriculum. 
The curriculum would also benefit by defining more 
specific guidance on the expected learning outcomes 
(i.e. educational standards) for pre-primary education. 
The MELQO data can be used to inform this process. 

• Strengthen ongoing teacher training, support, 
supervision and continuous professional development: 
In addition to a revised curriculum, attention must 
be paid to how well teachers are implementing that 
curriculum. This study highlighted that many teachers 
struggle to implement high-quality practices in the 
classroom teachers, and are not able to teach young 
children effectively. The RGoZ may wish to consider 
strengthening the in-service training teachers 
receive and aligning that training with the content 
of Zanzibar’s pre-service education programmes. In 
particular the RGoZ may consider the following:

• Expanding pre-primary pre-service 
training and recruitment

• Defining a strategy to improve quality of in-service 
training, with a focus on practical application of 
skills in the classroom, including for pre-primary 
teachers who are also teaching another grade

• Providing supportive supervision to all pre-primary 
teachers (including mentoring and support from 
head teachers, Officials and Inspectorate Officers 
who are trained on quality pre-primary education)

• Developing and training teachers on school-based 
formative assessment so they can assess, report 
and take action to improve teaching and learning. 

• Ensure that schools are properly resourced to meet 
the needs of pre-primary education: Implementation 
of the pre-primary curriculum requires the availability 
of a variety of materials, including storybooks, 
manipulatives, and other materials needed to support 
young children’s skill development across domains. 
This study found inadequate provision of teaching 
and learning materials in pre-primary classrooms in 
Zanzibar, including storybooks. The RGoZ is encouraged 
to urgently prioritize provision of storybooks and 
other teaching and learning materials for classrooms, 
including through support to develop and use locally-
developed materials. Zanzibar has a strong tradition of 
locally-developed stories and materials in community-
based preschools, which can be institutionalized 
with government support. It is important ensure all 
classrooms have a minimum set of relevant materials, 
including by supporting procurement of storybooks 

and a core set of quality, durable materials, and by 
training teachers on creating materials from locally-
available resources. Considerations should be made 
to designate funds to meet the special material 
needs of pre-primary classrooms, and provisions 
to provide talking classrooms for early grades 
should necessarily include pre-primary classes. 

• Eliminate the use of corporal punishment and train 
teachers in alternative discipline techniques: Use of 
corporal punishment and harsh language is known 
to be developmentally harmful to young children 
and to impede the achievement of learning goals. 
This study found that an unfortunately high number 
of teachers reported using these practices in pre-
primary classrooms. Corporal punishment should be 
banned, and that ban should be clearly communicated 
to all schools, with enforcement mechanisms in 
place. Furthermore, teachers should be trained on 
alternative discipline techniques, which can be included 
in in-service training for pre-primary teachers. 

• Prioritize pre-primary entry for 4–5-year-olds and invest 
in expansion to reduce overcrowding in classrooms: 
Excessive class size is an obstacle to effective pedagogy, 
because effective teaching strategies like small group 
and peer-to-peer learning may be particularly difficult in 
overcrowded classes. Yet this study found that class sizes 
are very large in some parts of Zanzibar. The education 
policy opens pre-primary education for 4–5-year-olds, 
and it is recommended to limit entry to pre-primary 
classes to all 4- and 5-year-olds before opening 
admittance to younger or older children. The Zanzibar 
curriculum is designed to be appropriate for children 
aged 4 and 5 and will be most effective when targeted 
to that age group. In locations where there are more 4- 
and 5-year-olds than space available, the RGoZ should 
consider investing in expansion of classroom space. 

• Support parents and families of young children to 
encourage early cognitive development and prepare 
children for school: The healthy development of young 
children requires quality inputs in education, health, 
nutrition, protection, and responsive caregiving. 
The RGoZ should therefore finalize and approve the 
multi-sectoral Child Policy and ensure its effective 
implementation. Much of the development of school 
readiness skills occurs at home, through simple 
practices like singing and playing with the child. The 
Zanzibar Ministry of Labour, Empowerment, Elderly, 
Youth, Women and Children should prioritize services 
to support parents of young children, so that the home 
learning environment fosters healthy development and 
prepares children to enjoy learning and thrive at school.

• Provide an equity-focused approach to pre-primary 
planning and investment to meet the needs of children 
with disabilities: Every child in Zanzibar has a right to 
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a quality pre-primary education, including children 
with disabilities. Children with disabilities represent a 
very small portion of enrolled children, and often do 
not encounter adapted teaching and environments. 
This suggests a need for the RGoZ to adopt an equity 
focus in planning and investment in pre-primary, 
and to ensure that all pre-service and in-service 
training provides an orientation on individualized 
instruction and adaptation to pupil needs.

• Prioritize financing for pre-primary in order to 
ensure quality outcomes: The RGoZ should define 
a clear operational plan for pre-primary based on 
quality standards and prioritize its financing to 
make it possible for the country to improve quality 
in pre-primary and school readiness outcomes. 

• Compile a register of all facilities providing pre-primary 
education for wider data sample: The Ministry of 
Education and Vocational Training should have access 
to a complete list of all facilities providing pre-primary 
education, so these can be sampled in future studies, 
and the findings fully representative of all pupils. This 
would also have the benefit of ensuring complete data 
can be collected from these institutions in the education 
management information system. Zanzibar’s community 
preschools should be formally registered or recognized 
in some way to ensure they appear on school lists. 

• Develop a plan to meet school infrastructure needs: 
In the long-term, an evidence-based infrastructure 
plan, including rehabilitation of existing infrastructure 
to meet minimum standards for safe and secured 
classrooms, and development of new infrastructure, 
should be developed given the need to extend access 
to all pre-primary age children in line with the policy. 

• Track progress made at pre-primary level in order to 
inform future planning: The Ministry of Education and 
Vocational Training should plan to conduct a follow-up 
MELQO study to capture the gains made in pre-primary 
learning as a result of current and planned investments 
in quality pre-primary education in Tanzania. MoEST 
might also guide partners to use the MELQO tools with 
rigorous methodologies to document and evaluate 
existing and planned pre-primary initiatives, including 
evaluations and longitudinal studies, so these can 
also inform future pre-primary sub-sector planning.

Further Research

• This Measuring Early Learning and Quality Outcomes 
(MELQO) study included private, government and TuTu 
schools, and while the study found some differences 
between them, it is not possible to identify with 
certainty the causes of those differences. The study 
also did not include community-based programmes. We 

recommend this as a topic for further research, to inform 
Zanzibar’s policies for pre-primary education across the 
school types. Mixed methods research could explore the 
degree to which school types differ, and why they do.

• Per global evidence, stunting is known to impair 
cognitive development, and unfortunately 
stunting prevalence in some parts of Zanzibar is 
high. Future research could explore correlation 
between stunting and pre-primary learning 
outcome scores in Zanzibar, with the objective of 
strengthening support to early child nutrition. 

• One critical factor in the quality of educational 
experience is the degree to which pupils feel safe 
at school. This study did not ask pupils directly 
about their experience at school, and data collected 
from teachers suggest that corporal punishment 
and harsh language may be commonplace in 
some classrooms. A future study could provide 
a qualitative look at pupils’ experience from the 
lens of safety and protection from abuse.

• This study did not examine the access to quality pre-
primary education for pupils with disabilities. Further 
research could examine the enrolment rates, degree of 
mainstreaming, and learning outcomes of these children.

• Longitudinal studies that capture pre-primary pupil 
performance and track those pupils through Standard 
2 can provide rich information about how the impact of 
pre-primary is sustained over time. Such information 
could be used to inform the government about how 
to best invest in pre-primary to improve pre-primary 
learning outcomes and later learning outcomes.

Contributions to Learning about 
Pre-primary Assessment 

The administration of MELQO in Zanzibar marks two 
important firsts: the first national administration of MELQO, 
and Zanzibar’s own first national study of early learning 
environments and school readiness. Being a new experience 
in both respects, this study has generated some reflections 
on pre-primary assessment that may be of interest.

This study has contributed to the field by generating a 
psychometrically sound measure of school readiness that 
is appropriate for use in Zanzibar. It has also contributed to 
the growing database of MELQO experiences from around 
the world, in terms of process, adaptations to the tools, 
and findings. We found that establishing a local technical 
committee to advise throughout the process was essential, 
and as was engaging local early childhood education experts 
to contribute contextual and technical knowledge.
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As with any study of this size and complexity, it is important 
for stakeholders to be involved from the beginning in the 
research design and for them to have a clear understanding 
of what is being measured and why. An inherent challenge 
was in adapting items from an international item bank 
(generated by other MELQO pilots elsewhere) to the Zanzibari 
context. The MODEL school readiness domains only aligned 
partially with Zanzibar’s curriculum, which meant in 
some domains testing children on skills that had not been 
presented to them before (and also potentially not capturing 
some other skills that were in Zanzibar’s curriculum). In any 
future administration of MELQO in Zanzibar, an important 
step will be to strengthen the socio-emotional domain of the 
child assessment. Children did not score well in that domain, 
which may reflect a misunderstanding of the assessment, or 
that those items were not sufficiently contextualized. 

Limitations of Study

The current study has several important limitations that 
should be kept in mind. First, the current findings are not 
representative of type of school (government, private and 
TuTu). Conducting a study that would be representative of 
school type would be very costly, requiring a much larger 
sample size of schools. Second, as the target population 
of the study was children entering Standard 1, information 
on early stimulation prior to the pre-primary and early 
primary age was not collected. Early stimulation, nutrition 
and parental practices can have a significant impact on 
learning later in life. Third, the lack of relationship between 
classroom quality and pre-primary learning outcomes overall 
is a limitation not only of this study but of most general 
studies not examining a specific and targeted intervention. 
In addition, the lack of variability of classroom quality 
contributed to the lack of findings between quality and 
school readiness. Fourth, we did not have a way to verify the 
parent report of pre-primary attendance, or to determine 
how consistently children attended pre-primary in the 
previous year. This may have weakened the relationship 
between learning environment quality and learning 
outcomes. Last, the current study did not examine access to 
quality pre-primary education for children with disabilities. 
Future research could include factors such as enrolment 
rates, mainstreaming, and learning outcomes of children 
with disabilities. 
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