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Executive Summary
The Pre-school Education Initiative for Children from Minority Groups was funded by the
Department of Education and Skills, Early Years Education Policy Unit under Dormant Accounts.
Funding was granted for the period 2011 to 2012. The target group for the programme was
ECCE services with children from minority groups in attendance. The Pre-school Initiative for
Children from Minority Groups’ key action was the delivery of diversity and equality training and
mentoring to ECCE practitioners in 5 ECCE services in each of the 32 County and City Childcare
Committees’ areas.
The Process of the Initiative was closely monitored by the evaluation team. This allowed us to
measure change and gain an invaluable insight into how such an initiative can make a difference
for children and their families.
This has proved to be an extremely positive and worthwhile initiative demonstrating a marked
change in Practitioner Knowledge, Skills and Attitude which ultimately benefits the children and
families attending the Early Years Setting.
There has been huge learning from the Initiative and the recommendations from this report will
assist us in implementing a Diversity and Inclusion plan for the sector in the coming years.
Finally, the findings of this report have demonstrated that a training programme with
mentoring/coaching included is the best way to ensure maximum learning outcomes for
Practitioners. As the report outlines ‘research in the field of implementation science provides
clear evidence that training alone does not ensure development or change of practice and that
coaching is proven to be instrumental in the implementation of new learning to practice (Fixsen,
2005, 2009; Metz & Bartley, 2012).’

Karen McCarthy
Coordinator Clare County Childcare Committee
Chairperson, Steering Committee for the Preschool Initiative for Children from Minority Groups
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Background
The Pre-school Education Initiative for Children from Minority Groups was funded by the
Department of Education and Skills, Early Years Education Policy Unit under Dormant
Accounts, and has grown from a wide variety of activities and projects undertaken by
varying agencies and organisations. The coordinator of the Equality and Diversity Early
Childhood Network (EDeNn), Clare County Childcare Committee and Cork City Childcare
Committee have worked collaboratively to advance equality and diversity work in the early
years sector in Ireland and the concept and proposal for this Initiative developed from their
efforts. A detailed historical account of how equality and diversity work has evolved in the
early years sector in Ireland, as outlined by the Steering Committee, is contained in
Addendum 1.
The ‘eist’ (listen) Project (2001–2004), at Pavee Point Travellers’ Centre, was funded under
the Equal Opportunities Childcare Programme (EOCP) at the Department of Justice, Equality
and Law Reform and the Bernard Van Leer Foundation. It aimed to develop training in the
area of equality and diversity for the Early Childhood Care and Education (ECCE) sector with
particular attention to the needs of Traveller children and their families. The project
developed a training approach based on the anti-bias currciulum developed by DermanSparks and the ABC Task Force (1989) in the United States, which was adapted to the Irish
context. The training was piloted and evaluated in three projects. This training was
accredited as a Level 5, locally devised module by the Further Education and Training
Awards Council (FETAC).
In the period 2008-2009, a training of trainers programme in equality and diversity was
developed and delivered by the ‘eist’ project in Pavee Point. This was funded by County and
City Childcare Committees, FÁS, the Bernard Leer Foundation and the Border Counties
Childcare Network (BCCN) and allowed a national training of trainers programme in diversity
and equality to be developed, and delivered, at Pavee Point. Participants who successfully
completed the programme were awarded a Level 8 Certificate in Diversity and Equality for
Early Years Professionals by the National University of Ireland Maynooth.
Various other pieces of work undertaken by County and City Childcare Committees have
also fed into, and supported, the development of the Pre-school Education Initiative for
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Children from Minority Groups, such as the work of the long established Anti-bias Network
in Cork.
In 2008, the Department of Education’s Early Years Education Policy Unit provided funding
under the Dormant Accounts Fund for the Pre-school Education Initiative for Traveller
Children. The stated purpose of this pre-school initiative was to “encourage the enrolment
and regular attendance of Traveller children in integrated pre-school settings and to support
pre-school settings in creating an inclusive environment” (Department of Children and Youth
Affairs, 2012.) There were two strands to the initiative. Strand 1 supported the enrolment
and regular attendance of Traveller children in integrated ECCE services. Strand 2 supported
the ECCE services in the integration process. The funding was open to both private and
community based ECCE services. Initiatives were planned, and rolled out, by County and City
Childcare Committees at a local level, meeting local needs, and included activities such as
one off workshops, training programmes, supplying resources and other forms of support.
This included the Clare County Childcare Committee’s research project and DVD for
Traveller parents.
In 2009 EDeNn, identifying a strong need for diversity and equality training across the ECCE
sector, met with and presented this need to the Department of Education’s Early Years
Policy Unit. This need had also been highlighted by the focus on diversity and equality in
applications for round one of the Dormant Accounts funding. The Early Years Policy Unit,
recognising the need to address the inclusion and education needs of children from all
minority groups, approved the direction of round two of the Dormant Accounts funding into
a national initiative: The Pre-school Education Initiative for Children from Minority Groups.
Funding under round two of the Dormant Accounts was applied for jointly by 32 of the 33
County and City Childcare Committees, see Appendix A. One committee, having made prior
commitments on the allocation of this funding, could not take part in the Initiative.
In 2010, the Department of Education and Skills announced €0.513 million Dormant
Accounts funding for a Pre-school Initiative for Children from Minority Groups to “support
pre-school services to undertake accredited equality and diversity training in a co-ordinated
manner through the existing City and County Childcare Committee network. The aim of the
funding is to support the enrolment, retention and integration of children from minority

10

10

groups in mainstream settings to ensure the best outcomes for all children” (Department of
Education and Skills, 2012).
Funding was granted for the period 2011 to 2012. The target group for the programme was
ECCE services with children from minority groups in attendance. In line with the Diversity
and Equality Guidelines for Childcare Providers (OMCYA, 2006), the term ‘minority group’
includes, but is not limited to,
People with a disability
The Traveller community
Economic migrants
Black Irish
Irish language speakers
Refugees
Asylum seekers
Children with gay or lesbian parents
Families of minority religious faith

Under the funding, the Pre-school Initiative for Children from Minority Groups’ key action
was the delivery of diversity and equality training and mentoring to ECCE practitioners in 5
ECCE services in each of the 32 County and City Childcare Committees’ areas.
The Pre-school Education Initiative for Children from Minority Groups was directed by a
steering committee with members selected from the 32 City and County Childcare
Committees see Appendix B. This structure was employed to ensure coordination,
consistency, a quality standard of training and mentoring and, value for money across the
country. Clare County and Cork City Childcare Committees held lead roles in the direction of
the Initiative. Clare County Childcare Committee held responsibility for administration of the
funding.
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Description of the Pre-school Education Initiative for Children from
Minority Groups
In the context of the Pre-school Education Initiative for Children from Minority Groups, the
terms ‘diversity’ and ‘equality’ are understood to hold the following definitions:

“Diversity refers to the diverse nature of Irish society for example in terms of social class,
gender, returned Irish emigrants, family status, minority groups and the majority group
(OMCYA, 2006, p. VI).
Equality refers to the importance of recognising different individual needs and of
ensuring equity in terms of access, participation and benefits for all children and their
families. It is therefore not about treating people the same” (OMCYA, 2006, p. VI).

Articles 29 and 30 of the United Nations Convention on the Rights of the Child (1989) state
clearly that respect and recognition for the child’s own cultural identity, values and language
(and that of others), should be part of his/her education. Article 2 states clearly that “all
children have these rights, no matter who they are, where they live, what their parents do,
what language they speak, what their religion is, whether they are a boy or girl, what their
culture is, whether they have a disability, whether they are rich or poor. No child should be
treated unfairly on any basis” (Office of the Ombudsman for Children, 2013).
Since Ireland signed the UN convention on the rights of the child in 1990, policy promoting
and ensuring the welfare and development of children has followed. Síolta and Aistear, two
key documents supporting quality within the ECCE sector, incorporate children’s rights,
equality and respect for diversity throughout. The Pre-school Education Initiative for
Children from Minority Groups supports the implementation of key aspects of both these
quality frameworks and of the ‘Equality and Diversity Guidelines for Childcare Providers’
through theoretical underpinning and concrete practice skills and strategies. The Initiative
strategically involved the key stakeholders in ECCE provision at each level, see Figure 1.
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Figure 1. Key stakeholders

32 City and County Childcare Committees
Steering Group
ECCE
Practitioners

Coordinator

ECCE Services

Tutors

In 2009 the Equality and Diversity Early Childhood National Network (EDeNn), identifying a
strong need for equality and diversity training across the ECCE sector, met with and
presented this need to the Department of Education’s Early Years Education Policy Unit. This
need had also been highlighted by the focus on equality and diversity in applications for
round one of the Dormant Accounts funding. The Early Years Education Policy Unit,
recognising the need to address the inclusion and education needs of children from all
minority groups, approved the direction of round two of the Dormant Accounts funding into
a national initiative: The Pre-school Education Initiative for Children from Minority Groups.
On grant of funding, a steering committee was selected to oversee the day-to-day running
of the Pre-school Education Initiative for Children from Minority Groups. The steering
committee formulated invitations to tender and awarded contracts to a coordinator, 11
tutors and an evaluation team. Figure 2 illustrates the communication structures supporting
the delivery of the Initiative.
Figure 2. Communication streams within the Pre-school Education Initiative for Children from Minority Groups

Diversity Initiative Steering Committee
Initiative Coordinator

Tutors

32 City and County Childcare Committees
Coordinators

Development Workers

ECCE Services
Managers
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Aims and Objectives
The overarching aim was to support children from minority groups attending ECCE services.
To achieve this aim, objectives were set to train and mentor ECCE practitioners to
implement the anti-bias approach in their service. This training and mentoring would link to
the national quality frameworks of Aistear and Síolta and to the Diversity and Equality
Guidelines for Childcare Providers. It was envisaged that local networks would be formed to
support the work. The overarching aim, specific objectives and, outputs of the Preschool
Educational Initiative for Children from Minority Groups are outlined in Table 1.
Table 1. The aim, specific objectives and outputs of the Pre-school Education Initiative for Children from Minority Groups

Diversity Initiative Overarching Aim
• To support children from minority groups who attend ECCE services

Objectives
• To train staff from 160 early childhood care and education (ECCE)
services in 32 City/County Childcare Committee areas in the FETAC Level
5 award Diversity and Equality in Childcare, in a co-ordinated manner
• To mentor the participants attending this training in order to support
them to implement the learning from the training in their services
• To work towards each participating ECCE service implementing the antibias method of practice
• To form local equality and diversity networks developed from the core
group of trained ECCE services
• To link to Síolta, the National Quality Framework for Early Childhood
Education (CECDE, 2006), the Diversity and Equality Guidelines for
Childcare Providers (OMC, 2006) and Áistear, the Early Years Curriculum
Framework (NCCA, 2009)
• To evaluate the effectiveness of the programme informing current and
future policy and practice

Outputs

• ECCE staff having an understanding of anti-bias approach in childcare
• To remove barriers/obstacles experienced by families from minority
groups accessing and participating in ECCE services
• ECCE staff having greater awareness of equality legislation and children’s
rights
• ECCE staff have an understanding of quality childcare
• ECCE staff have an understanding of the child’s identity and the ability to
support their identity
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The Theoretical Underpinning
The Pre-school Education Initiative for Children from Minority Groups is based firmly in the
anti-bias tradition, drawing directly from the work of the Anti-Bias Curriculum Task Force
(Derman-Sparks & the A.B.C. Task Force, 1989), more recently developed by Derman-Sparks
and Olsen Edwards as the Anti-bias Education (ABE) approach (2010). Appendix C outlines
their four core goals. These goals have been adapted to the Irish context by the ‘eist’ project
(Muarry & O’Doherty, 2001), adopted by the Initiative and stated as:
1. To support children’s identity (individual and group) and their sense of belonging
2. To foster children’s empathy and support them to be comfortable with difference
3. To encourage each child to critically think about diversity and bias
4. To empower children to stand up for themselves and others in difficult situations
Derman-Sparks and Olsen Edwards (2010, p. 2) point out that anti-bias education also
reflects the basic human rights described in the United Nations Declaration of the Rights of
the Child (1989) which they summarise as:


“The right to survival.



The right to develop to the fullest.



The right to protection from harmful influences, abuse, and/or exploitation.



The right to participate fully in family, cultural, and social life.”

The anti-bias education approach is grounded in Freires’ (1972) concept of ‘practice of
freedom’, and has grown from a developmental paradigm, which emphasises the distinctive
features of development and the formative significance of the early years. Its takes as a
starting position a belief that bias is built into the system and requires ECCE practitioners to
actively address issues of bias and inequality and to promote the value of diversity and
difference not just in their work with children, but also in their work with adults. “The
underlying intent of an anti-bias approach to learning is to support children and adults in
becoming critical thinkers and becoming active in building a more caring, just society for all”
(French, 2007, p. 10). Lin et al. (2008, p.188) state, “developing cultural consciousness and
an understanding that we have the power to transform reality must begin at the earliest
stages of education.”
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The anti-bias approach conceptualises the ECCE practitioners’ engagement in anti-bias
training and implementation as a developmental journey progressing through phases and
encompassing exploration of both the formal and the hidden, or covert, curriculum
(Derman-Sparks, 1989; Derman-Sparks & Hohensee, 1992; Derman-Sparks & Ramsey, 2006;
Derman-Sparks & Olsen Edwards, 2010a, 2010b). The first phase involves raising awareness
of anti-bias issues and entails self-reflection to identify personal ideas and beliefs around
equality and diversity. This then leads to critically assessing the visual and physical ECCE
learning environment and ensuring that each child and their family is positively represented.
Then begins the process of integrating an anti-bias approach into the curriculum by planning
and conducting anti-bias activities with the children and identifying and using ‘teachable
moments’(Derman-Sparks & Olsen Edwards, 2010a) to explore issues of diversity and
equality as they are experienced by the children. This creates the opportunity to work with
families, to share information about the anti-bias approach and to invite family
involvement. The next phase involves systematic long-term curriculum planning which
integrates the anti-bias approach into all aspects of the ECCE service programme. Finally,
over time, and with study, reflection and implementation, the anti-bias approach becomes
the filter, or lens, through which the ECCE practitioner views his/her pedagogy.
In keeping with the development of the diversity and equality approach in the Irish sector,
the Pre-school Education Initiative for Children from Minority Groups articulates the four
core goals of the anti-bias approach for ECCE practitioners as follows:
1. To be conscious of one’s own culture, attitudes and values and how they influence
practice.
2. To be comfortable with difference, have empathy and engage effectively with
families
3. To critically think about diversity, bias and discrimination.
4. To confidently engage in dialogue around issues of diversity, bias and discrimination
and work to challenge individual and institutional forms of prejudice and
discrimination.
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Structure
The Preschool Educational Initiative for Children from Minority Groups comprised three
distinct planned intervention components:

Training programme

Mentoring programme
Mini-grants to purchase
resources
The training programmes ran between March 2011 and July 2012, the mentoring
programmes ran between June 2011 and June 2012 and the resources were ordered and
supplied to ECCE services between June 2012 and January 2013, see Table 2.
Table 2. Pre-school Education Initiative for children from Minority Groups timeline

TRAINING DELIVERY
MENTORING
RESOURCES
J F M A M J J A S O N D J
2011

17

F

2012

M

A

M

J

J A S O N D J

F

2013
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Training Programme
Delivery of the diversity and equality training programmes began in March 2011 and ended
in July 2012 with an expectation of one training programme to run in each of the 32 County
and City Childcare Committee Areas. During the life of the Initiative 28 training programmes
were delivered. The training programme in County Wicklow did not begin within the
timeframe of this evaluation, and so, is not included. The month of commencement of each
of the included training programmes is illustrated in Table 3. Figure 3 presents the order of
commencement and illustrates the location of the 27 training programmes evaluated. The
precise beginning and end dates for each training programme are included in Appendix D.
Table 3. Training course commencement by City and County Childcare Committee area

2011
Jan
Feb
Mar

Cork City

Waterford City

Apr

Clare

Monaghan

Roscommon

May

Limerick City

Limerick Co.

S. Tipperary

Mayo

N. Tipperary

Kilkenny

Leitrim

Sep

Kerry

Carlow

Wexford

Sligo

S. Dublin

Oct

Dublin City

Donegal

Nov

Cavan

Galway

Fingal

Jun
Jul
Aug
Cork Co. DLRath

Dec
Jan

Longford

Kildare

2012

18

18

Figure 3. Training programme locations and commencement order

Commencement order: 1. Cork City, 2.Waterford City, 3. Clare, 4. Meath, 5. Monaghan, 6.
Roscommon, 7. Limerick City, 8. Limerick county, 9. South Tipperary, 10. Mayo, 11.North Tipperary,
12.Kilkenny, 13.Leitrim, 14.Kerry, 15.Carlow, 16.Wexford, 17.Sligo, 18.Cork County, 19.Dún
Laoghaire/Rathdown, 20.South Dublin, 21.Dublin City, 22.Donegal, 23.Cavan, 24.Fingal, 25.Kildare,
26.Galway, 27.Longford.
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The content of the training programmes was based on ‘Ar an mBealach’ (on the way), the
‘eist’ diversity and equality training manual, published by Pavee Point (2004, 2010). This
manualised training programme sets out 10 full-day training sessions to support trainers to
deliver diversity and equality training and, is set firmly in the anti-bias approach. This
manual, first published in 2004, formed the basis of the 2008/9 Pavee Point ‘eist’ project
training of trainers programme. Murray (2004, p. 148) describes the manual: “Ar an
mBealach” training programme addresses issues both for the practitioner and the child. It
focuses on issues of inequality, racism and discrimination with particular reference to the
Irish context. It looks at terminology associated with diversity and explores ways of handling
difficult situations, along with the consequences of ignoring diversity. It takes a goaloriented approach looking specifically at identity development, difference, critical thinking
and how to engage with others in the face of prejudice or discrimination. The manual
also presents research on children’s attitudinal development and looks at policy
implications.”
A brief summary of the indicative content of each of the 10 workshops is outlined in Table 4.
All of the tutors contracted to deliver training and mentoring on the Pre-school Education
Initiative for Children from Minority Groups had completed the training of trainers
programme and held a Level 8 Certificate in Equality and Diversity for Early Years
Professionals accredited by National University of Ireland (NUI) Maynooth. This course
skilled tutors in delivery of the full content of the ‘Ar an mBealach’ trainer manual and was
the basis for all training programmes delivered. Tutors employed a strong ethos of
participatory learning. Personal reflection underpinned the delivery methodology. The
andragogy employed was based on conceptions of the learner as self-directed and
autonomous and the tutor as facilitator, balancing engagement with theory and application
to practice (Reischmann, 2005).
As the Pre-school Education Initiative for Children from Minority Groups began, the tutors
used the Pavee Point FETAC level 5 locally devised module to guide the training delivery and
assessment protocol and moved to the new FETAC level 5 and 6 modules when they
achieved accreditation, see Appendix E and F. The training programmes comprised of
approximately 70 hours of face-to-face training.
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Table 4. The indicative content of the ‘Ar an mBealach’ diversity and equality training programme

Workshop Indicative Content

21

1





Defining the terms equality and diversity
4 approaches to diversity education
Development of the anti-bias approach

2





Defining terms used in relation to equality and diversity
Exploring racism
Exploring the anti-bias goals for adults

3






Historical and legislative context of equality and diversity in Ireland
UN Convention on the Rights of the Child and UN International Convention
on the Elimination of all Forms of Racial Discrimination
Exploring minority perspectives
Assessing the ECCE environment

4



Anti-bias goals revisited

5




Discrimination and its effects
Research on children’s development of diversity awareness and thinking

6




Handling incidents involving bias – skills practice
The consequences of ignoring diversity

7





Celebrating diversity
Inclusive practice
Choosing and using children’s books

8



10 Activities for children linked with the anti-bias goals

9



Developing a diversity and equality policy

10




Developing a mission statement
Reflection on the training process through art
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Mentoring Programme
Mentoring was seen as an essential element in the process of implementation of theory into
practice, within the design of the Pre-school Education Initiative for Children from Minority
Groups. Substantial research in the field of implementation science provides clear evidence
that training alone does not ensure development or change of practice and that coaching is
proven to be instrumental in the implementation of new learning to practice (Fixsen, 2005,
2009; Metz & Bartley, 2012). The Initiative envisaged that five ECCE services from each
training course would be allocated 15 hours mentoring with the tutor who had delivered
their training programme. It was originally planned that mentoring was to be provided
alongside the training programme, however once the Initiative began it was decided to
deliver the class-based training programme in full and then begin the on-site mentoring
process. Tutors were required to make an observation of each ECCE service prior to the
mentoring process commencing. An observation tool was devised by the coordinator to be
used in this observation, see Appendix G. The mentoring programme was envisaged as a
process that would be responsive to the particular needs and issues arising in each
individual ECCE service.
Mentoring was not part of the training of trainers programme; however, tutors were
offered one and a half days of training covering the theory of mentoring and role of the
mentor. The content for this training was drawn from a selection of reflections from
different practitioners presented in the book ‘Mentoring in the Early Years’ (Robins, 2006).
The training was facilitated by the coordinator and supplemented with reading materials.
Tutors were supported to explore how they could mentor within the framework of the antibias approach. A mentoring protocol was developed by the coordinator to guide tutors, in a
practical way, through the process, see Appendix H. A mentoring visit report form, see
Appendix I, was also developed by the coordinator to support documentation of the
mentoring process.
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Tutor Support
The tutors’ work, in delivering the training and mentoring programmes, was overseen and
supported by the Pre-school Education Initiative for Children from Minority Groups
coordinator. Six formal meetings were held throughout the life of the Initiative, during
which tutors shared their work progress and engaged in peer support and continuous
professional development, addressing topics such as mentoring and FETAC assignments. The
coordinator also provided continuous professional support to all tutors via telephone, email,
Skype and through face-to-face meetings over the life of the initiative.
Resources
Mini-grants were provided, up to a maximum of €333 per ECCE service, to allow for the
purchase of materials and equipment that would support equality and respect for diversity
within ECCE services. At the end of the mentoring component ECCE services were invited to
choose ‘bundles’ of resources from a selected range that would best meet the needs of their
service, see Appendix J. Some resources were ordered directly by local County Childcare
Committees while others were ordered centrally by Clare County Childcare Committee and
then distributed to the ECCE services.

Key events in the Pre-school Education Initiative for Children form Minority Groups are
presented in a timeline in Table 5.
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Table 5. Key events in the Pre-School Education Initiative for Children from Minority Group

Timeline

Event

Dec. 2011

Dormant Accounts funding granted for the Pre-school Education Initiative for Children from
Minority Group
Invitation to Tender announced for Coordinator contract, Tutor contracts and Evaluation contract

Jan. 2011

Coordinator, Tutors and Evaluation contracts awarded

Feb.

Briefing meetings between Steering Committee, Coordinator, Tutors and Evaluators
Evaluation design finalised with Steering Group. Evaluation tools designed, approved and piloted

Mar.

On-site baseline data collection commences
1 Training course commences - Pre-training
surveys conducted and Service and Practitioner profiles completed

Apr.

2 briefing sessions with County and City Childcare Committee designated Initiative contacts

May

Tutors support meeting 1

st

Jun
Jul
Aug
Sep
Oct

Tutors support meeting 2

Nov.

1 training course completed

st

Tutors support meeting 3

Dec
Jan. 2012

Final training course commences

Feb.

Tutors support meeting 4

st

1 Tutor Focus Group - Castlebar

Mar.
Apr.
May

Tutors support meeting 5

Jun.

Equality and diversity resources ordered

Jul.

Last training course completed

Aug.

ECCE Practitioner Focus Group workshop - Dublin

Sep.

Tutors support meeting 6

Oct.

Detailed case study with ECCE Service completed - Galway

Nov.

Semi-structured discussion group with Steering Committee and Coordinator - Dublin
Survey of County and City Childcare Committees
Final site visits completed

Dec.

Draft evaluation report presented to Steering Committee

nd

2 Tutor Focus Group - Dublin

Jan. 2013
Feb.
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Final Evaluation Report produced
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The Evaluation Methodology
The evaluation, adhering to systematic and objective processes, aimed to investigate to
what extent the aims, objectives and outputs of the Pre-school Education Initiative for
Children from Minority Groups, set out below, had been achieved and, to examine the
processes developed in order to determine the overall effectiveness of the programme and
inform current and future policy and practice.
The invitation to tender set out the following terms of reference for this evaluation:

Terms of Reference
• To administer a baseline evaluation of a representative sample of included childcare
services using both quantitative and qualitative verifiable research methods
• To develop and conduct an evaluation of the project against its stated aims
• To assess the extent to which the project has impacted on the childcare services
• To assess the reproduction of the training model
• To provide evidence based recommendations for the Steering Group in order to
inform further practice
The research questions that guided the evaluation were:
1. Does participation in the Pre-school Education Initiative for Children from Minority
Groups lead to a significant increase in knowledge, skill and positive attitude around
issues of diversity, equality and the anti-bias approach?
2. Does participation in the Initiative result in an increased emphasis on diversity and
equality in ECCE services programme practices?
These research questions were examined using participatory research methodology with a
mixed methods approach to data collection. As a multi-stakeholder approach was adopted
for the evaluation, multiple sources of both quantitative and qualitative data, summarised in
Table 6, were generated, collected and analysed to assist in evaluating both the outcomes
and effectiveness of the Initiative and the implementation processes inherent in its delivery.
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Table 6. Summary of data collected and tools used

Quantitative Data
Profiles of all ECCE services, ECCE practitioners and
tutors participating in the initiative
Baseline and end of programme level of provision for
equality and diversity within a representative sample of
ECCE services participating in the initiative
Baseline and end of programme knowledge, skill and
attitude in relation to equality and diversity selfreported by all ECCE practitioners participating in the
initiative.
End of initiative survey of process and experience of the
initiative by all County and City Childcare Committees
participating in the Initiative
Programme operational data
Qualitative Data
Baseline and end of programme self-reflections on the
provision for equality and diversity within a
representative sample of ECCE services participating in
the initiative
Reflections on the process and experience of delivering
diversity and equality training and mentoring to all ECCE
services and practitioners participating in the initiative
Reflections on the process and experience of
participating in equality and diversity training and
mentoring
Reflections on the process and experience of
coordinating and steering the initiative

Tool
ECCE Service Profile, ECCE
Practitioner Profile, Tutor Profile
Onsite Assessment Tool

Knowledge, Skill and Attitude
Survey

Online Survey

Records review
Tool
ECCE Services Self-Reflection

Tutor Focus Groups

Participant Focus Group
ECCE Service Case Study
Coordinator and Steering Group
semi-structured discussion.

Weiss’ (1997) theory of change approach recommends that the sequence of outcomes that
are expected to occur as the result of an intervention be laid out, and the evaluation
strategy be around tracking whether these expected outcomes are actually produced. This
necessitated ensuring that the experiences of each stakeholder be recorded, see Table 7.
The steering committee was involved in, and consulted with, on every aspect of the
evaluation design and evaluation tool development.
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Table 7. Data collected from each stakeholder group

C+CCC
•Online survey

Steering Group
•Planning and
review
meetings
•Semistructured
discussion

Coordinator
•Operational
data and
progress
•Semistructured
discussion

Tutors
•Profile
•2 focus group
discussions
• Operational
data and
progress

ECCE
Practitioners

ECCE Services
•On-site visit
•Self-report

•Profile
•Knowledge,
Skill and
Attitude
survey
•Focus group
•Case Study

The Profiles
Demographic profile forms were designed to collect data from all ECCE services, ECCE
practitioners and tutors taking part in the Pre-school Education Initiative for Children from
Minority Groups, see Appendix K. These forms collected data on diversity within these
groups, through self-identification, across the following characteristics: gender, age,
educational experience, professional position, ethnic and cultural background and
membership of minority group(s). The categories of ethnicity used were based on the
categories used by the Central Statistics Office for the National Census (2011) with 2 extra
categories added, ‘Black Irish’ and ‘Asian Irish’, at the request of the steering committee.
Equality legislation was used as a basis for the defining of categories for minority groups,
again with additional groupings added. The profile forms for tutors and ECCE practitioners
were completed on the first session of the training programmes. The ECCE service profile
forms were distributed on the first session of the training programme to ECCE practitioners
to be returned at the following session. This was because completion required substantial
and detailed data that needed to be confirmed by service managers.

Programme Operational Document Review
On request, the following operational documentation and information from the Pre-school
Educational Initiative for Children from Minority Groups was made available to the
evaluators for review:
1.
2.
3.
4.
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Training programme dates, session length and numbers attending
Summarised Training Programme content
Mentoring visit dates, session length and numbers attending
Summarised Mentoring Programme content
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Practitioner Knowledge, Skill and Attitude Survey
The practitioner knowledge, skill and attitude survey used was drawn from tools designed
by the Crosswalks project of the Frank Porter Graham Child Development Institute at the
University of North Carolina. The Crosswalks project developed an evidence-based approach
to support early childhood faculty and pre-service programmes in preparing students to
work effectively with culturally and linguistically diverse children and families (Maude et al.,
2010). The survey draws directly from two tools developed by this project: the Crosswalks
Multicultural Attitude Survey-Student Version and the Crosswalks Student Assessment of
Knowledge and Skill. Items from these surveys were selected and some minor language
amendments made to ensure cultural appropriateness. In consultation with the steering
committee and coordinator, some unique items were also added to ensure that all aspects
of diversity and equality, covered by the Pre-school Educational Initiative for Children from
Minority Groups, were included.
The survey consists of 69 items measuring three specific dimensions: knowledge (20 items),
skill (19 items) and attitude (30 items). Subcategories 1 and 2 cover practitioner knowledge
and skill respectively with practitioners assessing their own knowledge and skill levels on a 6
point rating scale from 0 to indicate ‘none’ to 5 indicating ‘high’. The third subcategory,
attitude, is addressed in section 3 of the survey and consists of statements to which
participants rate their attitude on a 5 point scale ranging from 1, to indicate ‘strongly
disagree’, to 5 indicating ‘strongly agree’.
Rather than sampling the ECCE participants, it was decided to administer the survey to all
ECCE practitioners involved in the Initiative. There are an estimated 25,300 ECCE
practitioners employed in the early years sector (Early Childhood Ireland, 2012) making this
a survey of just under 2% of the national ECCE practitioner population.

ECCE Service Self- report
A self-assessment instrument focusing on interactions, teaching processes and pedagogical
practices was developed for the Initiative to measure ECCE services’ perceived provision for
diversity and equality within their programmes. The content of the items was informed by a
review of existing self-assessment guides and a review of equality and diversity literature
(NAEYC, 1995; MacNaughton, 1997; Nutbrown & Clough, 2006; OMC, 2006; CECDE, 2006a,
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2006b, 2006c; Soucacou, 2007; Sylva et al. 2007; Gonzalez-Mena, 2008; Copple &
Bredekamp, 2009; Goode, 2009; NCNA, 2009; Derman-Sparks & Olsen Edwards, 2010a,
2010b; Espinosa, 2010; NAEYC, 2010a, 2010b; Petriwskyj, 2010.) The self-report consists of
30 items combining yes/no questions, open-ended questions and templates to record
evidence and examples. The instrument was reviewed by the steering committee and the
coordinator and then piloted by ECCE services not participating in the Initiative. Some minor
amendments were then made based on feedback received. The instrument was designed to
be completed collaboratively by staff working at different levels within the ECCE service i.e.
management, team leaders and practitioners.

Pre-school Room Site Visit Tool
In order to understand and evaluate how theory and learning was being translated into
programme practice and quality, on-site data collection and assessment was seen as an
integral element of the qualitative evaluation process. A structured and overt observation
was made in a sample of pre-school rooms in ECCE services participating in the Initiative.
Defining quality as a construct and measuring quality improvements in the ECCE sector is a
challenge both methodologically within research and evaluation and practically within
quality enhancement initiatives (Perlman et al. 2004; Warash et al. 2005; Layzer & Goodson,
2006; MacNaughton, 2006; Child Trends, 2009; La Paro et al. 2012). Douglas (2004, p.184)
articulates this as “any attempt to provide an objective rating scale for measuring quality in
such settings has to assume that there is an explicit and agreed model of what constitutes
‘good’ quality childcare.”
Given the limited availability of tools specifically designed to measure diversity and equality
within the early years setting, an on-site assessment tool was created by combining selected
items which specifically related to equality and diversity from a variety of existing ECCE
global quality assessment tools. This process has been utilised previously by other
researchers (Petriwskyj, 2010; Perlman, 2004).
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The four tools utilised were:
 Early Childhood Environmental Rating Scales – Revised (ECERS-R) (Harms et al., 2005)
 Early Childhood Environmental Rating Scales – Expanded (ECERS-E) (Sylva, et al.,
2006)
 SpeciaLink Childcare Inclusion Practices Profile and Principles Scale (Irwin, 2005)
 Preschool Program Quality Assessment (PQA) (HighScope, 2003)
These tools are standardised tests as defined by the Centre for Effective Services (2012) in
that they are “Instruments of examination, observation‚ or evaluation that share a standard
set of instructions for their administration, use, scoring, and interpretation and have been
pre-tested for various properties that make them robust.” The ECERS-R and PQA in
particular have a long history of use in research and evaluation projects and the ECERS-E
and SpeciaLink have been used recently in major studies. In addition, these measures were
selected because of their clarity of scoring, the range of items covered, their inclusion of
diversity items related to disability access, socio-cultural relevance, materials, individual
child planning, gender equality, racial equality and cultural equality. The following seven
items were selected from the four scales:

1. ECERS-R Item28 Promoting acceptance of diversity
2. ECERS-R Item 37 Provisions for children with disabilities
3. ECERS-E Item 2 Gender equality and awareness
4. ECERS-E Item 3 Race equality awareness
5. SpeciaLink Practice 1 Physical environment and special needs
6. PQA Item I-H Materials reflect human diversity and the positive aspects of children’s
homes and community cultures
7. PQA Item III-E Adults use a variety of strategies to support classroom communication
with children whose primary language is not English

Item Structures and Scoring Protocols
The two PQA items are comprised of a number of separate components each with a
descriptor for low, medium and high quality. Each separate component is scored and then
an overall score for the full item is determined. On these items, the overall score scale of
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quality is as follows: 1 indicates low, 2 low to medium, 3 medium, 4 medium to high and 5
high. The ECERS-R, ECERS-E and SpeciaLink items are not sub-divided into separate
components but are scored as a whole. These items consist of indicators of quality ranging
from inadequate to excellent and are scored by beginning with level 1 indicators and
working through the levels until the quality level that is applicable to that service is reached.
The full item score scale of quality is as follows: 1 indicates inadequate, 2 inadequate to
minimal, 3 minimal, 4 minimal to good, 5 good, 6 good to excellent and 7 excellent. For
example, scores on the ECERS-R are interpreted by Sylva et al. (2006, p.7) in the following
way, in relation to materials and resources; “a 3 given for limited although appropriate
materials, a 5 given to a wider array of materials and a 7 being reserved for resources suited
to the active use of materials by children of differing capabilities, cultural backgrounds and
interests.” Each item is presented in full in the section on findings.
To facilitate ease of administration a score sheet to record observations and scores on these
seven items was designed. This sheet also recorded information such as number of children
present, their age range and the number of children with special needs and indications of
the type i.e. physical/sensory, cognitive/language, social/emotional, other.
As the steering committee established that it would like to see 32 ECCE services evaluated,
the selection of services was first off a quota sample (Watson, 2001) which was increased to
35 to allow for natural attrition. This sample size of 35 represents almost 24% of the total
population (N = 147.) It was decided to conduct purposive sampling rather than random
sampling. Heterogeneity sampling, also known as diversity sampling (Trochim & Donnelly,
2007), was used to ensure that ECCE services in urban and rural areas and both full and
part-time services were included and that the different regions of the country were
included. Site visits were made and the tool was administered to a sample of 35 preschool
rooms, in 35 participating ECCE services across nine separate City and County Childcare
Committee areas. Figure 4 illustrates the geographical locations of the ECCE services visited.
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Figure 4. Geographic location of site visits: red = number of pre-visits and green = number of post-visits

Due to attrition, it was only possible to complete follow-up visits to 30 ECCE services, see
Table 8. Pre and post-Initiative site visit tool scores for this sample of 30 ECCE services
taking part in the Initiative were analysed to determine change and significance.
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Table 8. Location of ECCE services visited

City/County Childcare
Committee area

Sites visited
Pre-Initiative

Sites visited
Post-Initiative

1

Cork City

5

3

2

County Clare

4

4

3

County Monaghan

5

3

4

County Carlow

4

4

5

County Sligo

3

3

6

Dublin City

5

4

7

County Donegal

3

3

8

County Cavan

3

3

9

County Galway

3

3

35

30

Total number of ECCE Services

Focus Groups
Wilkinson (2008) defines a focus group as a way of collecting qualitative data from a small
number of people engaged in an informal group discussion focused on a particular issue or
topic. The focus group and semi-structured discussions held with the tutors, a sample of
ECCE practitioners and the steering committee and coordinator aimed to map real
experiences and capture the subtle detail that can often be missed by more traditional
quantitative evaluation methods. Cohen et al. suggest that focus groups are “useful to
triangulate with more traditional forms of interviewing, questionnaire, observation, etc”
(2001, p.288). The design of the focus group sessions was informed by invitational theory
and practice, which has been found to be particularly compatible with the area of diversity
education (Schmidt, 2004; Reed, 2006). In keeping with good practice, each focus group had
a protocol, a scheduled list of prompts, and some questions to guide the discussion. For
each focus group, one evaluator acted as a moderator: prompting discussion on particular
points, posing questions, keeping discussion flowing, encouraging participation, always
keeping within the role of facilitator of interaction between group members, and not asking
direct questions of individuals. The second evaluator was transcriber. Informed consent in
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writing was obtained from all participants in each focus group, see Appendix L. Interaction
between participants was held as key to the focus groups. Mitchell (2009) states that
researchers and evaluators utilizing the “basic concepts and constructs of invitational theory
establish an atmosphere of respect in which people from different cultures can interact
together.”
ECCE Practitioner Focus Group
One ECCE Practitioner focus group was held with a group of 21 practitioners who had
participated in the Initiative. An invitation to attend the focus group was extended by each
tutor to the all ECCE practitioners she had worked with. The cost of travel to attend was
paid by the Initiative with refreshments and lunch provided. ECCE practitioner
representatives from 12 of the 26 training groups attended the focus group. The training
groups represented are listed below:


County Leitrim



Dublin City



South Dublin



County Kerry



County Cork



Cork City



County Clare



Fingal



County Galway



County Donegal



County Mayo



Dún Laoghaire-Rathdown

As the participant group was large, a workshop approach was adopted as it is a form of
participatory research that creates an opportunity to understand different peoples’ opinions
and experiences of a project (University College London). This participatory research and
collaborative inquiry approach aimed to support ECCE practitioners to create a shared
understanding of their involvement in the Pre-school Education Initiative for Children from
Minority Groups. The workshop was structured to include a range of interactive,
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participatory techniques to stimulate discussion and evaluation. O’Brien (2001) states, that
this form of structured workshop can be used to explore an issue in greater detail than is
possible in a focus group.
Tutors’ Focus Group
Two focus groups were held with the tutors of the Pre-school Educational Initiative for
Children from Minority Groups. The first, mid way through the Initiative, aimed to identify
what activities were implemented, began to assess the quality of the implementation, and
began the process of exploring the strengths and weaknesses of the implementation. The
second focus group was held at the Initiative end and supported tutors in determining
which activities and processes within the programme were more successful and in
discussing issues and recommendations for future replication.
The coordinator delivered two of the training programmes and associated mentoring.
However, as her substantive role was that of coordinator of the Initiative, she did not attend
the tutor focus groups. Each of the remaining tutors was invited to attend the focus groups,
which were arranged to coincide with tutor meetings facilitated by the coordinator. Eight
tutors attended the first focus group, which was held in Westport, and lasted for two hours.
All 10 tutors attended the second focus group, held in Dublin, which also lasted for two
hours.
Steering Group and Coordinator Focus Group
This group met at the Initiative end and was presented with the provisional qualitative
findings from the tutor and participant focus groups and numerical findings from the
qualitative aspect of the evaluation for discussion. It offered opportunity for the steering
group and coordinator to contextualise these findings within their national view and
experience of the initiative. It also allowed for reflection on full project processes and
activities in relation to impacts at County and City Childcare Committee, tutor, ECCE service
and individual ECCE participant levels. This resulted in the generation of learning points that
could inform both replication of the initiative and future national initiatives.
Data content from the focus groups and practitioner workshop focus group were analysed
manually identifying themes and patterns by focusing closely on particular words, context,
internal consistency, intensity, frequency and extensiveness. Particularl focus was placed on
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‘specificity’. Krueger (2002) advises, “responses that are specific and based on experiences
should be given more weight than responses that are vague and impersonal.” Greater
attention was placed on responses that were in the first person as opposed to hypothetical
third person comments and responses.
Case Study
Mason (2002, p.134) states that “case studies are usually used when the object of study is
some form of social process or meaning or experience which needs to be understood and
explained in a rounded way” (p.134). Case Studies give depth, quality and richness to an
evaluation. It helps describe the processes of the work and brings it to life. It also helps to
capture complexity and multiple methods and outcomes. One needs to think carefully
about whom to choose and to ensure anonymity. One ECCE service was asked and agreed to
take part in an in-depth case study. The service completed room journals documenting their
journey through the Initiative and recording implementation, learning, team discussions and
the children’s reactions and responses. This journal was supplemented by photos and video.
At the end of their participation in the Initiative, the ECCE service engaged in an in-depth
reflection and review with one of the evaluators.
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Profile Findings
The Tutors
All 11 tutors were female, aged between 36 and 60 years with 64% aged between 41 and 55
years. Ten of the tutors identified themselves as white Irish and one as any other white
background. One tutor indicated that she was from a minority group i.e. living in an area of
economic disadvantage.
As a group the tutors general education level ranged from college Certificate to Masters
Degree level with over 90% of the group holding a BA Degree or higher. Some tutors had
also achieved specific qualifications in ECCE such as FETAC level 5 and 6.
All tutors had completed the HETAC accredited level 8 training of trainers’ certificate in
diversity and equality and eight indicated that they had completed separate adult training
qualifications.
Between them, the tutor group had a total of 174 years experience working in the ECCE
sector, with an average of 29 years. Their experience as trainers ranged from 4 years to 25
years with an average of 18 ½ years. They held an average of 17 years experience of
delivering training specifically in the ECCE sector.
Summary
The tutors were highly qualified with wide and lengthy experience in the ECCE sector.
They were all qualified to train in the area of equality and diversity.
The tutors were a homogenous group, all white, almost all in the same age range and there
was low representation of the Initiative defined minority groups.

The ECCE Practitioners
Four hundred and ninety people attended the first sessions of the 27 training programmes
in the Pre-school Education Initiative for Children from Minority Groups and 450 completed
ECCE practitioner profiles, a return rate of 91.8%.
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Age and gender of practitioners
Figure 5. Practitioner gender

The average age of ECCE practitioners engaged in the

Gender

Initiative was 33.5 years and the average number of years

2%

employed in the ECCE sector was 6.2 years. Returned
Female
Male

98%

profiles in which the practitioner gender section was
completed show 428 females and eight males took part in
the Initiative, see Figure 5.

Positions held by practitioners
Four hundred and thirty three practitioners responded to the section asking them to
identify their current position in ECCE, see Figure 6. 146 (32.4%) of the respondents held a
Childcare Worker Position, 86 (19.1%) a Senior Childcare Worker position and 80 (17.8%) a
Childcare Manager position. 78 (18%) participants reported being in a Childcare Assistant
position, 20 (4.6%) on training and employment schemes and 23 (5.3%) indicated the ‘other’
option.

Number of practitioners reporting

Figure 6. Positions held by ECCE practitioners
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Level of general education
Four hundred and thirty nine participants completed the general education section
indicating their highest level of general education achieved. Two hundred and ninety four
participants (67%) reported holding a general education qualification at level 4 - 6 on the
National Framework of Qualifications (NFQ). Seventy-five participants (17%) reported
holding a qualification at levels 7 – 10 on the NFQ. Seventy (16%) participants reported
holding a qualification at level 3 or under (13.5%) or marked the ‘other’ category (2.5%), see
Figure 7.
Figure 7. Practitioners' level of general education
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Level of ECCE education
Four hundred and seventeen participants responded to the level of ECCE education section.
The most commonly held qualification was a FETAC level 5 or 6 ECCE qualification (83%).
Just over 50% reporting holding a FETAC level 5 qualification and just over 32% holding a
FETAC level 6. Twenty-five participants, fewer than 6%, reported holding an ECCE
qualification at degree level or higher. Two participants held a FETAC level 4 qualification
and 42 (10%) held a qualification, which they considered as ‘other’, see Figure 8.
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Numver of practitioners reporting

Figure 8. Practitioners' level of ECCE education
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Ethnic or cultural background
Four hundred and forty seven participants completed the ethnic and cultural background
section. Figure 9 illustrates practitioners’ reported ethnic and cultural backgrounds. Four
hundred or 89.5% of practitioners reported being white Irish. Less than 7% (31) reported
being any other white background. Less than 4% (16) reported being either Black African (5),
any other Asian background (4), any other black background (2) or Irish traveller (2). Three
practitioners selected the ‘other’ box but did not expand.
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Ethnic or cultural background

Figure 9. Practitioners' reported ethnic or cultural background
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Membership of minority groups
Eighty-eight practitioners identified themselves as being a member of a minority group; this
represents just over 19.5% of the practitioners who completed profiles. Figure 10 illustrates
practitioners reported membership of minority groups. No participant identified as being a
member of more than one minority group. Twenty-three practitioners, or just over 26%,
indicated that they were living in an area of economic disadvantage, and 20, or just under
23%, indicated that they were dual language speakers. The other minority groups
practitioners indicated membership of were; Irish language speaker 13, disability 12,
migrant 11, minority religious faith 5, gay, lesbian, bisexual and transgender (GLBT) 1,
asylum seeker 1 and 2 participants indicated ‘other’.

Minority group category

Figure 10. Practitioners' reported membership of minority groups
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Summary
The ECCE practitioner group were almost exclusively female, averaging 33 years old, with an
average of 6 years experience in the ECCE sector.
They had general education levels at leaving cert to college certificate/diploma and almost
all held a qualification in ECCE, the majority at level 5 or 6.
There was a balance between assistant childcare workers/childcare workers and senior
childcare worker/managers.
As a group, practitioners were a relatively homogenous group in their cultural/ethnic
identity, 96% being white Irish or any other white background.
Almost 20% of the group identified themselves as belonging to a minority group.

The ECCE Services and the Children they Serve
ECCE practitioners from 147 ECCE services attended the first sessions of the 27 training
programmes and brought ECCE service profiles back to their services to be completed. One
hundred and thirty two ECCE service profiles were completed and returned and 131 ECCE
services remained engaged in the Initiative. Tutors involvement and commitment to
conducting this evaluation was key to achieving this high return rate. These profiles were
analysed to determine a description of the ECCE services engaged in the Pre-school
Education Initiative for Children from Minority Groups and some details about the children
they serve. It should be noted that not all ECCE services completed every section on the
profile so actual numbers (N) do vary slightly from one area of profile to the next.
At the time of completion of the profile the ECCE services (N = 119) had been in operation
for an average of almost 10 ½ years with the longest being established for 40 years and the
most recent having been established just one year previously. ECCE services (N =124)
reported that their average enrolment was between 55 and 56 children which matched with
their reported maximum enrolment numbers. The average number of staff employed was
between 10 and 11.
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Figure 11. Percentage of ECCE services reporting as rural or urban

Both
2%
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44%

Urban
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Fifty six (44%) ECCE services classified themselves as rural and 68 (54%) as urban.
Interestingly three (2%) ECCE services determined that they could be classified as both
urban and rural, see Figure 11.

Figure 12. Percentage of ECCE services reporting as community or private

Private
29.5%

Both
1.5%

Community
69%

Eighty eight (69%) ECCE services identified as community services and 38 (29.5%) as private
services with two (1.5%) ECCE services identifying as being both community and private, see
Figure 12.
Figure 13. Percentage of ECCE services reporting as sessional, full or part-time

Part and full-time services
Sessional
32%

Both
32%

Full Time
36%
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There was an even spread of ECCE services reporting provision of part-time and both full
and part-time services. Forty-two ECCE services offered a part-time service only, 46 offered
full-time service and 41 offered both full and part-time services see Figure 13.

Figure 14. Percentage of ECCE services with a diversity and equality policy

No
19%

Yes
81%
Figure 15. Percentage of ECCE services with an equal opportunities policy

No
8%

Yes
92%

One hundred and five (81%) ECCE services reported having an equality and diversity policy
and 120 (92%) reported having an equal opportunities policy, see Figures 14 and 15.
Summary
As a group, the ECCE services involved in the Initiative were well established (average of
10.5 years), relatively large services with average enrolments of 55-56 children and
employed an average of 10-11 staff.
There was an even split between rural and urban locations.
Two thirds were community and one third private.
One third provided sessional services only, one third full day care and one third both
sessional and full day care.
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Profile of the pre-school rooms and children
From the 132 ECCE service profiles returned information was reported for 179 pre-school
rooms. A total of 3,322 pre-school aged children were enrolled in these rooms and they
were staffed by 455 ECCE practitioners, 7 of which were male.

Ethnic and cultural background of the pre-school children
Information on the ethnic and cultural background of 3,151 of the children attending the
pre-school rooms, as reported by the ECCE servcies, is illustrated in Figure 16. This
information is further illustrated by gender in Appendix M. ECCE services reported that 77%
of the children attending the pre-school rooms were white Irish.

Figure 16. Reported ethnic and cultural backgrounds of children attending pre-school rooms
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The second largest grouping was any other white background at 12%. The third largest
group reported was Irish Traveller at 4%, see Table 9.

Table 9. Children's reported ethnic and cultural background ranked

Rank

Category

% of children

1

White Irish

77%

2

Any other White background

12%

3

Irish Traveller

4%

4

Black Irish

3%

5

Black African

2%

6

Asian Irish

1%

7

Any other Black background

< 1%

8

Any other Asian background

< 1%

9

Chinese

< 1%

Minority group membership
ECCE services reported 1,987 children as being from the minority groups listed in Figure 17,
this data is illustrated by gender in Appendix N. A child could be represented in more than
one category, for example, a child could be reported as being a dual language speaker and
also living in a single-parent household.
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Figure 17. Reported numbers of children from minority groups attending pre-school rooms
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ECCE services reported that 59.8% (1,987) children attending their pre-school rooms were
from minority groups: 628 (18.9%) of those children are reported as living in an area of
economic disadvantage and 488 (14.7%) are living in a single-parent household, see Table
10. ECCE services reported 372 (11.2%) children as dual language speakers, 106 (3.2%) as
migrant and 119 (3.6%) as having a disability.
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Table 10. Reported numbers of children from minority groups ranked

Rank Minority Group

N

%

1

Living in economic disadvantage

628

18.9%

2

Living in single-parent household

488

14.7%

3

Dual language speaker

372

11.2%

4

With a disability

119

3.6%

5

Migrant

106

3.2%

6

Minority religious faith

100

3%

7

Irish language speakers

88

2.7%

8

In foster care

32

0.96%

9

Parent deceased

20

0.6%

10

Refugee

15

0.45%

11

Asylum seeker

10

0.3%

12

Inter-country adoptee

8

0.24%

13

Gay or lesbian parents

1

0.03%

Summary
The children attending the ECCE services which engaged in the Initiative were reported as
having the following culture and ethnicity; 77% were white Irish, 12% other white
background, 4% were Irish Traveller, 3% were Black Irish, 2% Black African, 1% Asian Irish
and the remaining 1% were any other Black background, any other Asian background and
Chinese.
59.8% of children were from minority groups.
Membership of minority groups was reported as: 18.9% living in an area of disadvantage,
14.7% living in a single parent household, 11.2% dual language speakers, 3.6% with a
disability, 3.2% migrant, 3% minority religious faith, 2.7% Irish language speakers, 1% in
foster care and the remaining 1.62% were parent deceased, refugee, asylum seeker, intercounty adoptee and gay or lesbian parents.
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Review of Operational Documentation
Training Programmes
The course outlines of the 27 training programmes were reviewed and were found to be
uniform in terms of indicative content. All training programmes followed the suggested
course content in the diversity and equality manual for trainers, ‘Ar an mBealach’, which
had been supplied to each trainer at the briefing meetings held at the beginning of the
Preschool Educational Initiative for Children from Minority Groups. Some tutors indicated
that they did allow additional time for particular topics or areas of discussion when issues
and situations arose for training groups. For example, one tutor indicated that she allocated
time in one training session for “discussion on a particular issue which arose in relation to
Travellers”. Work had been completed, by members of the steering group and the
coordinator, on linking the training programme content to aspects of Aistear and Síolta at
individual activity level prior to the training programmes commencing and there was an
expectation that tutors would utilise these links by integrating them through the
coursework. For example, one trainer indicated that she had included specific time on her
training programmes to exploring the two quality frameworks. She titled this training
activity as “Introduction to Aistear and Síolta”.
The training programmes ran outside of traditional working hours, on weekends and/or
evenings. Thirty-six percent (10) of the training programmes were delivered in full-day
workshops on Saturdays over 8, 9, or 10 sessions, dependant on the length of the training
day. The majority, 64% (27), ran with a mixture of full day workshops on Saturdays and halfday evening workshops on weekdays; for example 3 full-day Saturday workshops and 16
half-day evening workshops on Wednesdays. Decisions on the formulation of course dates
varied:


Some tutors set dates and times and informed participants before the training
began.



Some tutors set dates and times with the participants at the beginning of the
training.



Some tutors had dates and times set for the course by the City and County Childcare
Committee in that area.
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The training programmes all comprised of 70 hours of face-to-face classroom based training
sessions. A course evaluation was conducted at the last session of the training programme.
A standard evaluation form, from the training manual was used. The evaluation form is a
narrative format and emphasises reflection on personal learning and implementation
achieved. There was no summary of training course evaluations or analysis of content,
however they were reviewed by the Steering Committee. There was no quantitative
evaluation of the training courses.

Mentoring Programmes
Documentation records of the mentoring process for 19 of the 27 training courses were
made available for review, see Appendix O. These records included details of mentoring visit
dates, numbers, session length and numbers of people attending for 86 ECCE services. In
some of the records provided not all sections were completed, analysis is in relation to
information provided.
The total number of mentoring sessions reported from the documentation reviewed was
387, but it is reported that mentoring sessions also took place for ECCE services in the eight
training areas for which documentation was not supplied. The number of ECCE services
receiving mentoring in the 19 City and County Childcare Committee areas reviewed is
illustrated in Figure 18. The number of mentoring sessions received by ECCE services ranged
from three to seven with a mean of four and a half sessions. The numbers of ECCE
practitioners attending mentoring sessions ranged from one to 11, and in one particular
session 30 practitioners attended. The mean attendance at mentoring sessions was 2.41
practitioners and the mean length of mentoring session was 2.47 hours. From the
documentation reviewed there was a total of 954.25 hours of mentoring received with an
average of 11.5 hours per ECCE service.
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Figure 18. Number of ECCE services receiving mentoring
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Key Findings
All training courses covered the same content and all were delivered in 70 hours of face-toface, classroom sessions.
There was no set protocol for training programme planning hence there was a very wide
variety of programme session structure and delivery times.
Tutors retained autonomy in relation to training programme planning.
Qualitative evaluation of the training courses was conducted at programme level.
The mentoring programme evolved over the life of the Initiative hence there was significant
variation in the structure and delivery of the programmes in terms of numbers of session
delivered, length of sessions, and numbers of participants attending from session to session.
Programme level evaluation of mentoring was not conducted.
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ECCE Service Site Visit Results
Site visits were made before the Pre-school Education Initiative for Children from Minority
Groups commenced, to document baseline levels, and again after all activities, training and
mentoring, of the Initiative had been completed. These measures were then compared to
determine change. The site visits were conducted by the evaluators.
The tool utilised to assess quality in relation to aspects of equality and diversity in the
sample of 35 preschool classrooms was composed of seven separate items drawn from four
quality assessment tools. Two items relating specifically to disability and special needs were
included in the observation tool: ECERS-R Item 37: Provision for children with disabilities and
SpeciaLink Practice 1: Physical environment and special needs. These items were completed
only if there was a child with an identified and diagnosed disability as per the administration
protocol of the tools from which they were drawn. Due to turnover in children attending
ECCE services at pre and post site visits only two services had children with disabilities at
both pre and post observation, given sample size this data was not analysed. The changes
between pre and post scores on the remaining five items were analysed on an item-by-item
basis.

PQA Item I-H: Materials reflect human diversity and the positive aspects of
children’s homes and community cultures
PQA Item I-H assesses how equality and diversity are addressed and represented in the
physical learning environment. It assesses how materials reflect the home and community
cultures and individual needs of the children in attendance. It also assesses the extent to
which stereotypes and prejudices are challenged in the physical setting through materials,
equipment, pictures, books, displays, etc. The full item is displayed in Table 11.

52

52

Table 11. PQA Item I-H

PQA Item I-H: Materials reflect human diversity and the positive aspects of children’s homes and
community cultures
Score

53

Descriptors

1 Low

1.1 Materials do not reflect the home culture and community cultures or special needs of the
program children.

3 Medium

3.1 Materials reflect the home and community cultures and/or special needs of some of the
program children.

5 High

5.1 Materials reflect the home and community cultures and special needs of the program
children (e.g. photos of family members, cooking utensils, music tapes, work clothes and tools,
eyeglasses).

1 Low

1.2 Material perpetuate cultural and gender stereotypes.

3 Medium

3.2 Some materials reinforce cultural and gender stereotypes.

5 High

5.2 Materials depict a wide range of non-stereotyped role models and cultures (e.g. picture
books with women doctors and men doing house work; dress-up clothes for different chores
and occupations available to all children; carpentry tools and cooking utensils used by adults
and children of both sexes; stories, toys and computer software depicting minorities as
professionals).

1 Low

1.3 Materials reflect only one culture.

3 Medium

3.3 Some multicultural materials are integrated into the classroom

5 High

5.3 Multicultural materials are integrated into the classroom (e.g. every day and holiday clothes
from other countries integrated in dress-up area; food from the children’s various cultures and
religious served at snack and represented in containers in the house area; music , books and
instruments from different times and places; eye-level reproductions of artwork from other
countries in different media).
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The mean score on the PQA item I-H showed an increase of more than 1 point (1.33) from a
pre mean score of 1.77 to a post mean score of 3.1. This is a move from a low level of
quality to a medium level of quality as measured by this item. Figure 19 presents the pre
and post scores and score change on this item for each individual ECCE service (N = 30).
Figure 19. PQA Items I-H: Materials reflect human diversity and the positive aspects of children's homes and community
cultures scores
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Table 12. Item I-H post scores

PQA Item I-H (N=30)
Score
N
%
1
4
13.3%
2
2
6.7%
3
13
43.3%
4
9
30%
5
2
6.7%

At the initiative end, 43.3% of ECCE services achieved a
medium quality level score of 3, see Table 12. More than
a third (36.7%) of ECCE services achieved a high quality
level post score of 4 or 5, with two of those ECCE services
(6.7%) achieving the highest score, a level 5. Six ECCE

services (20%) achieved a low or low to medium post score on this item.
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Table 13. Item I-H score changes

PQA Item I-H (N=30)
Score
Change
N
%
-2
1
3.3%
-1
1
3.3%
0
5
16.7%
1
8
26.7%
2
10
33.3%
3
5
16.7%

Examining the changes in scores on the PQA Item I-H, see
Table 13, we can see that 76.6% (23) ECCE services
achieved an increase in their score: eight (26.7%) showed
an increase of 1 point, 10 (33.3%) showed an increase of
2 points and five (16.7%) showed an increase of 3 points
on their score on this item. Two ECCE services achieved a
post score lower than their pre score, one service

dropping 1 point from 2 to 1 and the other service dropping 2 points, from 3 to 1.

Key Findings
76.6% of ECCE services achieved an increase in their score on this item, indicating increases
in quality in relation to pre-school room materials reflecting human diversity and the
positive aspects of children’s homes and community cultures.
50% of ECCE services increased their score by 2 or more points on this item.
At Initiative end 80% of ECCE services achieved a medium, medium to high or a high level of
quality on this item.
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ECERS-E Item 3: Race equality and awareness
This item assesses how ethnicity is represented in the physical learning environment, how
ECCE practitioners respond to situations where a child shows prejudice, how practitioners
plan and support activities that promote understanding of cultures and of difference and
the extent to which ECCE practitioners themselves are representative of the community in
which the ECCE is set. The item’s indicators are listed fully in Table 14.
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Table 14. ECERS-E Item 3

ECERS-E Diversity Item 3: Race equality and awareness
Score

57

Descriptors

1 Inadequate

1.1 Books, pictures, dolls or displays show no or little evidence of ethnic diversity in society
or the wider world.

3 Minimal

3.1 The children sometimes play with toys and artefacts from cultures other then the ethnic
majority.

5 Good

5.1 Children play with artefacts drawn from an extensive range of cultures (e.g. range of
dressing up clothes, cooking utensils used in dramatic play).

7 Excellent

7.1 Staff develop activities with the express purpose of promoting cultural understanding
(e.g. attention is drawn to the similarities and differences in things and people, different
cultures are routinely brought into project work, visitors and performers reflect a range of
cultures).

1 Inadequate

---

3 Minimal

3.2 Books, pictures, dolls and displays show people from a variety of ethnic groups, even if
the images are insensitive or stereotypes

5 Good

5.2 Some books, pictures, dolls and displays show people from different ethnic groups in
non-stereotypical roles (e.g. as scientists, doctors, engineers).

7 Excellent

7.2 Specific activities are developed to promote understanding of difference (e.g., paints are
mixed to match skin tones to visibly show subtleties of difference).

1 Inadequate

---

3 Minimal

---

5 Good

5.3 Some images/activities show children that have much in common with people from
other cultural groups (e.g. images which stress physical similarities, or similarities in rituals
and day-to-day activities.)

7 Excellent

7.3 In multi-ethnic areas ethnic minority educators are employed in the centre. Elsewhere
Black and ethnic minority people are sometimes invited into the setting to work with the
children.

1 Inadequate

---

3 Minimal

---

5 Good

5.4 Staff intervene appropriately when a child or adult in the setting shows prejudice.

7 Excellent

---
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The mean score on the ECERS-E Item 3 showed an increase of more than 1 point (1.37) from
a pre mean score of 1.8 to a post mean score of 3.17. This is a move from an inadequate
level of quality to a minimal level of quality as measured by this item. Figure 20 presents the
pre and post scores and score change for each individual ECCE service (N = 30).
Figure 20. ECERS-E Item 3: Race and equality awareness scores
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Table 15. Item 3 post scores

ECERS-E Item 3 (N=30)
Score
N
%
1
4
13.3%
2
1
3.3%
3
15
50%
4
6
20%
5
4
13.3%
6
0
0%
7
0
0%
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At the Initiative end, 33.3% of ECCE services achieved a
score of 4 or 5 indicating minimal to good, or good levels of
quality, see Table 15. Four ECCE services (13.3%) achieved
a score of 5, indicating good levels of quality. Fifteen (50%)
ECCE services achieved a minimal quality post score of 3.
Only 16.7%, or five ECCE services, achieved a score in the
inadequate to minimal range of quality.
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Table 16. Item 3 score changes

ECERS-E Item 3 (N=30)
Score
Change
N
%
-1
2
6.7%
0
7
23.3%
1
4
13.3%
2
13
43.3%
3
3
10%
4
1
3.3%

In examining the changes in scores on the ECERS-E Item 3,
see Table 16, we can see that 70% (21) of ECCE services
achieved an increase in their score. Four (13.3%) services
showed an increase of 1 point, 13 (43.3%) showed an
increase of 2 points, three (10%) showed an increase of 3
points and one (3.3%) showed an increase of 4 points on
their score on this item. Nine (30%) ECCE services had

either no change in their score, or achieved a post score lower than their pre score on this
item. Two ECCE services dropped 1 point. One dropped from 2 to 1 and the other dropped
from 4 to 3.

Key Findings
70% of ECCE services achieved an increase in their score on this item, indicating increases in
quality levels in the pre-school rooms in relation to race and equality awareness. 56.7% of
ECCE services increased their score by 2 or more points on this item. At Initiative end,
33.3% of ECCE services achieved a minimal to good or good level of quality on this item.
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ECERS-R Item 28: Promoting acceptance of diversity
ECERS-R Item 28 assesses materials, equipment, images, displays, etc in the physical
environment, activities and daily routines relating to promoting the acceptance of diversity
and ECCE practitioners’ responses when prejudice is shown by children. Diversity in the
ECERS tool refers to “the differences found in groups of people with regard to race, religion,
ability, age or gender” (Cryer et al., 2003). The item’s indicators are listed fully in Table 17.
The mean score on the ECERS-R item 28 showed an increase of more than 1 point (1.17)
from a pre mean score of 1.9 to a post score of 3.07. This is a move from an inadequate
level of quality to a minimal level of quality as measured by this item. Figure 26 presents the
pre and post scores and score change for each individual ECCE service (N = 30).
Figure 21. ECERS-R Item 28: Promoting acceptance of diversity scores
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Table 17. ECERS-R Item 28

ECERS-R Item 28: Promoting acceptance of diversity
Score

61

Descriptors

1 Inadequate

1.1 No racial or cultural diversity visible in materials (Ex. All toys and pictures are of one
race, all print materials are about one culture, all print and audio materials are in one
language where bilingualism is prevalent).

3 Minimal

3.1 Some racial and cultural diversity visible in materials (Ex. Multi-racial or multi-cultural
dolls, books or bulletin board pictures, music tapes from many cultures; in bilingual areas
some materials accessible in children’s primary language).

5 Good

5.1 Many books, pictures and materials accessible showing people of different races,
cultures, ages, abilities and gender in non-stereotyping roles (Ex. Both historical and current
images; males and females shown doing many different types of work including traditional
and non-traditional roles).

7 Excellent

7.1 Inclusion of diversity is part of daily routines and play activities (Ex. Ethnic foods are a
regular part of meals/snack; music tapes and songs from different cultures included at
music time).

1 Inadequate

1.2 Materials present only stereotypes of race, cultures, ages, abilities and gender.

3 Minimal

3.2 materials show diversity (Ex. Different races, cultures, ages, abilities and gender) in a
positive way.

5 Good

5.2 Some props representing various cultures included for use in dramatic play (Ex. Dolls of
different races, ethnic clothing, cooking and eating utensils from various cultural groups).

7 Excellent

7.2 Activities included to promote understanding and acceptance of diversity (Ex. Parents
encouraged to share family customs with children; many cultures represented in holiday
celebrations).

1 Inadequate

1.3 Staff demonstrate prejudice against others (Ex. Against child or other adult from a
different race or cultural group, against a person with a disability).

3 Minimal

3.3 Staff intervene appropriately to counteract prejudice shown by children or other adults
(ex. Discuss similarities and differences; establish rules for fair treatment of others), or no
prejudice is shown.

5 Good

---

7 Excellent

---
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Table 18. Item 28 post scores

ECERS-R Item 28 (N=30)
Score
N
%
1
6
20%
2
3
10%
3
11
36.7%
4
5
16.7%
5
4
13.3%
6
0
0%
7
1
3.3%

At the initiative end, 30% of ECCE services achieved a score
of 4 or 5 indicating ‘minimal to good’ or ‘good’ levels of
quality, see Table 18. Four ECCE services (13.3%) achieved
a score of 5 indicating ‘good’ levels of quality and one ECCE
service achieved a score of 7 indicating an ‘excellent’ level
of quality.

Table 19. Item 28 score changes

ECERS-R Item 28 (N=30)
Score
Change
N
%
-2
1
3.3%
-1
4
13.3%
0
4
13.3%
1
7
23.3%
2
9
30%
3
4
13.3%
4
1
3.3%

In examining the changes in scores on the ECERS-R Item
28, see Table 19, we can see that 70% (21) of ECCE
services achieved an increase in their score. Seven
(23.3%) services showed an increase of 1 point, nine
(30%) showed an increase of 2 points, four (13.3%)
showed an increase of 3 points and one (3.3%) service
showed an increase of 4 points on their score on this

item. Nine (30%) of the ECCE services had either no change in their score or achieved a post
score lower than their pre score on this item. Four ECCE services dropped 1 point and one
ECCE service dropped 2 points. One service dropped from 5 to 4, one from 4 to 3, two from
2 to 1 and one ECCE service dropped 2 points from 3 to 1.
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Key Findings
70% of ECCE services achieved an increase in their score on this item, indicating increases in
quality in the pre-school rooms around promoting acceptance of diversity.
46.7% of ECCE services increased their score by 2 or more points on this item.
At Initiative end, 30% of ECCE services achieved a minimal to good or good level of quality
on this item.
One ECCE service achieved a score of 7, indicating excellence.
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PQA Item III-E: Adults use a variety of strategies to support classroom
communication with children whose primary language is not English
PQA Item III-E assesses both adults support strategies to support communication and their
support and encouragement of English speaking children to communicate with non-English
speaking children. The Item is assessed on two components and the descriptors for differing
levels of quality across both components are listed in Table 20 below.

Table 20. PQA Item III-E

PQA Item III-E: Adults use a variety of strategies to support classroom communication with
children whose primary language is not English.
Score

64

Descriptors

1 Low

1.1 Adults do not support communication with children whose primary language is not English.

3 Medium

3.1 Adults use some strategies to support communication with children whose primary
languages is not English.

5 High

5.1 Adults use many strategies to support communication with children whose primary
language is not English (e.g. use gestures to convey ideas, use photos and other symbols to
represent actions and objects, describe materials and activities in both languages, repeat
children’s non-English words in English).

1 Low

1.2 Adults do not encourage communication between English-speaking and non-English
speaking children.

3 Medium

3.2 Adults sometime encourage communication between English and non-English speaking
children.

5 High

5.2 Adults encourage communication between English and non-English speaking children (e.g.
translate, use words and phrases in both languages, encourage children to label and describe
things for one another).
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The mean score on the PQA item III-E showed a 0.47 point increase from a pre mean score
of 2.67 to a post score of 3.14. This is a move from a low to medium level of quality to one
of medium, as measured by this item. This item had the highest mean pre score and highest
mean post score. It showed the lowest mean score increase. Figure 22 presents the pre and
post scores and score changes for 21 individual ECCE services for which this item was
relevant and data was collected.
Figure 22. PQA Item III-E: Adults use a variety of strategies to support classroom communication with children whose
primary language is not English scores
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Table 21. Item III-E post scores

PQA Item III-E (N=21)
Score
N
%
1
3
14.3%
2
2
9.5%
3
9
42.9%
4
3
14.3%
5
4
19%

At Initiative end, 76.2% of ECCE services achieved a post
score of three or above indicating medium levels of
quality or above, see Table 21. Three ECCE services
(14.3%) achieved a level 4 score, indicating medium to
high levels of quality, and four ECCE services achieved a

level 5 score, the highest score, indicating high levels of quality. Five ECCE services (23.8%)
achieved a score of low to medium or low on this item.
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Table 22. Item III-E score changes

PQA Item III-E (N=21)
Score
Change
N
%
-2
2
9.5%
-1
1
4.8%
0
8
38.1%
1
5
23.8%
2
5
23.8%

In examining the changes in scores on the PQA Item III-E,
see Table 22, we can see that 47.6% (10) ECCE services
achieved an increase in their score on this item. Five
(23.8%) showed an increase of 1 point and five (23.8%)
showed an increase of 2 points. Eight (38.1%) ECCE
services had no change in their score on this item and

three achieved a post score lower than their pre score; one ECCE service dropped 1 point,
dropping from a 5 to a 4 and two ECCE services dropped 2 points, both dropped from a
score of 3 to a score of 1.

Key Findings
47.6% of ECCE services achieved an increase in their score on this item, indicating increases
in quality in relation to strategies used in the pre-school classroom to support
communication with children whose primary language is not English.
23.8% of ECCE services increased their score by 2 points on this item.
At Initiative end, 76.2% of ECCE services achieved a score on this item of 3 or above
indicating medium to high levels of quality.
Four ECCE services achieved the highest score of 5 indicating high quality.
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ECERS-E Item 2: Gender equality and awareness
This item assesses how equality and awareness in relation to gender is achieved in the ECCE
services through both physical provision of materials, equipment, images, displays, books
etc and, ECCE practitioners’ practice. The item’s indicators are listed fully in Table 23.
Table 23. ECERS-E Item 2

ECERS-E Item 2: Gender equality and awareness
Score
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Descriptors

1 Inadequate

1.1 Where books pictures, dolls and displays portray gender, most (90% or more) conform
to gender stereotypes.

3 Minimal

3.1 Some books, pictures, dolls and displays include images which do not conform to gender
stereotypes (e.g. father looking after baby, female police officer).

5 Good

5.1 Many books, pictures, dolls and displays show men and women in non-stereotypical
roles (e.g. female doctors or plumbers).

7 Excellent

7.1 The children’s attention is specifically drawn to books, pictures, dolls and displays that
show males and females in non-stereotypical roles and specific activities are developed to
help the children discuss gender.

1 Inadequate

1.2 The staff ignore or encourage stereotyped gender behaviour, e.g. boys are rarely
encouraged to work in the home corner, girls are praised for looking pretty or boys for
being strong.

3 Minimal

3.2 children’s activities and behaviours sometimes cross gender stereotypes (e.g. boys
cooking or caring for dolls in the home corner, girls playing outside on large mobile toys).

5 Good

5.2 Children are explicitly encouraged to participate in activities which cross gender
boundaries (e.g. all children are expected (not forced to join in construction and grossmotor play).

7 Excellent

7.2 In encouraging both boys and girls to participate equally in all activities staff are
confident in discussing and challenging the stereotypical behaviours and assumptions of
children. Are there specific times when certain things can be done only by girls or by boys?

1 Inadequate

---

3 Minimal

---

5 Good

5.3 Dressing-up clothes encourage non-stereotyped cross-gender roles; girl and boy nurse
or police outfits and non-gendered clothing (e.g. cook hat/apron, dungarees).

7 Excellent

7.3 male educators are employed to work with children and/or men are sometimes invited
in to work in the centre with the children.
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The mean score on the ECERS-E item 2 showed an increase of almost 1 point (0.96) from a
pre mean score of 1.77 to a post score of 2.73. This is a move from an inadequate level of
quality to one of inadequate to minimal, as measured by this item. This item showed the
second lowest mean score increase. Figure 23 presents the pre and post scores and score
change for each individual ECCE service (N = 30).
Figure 23. ECERS-E Item 2: Gender and equality awareness scores
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Table 24. Item 2 post scores

ECERS-E Item 2 (N=30)
Score
N
%
1
9
30%
2
1
3.3%
3
13
43.3%
4
5
16.7%
5
1
3.3%
6
0
0%
7
1
3.3%

At Initiative end, almost one quarter (23.3%) of ECCE
services achieved a post score of 4 or above indicating
minimal to good levels of quality or above, see Table 24.
One ECCE services achieved a level 5 score, indicating good
quality and one ECCE service achieved the highest-level
score, a 7, indicating excellent quality.

Table 25. Item 2 score changes

ECERS-E Item 2 (N=30)
Score
Change
N
%
-2
3
10%
-1
0
0%
0
7
23.3%
1
8
26.7%
2
10
33.3%
3
1
3.3%
4
1
3.3%

In examining the changes in scores on the ECERS-E Item 2,
see Table 25, we can see that 66.6% (20) of ECCE services
achieved an increase in their score on this item. Eight
(26.7%) showed an increase of 1 point, 10 (33.3%)
showed an increase of 2 points, one an increase of 3
points and one an increase of 4 points. Seven (23.3%)
ECCE services had no change in their score on this item.

Three ECCE services achieved a post score lower than their pre score dropping 2 points; two
dropped from a score of 3 to 1 and one ECCE service dropped from a 5 to a 3.
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Key Findings
66.6% of ECCE services achieved an increase on their score on this item, indicating an
increase in quality in the pre-school classrooms in relation to gender equality and
awareness.
40% of ECCE services increased their score by 2 points or more on this item.
At Initiative end 23.3% ECCE services achieved a score of 4, indicating minimal to good levels
of quality, or above on this item.

70

70

Site Visit Scores
Each of the five items assessed at site visit showed a mean score increase, Figure 24 and 25
present the mean pre and post scores for each item. The two PQA items are measured on a
Figure 24. PQA Items mean scores

PQA Items pre and post scores
5
4
Score

3.1
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3.14
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0
PQA I-H

PQA III-E

Observation Item

scale of 1 to 5. PQA Item I-H, materials reflect the human diversity and the positive aspects
of children’s homes and community cultures, had a pre mean score of 1.77 and this
increased to a post mean score of 3.1. This represents a mean score increase of 1.33, see
Figure 26. PQA item III-E, adults use a variety of strategies to support classroom
communication with children whose primary language is not English, had a pre mean score
of 2.67 and this increased to a post mean score of 3.14, a 0.47 mean score increase.
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Figure 25. ECERS Items mean scores

ECERS items pre and post scores
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The 3 ECERS Items are measured on a scale of 1 to 7. ECERS-E Item 2, gender equality
awareness , had a pre mean score of 1.77 and this increased to a post mean score of 2.73, a
mean score increase of 0.96, see Figure 27. ECERS-E Item 3, race and equality awareness,
had a pre mean score of 1.8 and this increased to a post mean score of 3.17, a mean score
increase of 1.37. ECER-R Item 28, promoting acceptance of diversity, had a pre mean score
of 1.9 and this increased to a post mean score of 3.07, a mean score increase of 1.17.
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Figure 26. PQA Items mean score increase
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Figure 27. ECERS Items mean score increase
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A paired t-test was applied to determine significance. For all five items, the changes in
scores from pre to post were found to be statistically significant, this is displayed in Table
26.
Table 26. Mean scores for each item and statistical significance

Item
PQA I-H
PQA III-E
ECERS-E 2
ECERS-E 3
ECERS-R 28

Scale
1-5
1-5
1-7
1-7
1-7

Pre
1.77
2.67
1.77
1.8
1.9

Mean scores
Post
Increase
3.1
1.33
3.14
0.47
2.73
0.96
3.17
1.37
3.07
1.17

P value
P < 0.001
P < 0.05
P < 0.001
P < 0.001
P < 0.001

Consistent with the literature (Cohen, 2001), p-values below 0.05 (5%) are considered to be
statistically significant. A p-value of less than 0.05, 0.01 or 0.001 conveys that the probability
that the difference between the two groups of scores is due to chance is less than 5%, 1%
and 0.01% respectively. Therefore, it is highly probably that participation in the Pre-school
Education Initiative for Children from Minority Groups resulted in significant increases in
scores on items assessing quality in equality and diversity provision in the preschool rooms.

Key Findings
At Initiative end, mean scores on all five PQA and ECERS Items assessed at site visits
increased.
Improvements in mean scores on all five PQA and ECERS Items were statistically significant.
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Self-report Form

ECCE services participating in the site visits were asked to complete a self-report form on

ECCE services

Figure 28. Self-report forms returned
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self-report form for the initial site visit
and 26 returned the form for the
follow-up site visit, see Figure 28.

ECCE services

Figure 29. Reports of having an equal opportunities policy
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On the form, ECCE services were asked
to indicate if they had an equal
opportunities policy. Before the Preschool Education Initiative for children
from Minority Groups commenced 16
(53.3%) ECCE services reported that
they had an equal opportunities policy
yes

no

not stated

pre

16
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in place. At Initiative end this number
had increased to 19 (63.3%), see
Figure 29.
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ECCE services

Figure 30. Reports of having an equality and diversity policy
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ECCE services were also asked to
indicate if they had an equality and
diversity policy. Before the Preschool Education Initiative for
Children from Minority Groups
commenced, 14 (46.7%) ECCE
services reported that they did have
an equality and diversity policy in
yes

no

not stated

pre

14

7

9

post

19

6

5

place. At Initiative end the number
reporting a policy increased by to 19
(63.3%), See Figure 30.

Key Findings
At Initiative end, the percentage of ECCE services reporting having an equal opportunities in
place policy increased 10% from 53.35% to 63.3%.
The percentage of ECCE services reporting having an equality and diversity policy in place
had increased 16.6% from 46.7% to 63.3%.
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Practitioner Knowledge, Skill and Attitude Survey Results
All ECCE practitioners who attended the first session of each training programme completed
the knowledge, skill and attitude survey. ECCE practitioners who had completed the training
programme and the mentoring programme then completed that same survey at, or just
after, their last mentoring session. The tutors administered both the pre and the post
surveys. Only those surveys which had been completed fully were analysed. The survey
scores were used to assess perceived changes in the subcategories of knowledge, skill and
attitude of the participants in relation to equality and diversity issues.
Figure 31. Mean total scores pre and post
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ECCE practitioners’ mean total score on the knowledge, skill and attitude survey before the
Pre-school Education Initiative for Children from Minority Groups began was 221.9 out of a
possible total score of 345, see Figure 31. At the end of the Initiative ECCE practitioners’
mean total score had increased 70.48 points to 292.38, representing 31.8% increase in
mean total score. Each of the three subcategories within the survey, showed an increase in
mean score, see Figure 32.
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Figure 32.Pre and post scores by subcategory
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Before participating in the Initiative ECCE practitioners’ mean score on knowledge in the
area of equality and diversity was 50.5 and after participation in the Initiative ECCE
practitioners’ average score on knowledge was 83.9, see Figure 32. This is a 66.1% or a 33.4
point increase in mean score on this subcategory, see Figure 33.

Figure 33. Percentage increase in mean scores
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Practitioners’ mean pre score on attitude around equality and diversity was 118.8 and after
participation in the Initiative ECCE practitioners’ mean score on attitude was 128.2. This is a
7.9% (9.4 point) increase. Figure 34 illustrate the pre and post scores and score changes for
each of the three subcategories. The pre survey scores show that ECCE practitioners’ scores
on the three subcategories rated as highest on attitude, followed by skill and lowest on
knowledge. At post survey ECCE practitioners rated highest on attitude, followed by
knowledge and lowest on skill.
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Figure 34. Mean score changes
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ECCE practitioners retained their high levels of attitude to equality and diversity issues and
increased their self-rated levels of skill and knowledge.
The Statistical Package for the Social Sciences (SPSS) was used to analyse the pre and post
surveys and a paired sample t-test was applied to determine if ECCE practitioners self-report
of their knowledge, skill and attitude had increased significantly on the three subcategories.
On analysis, changes in scores in all three subcategories were found to be statistically
significant at p<0.001, see Table 27. This indicates a significant positive change in ECCE
practitioners self-reported levels of knowledge, skill and attitude in relation to equality and
diversity.
Table 27. Mean pre and post score, score increases, percentage improvement and significance

Survey

Mean Pre

Mean Post

Mean Score

Mean Score %

Subcategory

Score

Score

Increase

Improvement

P Value

Knowledge

50.5

83.9

33.4

66%

P < 0.001

Skill

52.6

80.28

27.68

52.6%

P < 0.001

Attitude

118.8

128.2

9.4

7.9%

P < 0.001
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Key Findings
At Initiative end, ECCE practitioners’ self-reported levels of knowledge, skill and attitude in
relation to equality and diversity had increased.
ECCE practitioners reported:
66% increase in knowledge
52.6% increase in skill
7.9% increase in attitude
These changes in scores on knowledge, skill and attitude were found to be statistically
significant.

Changes in Knowledge
The knowledge subcategory consists of 20 statements, which are listed in Table 28 below.
ECCE practitioners were asked to rate their current level of knowledge against a maximum
possible score of 100 on this subcategory. Only surveys where all 20 questions were
completed were included in the analysis. Examination of the pre surveys showed that the
scores for this subcategory ranged from a minimum of 8, to a maximum of 91 (SD=15.4).
Scores of the post surveys ranged from a minimum of 38 to a maximum of 100 (SD=10.1).
The mean pre score for this subcategory was 50.5 and the mean post score was 83.9. A ttest showed that this indicated a statistically significant change between the pre and the
post scores (p<.001).
Scores were divided into low, medium and high levels of knowledge. A score of 0 – 40 was
defined as low, a score of 41 – 79 as medium and a score of 80 – 100 as high. As each
subcategory in the survey has a differing number of questions these bands were adjusted
for each subcategory. Figure 35 displays the change in percentages of practitioners
reporting low, medium and high levels of knowledge at pre and post survey.
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Figure 35. Percentage of practitioners with low, medium and high levels of knowledge at pre and post measure
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On completion of the survey, prior to commencement of the Initiative, one in four
individuals (25%) surveyed had a low level of knowledge, 73% had a medium level of
knowledge and only 2% had a high level of knowledge. At post survey, only one participant
reported having a low level of knowledge and more than two in every three participants
(69%) reported having a high level of knowledge.

Key Findings
At Initiative end, there was a substantial shift in self-reported levels of knowledge in relation
to diversity and equality.
Before the Initiative began 97% of ECCE practitioners reported having low to medium levels
of knowledge.
By Initiative end 99.6% of practitioners reported having medium to high levels of
knowledge.
69% of practitioners reported having high level of knowledge.
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Table 28. Knowledge subcategory statements

A.

Knowledge Read the following statements and indicate your current level of knowledge in
that area by circling ONE number to the right of the statement:
0 = none, 1 = low, 2 = low/medium, 3 = medium, 4 = medium/high, 5 = high.
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1

Knowledge of the range of diversity in Irish society

2

Knowledge of diversity in Ireland throughout Irish history

3

Knowledge of Irish legislation and policy relating to diversity and equality

4

Knowledge of the terms associated with equality and diversity

5

Knowledge of the impact discrimination has on people’s lives

6

Knowledge of the different approaches to diversity and equality education used in
ECCE

7

Knowledge of the Anti-bias approach to diversity and equality

8

Knowledge of how children’s background impacts on their development and learning

9

Knowledge of research related to children’s diversity awareness and thinking, and the
development of prejudice

10

Knowledge of how the majority culture influences research, practice and policy in
ECCE

11

Knowledge of how to design the environment and plan activities so that all children
and their families are positively represented

12

Knowledge of how to design the environment and plan activities so that children are
exposed to diversity and equality

13

Knowledge of how to adapt the way I work to meet the individual needs of each child

14

Knowledge of how children learn English as an additional language

15

Knowledge of strategies to support children learning English as an additional language

16

Knowledge of how diversity and equality is addressed in Síolta

17

Knowledge of how diversity and equality is addressed in Aistear

18

Knowledge of the ‘Diversity and Equality Guidelines for Childcare Providers’

19

Knowledge of how to develop a diversity and equality policy

20

Knowledge of my own background and cultural traditions and how they are similar
and different from the background and cultures of others
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Changes in Skill
The skill subcategory consisted of 19 questions, listed in Table 29. ECCE practitioners were
asked to rate their current level of skill and could score a maximum of 95 on this
subcategory. Only surveys where all 19 questions were completed were included in the
analysis. The skill subcategory pre survey showed that scores ranged from a minimum of 2
to a maximum of 92 (SD=15.8). The scores from the post surveys ranged from 35 to 95
(SD=9.7). The mean pre score for this subcategory was 52.6 and the mean post score was
80.3. A t-test showed that this indicated statistically significant change between pre and
post scores (p<.001).
Scores were divided into low, medium and high levels of skill. A score of 0 – 38 was defined
as low, a score of 39 – 75 as medium and a score of 76 – 95 as high. Figure 36 displays the
change in percentages of practitioners reporting low, medium and high levels of skill at pre
and post survey. On completion of the survey, prior to commencement of the Initiative, 14%
of individuals surveyed reported having a low level of skill, 80% had a medium level of skill
and only 6% reported a high level of skill. At post survey, only one participant reported
having a low level of skill; just fewer than 30% reported having a medium level of skill and
just over 70% of participants reported now having a high level of skill.

Figure 36. Percentage of practitioners with low, medium and high levels of skill at pre and post measure
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Table 29. Skill subcategory statements

B. Skill Read the following statements and indicate your current level of skill in that area by
circling ONE number to the right of the statement:
0 = none, 1 = low, 2 = low/medium, 3 = medium, 4 = medium/high, 5 = high.
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1

Skill in implementing an Anti-bias approach

2

Skill in using strategies to address individual children’s different learning styles and
abilities

3

Skill in planning an ECCE learning environment that reflects the home and community
culture, backgrounds and diversity of the children attending

4

Skill in assessing and planning an ECCE learning environment that supports both
children’s individual and group identity

5

Skill in using a variety of approaches (curricula, strategies, activities, resources) to
support the learning of children from diverse backgrounds and minority groups

6

Skill in selecting books, images, equipment and materials to positively promote each
child’s identity

7

Skill in selecting books, images, equipment and materials that challenge inequality
and stereotyping

8

Skill in planning and leading activities which positively promote each child’s identity

9

Skill in using strategies to form relationships with families from diverse backgrounds
and minority groups

10

Skill in working with families from minority groups

11

Skill in assessing the content and illustrations of children’s books

12

Skill in using books and images to address diversity and equality

13

Skill in planning and leading activities which address diversity and equality

14

Skill in identifying individual children’s development of diversity awareness and
thinking

15

Skill in recognising incidents of discrimination, prejudice or stereotyping

16

Skill in responding to incidents of discrimination, prejudice or stereotyping

17

Skill in supporting children learning English as an additional language

18

Skill in celebrating similarities and differences among children.

19

Skill in personal reflection on diversity and equality
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Key Findings
At Initiative end, there was a substantial shift in self-reported levels of skill in relation to
diversity and equality.
Before the Initiative began 94% of ECCE practitioners reporting low to medium level of skill.
By Initiative end 99.6% of practitioners reported having medium to high levels of skill.
70.1% of practitioners reported having high level of skill.

Changes in Attitude:
The attitude subcategory consisted of 30 questions, which are listed, in Table 30. ECCE
practitioners could score a maximum of 150 on this subcategory. Only surveys where all 30
questions were completed were included in the analysis. Examination of the pre surveys
showed that the scores ranged from a minimum of 91 to a maximum of 145 (SD=10.7).
Scores from the post surveys ranged from a minimum of 83 to a maximum of 155 (SD=13.7).
The mean pre score in this subcategory was 118.8 and mean post score was 128.2. A t-test
showed that this indicated a statistically significant change between pre and post scores
(P<.001). Scores were divided into low, medium and high levels of attitude. A score of 0 – 60
was defined as low, a score of 61 – 119 as medium and a score of 120 – 150 as high. Figure
37 displays the change in percentages of practitioners reporting low, medium and high
levels of attitude at pre and post survey.

Percentage

Figure 37. Percentage of practitioners with low, medium and high levels of attitude at pre and post measure
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Table 30. Attitude subcategory statements

C.

Attitude Read the following statements and indicate your current attitude by circling ONE
number to the right of the statement:
1 = strongly disagree, 2 = disagree, 3 = uncertain, 4 = agree, 5 = strongly agree.
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1

I think there is too much emphasis placed on diversity and equality awareness in ECCE
training

2

ECCE practitioners have a responsibility to be aware of the background
of the children and families they work with.

3

It is not the ECCE practitioners responsibility to encourage pride in each child’s culture

4

As the population becomes more diverse the ECCE practitioner’s job becomes
increasingly challenging

5

There is very little I can learn from children and families from diverse and minority
groups

6

I believe that the ECCE practitioner’s role should be to address the needs of all
children and families, including those from diverse backgrounds and minority groups

7

In order to be an effective ECCE practitioner one needs to be aware of the diversity
present in the population

8

When a child is learning English as an additional language it is important for ECCE
practitioners to learn key words and phrases in the child’s own language or dialect

9

I can learn a great deal from children and families from diverse and minority groups

10

Equality and diversity education for ECCE practitioners is not necessary

11

As the population becomes more diverse the ECCE practitioner’s job becomes
increasingly rewarding

12

Diversity and equality training can help me work more effectively with a diverse
population

13

In the ECCE setting children should learn to communicate in English only

14

National ECCE frameworks and programmes such as Síolta and Aistear give too much
importance to diversity and equality

15

It is important for the ECCE practitioner to be aware of diversity and equality
regardless of the makeup of the group of children s/he works with

16

The dominant culture in our society should lead ECCE provision
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Table 30. Attitude subcategory statements - continued

C.

Attitude (continued) Read the following statements and indicate your current attitude
by circling ONE number to the right of the statement:
1 = strongly disagree, 2 = disagree, 3 = uncertain, 4 = agree, 5 = strongly agree.

87

17

Diversity and equality training can help me work more effectively with all children

18

I believe there is too much emphasis on acknowledging and honouring the individual
diversity of all members of our community

19

Exploring my own background, culture and beliefs allows me to recognise my personal
biases and prejudices

20

Understanding diversity helps me address conflicts arising from differences in values
in a positive way

21

I believe that in the ECCE service each child has different needs depending on their
background and culture

22

Being diversity and equality aware is not relevant to the work I do, or will do in the
future

23

If children have a home language or dialect other than English they need to receive
instruction or early intervention in English

24

Exploring my own background and culture supports my work with families and
children

25

What we learn about the diversity of the children and families we work with
challenges our thinking and enriches our lives personally and professionally

26

Learning about diversity and equality, as ECCE practitioners, will create conflict

27

Supporting diversity in ECCE settings supports all children’s identities

28

I believe all children have the same needs in the ECCE service

29

Diversity and equality training is only needed if you work with children from minority
groups

30

Equality means treating all children the same
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On completion of the survey, prior to commencement of the Preschool Education Initiative
for children from Minority Groups, no ECCE practitioners reported having a low level of
attitude, 56% reported a medium level of attitude and 44% reported a high level of attitude.
At post survey again no ECCE practitioner reported a low level of attitude, fewer than a
quarter (23%) reported having a medium level of attitude and over three quarters (77%) of
participants reported having a high level of attitude.

Key Findings
At Initiative end, there was a significant shift in self-reported attitude in relation to diversity
and equality.
Before the Initiative began 56% of ECCE practitioners reported having medium level of
attitude and 44% a high level of attitude.
By Initiative end 23% of practitioners reported medium levels of attitude and 77% reported
high levels.
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Focus Groups
Tutor Focus Groups
Two focus groups were held with the tutors, one mid-way through the Initiative when all
tutors had begun delivering the training programme and another at the end when all
training and mentoring programmes had been completed.
Tutor Focus Group 1
The aim of the first focus group was to identify the process inherent in the delivery of the
training component, as it was unfolding. This helped to demonstrate specific programme
activities, which had not been documented previously. Through creative expressive
activities, followed by discussion and comparison of experiences the tutors outlined the
training process as a sequence of distinct but interdependent activities as illustrated in
Figure 38 below.
Figure 38. Training programme process as outlined by the tutors

1

• Making Contact

2

• Preparation

3

• First Session

4

• Delivering the Programme

5

• Mentoring

6

• FETAC Assignments

1. Making Contact
This initial stage involved making contact with the Initiative coordinator to begin the
planning for the training course. Some tutors then made contact directly with County/City
Childcare Committees who had identified ECCE services that met the criteria and were
interested in participating in the Pre-school Education Initiative for Children from Minority
Groups, set training dates, and associated arrangements. Others reported that for some
courses this contact was made directly by the coordinator. Descriptions from tutors on this
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element of the process varied widely from being very straightforward to being extremely
difficult.
2. Preparation
During this stage tutors prepared for the delivery of the training course, organising agendas,
photocopying handouts and sourcing course materials.
3. First Session
The first session was identified by the tutor group as being a crucial point in the training
process. Tutors reported that it was during this first session that the ‘orientation’ and
‘purpose’ of the course was established. At this point, mid-way through the initiative, tutors
were reporting that there were wide variations in levels of understanding and in the
information that participants had about the Initiative and the training programme.
4. Delivering the Programme
Tutors reported that the primary focus on the training programme related to working with
participants on ‘dealing with attitudes’. All tutors reported adhering rigorously to the trainer
manual, which was often referred to by them as ‘the bible’.
5. Mentoring
The tutor group felt that the mentoring element was by its very nature an ‘individual
process’ and those who had reached this stage reported that they negotiated the specifics
of the mentoring separately with each ECCE service. They described it as being ‘tailored to
the service’. However, the first mentoring visit was an observation and this element was a
consistent aspect for tutors across all mentoring processes. Tutors reported less confidence
about the process of mentoring and their role as mentor as compared to that of trainer.
6. FETAC Assignments
Tutors reported mixed experiences of supporting participants through completion and
submission of assignments. Some made participants aware of the assignment at the training
programme start, others mid-way through and some at the end. Tutors also reported lack of
clarity in relation to FETAC accreditation of the training programme.
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Tutor Focus Group 2
In the first focus group the identification and examination of what activities were being
implemented within the training programme, had in effect begun the task of assessing the
quality of the implementation and the process of exploring its strengths and weaknesses.
During the second focus group, the tutors reflected back on their experiences of the
Initiative, both regarding the training and the mentoring programmes. These discussions
and reflections, when analysed, showed the following themes.
Tutors Personal Process
Overall, tutors reported their involvement in the Initiative as very positive and they
expressed sadness at its end. Interestingly, although the initiative ran for two years the
tutors as a group described their ‘journey’ as one of four years, encompassing their training
of trainers course as well as their involvement in the Preschool Educational Initiative for
Children from Minority Groups.
The tutors as a group repeatedly expressed a belief in learning as a continual process. They
felt confident in their ability to deliver the training programme yet acknowledged that it was
still “nerve racking” as it was such a “powerful personal process”. The experience of
delivering peer workshops as an integral part of the training of trainers course was
identified as central to building their confidence as tutors. This was particularly highlighted
by those tutors who were delivering the training programme for the first time.
All tutors felt that involvement in the EDeNn network, was immensely beneficial and
supported the work they did as tutors in the Initiative. Structures for face-to-face and virtual
networking were well established by the EDeNn network prior to the commencement of the
Initiative and this supported the sharing of ideas and information and the accessing of peer
support and discussion throughout the Initiative.
Regular support and updates on materials and resources from the coordinator, who had
also trained the group as diversity and equality tutors, was cited as extremely positive.
Organisation
Tutors discussed varying issues around the theme of organisation, many mirroring those
highlighted in the first focus group.
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The amount of photocopying and the logistics of copying were raised as issues.
Tutors expressed some frustration around the lack of clear information for ECCE services
and practitioners on the exact details, practicalities and content of the training and
mentoring programmes. They stated that for many participants the first night of training
was the first time that they got full information about the Initiative. As a result, tutors found
that participant’s expectations varied. Tutors felt strongly that this lack of clarity had a direct
impact on drop off rates on the training courses.
Tutors also stated that on some courses there was a difficulty in recruiting participants,
which posed difficulties in terms of retention. However, tutors did report that those
participants who remained on the training were engaged and responsive and that these
high levels of involvement and commitment fed directly into the tutors energies and
commitment.
Ownership
A theme of ownership arose in the tutors’ reflections and discussions. While discussing
issues around photocopying, tutors expressed concerns that they had in relation to access
to course materials and how these materials might be used. Tutors also expressed concerns
about participants having access to course materials in advance, if for example course
handbooks were to be used.
Discussions around who could, and should, deliver the Equality and Diversity in Childcare
FETAC training components emerged as a theme. Tutors had been trained to deliver a
diversity and equality training programme based on the anti-bias approach. However, the
FETAC level 5 and 6 components’ specifications do not specify application of a particular
approach, but state:
“The purpose of this award is to equip the learner with the knowledge, skill and competence
in relation to equality and diversity in early childhood, to enable the learner to facilitate
optimal development of the child, ensuring benefit from education and care on an equal
basis supporting diversity through promoting a sense of belonging and identity.”(FETAC,
2011, p.4), and; “The purpose of this award is to equip the learner with the knowledge, skill
and competence required to develop, implement and evaluate an equality and diversity
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approach in the management of an Early Childhood Care and Education (ECCE)
setting”(FETAC, 2011, p.4).
Tutors expressed nervousness that now that the FETAC Equality and Diversity in Childcare
Components had been accredited a tutor could, for example, deliver the components from a
multicultural approach. However, tutors unanimously agreed that the components should
be mandatory on the FETAC Early Childhood Care and Education Certificate courses and that
they “underpinned Síolta”.
Mentoring
Tutors reported that they engaged in a lot of discussion amongst themselves around the
mentoring programme and their role as mentor. Mentoring had not been an element of
their training of trainers course and four of the tutors reported that this was their first
experience of being a mentor, with six reporting that they mentored students in previous
trainer roles they had held. Some tutors reported that it was a process of “learn as you go
along”. They described the process as difficult at an organisational level, reporting that
although the coordinator had written a letter to each ECCE service in relation to the
mentoring programme they still felt that there was not sufficient “buy in” from all ECCE
services. They felt that this was particularly obvious in relation to the practicalities of
arranging cover staff to free staff up to leave the room for mentoring.
The mentoring programme began with a site visit and observation using a tool devised by
the coordinator, see Appendix E. Tutors reported that they used this tool to assess what had
been implemented in the ECCE setting and to identify areas to be addressed. The tutors
reported that the ECCE services, and practitioners, needed a lot of reassurance that the onsite observation was not an inspection. Once the standard observation visit was completed,
the mentoring programme was conducted in a variety of ways, some sessions took place in
the classroom, some out of it and some sessions had a mix of both. All mentoring sessions
took place at the ECCE service.
Initially each ECCE service was to allocate 15 hours mentoring, however not all services took
up this opportunity and tutors reported that they had flexibility to negotiate hours
individually with the ECCE services. Tutors reported that they had a variety of participants
on the mentoring programme, for example:
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ECCE practitioners who had completed the training programme



Full staff teams, including some practitioners who had not attended the training



Managers who had not attended the training



ECCE practitioners and City and County Childcare Committee Development Workers.

Those tutors who mentored ECCE services where the manger attended mentoring reported
that they observed a different rate of transfer of learning and implementation compared to
ECCE services where the manager did not attend.
Overall, the tutors reported that they did not feel as prepared for the mentoring
programme as they had for the training programme. They also felt very strongly that the
mentoring programme was an important and effective process. Seven of the 10 tutors had
delivered the training programme prior to the Pre-school Education Initiative for children
from Minority Groups, with no mentoring and all seven agreed that the addition of the
mentoring programme was extremely valuable.
Síolta and Aistear
Tutors felt that general issues around quality within ECCE services “hit” them when they
began visiting the services. They reported having to give varying levels of support around
integrating Síolta and Aistear. In some instances this meant having to introduce the
frameworks to some ECCE services that had no awareness of them. In other instances, for
ECCE services familiar with the frameworks, this meant offering support to map services’
equality and diversity learning to meeting the standards in Síolta and themes and learning
goals in Aistear. Tutors stated that the training of trainers course had “touched on” Síolta
and Aistear and that links to both frameworks were highlighted in the ‘Ar an mBealach’
manual. The tutors reported a strong personal understanding of how diversity and equality
fitted within Aistear and Síolta.
Outcomes for Children
Outcomes for children, or impacts of the Initiative in relation to children and families, did
not arise in the tutors discussions. The evaluators asked an explicit question in relation to
this and tutors responded that the mentoring programme allowed them an opportunity to
see the changes for children. They talked about an increased awareness on the rights of
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children, shared control and the importance of listening to children. These areas were
discussed in a general way without examples or references to specific incidents observed.
Tutors said that many ECCE practitioners reported feeling empowered to engage with
families and feeling confident to ask questions. One tutor shared an anecdote that an ECCE
service reported speaking to families about being Travellers for the first time even though
Travellers had been attending the service for the last 4 years.
Ending the Journey
At the end of the second focus group, tutors were invited to reflect on who they were as
tutors now that their involvement in the Pre-school Education Initiative for Children from
Minority Groups was ended. Tutors used this process to affirm their personal capacities and
the attributes that they bring to their role as tutors, see Figure 39.
Figure 39. Tutors reflections about themselves as tutors
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Key Findings
Tutors reported variation in the information given and in the communication structures in
different County and City Committee areas.
Tutors adhered rigorously to the ‘Ar an mBealach’ manual in delivery of the training.
Tutors expressed feelings of confidence in delivering the training programme but felt less
prepared for the mentoring programme.
Tutors held a strong belief that the mentoring programme was extremely valuable.
There were wide variations in support and guidance given, by tutors, around assignments.
The coordinator was vital in connecting and supporting the tutors as a network of
professionals.
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ECCE Practitioners Focus Group
The ECCE practitioner’s focus group workshop began with welcomes and a brief discussion
on what expectations were for the day. Practitioners said that they were pleased to have
been invited to give feedback, and were feeling positive about the day ahead. Some
interesting comments included:
“I thought there might be more men, but I’m happy to see one!”
Which gave rise to lots of nod and smiles of agreement, and
“I was expecting a more diverse mix of people”
Participants discussed how they were interested in comparing experiences between
counties and courses; there was a keen interest in sharing with each other and hearing
how things are in different areas of the country. To set the scene for the discussions
ahead and to build an atmosphere that would facilitate honest sharing the ECCE
practitioners were asked to engage in an activity to create a general impression of their
overall experiences of the initiative. They worked in four, randomly assigned, small
groups to create a poster that would illustrate and advertise the initiative, see Figure
40. There was a lot of animated discussion between participants in their small groups
as they discussed how to create their posters. Groups modelled active listening and
allowed everyone to speak without interruption – respectful listening and
compromising were displayed. There was a lot of discussion around phrases and
statements to encapsulate their
experience of the training and a lot of
negotiating about the design of the
poster. One group decided to change
their design and one member of the
group said “but I still like the first
idea, but if the group wants to
change.” The group then discussed
how they could incorporate some of
the aspects that she liked about the
original design into the new design.
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Figure 40. Posters

Group 1: “Pre the
training we viewed
everything as black
and white and after
the training we were
enlightened, it’s
about celebrating and
seeing difference. The
course was an eyeopener. For parents
to see ECCE workers
from different ethnic groups is important and also the need for men in ECCE because
some children don’t have a father figure. The course offers us a new way of seeing
things.”

Group 2: “Awareness and lots of questions. It switched on a light for us.”
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Figure 41. Posters - continued

Group 3: “The idea for the
circle came from a
participants experience
with a child this week.
The child was mixing
paint and had separate
colours and then mixed
them all together. It was
impossible to see where
one colour started and
where one finishes. We
recognise diversity and
embrace equality. Our way
of thinking has changed. No one realised how much work was involved in the
beginning but at the end we felt it was a most worthwhile course.”

Group 4: “We must
understand differences,
we all share similarities,
we all belong to some
society. We didn’t think
it would take us a year
to do – but now we see
why it takes that long.
We need to keep going
to continue. Raised
awareness means we
can only go forward.”
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These posters were shared with the full group
and created openings for discussions about
overall experiences and summarised their
impressions of the event. The four posters
created are presented in Figure 40
accompanied by the description that the
group offered as they presented to the full
group. During discussion and reflection after
this activity, participants made the following
comments and observations:
“It takes time for your ideas to change; it has to be a process.”
“The course promoted honest dialogue.”
“You have to face your own process and prejudices first before you can teach
children.”
“It is very hard to be totally honest with yourself.”
Next, working in groups of three, practitioners were asked to reflect on particular aspects of
the activities and processes in the Initiative. As the groups circulated around the room they
recorded, on pre-prepared charts, their experiences and then their recommendations on
the following:


Initiative ethos



Course structure and learning environment



Course content, training and assessment



Mentoring



Personal learning and development



Professional learning and development



What next?

The practitioners were then facilitated in reviewing the full group’s responses in each
category. As they did so, they discussed and analysed, at a deeper level the factors that may
have influenced, and affected, aspects of the Initiative. During this conversation, the
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participants could begin to analyse the events in different ways, in many instances leading
to seeing the events from a different perspective.

Initiative Ethos
Practitioners reported that the Initiative ethos
empowered them to “realise the role they have
and the influence they have over early years”
and that “in the preschool our possibilities are
endless.” They felt that the “goals and principles
were very informative and needed to be
implemented in each and every setting.”

Course Structure and Learning Environment
Although the practitioners reported that there was “not enough information about the
structure before commencement” once the training programme did begin they were “very
happy with the structure” of the course and found that the “group work was very
beneficial.” They also reported that the course was “too repetitive.” Practitioners reported
that “being in a childcare service helped to focus learning” and that a “hotel setting didn’t
work, distractions from noise and changing rooms, time wasting.”

Course Content, Training and Assessment
Practitioners stated, “The content of the course was great but
slow pace at the beginning, but rushed at the end.” It was felt
that the content was “comprehensive, a lot of information and
interesting” and “challenging, informative and enlightening.”
Practitioners commented that the “method of training assured
continuous personal development” and that “group discussions
were honest and everyone got to voice their point of view.” The
videos used in training were felt to be “very informative.”
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Mentoring
Practitioners reported that this was the “first time
a tutor came to the setting to offer constructive
advice, criticism”, “excellent, first course where you
had a real experience from your tutor.” The
mentoring process was described as “brill,
“personal”, “good support” and an “individual
tuition – builds confidence.” Practitioners
described their mentors supporting them in the
following ways: “very helpful with policies and
procedures”, “good ideas for activities”,
“recommendations for room layout were very helpful.”

Personal Learning and Development
Practitioners reported that the Initiative was a “learning journey” which was “very difficult”
and caused a “change in my thinking about equality and diversity.” Words and phrases that
practitioners used to describe their learning and development included “introspective,
challenging and very rewarding”, self awareness”, “respect” and “cultural awareness”.
People talked about “being honest with myself about my beliefs and challenging where
these beliefs came from”, “thinking before speaking, looking differently at things, different
views” and valuing “contribution from all families”.

Professional Learning and Development
Practitioners reported, “having the knowledge and the words, language to back up my ideas
and my reasons for implementing policies and procedures”. They felt that the Initiative
supported them in “reviewing policies and procedures, adhering to legislation and
regulations.” Practitioners reported that they were “continuously reflecting on my own
practice as a professional practitioner around equality issues” and “continually challenge
and assess our own facilities in regard to equality and diversity and to have the confidence to
challenge parents and staff on their prejudices and stereotypes”.
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What Next?
In discussing ‘what next?’ practitioners stated:
“Implementing the programme”
“Staff meeting to ensure it’s not a token gesture”
“Educate new staff members and students”
“Employ staff from ethnic and diverse groups”
“Educating staff members, parents, committees and
students”
Practitioners stated, “more staff should be encouraged to do
this course” and that they would need “more support and
understanding from management”.

Recommendations
Practitioners offered the following recommendations:
“All staff and committee members be trained”, “It should be a mandatory course” and “It
should be implemented in the after-school sector”.
On course structure, they recommended, “more efficient delivery”, “too many handouts”
“Some sessions were information overload, maybe mix more with activities”, “four hour
sessions are too long”.
On assignments, they recommended “deadlines for handing up”, “more feedback previous
to handing up assignments”, “hand up learner journals weekly”, “some continuous
assessment aspect as the course is long and in-depth” and “find a way to do some
assessment part way through”.
On mentoring, they recommended, “on-going evaluation”, “should be an ongoing process”
“recognition of the changes/implementation”, “more discussion around dates and times of
visit”, “more mentoring work visits”, “a revisit at a later date” and “accreditation attached
to achievements and changes implemented”.
On the issue of personal and professional learning and development and what happens
next, they recommended “continuous personal reflection “and “constant proofing and
reviewing policies and procedures”.
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Practitioners also stated that they would welcome : “a parent pack”, “a phrasebook”, “a
newsletter”, “activities such as story-telling”, “networking”, “refresher course”, “further
learning and mentoring”, “ workshops - 2 or 3 a year”, “funding support” and “continuous
meetings with core group to keep refreshed and support each other”.

Comment cards
Throughout the focus group, practitioners were reminded that they could record any
thoughts or evaluations on comment cards, which would be collected at the close of the
focus group workshop. The comments on the cards returned were:
“My punch line = understanding differences and sharing similarities”
“This course, module, E+D should be mandatory. More mentoring hours. Networking in
relation to E+D in childcare.”
“Final exercise very moving and eloquent.”
“The most worthwhile course I have done!”
“I am glad and lucky that I got an opportunity to learn about equality and diversity. Training,
assessment overall course was brilliant, thank you so much.”
“Equality and diversity education should be implemented in each and every industry because
we are living in a diverse environment.”
“This training has been by far the most beneficial training I have undertaken since my FETAC
childcare course. I have learned so much personally and professionally and the training has
changed my focus completely from academic learning to promoting children’s sense of
belonging and self esteem.”
“I will be very proud when I eventually have my E+D certificate on the wall in the setting.
There will be a feel good factor when parents walk into the classroom and the cert is there
visually for all to see and show what an inclusive centre we are (hopefully). I did feel isolated
being the only member in our centre to complete the training.”
“Even though the trainer was brilliant, I often got a bit weary during the four-hour sessions.
Sessions usually started with an informal chat about diversity issues people had noticed in
the media. That was great something to look forward to. Especially as we could feel our
awareness growing.”
“Support to complete the level 6 component was weak and I have extensive third level.
Responsibility for this doesn’t fully rest with trainer!”
“I did the course as an individual but all staff members need to be trained to implement the
initiative” – P. Leitrim.
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“Really enjoyed the day (evaluation)”
“I really enjoyed today’s session and listened to everyone’s comments.”
“Support and encouragement for afterschool” – P.
“I learned a lot about my personal development. It opened my mind and changed my views. I
now do not stand by when I hear prejudice or bias”. – F.B.
“For me the course was very good and has put me in deep reflection. Changes about my
thinking – looking at the world differently. Accepting others as they are with all their
differences” – S.
“Thoroughly enjoyed the course but found the course work hard to keep up with family and
other commitments” – P. Leitrim
“Parents pack to explain about training” – D.

Key Findings
ECCE practitioners’ evaluation of their experience of the Initiative was overwhelmingly
positive.
As a group, practitioners could easily articulate changes they had made in their attitudes
and practice as a direct result of involvement in the Initiative.
Practitioners reported that the training programme was a positive learning experience.
The mentoring programme was experienced as highly supportive and constructive.
Practitioners were enthusiastic in their desire to maintain their anti-bias practice and
continue to network and engage in further learning opportunities.
Practitioners stated that clearer information, on the Initiative in general and more
standardised support around assignments would have been helpful.

At the focus group end practitioners were asked to select an object from a display and
were asked to share with the group the answers to the following questions: “How does
this object relate to the Initiative?” and “As you place object in the centre share your
parting comment, thought or reflection on your experience of the Initiative.”
Practitioners chosen objects and closing comments are displayed below.
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Participants’ closing reflections
Soldier – “This symbol brought
back for me growing up in
Belfast and my experience of
sectarianism and how we need
to be so aware”
Ladder – “This represents
progression and journey, the
steps I’ve taken and I’m not at
the top yet”
Box with a bow – “This is a
treasure, a special thing like the
ideas, concepts we explored”
Stop sign – “This is a symbol of where you stop, look at your agenda and thinking and the
need to re-evaluate your practice and possibly take a new route”
Mirror –“This represents thinking about seeing yourself represented in the world, to belong”
Glass paper weight – “It’s colourful, some of the flowers are filled with colours and some are
not, what’s not filled in is my future”
Marble egg – “Eggs are all different colours and sizes but they are all the same shape and
they are all the same inside, they are still an egg”
Mask – “This shows we need to make changes but it’s not for someone else to do that. We
need to take off our own mask and admit to our own prejudices”
Chair –“I never get a chair, but I have a chair today and I’m sitting and not doing the work I
usually do on a Saturday! It reminds me of work and how, when I read a book to my child
with an illustration of a dad doing the washing up he remarked, “Dads don’t do washing up.
I realised that he had never seen that happen and it made me realise the importance of role
models”
Butterfly – “It’s my personal favourite symbol. The magic of butterflies in the summer, it’s
like a child with a learning experience, each one is individual”
Carved wooden ball and tree – “This reminded me of the globe, we are all one, there are no
boundaries. When I looked at the tree I thought each child is a small plant which can grow to
a strong tree and what’s important is nurturing values and the responsibility for that is in our
hands”
Ladybird – “This represents difference, different colours and different numbers”

106

106

Clear glass bottle – “It’s a vessel. I feel we are gaining knowledge, holding it and filling up
with knowledge and its clear, the bottle, being able to see through breaks down boundaries”
Smooth stone –“This reminds me of circle time and using a speaking stone, it has a magic
power, everyone gets a turn, everyone is validated and fits in, it’s grounding”.

County and City Childcare Committee Survey
In October, when all training and mentoring programmes were competed, an electronic
survey was sent to the 27 County and City Childcare Committees who participated in the
Preschool Educational Initiative for Children from Minority Groups. Eighteen of the 27
Childcare Committees returned their survey, a response rate of 66%. The full survey is
contained in Appendix P.
Question 1
This question asked respondents what diversity and equality training had run in their area in
the past three years. Seven responded that no training had run, nine that once off
workshops had run on topics such as ‘supporting children with down syndrome’, ‘coping
with the impact of family separation’, ‘disability awareness’ and ‘respecting difference’.
Three respondents reported that the locally devised FETAC level 5 Diversity and Equality
module had been delivered in their area as part of round one of the Dormant Accounts
Funding. Two respondents supported ECCE professional development networks, which
addressed equality and diversity, one being specifically an anti-bias network. In summary,
just fewer than 39% of City and County Childcare Committees reported no diversity and
equality training running in their area in the past three years and only 16% reported the
availability of accredited training.
Question 2
This question asked how clear the objectives of the Preschool Educational Initiative for
Children from Minority Groups were. Fifteen respondents (over 83%) said that the
objectives were either very clear (66.7%) or extremely clear (16.7%), see Figure 41. The
remaining three respondents reported that the objectives were slightly clear (5.6%) or
moderately clear (11.1%).
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Figure 41. Response to question 2

Q. 2 How clear were the ojectives of the Initative?
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Question 3
This question asked how easy it was to engage ECCE services and practitioners in the Preschool Education Initiative for Children from Minority Groups. 44.4% respondents stated
that it was moderately easy, 5.6% reported that it was very easy and no one reported that it
was extremely easy, see Figure 42. Fifty percent of respondents stated that it was slightly
easy (27.8%) or not easy at all (22.2%) to engage practitioners and services in the Initiative.
Twelve respondents added additional comments to this question with the most frequent
comment (33%) addressing dropout rates. The other two most frequent issues raised in
relation to barriers to engagement were the time commitment needed (25%) and the delay
in training programmes starting (25%).
Figure 42. Response to question 3

Q. 3 How easy was it to engage ECCE services and
practitioners in the Initiative?
Not easy at all

22.2%
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Question 4
In question four respondents were asked how easy the planning and organisation process of
the Initiative was for them. 72.2% (13) responded that it was moderately easy with 16.7%
reporting it to be extremely easy to very easy and the remaining 11.1% (2) reporting it to be
not at all easy, see Figure 43.
Figure 43. Response to question 4

Q 4. How easy was the planning and organisation
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Twelve respondents included additional comments to this question, five of them stated that
once initial planning and organising was done the initiative was easy to organise and plan.
One third of the responses identified issues in relation to the coordination of the initiative,
specifically lack of clarity in relation to communication with the tutors and the coordinator.
One respondent also expressed concerns in relation to organising the selection of ECCE
services. The third most frequent issue raised by respondents (25%) related to the third
component of the Initiative, the ordering of resource materials. One respondent
commented that while it was organised efficiently by Clare County Childcare Committee the
process was time consuming.
Question 5
This question asked respondents to indicate if any of their City or County Childcare
Committee staff took part in the training programme. Over 83% (15) responded “No” to this
question with two respondents citing time commitments as the reason.

109

109

Four staff members in three City and County Childcare Committees did take part in the
training programme: a Manager, a Social Inclusion Officer, a Development Officer and a
Junior Development Worker.
Question 6
Question 6 asked respondents to rate how satisfied they were with the experience of the
Initiative in their City or County Childcare Committee area. No dissatisfaction with the
Initiative was reported. 88.9% of respondents reported that they were moderately satisfied
(77.8%) or extremely satisfied (11.1%), see Figure 44. The remaining 11.1% reported that
they were neither satisfied nor dissatisfied with the Initiative.
Figure 44. Response to question 6

Q 6. How staisfied are you with the experience of
the Initaitve?
Extremely dissatisfied

0.0%

Moderately dissatisfied

0.0%

Neither satisfied nor dissatisfied

11.1%

Moderately satisfied
Extremely satisfied

77.8%
11.1%

0.0% 20.0% 40.0% 60.0% 80.0% 100.0%

Additional comments to this question were made by 15 respondents. The most frequently
occurring comments (60%) refer to positive feedback from ECCE services and participants.
Some respondents also stated that they had observed changes in ECCE practitioners
practice and that practitioners have reported changes in their own practice. Three
respondents commented positively specifically on the resources.
Respondents raised some concerns, around specific issues. Five respondents commented on
the low uptake on places, the difficulties in engaging services and the dropout rate. Two
respondents suggested that the length of the training programme was a contributing factor.
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One respondent had followed up ECCE practitioners who had dropped out of the training
programme and reported that the reason given was length of the training.
Question 7
This question asked respondents to identify what, in their opinion, would improve the
Initiative. Three themes emerged from the responses: communication, information and
time commitment. Each of these three themes was mentioned in almost 39% of the
responses.
Suggestions for improvement around communication called for increased and improved
communication at all levels of the Initiative. Also increased feedback from tutors to the City
and County Childcare Committees and more direct involvement of the City and County
Childcare Committees. Respondents also suggested closer links between City and County
Childcare Committees and tutors, and that a more “joined-up” approach would benefit ECCE
services:
Suggestions on information about the Pre-school Education Initiative for Children from
Minority Groups included improved organisation and clearer information detailing the
content of the course, commitment levels from participants and contextualising the training
within the ECCE sector.
Other respondents also highlighted the need for the training programme to commence as
soon as ECCE services and practitioners are engaged.
Time also emerged as a theme in the responses to this question with seven respondents
stating that shortening the training time requirement would be an improvement.
Respondents felt that the 70-hour contact training was too high and was not comparable
with other FETAC module requirements.
Question 8
This question asked respondents for their recommendations for future replication of the
Initiative and all 18 made comments. The recommendations link strongly to the responses
to the previous question, what would improve the Initiative? Three respondents noted that
they had not received feedback on or evaluation of the training and mentoring programmes
that ran in their areas and so found it difficult to make recommendations.
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Four respondents noted that communication streams at differing levels within the Initiative
could be improved.
Four respondents suggested reducing the length of the training programme and another
suggested that the training hours be reduced and on-site mentoring time be increased.
Three respondents made suggestions in relation to the resources, one that “resource listing
was excellent”, one that because resources changed it became confusing and another that
the ordering of resources be simplified.
In relation to future rollout of the Initiative, two respondents felt that local administration
and the option to work with local VECs would be preferable.
One respondent recommended that the Initiative be widened so that staff from all ECCE
services could attend not just those with children from minority groups enrolled.
Question 9
This question asked respondents to rate the need for equality and diversity training for ECCE
services and practitioners in their City or County Childcare Committee area. Just over two
thirds (66.7%) responded that the need would be high to very high, just under a third of
respondents reported that the need was moderate and one respondent reported that the
need in his/her City or County area was very low, see Figure 45.
Figure 45. Response to question 9

Q. 9 Rate the future need for equality and diversity
training in your City/County?
Very low
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Non-participant County and City Childcare Committee Survey
Concurrent with the survey sent to the 27 County and City Childcare Committees who
participated in the Pre-school Education Initiative for Children from Minority Groups a
similar survey was sent to the four City and County Childcare Committees where the
Initiative did not run and one where it ran late. The full survey is contained in Appendix Q.
Only one Childcare Committee returned this survey.
The respondent stated that a FETAC Level 5 module on diversity and equality had been
delivered by the local VEC for a number of years. However, there was still a high level of
interest, with 15 ECCE services expressing interest, of which five were selected to
participate in the training programme. The respondent rated the planning and organisation
process as not at all easy.
The respondent reported that there were a number of reasons, gathered anecdotally as to
why the Initiative did not run including lack of agreement on session dates and day, lack of
clarity about course content and values and dissatisfaction with communication and
organisation.
When asked to rate the experience of the Initiative the respondent replied extremely
dissatisfied and added that ECCE services in their committee area did not benefit from the
Initiative. Suggestions for improvement of the Initiative included dates, times and venues
for the training programme to be agreed in advance and an introductory session to provide
information and give an overview of the programme.
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Key Findings
The Initiative’s objectives were rated as very clear.
Engaging ECCE services and practitioners in the Initiative was experienced by half the
respondents as relatively easy and the other half as less easy.
72% found the planning and organisation process to be moderately easy.
There was a very low uptake on training places by County and City Childcare Committee
staff.
77.8% reported that they were moderately happy with the experience of the Initiative in
their area, with 11% reporting being extremely satisfied.
94.5% rated the need for future training in equality and diversity as moderately high to very
high.
The majority of suggestions for improvement related to two key issues:
(1) communication, feedback and clarity of information at all levels and
(2) course requirements such as module length and assignments
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Case Study
One ECCE service was invited, and agreed, to take part in an in-depth case study. This
involved completing room journals documenting their journey through the Pre-school
Education Initiative for Children from Minority Groups, recording implementation, learning,
team discussions and the children’s reactions and responses. This journal was supplemented
by photos and video. At the end of their participation in the Initiative, the ECCE service
engaged in an in-depth reflection and review with one of the evaluators.
This case study gives aims to give an insight into both the individual and collective
experiences of four ECCE practitioners in one ECCE service, engaged in implementation of
the anti-bias approach. It documents their varied and combined reflections and responses
to some of the complex issues encountered in their practice with young children. The case
study distils the key aspects of their learning and presents some of the real life problems as
identified by the group.
Two of the ECCE practitioners had completed the full training and mentoring programme
whilst two had completed the mentoring programme only. The anti-bias approach is being
implemented in the ECCE service with children from toddler stage through to 12 years in the
afterschool programme.
Scenario 1: “Boys can’t be nurses!”
Observation: 10/5/12, Cian, Nathan, and Darren in the Preschool Room at Work time in the
Home Area. Recorded in the room journal.
While playing “doctors” Nathan helped Darren put on a nurses apron, Cian said “No Darren
you can only be a doctor not a nurse”. Teacher;” Is a doctor a man or a woman”? The
children replied “sometimes a man sometimes woman”. Teacher “Is a nurse a man or a
woman”? The children replied “a woman”. The teacher discussed the issue further in a larger
group time asking children if a boy or girl can be a doctor? Amy replied “A girl dentist and a
boy dentist “. The teacher took a photo of Cian - “the nurse” and Darren -“the patient” to
display in the work area.
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This scenario was just one of the many real life situations encountered by the practitioners
and children during the implementation process. The degrees of complexity within
situations such as this and the practitioners’ varying sense of confidence and ability to
respond appropriately came up frequently in the discussion.
During the initial process of implementation, practitioners highlighted the importance of
being immersed in the topic; “to get the fullness of the experience” and how this provided
an insight into the need to “think about how people from other minority groups experience
prejudice. Like if people like you weren’t represented in books and imagery.” Practitioners
described it as a “very personal journey” and stated that the probing questions and
discussions on the course provided time for reflection, even outside of the work context. For
example one practitioner commented “Watching a TV advertisement I realised there are
only white people in that ad.” Practitioners felt it was difficult to transfer that kind of
learning experience to other practitioners, the “desire to stand up for people”, because it is
so personal and, as such, everyone in the service needed to undertake the training.
For the practitioners who were implementing the anti-bias approach in the ECCE service
without having completed the training but having undergone the mentoring programme,
the experience of implementing was described as “more tricky”. Understanding the need
for children to be exposed to diversity at a young age was one of the key components of the
training and one practitioner reflected, “I would never have thought that children knew as
much at that young age so I would not have thought of addressing issues before.” The
practitioners did report that the mentor and staff who had completed the training
programme acted as supports to the other staff saying they “kept us up to date and on
track.”
The practitioners also stated that “We also got on site support from the Manager which also
made it easier to make the changes in the room.” In addition, “many of the activities we
used to implement such as the family wall, self-portraits, books etc... were really useful.”
They also commented that “Having the resources earlier, such as the books, would have
made more of a difference to us; we could have introduced them a lot sooner.” It was also
noted that more activities would also be welcomed. Knowing how and when to use the
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activities that had been presented on the training programme was clear to practitioners as
they referred to using them at ‘teachable moments’ when something arises for the child
such as the issue of skin colour or gender. Practitioners commented on how recording in the
room journal for the evaluation case study purpose was a very worthwhile mechanism for
reflection and could serve as a useful addition to the training /mentoring process for others.

Real life Problems with Implementation – application of theory to practice.
As the group moved from discussion on the early implementation stage of the initiative to
more in-depth reflections, some core aspects of their learning began to emerge. They
considered what key elements had supported the implementation process as well as
identifying gaps in their learning. At this stage of the discussion, the group began to identify
information that was directly relevant to the “practice” decisions they made. In some
instances, these real life problems arose naturally as challenges for both practitioners, and
parents. Indeed the child/children’s own reactions and responses to this “practice” change
were also considered. Scenario 2 provided an opportunity for more analysis of the
application of theory to practice.
Scenario 2: “I don’t want to play with you, you’re smelly”.
Encouraging Empathy – recorded during the focus group case study.
During the training programme practitioners discussed, problem solved and practiced skills
in addressing common scenarios. These exercises allowed practitioners the opportunity to
explore how they might respond appropriately in real life situations. Such scenarios included
for example: if one child called another child “smelly”. Practitioners identified and recalled
response strategies they had learned such as “if you couldn’t say anything just say
something small” or taking time to think about what was said before responding, or “Go
away and think about it but never let a situation go.”
Practitioners reported feeling “more competent, confident and having been given the skills
necessary to respond appropriately- 100%.”
On deeper investigation, the group began to articulate precisely what words they would
actually use with the child: “I suppose you might start by saying ‘those aren’t nice words to
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use, just think about the other child’s feeling.” There was general agreement by the group
that the priority was bringing out the empathy in the other child.
A second practitioner added “and why are they saying this and where does the comment
stem from, you could say (to the child) but they are not smelly are they? And usually you get
a Yes or No answer, and it will turn out to be a No because there is always a reason behind
it. Why are you using those words because words hurt,-something like that”

After some consideration, the group consensus was that the addition of scripted role-play
with the scenarios would be very beneficial in adding to their capacity to respond in real
situations. In addition, some follow up training “to keep us refreshed or addressed topics we
were less confident about” would be helpful. The recommendation of a Questions and
Answers session during the training programme was also unanimously recommended by the
practitioners.

Other challenges encountered by those who had completed the mentoring only option
included starting with a new group of children. “I was confident enough about what we
covered but when we start with a new group of children I’m looking forward to see how far I
can go with it without having done the actual training. “It really helped working as a team
and sharing perspectives, ideally one person who has completed the training should be in
each room.”

The participants also reported a significant increase in children’s confidence and positive
sense of a self as the initiative had enabled practitioners to address similarities and
differences and support children’s emerging sense of self. “Children would have recognised
differences for example like race and skin tone but it would never have happened that we
(teachers) would have been so proactive in addressing these issues.”

Exploring the issue of innovation, in terms of development of new or add-on activities to
meet the needs of the families in the service, the group identified a particular example. One
teacher had produced a book in collaboration with the family of a child with autism. This
was cited as a direct result of engagement in the Initiative.
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Scenario 3 Over their heads! - Understanding Child Development and Developmentally
Appropriate Practice
As part of the initiative, an activity relating to adoption was planned and initiated by a
practitioner with the children. This involved a staff member who had been adopted, sharing
her story and family photos with the children. A family using the service also engaged in the
activity by visiting the centre to read a story and share their own adoption story. This
activity sparked some interesting debate among the practitioners as to its appropriateness
for the children. Comments included “to us the adoption activity went totally over their
heads, whereas (the activity around) the issue of skin colour/race using the dolls elicited a lot
of conversation from children, though it did take a few days.” One practitioner hypothesised
that perhaps the children could not make the abstract connection between the adult and
her adoptive parents compared to the more concrete activity with the dolls. Despite the
perceived effectiveness of the activity, all agreed that there was no shortage of commitment
by everyone in the setting to continuing to sustain the learning from the initiative.

Further reflection on the course led to more in-depth reviewing of the course content in
relation to the issue of how children experience prejudice and the sequence in which they
become aware of diversity such as gender, race and disability. Participants felt that
although this topic was covered in the training programme they would welcome more
content on specific age, stage and sequences of children’s development of awareness of
diversity issues and that this would support their learning further. “It would help us to have
clearer expectations and plan more appropriately for the preschool children.” During
discussions it emerged that the practitioners were unaware that the Pre-school Education
Initiative for Children from Minority Groups was a national initiative.

The scenarios and commentary in this case study provide merely a snapshot of how the
group tackled the issue of implementing an anti-bias approach with children and families in
their setting. The purpose was to highlight their experience and to record and report on the
experience through one ECCE service’s experience. It was generally agreed that the
mentoring process affirmed learning such as things done well and setting goals to keep the
process on track. Those participating in the case study referred often to the importance of
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having the consistent supports of both the centre manager and supervisor for continued
implementation. The overriding conclusion from the practitioners was that though their
skills were still emerging they were learning as they implemented different activities. They
had no doubt as to the benefits of the initiative on children on a daily basis. Supporting
children to have more positive experience of themselves and others was a key motivation
for the staff, “having observed the many positive responses from children and parents”.
There was consensus among the group of the marked change in practitioner, attitude,
knowledge and skill level from having participated in the initiative even though the level of
participation varied considerably. In their final analysis “the consequence of ignoring the
issues of prejudice and bias with young children was simply no longer an option in their
practice”.

Summary of Key Findings
Key results at a glance: Some numerical results from the Pre-school Education Initiative
for Children from Minority Groups are illustrated in Figure 47 below.
Figure 46. Reported numerical results of the Pre-school Education Initiative for Children from Minority Groups

27 Training programmes delivered

339 ECCE practitioners trained

231 ECCE services engaged, serving
approximately 3,322 pre-school aged children
Over 1000 hours mentoring to over 86 ECCE
services

105 FETAC level 5 certificates awarded
167 FETAC level 6 certificates awarded
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Key Findings
Profile summaries


The Tutors
The Initiative tutors were highly qualified with wide and lengthy experience in the
ECCE sector. They were all qualified to train in the area of equality and diversity. The
tutors were a homogenous group, all white, almost all in the same age range and
there was low representation of the Initiative defined minority groups.



The ECCE practitioners
The ECCE practitioner group were almost exclusively female, averaging 33 years old,
with an average of 6 years experience in the ECCE sector.
They had general education levels at leaving cert to college certificate/diploma and
almost all held a qualification in ECCE, the majority at level 5 or 6.
There was a balance between assistant childcare workers/childcare workers and
senior childcare worker/managers.
As a group, practitioners were a relatively homogenous group in their cultural and
ethnic identity, 96% being ‘white Irish’ or ‘any other white background’.
Almost 20% of the group identified themselves as belonging to a minority group.



The ECCE services
As a group, the ECCE services involved in the Initiative were well established
(average of 10.5 years), relatively large services with average enrolments of 55-56
children and employing an average of 10-11 staff.
There was an even split between rural and urban locations.
Two thirds were community and one third private.
One third provided sessional services only, one third full day care and one third both
session and full day care.



The Pre-school children
The children attending the ECCE services which engaged in the Initiative were
reported as the following culture and ethnicity; 77% were white Irish, 12% other
white background, 4% were Irish Traveller, 3% were Black Irish, 2% Black African, 1%
Asian Irish and the remaining 1% were any other Black background, any other Asian
background and Chinese.
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59.8% of children were from minority groups.
Membership of minority groups was reported as: 18.9% living in an area of
disadvantage, 14.7% living in a single parent household, 11.2% dual language
speakers, 3.6% with a disability, 3.2% migrant, 3% minority religious faith, 2.7% Irish
language speakers, 1% in foster care and the remaining 1.62% were parent
deceased, refugee, asylum seeker, inter-county adoptee and gay or lesbian parents.

Operational documentation review


Training documents
All training courses covered the same content and all were delivered in 70 hours of
face-to-face, classroom sessions.
There was no set protocol for training programme planning hence there was a very
wide variety of programme session structure and delivery times.
Tutors retained autonomy in relation to training programme planning.
Qualitative evaluation of the training courses was conducted at programme level.



Mentoring documents
The mentoring programme evolved over the life of the Initiative hence there was
significant variation in the structure and delivery of the programmes in terms of
numbers of session delivered, length of sessions, and numbers of participants
attending from session to session.
Programme level evaluation of mentoring was not conducted.

Site visit results
At Initiative end, mean scores on all five PQA and ECERS Items assessed at site visits
increased.
Improvements in mean scores on all five PQA and ECERS Items were statistically significant.


PQA Item I-H: Materials reflect human diversity and the positive aspects of
children’s homes and community cultures.
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76.6% of ECCE services achieved an increase in their score on this item, indicating
increases in quality in relation to pre-school room materials reflecting human
diversity and the positive aspects of children’s homes and community cultures.
50% of ECCE services increased their score by 2 or more points on this item.
At Initiative end 80% of ECCE services achieved a medium, medium to high or a high
level of quality on this item.


ECERS-E Item 3: Race equality awareness
70% of ECCE services achieved an increase in their score on this item, indicating
increases in quality levels in the pre-school rooms in relation to race and equality
awareness.
56.7% of ECCE services increased their score by 2 or more points on this item.
At Initiative end, 33.3% of ECCE services achieved a minimal to good or good level of
quality on this item.



ECERS-R Item 28: Promoting acceptance of diversity
70% of ECCE services achieved an increase in their score on this item, indicating
increases in quality in the pre-school rooms around promoting acceptance of
diversity.
46.7% of ECCE services increased their score by 2 or more points on this item.
At Initiative end, 30% of ECCE services achieved a minimal to good or good level of
quality on this item.
One ECCE service achieved a score of 7 indicating excellence.



PQA Item III-E: Adults use a variety of strategies to support classroom
communication with children whose primary language is not English
47.6% of ECCE services achieved an increase in their score on this item, indicating
increases in quality in relation to strategies used in the pre-school classroom to
support communication with children whose primary language is not English.
23.8% of ECCE services increased their score by 2 points on this item.
At Initiative end, 76.2% of ECCE services achieved a score on this item of 3 or above
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indicating medium to high levels of quality.
Four ECCE services achieved the highest score of 5 indicating high quality.


ECERS-E Item 2: Gender equality and awareness
66.6% of ECCE services achieved an increase on their score on this item, indicating an
increase in quality in the pre-school classrooms in relation to gender equality and
awareness.
40% of ECCE services increased their score by 2 points or more on this item.
At Initiative end 23.3% ECCE services achieved a score of 4, indicating minimal to
good levels of quality, or above on this item.

Self-report results
At Initiative end, the percentage of ECCE services reporting having an equal opportunities in
place policy increased 10% from 53.35% to 63.3%.
The percentage of ECCE services reporting having an equality and diversity policy in place
had increased 16.6% from 46.7% to 63.3%.

Practitioner knowledge, skill and attitude survey
At Initiative end, ECCE practitioners’ self-reported levels of knowledge, skill and attitude in
relation to equality and diversity had increased.
ECCE practitioners reported:
66% increase in knowledge
52.6% increase in skill
7.9% increase in attitude
These changes in scores on knowledge, skill and attitude were found to be statistically
significant.
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Knowledge subcategory
At Initiative end, there was a substantial shift in self-reported levels of knowledge in
relation to diversity and equality.
Before the Initiative began 97% of ECCE practitioners reported having low to
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medium levels of knowledge.
By Initiative end 99.6% of practitioners reported having medium to high levels of
knowledge.
69% of practitioners reported having high level of knowledge.


Skill subcategory
At Initiative end, there was a substantial shift in self-reported levels of skill in
relation to diversity and equality.
Before the Initiative began 94% of ECCE practitioners reporting low to medium level
of skill.
By Initiative end 99.6% of practitioners reported having medium to high levels of
skill.
70.1% of practitioners reported having high level of skill.



Attitude subcategory
At Initiative end, there was a significant shift in self-reported attitude in relation to
diversity and equality.
Before the Initiative began 56% of ECCE practitioners reported having medium level
of attitude and 44% a high level of attitude.
By Initiative end 23% of practitioners reported medium levels of attitude and 77%
reported high levels.

Tutor focus group
Tutors reported variation in information given and communication structures in different
County and City Committee areas.
The “Ar an mBealach” manual was rigorously adhered to by tutors in delivery of the training
programme.
Tutors expressed feelings of confidence in delivering the training programme but felt less
prepared for the mentoring programme.

Tutors

held a strong belief that the mentoring programme was extremely valuable.
There were wide variations in support and guidance given, by tutors, around assignments.
The coordinator was vital in connecting and supporting the tutors as a network of
professionals.
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ECCE practitioner focus group
ECCE practitioners’ evaluation of their experience of the Initiative was overwhelmingly
positive.
As a group, practitioners could easily articulate changes they had made in their attitudes
and practice as a direct result of involvement in the Initiative.
Practitioners reported that the training programme was a positive learning experience.
The mentoring programme was experienced as highly supportive and constructive.
Practitioners were enthusiastic in their desire to maintain their anti-bias practice and
continue to network and engage in further learning opportunities.
Practitioners stated that clearer information, on the Initiative in general and more
standardised support around assignments would have been helpful.

City and County Childcare Committee survey
The Initiative’s objectives were rated as very clear.
Engaging ECCE services and practitioners in the Initiative was experienced by half the
respondents as relatively easy and the other half as less easy.
72% found the planning and organisation process to be moderately easy.
There was a very low uptake on training places by County and City Childcare Committee
staff.
77.8% reported that they were moderately happy with the experience of the Initiative in
their area, with 11% reporting being extremely satisfied.
94.5% rated the need for future training in equality and diversity as moderately high to very
high.
The majority of suggestions for improvement related to two key issues:
(1) communication, feedback and clarity of information at all levels and
(2) course requirements such as module length and assignments
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Conclusions and Recommendations
Conclusions
As a national initiative, the Pre-school Education Initiative for Children from Minority Groups
was both innovative and successful. This was the first time that diversity and equality
training for ECCE practitioners and services, which adhered to a common approach and
belief set, had been delivered at a national level. Stakeholders at all levels expressed
satisfaction with the Initiative. The success and achievements of the Pre-school Education
Initiative for Children from Minority Groups can be summarised as follows:
ECCE Practitioners knowledge, skill and attitude in relation to diversity and equality
increased significantly and practitioners also reported increased levels of selfawareness and professional competence in working with diversity and equality.
ECCE services’ levels of quality increased significantly in relation to providing a
learning environment and pedagogical approach that promoted young children’s
identity, acceptance and exploration of diversity, gender and equality awareness and
support for learners of English as a second language.
The EDeNn network of trained, experienced and enthusiastic diversity and equality
tutors were supported and their expertise developed.
A diversity and equality on-site mentoring programme was developed to support
ECCE practitioners in the implementation of theory to practice and to embed the
anti-bias approach in ECCE services.
A diversity and equality training DVD, ‘Valuing Difference in Early Childhood Care and
Education: an Irish Perspective on Supporting Young Children using an Equality and Diversity
Approach’ was produced.
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Recommendations
Drawing from the success of the Pre-school Education Initiative for Children from Minority
Groups key points for consideration are:
Clear and public communication structures and channels at all level and connecting
all stakeholders play a vital role in the success of an Initiative.
Tutors and mentors trained and experienced in the subject area are integral to
success of any learning programme.
The professional competence and expertise of tutors and mentors must be
supported through networking and continuous professional development
opportunities.
Standardisation of training content and mentoring approaches should be maintained
while allowing for necessary flexibility at local level.
The combination of both training and mentoring/coaching enables more effective
translation of theory to practice and supports ECCE practitioners and services in their
professional development.
The use of a standardised and validated quality assessment tools, such as the ECERSR, supports not just the measurement of quality but also promotes discussion and
the development of understanding and awareness around aspects of quality in ECCE
practice.
In relation to the further development of the work of the Pre-school Education Initiative for
Children from Minority Groups the key recommendations are:
Articulate a formal process and structure for the mentoring programme
Provide support for the EDeNn national database of tutors who are qualified to
deliver diversity and equality training
Promote the inclusion of the FETAC level 5 and 6 Equality and Diversity components
as mandatory on childcare courses, to VECs and colleges.
Provide professional development opportunities nationally for ECCE tutors at all
levels, to establish a shared, common approach to diversity and equality training in
the ECCE sector.
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Offer diversity and equality training to all City and County Childcare Committee
Development Workers to build their capacity to support ECCE services and
practitioners.
Establish local networks to support the ECCE practitioners and services who engaged
in the Initiative to maintain and further develop their practice.
It was envisaged from the outset that evaluation of the Pre-school Education Initiative for
Children from Minority Groups would also allow an opportunity for the development of
recommendations for future national initiatives. In this regard, we present one overarching
conclusion:
Common approaches to practice in the ECCE sector will lead to standardisation and shared
national understandings of best practice. It is recommend that a model of national
initiatives be developed to provide for professional development within the ECCE sector
and that this model draws from evidence based practice and develops practice based
evidence in line with current knowledge from the field of implementation science.

Supporting recommendations
The following supporting recommendations for future national initiatives are drawn from
the evaluation of the Pre-school Education Initiative for Children from Minority Groups.
It is recommended that:
The design of national initiatives should be in consultation with all available centres of
expertise and support.
National initiatives should be designed and planned, hand-in-hand with their evaluation
process.
Monitoring and/or measurement at some level, of outcomes for children, families and
communities should be an integral aspect of all national initiatives and their evaluation
process.
Models of best practice should be used in national initiatives and, where an innovative
model is being implemented, it should be utilised as an opportunity to collect and
formulate practice based evidence for the sector.
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When national initiatives are concerned with changes in practice and/or programme
implementation there should be recognition of the critical role of mentoring/coaching
coupled with realistic and adequate time and support to allow implementation to
happen and to embed.
Clear descriptions and agreed definitions, of the integral components of a national
initiative should be developed with regard to training, mentoring, on-site support,
assignment support, etc.
Protocols should be developed for the delivery of each component within a national
initiative to ensure a common approach nationally while still allowing for flexibility at
local level.
Clear communication lines, processes and responsibilities between all stakeholders
should be firmly established prior to commencement of a national initiative and actively
maintained.
National initiatives should hold a clear focus on exploring and assessing possibilities for
mainstreaming and up-scaling.
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Appendices

Appendix A: 32 City and County Childcare Committees involved in the
Preschool Educational Initiative for Children from Minority Groups
Carlow County Childcare Committee
Cavan County Childcare Committee
Clare County Childcare Committee
Cork City Childcare Committee
Cork County Childcare Committee
Donegal County Childcare Committee
Dublin City Childcare Committee
Dún Laoghaire Rathdown County Childcare Committee
Fingal County Childcare Committee
Galway City and County Childcare Committee
Kerry County Childcare Committee
Kildare County Childcare Committee
Kilkenny County Childcare Committee
Laois County Childcare Committee
Leitrim County Childcare Committee
Limerick City Childcare Committee
Limerick County Childcare Committee
Longford County Childcare Committee
Mayo County Childcare Committee
Meath County Childcare Committee
Monaghan County Childcare Committee
North Tipperary County Childcare Committee
Offaly County Childcare Committee
Roscommon County Childcare Committee
Sligo County Childcare Committee
South Dublin County Childcare Committee
South Tipperary County Childcare Committee
Waterford City Childcare Committee
Waterford County Childcare Committee
Westmeath County Childcare Committee
Wexford County Childcare Committee
Wicklow County Childcare Committee
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Appendix B: The Preschool Educational Initiative for Children from
Minority Groups steering committee and coordination

Steering committee members:
Karen McCarty

Clare County Childcare Committee

Kathryn O’Riordan

Cork City Childcare Committee

Noirin Healy Magwa

Waterford City childcare committee

Advisor to the steering committee:
Dr. Mathias Urban

University of East London

The Preschool Educational Initiative for Children from Minority Groups coordinator:
Colette Murray
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Appendix C: The four core goals of anti-bias education and the education
principles underpinning them

Four Core Goals
ABE Goal 1: Each child will demonstrate self-awareness, confidence, family pride and
positive social identities.
ABE Goal 2: Each child will express comfort and joy with human diversity; accurate language
for human differences; and deep, caring human connections.
ABE Goal 3: Each child will increasingly recognise unfairness, have language to describe
unfairness, and understand that unfairness hurts.
ABE Goal 4: Each child will demonstrate empowerment and the skills to act, with others or
alone, against prejudice and/or discriminatory actions.

Educational Principles for putting the anti-bias goals into action


The anti-bias education goals are for everyone, and everyone benefits.



Anti-bias education activities pay attention to the realities of children’s lives.



Anti-bias education is developmentally appropriate.



Anti-bias planning uses both child- and teach-initiated activities.



Anti-bias learning does not happen in one lesson or one day.



Anti-bias education calls on teachers to know themselves.



Anti-bias education avoids the pitfall of tourist currciulum.



Anti-bias education rests on strong relationships among staff and between staff and
families.

(Derman-Sparks & Olsen Edwards, 2010)
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Appendix D: Start and end dates of the 27 training programmes

Training Programmes
No. Course
1 Cork City
2 Waterford City
3 Clare
4 Meath
5 Monaghan
6 Roscommon
7 Limerick City
8 Limerick County
9 South Tipperary
10 Mayo
11 North Tipperary
12 Kilkenny
13 Leitrim
14 Kerry
15 Carlow
16 Wexford
17 Sligo
18 Cork County
19 Dún Laoghaire/Rathdown
20 South Dublin
21 Dublin City
22 Donegal
23 Cavan
24 Fingal
25 Kildare
26 Galway
27 Longford
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Start Date
11/03/2011
12/03/2011
04/04/2011
06/04/2011
06/04/2011
16/04/2011
05/05/2011
07/05/2011
14/05/2011
21/05/2011
28/05/2011
02/07/2011
12/07/2011
07/09/2011
10/09/2011
10/09/2011
10/09/2011
17/09/2011
28/09/2011
29/09/2011
01/10/2011
22/10/2011
03/11/2011
22/01/2012
14/01/2012
21/01/2012
31/01/2012

End Date
11/06/2012
28/01/2012
11/11/2011
16/11/2011
26/11/2011
25/02/2012
26/01/2012
18/02/2012
21/04/2012
06/11/2012
28/04/2012
19/05/2012
13/12/2011
30/06/2012
03/12/2011
09/06/2012
25/02/2012
09/06/2012
22/02/2012
09/02/2012
21/03/2012
09/06/2012
28/03/2012
12/07/2012
05/05/2012
09/06/2012
10/07/2012
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Appendix E: FETAC Level 5 Component

Component Details
Title Equality and Diversity in Childcare
Award Type Minor
Code 5N1775
Level 5
Credit Value 15
Purpose The purpose of this award is to equip the learner with the knowledge, skill and
competence in relation to equality and diversity in Early Childhood, to enable the learner to
facilitate optimal development of the child, ensuring benefit from education and care on an
equal basis supporting diversity through promoting a sense of belonging and identity.
Learning Outcomes Learners will be able to:
1. Explore equality and diversity concepts as relevant to Irish Society
2. Analyse approaches to diversity education including, assimilation, multicultural,
intercultural and anti-bias
3. Explore equality and diversity terminology; including prejudice, discrimination,
racism, sexism and abelism etc
4. Examine current legislation on Equality and Diversity, to include Equality
Legislation, the UN Convention on the Rights of the Child and the UN International
Convention on the Elimination of All Forms of Racial Discrimination
5. Examine the role of the adult in promoting children’s individual and group identity
and their sense of belonging enabling the child to value uniqueness and difference
6. Carry out an audit of the ECCE setting, activities and materials pertaining to equality
and diversity for all children including the minority and majority Child
7. Analyse how adults and children can challenge bias and discrimination issues
8. Explore ways of respecting equality and diversity requirements in relation to identity
to include , language, gender, social class, disability, age, religion, dietary
considerations, ethnic groups, Traveller community, marital status and sexual
orientation
9. Design a mission statement for the ECCE setting with respect to equality and
diversity
10. Discuss the importance of having an equality and diversity approach in an ECCE
setting
11. Investigate the consequences of ignoring equality and diversity issues in the ECCE
setting
12. Reflect on own attitudes, values, beliefs and assumptions and their impact in relation
to equality and diversity issues when working with children, families and team
members.
Full FETAC component specification available online at:
http://public.fetac.ie/AwardsLibraryPdf/5N1775_AwardSpecifications_English.pdf
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Appendix F: FETAC Level 6 Component

Component Details
Title Equality and Diversity in Childcare
Award Type Minor
Code 6N1974
Level 6
Credit Value 15
Purpose The purpose of this award is to equip the learner with the knowledge, skill and
competence required to develop, implement and evaluate an equality and diversity approach
in the management of an Early Childhood Care and Education (ECCE) setting.
Learning Outcomes Learners will be able to:
1. Critically reflect on equality and diversity concepts as relevant to National and
International contexts
2. Evaluate the approaches to diversity education in relation to meeting standards and
best practice guidelines
3. Explain in detail equality and diversity terminology and associated concepts to
include stereotypes, asylum seekers, refugees etc
4. Critically evaluate current equality legislation
5. Evaluate research pertaining to children’s and practitioners¿ awareness, thinking and
behaviour in relation to equality and diversity
6. Proof an ECCE curriculum which supports the children’s goals of the anti-bias
approach in line with best practice guidelines
7. Identify barriers to play, learning and participation from an equality and diversity
perspective
8. Devise mechanisms for reducing discriminatory attitudes and practices and
institutional barriers
9. Lead an audit of the ECCE setting, the environment, its policies and procedures and
materials pertaining to equality and diversity
10. Critically evaluate the importance of having an equality approach in an ECCE setting
11. Reflect on own attitudes, values, beliefs and assumptions and their impact in relation
to equality and diversity issues when working with children, families and team
members.
Full component specification available online at:
http://public.fetac.ie/AwardsLibraryPdf/6N1974_AwardSpecifications_English.pdf
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Appendix G: Mentoring observation tool used by tutors

Diversity and EqualityTraining and Mentoring Initiative
Education Unit OMCYA:
Observation tool to assess the ECCE setting prior to Mentoring commencing. This tool
supports the mentor to assess the environment for diversity and equality in materials,
displays, interactions, policies and curriculum: Areas: background, culture, family structure
(lone-parent LGBT, adopted separated, blended etc.), class, gender, disability, LGBT,
Travellers, minority and majority religions, diversity of languages of the children present in
the setting. Observe for:
1. Evidence of welcome imagery or words at the entrance to the service
2. Evidence of mission statement on the wall and if so is diversity mentioned
3. Evidence of diversity focus in parental packs
4. Is the admissions policy equality proofed for all family types
5. What is the diversity make-up of the service: (ethnicity, gender, disability, language,
family background etc.)
6. Is diversity evident in: Books, Jigsaws, Dress up area, Musical instruments, Music CD’s,
Home corner, Eating cooking utensils, Art materials (i.e. skin tone paper, paints etc) ,
Dolls (including small dolls depicting families), Record what type of diversity is evident
(i.e. disability, colour, ethnicity)
7. Lay out: Are the materials readily available to the children (i.e. art materials, feeling
cards, home corner)
8. Imagery: Is diversity evident in the imagery in the environment. Does it include:
The families of the children, Non stereotypical images ( i.e. gender roles etc.), Ethnic
diversity (appropriate to the setting), Disability , Languages, The local community
9. General Display: Are the displays at the children’s level (particularly their photos or
family photos). Is there potential for change.
10. Are mirrors readily available to the children to support portrait paining, dress up,
exploration of self etc.
11. Is there a designated displayed area for children to look at, discuss and touch (as
appropriate) ‘special’ objects from home (i.e. artefacts, books etc. from families?
12. What are the displays on the walls about? Do they reflect diversity or equality issues (
exploration of physical difference, ethnic diversity relevant to the setting or beyond)
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13. Look at books for stereotypes and content generally in line with the diversity and
equality proofing tool.
12. Is the playhouse area culturally specific (i.e. materials, Traveller relevant i.e. caravan).
14. Are there soft areas for the children to relax look at books, look at their family wall
pictures (off the wall) or chat
15. What is the lighting like? Could improvements be made?
16. Observe interactions of staff and children: observe for teachable moments
17. Observe for language used by staff with children and each other
18. Is the home language/s of the children visible in the environment
19. Is there a anti-bias focus evident in the curriculum (i.e. their written plans, or in current
practice)
20. Is the staff cohort inclusive of: staff with languages of the children in the setting or of
another language other than English, staff with a disability (may not be evident), gender
(male staff), from minority ethnic background including Travellers.
21. Assess the policy documents in the setting for an:
Equality and Diversity Policy
Equality opportunities recruitment policy
22. What type of curriculum model is being implemented in the setting
Look at the curriculum plan if available
Ask for a copy as appropriate

Note down areas that have potential for change as part of the mentoring process
Immediately
Later in the process
Note any areas that need attention as a matter of urgency
Remember imagery is only one element of anti-bias practice. The aim is to support
interaction between the material and the children. Anti-bias should be part of the daily
programme and not a once off activity.
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Appendix H: Mentoring protocol
Preschool Education Initiative Mentoring
Education Unit OMCYA
Being a mentor is not a straightforward as it might first seem. There needs to be a good
understanding of the roles and a genuine commitment to the task from the mentee and
mentor. You need to assess how you might be helpful to others under this initiative? In other words
you need to assess what you have to offer. Your mentoring style will be informed by your own values
and how you experienced mentoring in your life (home, school etc.). Mentoring messages include
statements of worth as a person, expectations about achievement and competence, about work —and
much, much more. We need to understand our mentoring messages, how they work for us and how
they get in our way. And how we can be aware of our own style and recognise that our style may not
match the mentee. In keeping with the anti-bias goals for adults you need to critically reflect on your
role and values.
In beginning the mentoring process key questions that need to be explored from both sides

include:








What is the purpose of a mentoring program or process?
What does it mean to be a mentor?
What attitudes and skills are needed?
What types of mentoring best suit the situation and the context?
What responsibilities does the mentee have?
What will the mentee gain from the mentoring role?
What will the mentor gain from the mentoring role?

Mentors need to:









listen carefully to concerns
agree and develop goals together and target dates for review
monitor progress
be sensitive to gender, ethnic and cultural and background issues
be respectful of professional needs, interests and work roles
recognise and respect the significance of the role and its potential power
provide feedback in a thoughtful and timely fashion.
think about the best way to feedback in group, individually, checking in by
skype, phone as necessary etc.

The importance of mentoring
Supporting practitioners' work and their professional learning through mentoring can improve
practice and build capacity to create rich early childhood programs. Mentoring helps to build
a culture of support, reciprocity and collaboration and good mentoring is critical to enhancing
implementation and leadership skills.
SOURCE: Adapted from: “Mentoring for professional growth”, Every Child, vol. 14 no. 3,
2008, p. 7. Early Childhood Australia. Online at:
http://www.earlychildhoodaustralia.org.au/every_child_magazine/every_child_index/ment
oring_for_professional_growth.html
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Appendix I: Mentoring visit report form

Diversity and EqualityTraining and Mentoring
Initiative Education Unit OMCYA:
Service Name:
Name of Practitioner
Date:
Return Date
Trainer
Sinopsys of Discussion
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Time:

Goals Set and timeframe
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Appendix J: Equality and diversity resources
As part of the Initiative ECCE Services had the opportunity to select resources to meet the
needs of their setting. There were 30 Options/Bundles to choose from covering:
Books: Disability (4)

Books: Empathy B (4)

Books: Families A (4)

Books: Bullying, Discrimination and Racism (3)

Books: Families B (3)

Books: Exploring Diversity (6)

Books: Gender (3)

Books: Dual Language (2)

Books: Travellers (4)

Books: Religion (1)

Books: Toddlers & Babies (3)

Books: Around the World (2)

Books: Empathy A (4)

Book: Tráthnóna sa Naíonra/ An Afternoon in
the Naíonra (1)

Art Materials
Irish Jigsaw Set (6)
Traveller Jigsaw Set (4)
European Family Figurines

Female Dolls European and Mixed Race (2)

African Family Figurines

Male Dolls European and Mixed Race (2)

Asian Family Figurines

Female Dolls Asian and African (2)

Hispanic Family Figurines

Male Dolls Asian and African (2)

Female Dolls (4) European, Mixed Race, Asian and
African

Male Dolls (4) European, Mixed Race, Asian and
African

Disability Figurines
Fellowes Laminator and Pavo laminating pouches
(100)
Fuji Film JV 300 camera, with case and 4 GB
memory card
“Diversity & Equality in ECCE” (Murray & Urban,
2011) - Publication
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Appendix K: Sample profile form
Pre-school Education Initiative for Children from Minority Groups
Early Childhood Care and Education (ECCE) Practitioner Profile
Name of Service:
County:
Your Position (please circle):
C.E. Scheme

J. I. Scheme

Childcare

Childcare

Participant

Participant

Assistant

Worker

Senior

Childcare

Childcare Worker

Manager

Other (please describe):

Number of years you have worked in ECCE:
Your education (please circle the highest level completed):
Primary

Junior

Leaving

College

College

Level

Cert.

Cert.

Cert.

Diploma

Degree

Post-grad. Masters

PhD

Diploma

Other (please describe):

Your ECCE training and education (please circle all courses completed):
FETAC

FETAC

FETAC

ECCE

ECCE

ECCE

Level 4

Level 5

Level 6

Degree

Masters

PhD

Other (please describe):

Have you completed training in equality and diversity?

YES

NO

If yes please give details:

148

148

Your gender (please circle):

Female

Male

Your age range (please circle):
18-25

26-30

31-35

36-40

41-45

46-50

Your ethnic or cultural background (tick one)

51-55

56-60 61-65 66-70

Any other comment?

White Irish
Irish Traveller
Any other White background
Black Irish
Black African
Any other Black background
Asian Irish
Chinese
Any other Asian background
Other (please describe):

Are you from any of the minority groups listed below?
Yes

No

Any other comment?

People with a disability
Irish language speakers
Dual language speakers
Refugees
Asylum seekers
Migrants
Gay, lesbian, bisexual or
transgender
A minority religious faith
Living in an area of economic
disadvantage
Other (Please describe):
Thank you for sharing this personal information. It will be held in the strictest confidence. No names will be used in the
collation of this information
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149

Appendix L: Sample focus group consent form

Pre-school Education Initiative for Children from Minority Groups

INFORMED CONSENT FOR PRACTITIONERS
Practitioners Semi-structured Group Discussion Session
12.30 – 3.30 Saturday 25th August 2012.
Ashling Hotel, Dublin
Practitioner’s Name: (Please print clearly) _________________________________
I voluntarily grant permission for my comments, thoughts, reflections,
discussions and photographs of my engagement during the session to be used
for evaluation purposes.
I consent to my comments, thoughts, reflections, discussions and photographs
of my engagement being used for teaching purposes, in public presentations
and in publications and reports related to the Pre-school Education Initiative
for Children from Minority Groups.
I understand that all possible care will be taken to respect my dignity and
beliefs at all times.
By signing below, I acknowledge that I have read, understand and accept the
terms of this consent.

Practitioner’s signature: ____________________________________
Evaluator’s signature: _____________________________________
Date: ___________________________________________________
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Appendix M: Reported ethnic and cultural backgrounds of children
attending pre-school rooms by gender
1400

1249
1200

1183

Reported number of Children

1000

800

Female
Male

600

400

197
177

200

63 51

46 57

26 27

6 10

18 20

6 4

2 9

0
White
Irish
Other
Irish Traveller White

Black
Irish

Black
African

Other
Black

Asian Chinese Other
Irish
Asian

Ethnic and Cultural Background
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Appendix N: Reported numbers of children from minority groups attending
pre-school rooms by gender

400

350

336

292

300

Reported Number of Children

262
250
226
202
200
170
150
Female
Male
100
81
55
50

38

5155

55
45

33
11
4

37

10

1418 12
8

26

03

0

Reported Minority Group Category
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Appendix O: Programme operational documentation reviewed

Operational documentation reviewed
No. Course
1 Cork City
2 Waterford City
3 Clare
4 Meath
5 Monaghan
6 Roscommon
7 Limerick City
8 Limerick County
9 South Tipperary
10 Mayo
11 North Tipperary
12 Kilkenny
13 Leitrim
14 Kerry
15 Carlow
16 Wexford
17 Sligo
18 Cork County
19 Dún Laoghaire/Rathdown
20 South Dublin
21 Dublin City
22 Donegal
23 Cavan
24 Fingal
25 Kildare
26 Galway
27 Longford
Total

153

Training



























27

Mentoring
x
x









x

x

x

x


x


x



19

153

Appendix P: City and County Childcare Committee electronic survey
Diversity Initiative Survey
Pre-school Education Initiative for Children from Minority Groups
Survey for County and City Childcare Committee Development Workers

1. What training, if any, in diversity and equality for ECCE practitioners ran in your city/county in the
past 3 years?

2. How clear were the objectives of the Diversity Initiative?
Extremely clear
Very clear
Moderately clear
Slightly clear
Not at all clear
Comments?

3. How easy was it to engage ECCE practitioners and services in the Initiative?
Extremely easy
Very easy
Moderately easy
Slightly easy
Not easy at all
Comments?

4. How easy was the planning and organisation process of the Initiative for you?
Extremely easy
Very easy
Moderately easy
Slightly easy
Not at all easy
Comments?
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5. Did any of your City/County Childcare Committee staff take part in the training? If yes, please state
their job title.

6. Overall how satisfied are you with the experience of the Initiative in your city/county?
Extremely satisfied
Moderately satisfied
Neither satisfied nor dissatisfied
Moderately dissatisfied
Extremely dissatisfied
Comments?

7. In your opinion what would improve the Initiative?

8. What recommendations do you have for future replication of the Initiative?

9. How would you rate the future need for equality and diversity training for ECCE practitioners and
services in your city/county?
Very high
High
Moderate
Low
Very low
Comments?

Done
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Appendix Q: Electronic survey sent to City and County Childcare Committee
were the Diversity Initiative did not run
Diversity Initiative Survey
Pre-school Education Initiative for Children from Minority Groups
Survey for County and City Childcare Committee Development Workers

1. What training, if any, in diversity and equality for ECCE practitioners ran in your city/county in the
past 3 years?

2. Can you identify the reason/s why the Diversity Initiative did not run or was delayed in running in
your city/county?

3. How clear were the objectives of the Diversity Initiative?
Extremely clear
Very clear
Moderately clear
Slightly clear
Not at all clear
Comments?

4. How easy was it to engage ECCE practitioners and services in the Initiative?
Extremely easy
Very easy
Moderately easy
Slightly easy
Not easy at all
Comments?
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5. How easy was the planning and organisation process of the Initiative for you?
Extremely easy
Very easy
Moderately easy
Slightly easy
Not at all easy
Comments?

6. Overall how satisfied are you with the experience of the Initiative in your city/county?
Extremely satisfied
Moderately satisfied
Neither satisfied nor dissatisfied
Moderately dissatisfied
Extremely dissatisfied
Comments?

7. In your opinion what would improve the Initiative?

8. What recommendations do you have for future replication of the Initiative?

9. How would you rate the future need for equality and diversity training for ECCE practitioners and
services in your city/county?
Very high
High
Moderate
Low
Very low
Comments?

Done

157

157

Addendum 1: Historical note – Outlined by the steering committee of the
Pre-school Education Initiaitve for children from Minority Groups

1998: Respect: Education without Prejudice for the Early Years Conference: Pavee Point
1999: Consultation with key stakeholders on Diversity and Equality issues in the Early
Childhood Sector: Bernard van Leer Foundation
2000: ‘éist’ Founding member: European Network Diversity in Early Childhood Education
and Training DECET: Bernard van Leer Foundation
2001: ‘éist’: Murray, C., & O' Doherty, A. (2001). ‘éist’: Respecting diversity in early
childhood care, education and training. Dublin: Pavee Point. Drawn from results of national
consultation
2001 – 2004 ‘éist’ project. Developed, piloted, evaluated and accredited diversity and
equality training approach/module for the childcare sector: Pavee Point funded under the
Equal Opportunities Childcare Programme (EOCP) Department of Justice Equality and Law
Reform
2004: Anti-bias approach is recommended for addressing diversity in Early Childhood with
specific reference to Traveller children. OECE Thematic Review of Early Childhood Education
and Care Policy in Ireland (2004) Dublin: Stationary Office: Organisation for Economic
Cooperation and Development (OECD)
2005: ‘éist’ is recommended in the NESF report as a model for good practice. Early
Childhood Care and Education Report 31(2005): National Economic and Social Forum (NESF)
2006: Diversity and Equality Guidelines for Childcare Providers: National Coordinating
Childcare Committee Diversity and Equality Sub-Committee: Office of the Minister for
Children. Dublin: Stationary Office
2007-2009: ‘Ar an mBealach’ Training of Trainers Programme developed and delivered.
Accredited by NUI Maynooth: County childcare committees, BCCN, Bernard van Leer
Foundation
2010: The éist Manual ‘Ar an mBealach’ (On the Way) (Murray ed) Diversity and Equality
Training Manual for Early Childhood Trainers. Pavee Point Publication
2006: The Equality and Diversity Early Childhood National Network (EDeNn) was established
and launched. Bernard van Leer
2006/2007: EDeNn Seminars. Key note speakers Peter Moss, Niall Crowley, Noirin Hayes,
Glenda Mac Naughton.
2009:’éist’ invited to equality proof Aistear National Curriculum (2009) National Council for
Curriculum for and Assessment
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2010: EDeNn Conference: We Make the Road By Walking. EDeNn
2010/2012: Preschool Education Initiative for Children from Minority Groups: Early Years
Education Unit. Department of Education and Skills
2011: Equality and diversity module for FETAC Level 5 and 6: Colette Murray and Experts to
FETAC Standardisation Committee.
The ‘éist’ project contributed to Expert working Group on Childcare (1999), National
Children’s Strategy (2000), OECD Consultation on early childhood in Ireland (2004), National
Intercultural Education Guidelines (2006), Síolta National Quality Framework (2006), Aistear
Curriculum Framework (2009), Intercultural Education Strategy (2010), Children’s Rights
Alliance Report Cards on Children’s Rights.
2012: Murray, C. & Urban, M. (2012) Diversity and Equality in Early Childhood: an Irish
perspective. Dublin: Gill & Macmillan
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