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CHILDHOOD INDICATORS

The welfare of children during their early years
says a great deal about the general welfare of a
nation or population

he creation and use of indicators to monitor
social change continues to be in vogue.” Most
reports of international organisations include,
usually at the end, a set of tidy tables present-
ing neatly arrayed numbers purporting to represent
the status of countries along a variety of demograph-
ic, economic, social, and sometimes political dimen-
sions. These numbers will usually be drawn upon in
the body of the report as a means to compare coun-
tries, to comment on trends, to describe progress,
gaps, and lags, and to suggest policy and programme
directions. National planning offices, chief executives,
health ministers, evaluation units, and others call for
and use diverse social indicators, often as much to jus-
tify or sell programmes as to monitor them. Most pro-
ject evaluation schemes explicitly include the creation
of indicators against which progress may be defined.
The particular dimensions of economic or social
welfare addressed in any report will depend on the
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mandate and the interests of the reporting organisa-
tion. The area that most interests the CG is the wel-
fare of children during their early years, an area that
says a great deal about the general welfare of a nation
or population. In this article, we will focus on the
creation and use of indicators of early childhood care
and development (ECCD) seen in terms of: 1) the
general status of children during the early years of life
(birth to six); 2) the extension and quality of pro-
gramme initiatives intended to improve that status;

! The article draws on work that being carried on in many
parts, but it particularly focuses on several projects that have
been carried out by the Consultative Group on Early Child-
hood Care and Development. These projects have been
financed by UNICEF, the Bernard van Leer Foundation, and
the International Development Research Centre.

2 Social indicators have been with us for a long time. During
approximately the last two decades, however, the creation and
use of social indicators have become much more widespread.




and more generally, 3) the quality of the contexts that
affect child development.

One of the main motivations for taking up the topic
of ECCD indicators at this time in the Coordinators’
Notebook derives from our dissatisfaction with the
ECCD indicators defined in and used as part of the
Year 2000 Assessment of Education for All. Many
readers will know that in March of 1990 the World
Conference on Education for All, held in Jomtien,
Thailand, approved a Declaration that included the
following statement: "Learning begins at birth. This
calls for early childhood care and initial education.
These can be provided through arrangements involv-
ing families, communities, or institutional pro-
grammes, as appropriate” (Article 5). The Framework
for Action also set the following as one of the targets
to be considered in national plans of action for the
1990s: "Expansion of early childhood care and devel-
opment activities, including family and community
interventions, especially for poor, disadvantaged and
disabled children” (Article 5, paragraph 8).:

At the World Conference in 1990 no specific indi-
cators were fixed to guide the international commu-
nity in monitoring progress toward this target. Nor
were specific ECCD indicators assigned when this
target was incorporated into the deliberations and
outcomes of the World Summit on Children, held in
September 1990. One of the summit's goals was to
achieve agreement among world leaders about how
to proceed with activities which would realise the
provisions of the Convention on the Rights of the
Child. Nevertheless, at the end of the decade and as
an input into discussions at the ten-year follow-up
meeting of the World Forum held in Dakar in April
2000, countries were asked to assess their progress
toward the goal, along with progress toward other
goals agreed upon in Jomtien.

As will be evident from the discussion that follows,
that exercise, while representing an advance in that it
put ECCD firmly on the agenda, was also limited and
flawed. Reading the country reports which were pro-
duced as part of the assessment has led us to question
both the particular indicators used and the way in
which they are used internationally. The exercise
showed both the potential value of ECCD indicators
and the need for much more concerted attention to
developing and incorporating such indicators into
standard reporting systems. It has led us to ask how
we might do better in creating and using indicators for
monitoring at both international and (especially)
national levels.

As we reflect on the process of developing and
using ECCD indicators, our specific purposes in this
article are to:

B Help clarify what indicators are (or could be)
and how they are (or might be) used as a

3 See also Appendix 1: What Constitutes an ECCD Programme

contribution to improving how they are select-
ed and used for ECCD programmers and prac-
titioners, particularly at national levels:

M alert readers to some of the pitfalls of, as well
as the potential value associated with, indica-
tors that are commonly used to monitor early
childhood care and development;

B outline one process that might be followed for
selecting, operationalising, and using ECCD
indicators to monitor the developmental status
of programmes and of children at national or
sub-national levels; and

B suggest some possible indicators as a basis for
discussion.

Accordingly, the article is divided into four sec-
tions. We begin by trying to answer some general
questions about indicators, with special reference to
indicators of ECCD. This is followed by a brief
overview of previous and ongoing attempts to define
and apply ECCD indicators, including a discussion of
the treatment of indicators in the EFA Year 2000 eval-
uation. Section three will suggest a process for choos-
ing and operationalising indicators that are meaning-
ful in particular national contexts. The closing section
will set out a set of sixteen possible indicators that
might be taken as a starting point for discussion.

One final point of clarification in this introduction:
although we have taken international reports and indi-
cators (and particularly the Year 2000 Assessment) as
a starting point for discussion, our real focus is on cre-
ating and using indicators at the national level.
Indeed, we will argue that, while international indica-
tors are potentially useful at a very general level, they
can also be misused and misleading. We will also
argue that to some extent these international indica-
tors subvert or distract efforts to arrive at more useful
indicators that might have greater significance for
national policy and programming than those presently
favoured.

Some Questions
about Indicators

H What is an indicator?

The definition that guides the process of establish-
ing and using indicators can vary widely. Consider the
following possible definitions:

B According to Webster's Dictionary, an indica-
tor is, "A person or thing that indicates.” To
“indicate” means, variously, “to point out, to di-
rect attention to, to be given a sign or token, to
signify, to show the need for.”

M "Indicators are qualitative descriptions of social
conditions intended to inform public opinion
and national policy making. These delineate
social states, define social problems and trace
social trends which, by social engineering, may
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hopefully be guided towards social goals, for-
mulated by social planning.” (Duncan 1974,
quoted in M.S. Swaminathan Foundation, 1)

B 'In simple language, an indicator could be
termed an evidence that something has hap-
pened, or that an objective has been achieved."
(M.S. Swaminathan Foundation 2000, 6)

W "An indicator characterises some important fea-
ture of a system or activity that can be used to
monitor or evaluate "progress” or “success.”
Thus, an indicator serves an evaluative pur-
pose. This contrasts with a descriptive purpose
served by a statistic. Statistics are converted
into indicators wher they are related to goals
or to some explicit definition of progress or
success. Because indicators are inherently eval-
uative, standards or value judgements about
what is right and good need to be agreed upon
and made explicit in order for the indicators to
have meaning." (Consultative Group 1999, 5)

B “An indicator is a specific behaviour or result
that one can use as a marker to point out how
ell objectives are being achieved.” (Evans et al.
2000, 278)

The variation in definitions makes it clear that
establishing the particular purpose(s) indicators are
supposed to serve, and that making explicit the defi-
nitions of standards or values or objectives that are
to be applied when creating and interpreting an
indicator, must be at the heart of the discussion of
indicators. This brings us to our next question, why
do we want to point something out, show need, or
give significance?

B What purposes do indicators serve?
“The process of monitoring remains important for informing
policy and allocating available resources efficiently.
Similarly, comparisons between nations remain useful—both
to show what can be achieved through the pursuit of different
policies and priorities, and to act as a spur to national pride

and performance.” (Adamson 1996 )

From this general statement, at least three purposes
can be identified that affect the kind of indicator(s) to
be chosen.

Advocacy One purpose of indicators is to mo-
bilise social and political support for action—to pro-
vide a “spur to national pride and performance”
(Adamson 1996). Using indicators to describe gaps
or lags, relative to other countries or to some ab-
solute standard, helps advocates to build a case for
action and, hopefully, helps to spur national pride
leading to action.

Policy Analysis Indicators serving a policy pur-
pose may appear at international, national, or sub-
national levels. At all levels, disaggregation of the
indicators helps to identify levels of success or gaps
in relation to the characteristics of programmes (e.g.,

geographical or administrative distribution, gender,
economic conditions, ethnic groupings, etc.) that
have implications for policy. This use of indicators,
while permitting analysis at a level that “informs pol-
icy,” and perhaps also guiding the efficient allocation
of available resources, stops short of seeking expla-
nations, The ECCD indicators which serve policy
purposes might pertain to children's development or
might serve to characterise their environments.

When determining what indicators we would use
for monitoring early childhood development, we usu-
ally do not start from a research perspective that tries
to explain why agreed-upon standards have or have
not been met. This said, however, there is no reason
that the same indicators chosen to monitor "success”
for various groups or other sub-divisions of a popula-
tion cannot be applied within an evaluation or
research framework to try and find out why the level
of success varies for different groups; this double usage
would lead to obvious implications for policy.

Administrative assessment and monitoring
In this case, the purpose of indicators is to help
administrators see if a particular system, programme,
or institution functions in the way it is expected to
function—if it is operating as planned and achieving
set goals. These indicators, often set out as part of a
“Management Information System,” are more specifi-
cally tuned to assure the efficient allocation of avail-
able resources within programmes or projects; they
provide an alert system in terms of criteria that are
specific to the system. Typically, such indicators focus
on inputs and processes and are less likely to be con-
cerned with outputs and impacts. Again, indicators
used for administrative purposes normally do not pro-
vide an answer to why a system may be functioning
well or poorly; they simply alert us to the fact that this
is happening.

Although there may be overlaps in the indicators
used for these three purposes, it is also evident that
different purposes and contexts will also require dif-
ferent indicators. For instance, while it may be useful
at an international level and for policy purposes to
compare enrolment ratios, this may not be sufficient
for policy analysis in a particular national setting.
National enrolment ratios may be at or near 100 per-
cent, in which case the problem at the national policy
level may be more qualitative than quantitative,
requiring other indicators. Or, whereas an advocate
may want to know whether a certain level of funding
has been allocated to early childhood development
programmes, an administrator will be more concerned
with indicators that show whether funds have been
spent for the purposes designated, independently of
the amount of total resources assigned.

The emphasis in this article is primarily on indica-
tors related to advocacy and policy rather than on
administrative monitoring.
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Indicators of “Effects,” including the actual developmental status of children, are virtually absent
from national and international monitoring and assessment of ECCD

B Within what sort of framework should we
consider indicators?

ECCD is being pursued within a variety of social
and theoretical frameworks, each with a different
focus and each suggesting different priorities to be
taken into consideration when searching for the most
appropriate indicators. For instance, an approach to
ECCD within a framework of children’s rights and in
relation to the Convention on the Rights of the Child
will probably yield a different set of indicators than an
approach to ECCD set within, let us say, a poverty
reduction framework or a framework of preparing
children better for school. A child rights advocate
may be concerned with whether or not a child’s right
to a name is being honoured, whereas a framework
which focuses on preparation for school might rely on
an indicator of cognitive development at the point of
entry into school. In contrast, a broad human devel-
opment approach might incorporate indicators of the
values a child is developing. From a theoretical per-
spective, an ecological framework for examining early
childhood development which considers the environ-
ments in which the child develops that are thought to
be crucial to development, will, in all probability, yield
different indicators from a framework that focuses
more exclusively on the evolving psychological and
social condition of a child. In brief, there is no "right”
framework.

B What should ECCD indicators tell us?

One way of classifying what indicators should tell
us has been provided by Windham (1992) in a docu-
ment produced for UNICEF,* who suggests that, in

general, we would like indicators to tell us something
about changes in the following:

m Context (e.g., Gross Domestic Product, income
distribution, population size, availability of
health services, communications media,
longevity, general educational attainment of
the population).

M Financial capacity and will to support pro-
grammes (social expenditures, percentage of
budgets devoted to various sectors and pro-
grammes).

m Effort put forth (enrolment ratios and growth,
indicators of quality such as adult/child ratios
certification levels).

m Efficiency (cost per participant or graduate,
graduates as percentage of those who began,
etc.).

m Effects (developmental indicators, "achieve-
ment,” values, and attitudes).

m Social well-being (mortality rates, literacy
rates, delinquency levels).

]

For the most part, contextual indicators have been
established and are included in a wide range of exist-
ing international and national reports. Changes in
these contextual variables should bring about changes
in early childhood development that result from the
interaction of the young child with his or her environ-
ment. Most of the contextual indicators used are very
broad and sweeping, rarely looking at the quality of

4 This set of categories is adapted from Windham, 1992, p.30.
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the particular learning environments of children and
rarely looking at differences in contexts within a
national context.

Indicators of the financial capacity and will to sup-
port social programmes are less frequently found.
When the indicators are linked to budgets rather than
to expenditures, they are essentially statements of
political will expressed in the formulation of budgets.
Often figures for programmes directed to young chil-
dren are either very dispersed (among health, family
welfare, education, etc.) or they are folded into larger
categories (for example, pre-primaryis often reported
together with primary), making it difficult to see what
support is being provided, and where.

Most indicators concentrate on what Windham
calls effort, as represented by indicators of the cover-
age and quality of programmes. Indicators of ECCD
programme effects are not commonly found in either
international or national reports.

Efficiency indicators such as "cost per child” are not
commonly included among ECCD indicators and
when included they are often extremely rough mea-
sures. Indicators of social well-being are common,
however their connections to the programmes it is
assumed they help is weak. An indicator such as the
mortality rate is presumably both an indicator of pro-
gramme effects and of social well-being. If an indica-
tor of the developmental status of children were to be
accepted as part of a general monitoring scheme, it
could also fall in both categories.

Another way of classifying what indicators should
tell us could be thought of as: 1) the general condi-
tions of the environments that affect both the status of
children and the potential effectiveness of pro-
grammes (knowledge and practices in families and
communities, sanitation, the availability of food,
access to services, etc.); 2) the status of programmes to
improve the situation of children (coverage and quali-
ty); and 3) the condition of children (health, nutri-
tional status and psychosocial development, educa-
tion, employment in later life).

The status of environments in which a child
develops This category of indicators includes the
kinds of indicators mentioned by Windham.
However, it can also include indicators of conditions
within families, such the knowledge a family has about
child development and childrearing practices.
Indicators may also be created for such environmental
conditions as sanitation or the availability of food or
access to services.

The status of projects and programmes
Indicators of the access to programmes and of the way
in which they function can be framed in terms of
monitoring the inputs to the process (are the inputs
we think are essential to operating the programme in
place?), the processes being used (are we doing a good
job of providing children with what is deemed essen-
tial to their overall development?), and the results

expected (has the system expanded as we expected,
and are we having the effect that we think we should
have on, for example, attitudes, competencies, and
behaviours of those operating the system or the con-
dition of participants in the programme?). Too often
“results” are indicated simply by some measure of
expanding the coverage of programmes. This does not
tell us anything about the quality of the programme
or, more importantly, about whether children's condi-
tions are improving as a result of the programme.

The condition of children The present indica-
tors used to describe the condition of children tend to
focus on death rates and/or on a child's physical state;
the indicators that are most widely used are the Infant
Mortality Rate (IMR) and the Child Mortality Rate
(CMR). Other widely accepted and reported indica-
tors include Low Birth Weight (LBW) and several
nutritional indicators (combinations of height, weight
and age, arm circumference, various measures of vita-
min and mineral deficiencies). These are mainly
applied to children under three years of age. These
indicators have functioned effectively to describe the
physical and survival problems faced by young chil-
dren to select groups for interventions, and to evalu-
ate programme outcomes.

When we move beyond considering survival and
physical growth to considering early childhood devel-
opment in all of its dimensions, we do not find the
widespread acceptance and use of indicators that we
do for survival and physical growth. Indicators of the
mental, social, and emotional development of children
are seldom agreed upon, are rarely used to describe a
population, and are seldom considered by programme
people when making educational (or other) decisions
affecting young children. This state of affairs is not
due to a lack of tests or measures. On the contrary,
there are hundreds of early childhood tests or mea-
sures, which address different dimensions of develop-
ment. However, these measures have not been ade-
quately assessed to see which are properly adapted to
local circumstances and which are reliable, valid, and
normed. We will return to this theme later on.

B Should indicators be set at an internation-
al, national, or sub-national level?

This question is related to the above discussion of
purposes. Is the main purpose of an indicator to pro-
vide international comparison or is it to be used
nationally to assess policy? A problem with the use of
indicators that must meet the test of international
comparison is that internationally comparative indica-
tors are extremely rough. Their highly aggregated
nature may hide more than they reveal. Because they
apply to different contexts and to different systems
they must be extremely general.

There are, it seems, general indicators that have
meaning and can be compared internationally. For
instance, a general indicator of context, such as




income distribution represented by the percentage of
the wealth of a country controlled by the upper ten or
twenty percent of the population, can be meaningful
if this is tracked over time. Infant mortality is another
such indicator: death is death wherever it occurs.®
However an indicator such as a preschool enrolment
ratio may have to be interpreted with caution and sup-
plemented (see below) because it is often constructed
from data pertaining to very different kinds of educa-
tional systems.

B How should indicators be interpreted?

Should indicators be interpreted against a fixed and
absolute standard or should the interpretation be rel-
ative and focus on improvements? In order to answer
this question it is useful to consider some lessons from
the field of nutrition. One widely accepted interna-
tional indicator for nutrition is Weight for Age. When
the growth charts based on Weight for Age were first
introduced as a means of monitoring the nutritional
status of children, they were divided into red, yellow,
and green sections, according to an international
nutritional norm. The interpretation of "success” was
made in terms of the number of children found in the
green area of the chart, with “normality” set according
to international norms. Later, national norms were
created in many places, affecting the percentage of
children reported as “malnourished” and creating
problems for international comparison because nation-
al standards varied.

Another adjustment made in interpreting the charts
was at the level of measuring the status of individual
children. The focus shifted from classifying a child
according to the absolute level of the indicator at one
moment in time and according to some absolute stan-
dard (whether in the green or yellow, or whether at a
certain weight for age) to classifying a child in terms
of whether or not improvement or loss had occurred
in the indicator between weighing periods. This kind
of indicator (of improvement) has not been elevated
to national levels, and although The Progress of Nations,
published by UNICEF, has made an effort in this
direction, change over time is seldom used as an inter-
national standard. Finally, another sort of adjustment
was made in the nutrition field by adding indicators of
micro-nutrients to the mix, moving beyond the earli-
er concentration on protein-energy malnutrition.

Recalling the experience with nutritional indicators
is useful for several reasons as we consider indicators
for early childhood development. First, the nutritional
indicators applied are indicators of the status of

3 Even in this case, some caution needs to be exercised
because the degree of under-reporting of births varies
markedly from country to country. But this is a matter of the
accuracy of the data, not a problem inherent in the definition
of the indicator.

children, not of coverage or of participation in a par-
ticular programme. Second, agreement to use certain
indicators was achieved in spite of real and continuing
differences. Third, adjustments have been made over
time that have moved the indicators toward national
rather than international norms. Fourth, multiple indi-
cators are being applied. Finally, the idea of stressing
“improvement” rather than taking a fixed standard has
been introduced.

B How does one deal with multiple goals and
purposes?

An indicator usually presents information about
one aspect of a system or activity related to some
particular goal. However, systems and activities typi-
cally have multiple goals. This means that a set of in-
dicators is needed to effectively monitor the
progress of most activities. If we are to monitor early
childhood care and development programmes, sev-
eral goals come into play. And, if ECCD is to be
viewed in an integral way, something more is needed
than individual indicators for components of ECCD.
This considerably complicates the search for ECCD
indicators. One possible way of accommodating this
when searching tor indicators of the status of chil-
dren is to think in terms of a profile which would de-
scribe children at the age of entry into primary
school and represent a result of all that has influ-
enced a child’ s development before entering school.
This profile can also serve as a baseline for monitor-
ing progress and performance in primary school.

Experiences with
Defining and Applying
ECCD Indicators

Since the Jomtien Conference, many efforts have been
made to define and/or present statistics and indicators
that should guide the monitoring and assessment
process for early childhood. Examining several of
these efforts that have taken place with assistance
from different international organisations will help us
provide some insights into the difficulties involved in
framing such indicators. Additional information about
some of these initiatives and about others will be
included in other sections of the Notebook.

UNICEF

H A framework, manual and plan for EFA
indicators (Windham 1992)

This framework, produced by Windham, has been
discussed above. To date, this framework has not
been applied to monitoring ECCD. Parts of the
framework were appropriated for the Year 2000 As-
sessment of EFA.
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B Monitoring System

UNICEF has developed and applied a system to be
used to monitor the status of children. This system,
however, lacks indicators related to the psychosocial
development of young children.

B Multiple Indicator Cluster Survey

In 1998, UNICEF embarked on a process of help-
ing countries assess progress for children at end-
decade in relation to the World Summit for Children
goals (New York, 1990). The list of global indicators
being used to assess progress at end-decade was devel-
oped through extensive consultation, both within
UNICEF, and with WHO, UNESCO and the ILO
(see website, www.childinfo.org for a link to this
information).

There are numerous sources of data for measuring
progress at country levels, but many either do not
function well enough to give current and quality data,
or they do not provide the data required for assessing
progress. Household surveys are capable of filling
many of these data gaps.

The mid-decade assessment led to the collection of
data by 100 countries using the Multiple Indicator
Cluster Survey (MICS), household surveys developed
to obtain specific mid-decade data or via MICS ques-
tionnaire modules carried by other surveys. By 1996,
60 developing countries had carried out stand-alone
MICS, and another 40 had incorporated some of the
MICS modules into other surveys. The mid-decade
questionnaire and manual, a list of the countries where
a stand-alone MICS was implemented, and a selection
of country reports are available on the website.

The end-decade MICS questionnaire and manual
have been developed specifically to obtain the data
for 63 of the 75 end-decade indicators in over 50
countries where statistics are generally weak. These
draw heavily on experiences with the mid-decade
MICS and subsequent MICS evaluation and are also
available on the website.

In terms of childcare and early education, there are
three questions asked: one on preschool enrolment of
5-year-olds, a second on whether or not 3- and 4-
year-olds attend some sort of organised programme of
care or education outside the home, and the third,
directed toward the cases in which the family has 3-
and 4-year-olds in some programme, asks the number
of hours during the week they were in the pro-
gramme. The CGECCD is hoping to analyse this
data, pull together information in the reports and
databases, and perform some further analyses. It will
then compare results with the statistics provided as
part of the EFA 2000 Evaluation in order to come to
some conclusions about what the data says as well as
about what might be useful in future MICs, and, final-
ly, to recommend additional indicators.

For more information, including manuals, ques-
tionnaires, and a background article, see: www.child-
info.org

UNESCO

B World Survey of Education and World
Education Report

UNESCO publishes periodic enrolment statistics
describing “pre-primary education” in the World
Survey of Education (1971). These become "indica-
tors” of the progress of specific countries when it is
assumed that 100% coverage is the ideal or when cov-

- erage of one country is compared with that of others.

(This indicator can be found at the back of the World
Education Report issued approximately every two
years.) UNESCO is in the process of redefining their
process of collecting pre-primary information which,
at the moment, is limited to formally organised pro-
grammes and to the three-five age group. (See discus-
sion of enrolment indicators below in relation to the
Year 2000 Assessment.)

B Early Childhood Care and Education: Basic
Indicators on Young Children (1995)

In this UNESCO document, the indicators present-
ed were divided into four categories, as follows:

CATEGORY BASIC INDICATORS
The young child Children under 5 (absolute number)
Under 5 mortality rate
Malwourished children under 5 (%)
The family Literacy rate for men (%)
Literacy rate for women (%)
Total fertility rate (per woman)
Community GNP per capita (LISS)

Access to health care services (%)

Access to safe water (%)
Pre-primary education  Pre-primary age group

Pre-primary gross

enrolment ratio (% )

In the first category, the indicators listed in relation
to the status of the young child are population, sur-
vival, and growth; a developmental indicator is not
included. The pre-primary education category has two
parts, the first of which is not really an indicator but
is, rather, a specification of the age range for which
the gross enrolment ratios are reported.

In this internationally presented set of indicators
there is no “effects” indicator for child care and educa-
tion, nor are there financial indicators. There are sev-
eral contextual or environmental indicators (categories
3 and 4). We will discuss below why the “effort” indi-
cator used—the gross enrolment ratio—should not be
used as currently presented for comparisons across
countries.




UNESCO’s Pilot Programme on Early Childhood Indicators

At UNESCO's 30th General Conference
in 1999, a resolution was approved to
bring about an improvement in early
childhood indicators. To implement
the resolution, the Early Childhood
and Family Education Section is initi-
ating a mid-term pilot programme on

early childhood indicators, in collabo-

ration with the UNESCO Institute for
Statistics, The pilot programme aims
to improve and develop policy-relat-
ed and cross-nationally comparahle
early childhood indicators. More
specifically, it is concerned with the
improvement of data on non-pre-pri-
mary early childhood programmes.*
This orientation stems from the fol-
lowing observation:

Early childhood data collected
by the countries’ education
ministries are mostly focused
on what has been defined by
the International Standard
Glassification of Education,

or ISCED, as pre-primary educa-
fion (ISCED Level 0). But pre-
primary education constifutes
only a fraction of early child-
hood programmes, and the
definition shows considerable
conceptual gaps relative fo
early childhood programmes as
understood by the professional
community and implemented
and practiced in the field,

For instance, ISCED-0 focuses on
educationally-oriented programmes,
while most early childhood pro-

grammes in developing countries con-

tain, either exclusively or inclusive-
ly, care components for the child's
physical growth and nutritional well-
heing. Secondly, while pre-primary
education refers to programmes
organised and provided in school or
centre settings, a large volume of
early childhood programmes are
delivered in non-formal or informal
modes. Third, pre-primary education,
in principle, is to be provided by
teaching staff with pedagogical

qualifications, whereas in child
development, parents play equal if
not more important roles than teach-
ers, Fourth, pre-primary education is
characterised by its educational
aims, but the henefits of early child-
hood programmes are more diverse,
including not only enhanced educa-
tional efficiency, but also greater
social justice and economic produc-
tivity, And finally, the minimum age
for pre-primary education is set to he
at least three years, except where
children aged two are accepted, even
though the Jomtien Declaration of
Education for All states that learning
begins at birth.

The gaps are considerable, but
they should not be blamed on ISCED-
0, which is not defined to cover the
gamut of early childhood pro-
grammes, Therefore, the lack of non-
pre-primary data should not he
viewed in light of the strength or
weakness of ISCED-0 per se, The
gaps exist simply because of a lack
of operational guidelines to direct
the collection of reliable and mean-
ingful data on non-pre-primary pro-
grammes. And it is this excluded com-
ponent of early childhood pro-
grammes that requires the most
urgent conceptual and operational
improvements.

The UNESGO pilot programme on
early childhood indicators proposes
to address this defect by recognising
both education and care activities
for the child’s holistic, integrated
learning and development process,
starting from birth and encompassing
more than pre-primary education,
Most important, if the expanded view
of basic education is to be respected
and realised at all, both formal and
non-formal data must be included in
governmental education data. The
challenge is to conceptualise the
excluded component of early child-
hood programmes. Glearly, this
endeavour should be undertaken at
the national level, with varying situa-
tions and needs specific to individual
countries taken into account,

As for immediate objectives, the
pilot programme does not intend fo
search for new categories of early
childhood indicators or judge the
validity or feasibility of various
existing indicators. The indicators
covered by the pilot countries will
constitute the baseline corpus and
efforts will be concentrated on
expanding the data coverage for
these existing indicators, And, if pos-
sible in terms of national capacity,
and necessary in terms of national
needs, an additional effort will be

Korog, Tajikistan: Aga Khan Foundation/0264-002/dean-Luc Ray

School children collect a water sample as part of a local
health project
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made to develop new indicators,
With regard to data collection
channels and methodologies, the pilot
programme will respect existing
practices in the pilot countries, and a
new survey or data collection fem-
plate would be infroduced only if the
existing data collection mechanism
does not collect the type of data
required, What is implied is that the «
programme does not attempt, at least
in this pilot stage, to change or alter
the technical framework or the
administrative infrastructure for col-
lecting early childhood data. This ori-
entation reflects a conviction that
the urgent development of an opera-
tional definition of early childhood
programmes encompassing both pre-
primary and non-pre-primary compo-
nents is necessary prior to a launch-
ing of technical and administrative
efforts to improve early childhood
indicators.

The programme is aimed at producing

operational guidelines to include the

following elements:

= Definition and conceptual
clarification of early childhood
programmes;

® |dentification of key early
childhood policy indicators;

m Specification of the data required
to produce the identified early
childhood indicators; and

® Technical instruction on the collec-

tion, analysis, interpretation, dis-
semination and utilisation of early
childhood data.

The key result will be a prototype
operational definition of early child-
hood programmes covering both pre-
primary and non-pre-primary compo-
nents. It will be based on conceptual
as well as operational common
denominators extracted from varying
definitions and programmes invento-
ried in the pilot countries, The defini-
fion is expected to enable cross-

national comparison of data collect-
ed according to the guidelines, at
least among the participating pilot
countries, If the initial result proves
encouraging, the guidelines will be
applied to more countries in the next
phase hefore proceeding fo festing
on a regional and eventually global
scale,

The work plan of the programme
is being finalized and implementation
will begin this autumn in five pilot
countries selected from the Asia-
Pacific region. An advisory group
of experts will oversee the core con-
ceptualisation process at the global
level. Efforts will be made to muster
inter-agency cooperation with
colleagues from the Consultative
Group on Early Childhood Care and
Development, the OECD, UNICEF,
and the World Bank, who have met
to discuss the issue this year in
Washington, DG and Paris, as well as
with those from other agencies.

6 These refer to the programmes that are excluded from the current definition of ISCED-0, and they are mostly non-
formal programmes. But as the current definition of ISCED-0 does not explicitly exclude non-formal programmes, the
excluded components are not referred to as non-formal early childhood programmes. Instead, as ISCED-0 is defined as
pre-primary education, the rest are referred to as non-pre-primary programmes until a more exhaustively defined termi-

nology is found.

7 When finalised, the document can be obtained from UNESCO Early Childhood and Family Education Section

(b.combes@unesco.org).

UNICEF-UNESCO

Results of a UNESCO-UNICEF technical work-
shop on effective monitoring of EFA assess-
ment (1997). In October 1997, at a technical work-
shop on effective monitoring of Education For All, a
set of indicators to be used when monitoring the early
childhood education component of EFA was put for-
ward. The six ECCD dimensions and the indicators
proposed at the UNICEF-UNESCO meeting are:

Demography Children under 6 as % of total
population.

Participation Percentage enroled in structured
programmes.

Policy Presence of an early childhood
national policy and/or curriculum.

Training Percentage of teachers (including
Grade 1 teachers), caregivers, and
parents/families trained in early
childbood matters.

Funding Percentage of (national) budget

devoted to early childbood care and
education.

Health/nutritional status
(beight/age) and percentage of first
graders who have bad some form of
an early childbood programme.

School readiness

A brief look at each of these helps to illustrate how
difficult it is to come up with adequate indicators,
while providing a base for considering alternatives.

H Children under six as a percentage of total
population (demography)

This proposed population context indicator takes
"under six" as a starting point, as contrasted with the
“under five" indicator used in the previous example,
and is expressed in terms of a percentage of total pop-
ulation rather than as an absolute figure. Presumably,
the interpretation that converts this population statis-
tic into an indicator is that a country will be better
able to attend to its children under six if it has
relatively less of them to attend to. The absolute num-
ber of children under six from which the indicator is
created helps to define the potential demand for early
childhood programmes and sets a base for calculating




another indicator—the enrolment (participation)
ratio. Although the general conception may make
sense that relatively fewer children under six is better
than more children under six, it is difficult to imagine
the particular goal against which this indicator should
be interpreted. Clearly the goal is not to eliminate all
children under age six. Is there an "optimum" percent-
age of under-six children that we seek? Is there some
point at which having fewer children under six
becomes a disadvantage instead of an advantage?

B Percentage of enrolment in structured
programmes (participation)

This is the most common indicator used for moni-
toring ECCD. The recommendation from the
UNICEF-UNESCO technical committee is that this
indicator includes enrolment in both formal and non-
formal early childhood programmes.

This indicator may be interpreted in at least two
ways. One is against a goal of a certain percentage
(usually 100 percent) enrolment that is taken as the
measure of successfully satisfying all demand (or pro-
viding access to all children). The second way of
interpreting this indicator is by comparing the level of
enrolment for different countries, sometimes using a
set of Minority World countries as the standard, and
sometimes looking at the enrolment ratio in relation
to the relative economic wealth of the country. Pitfalls
of this indicator will be discussed below.

B Presence of an early childhood national
policy and/or curriculum

This indicator is an indicator of political will. The
assumption behind this indicator is that creating a
national policy and/or curriculum is good. However,
it is not clear that the presence of a national policy is
necessarily a meaningful indicator, and linking this to
a national curriculum is questionable. In fact, the pres-
ence of a national policy and a national curriculum
may be a handicap because instead of promoting
ECCD in a holistic, culturally-sensitive way, the exis-
tence of nation-wide policy and methodology often
promote conformity to a single mould. They may not
allow for recognised, validated, and successful vari-
ants. For instance, Montessori and other respected
curricula are not officially recognised in Mexico as
valid because the Ministry of Education has developed
its own curriculum that is supposed to be applied
nationally.

How would one define the presence of an early
childhood national policy? In Latin America, plans
that are directed toward the fulfilment of the provi-
sions of the Convention on the Rights of the Child
(Article 28, Nov. 20, 1989) exist in almost all coun-
tries. These plans are usually taken as an indication
that a country has a national childhood policy. Such
plans usually concentrate on health and nutrition in
the early years because at the Summit on Children in

September 1990 the decade goals were set out almost
exclusively in terms of health and nutrition indicators.
While the plans always include attention to education,
it is usually at the level of primary school and above,
with perhaps a nod to formal preschool education.
This is not surprising in light of the fact that the sec-
tion of the Convention that deals with education
posits that education and learning begin with entrance.
into primary school (United Nations General
Assembly 1989). Early childhood care and develop-
ment is dispersed among other sections of the
Convention and is often linked more to welfare and
working parents than to education. Should we consid-
er a national plan that is keyed to the Convention, as
interpreted through the Summit on Children, as
indicative of an early childhood national policy? The
answer is not clear. In brief, if this indictor is used it
needs to be carefully defined, and it should probably
not be linked to national plans based on "decade” indi-
cators set out by the Summit in 1990.

B The percentage of teachers (including
grade one teachers), caregivers, and
parents/families trained in early childhood
matters

With the inclusion of this indicator in the set, a use-
ful attempt is being made by the UNICEF-UNESCO
group to add a qualitative dimension to the indicators
of effort. This indicator has been applied usefully in
the 1995 review of European programmes, showing
that caregivers (in programmes of structured caregiv-
ing) who care for children birth-three (often in day-
care home arrangements) are the least trained
(European Commission 1996). So this indicator my
indeed have value, however, we need to look a bit fur-
ther before we can agree to any steadfast determina-
tions.

First, it seems logical to separate out teachers and
caregivers from parents and families when creating an
indicator. Programmes aimed at parental or family
education are simply not the same as those that are
provided for teachers and caregivers working in set-
tings outside the home (or caring for children in
groups in a home). Often, parental education pro-
grammes are provided through the mass media.
Should we count these? Or the programmes are for-
mally organised, but limited in scope. China, for
example, used to give a "diploma” to parents for
attending eight lectures during a period of one year.
Mexico has a forty-week, one-year programme of ini-
tial education that involves parents or others respon-
sible for children at home. But the programme is not
anywhere near what is required for preschool teachers
or caregivers in formal centres. Are these systems of
training equivalent?

When establishing this indicator, how should train-
ing be measured? Should it be on a year-by-year basis
or is it cumulative? Should it be linked to participation
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in some kind of formal course?® For example, how
does one treat the training of teachers that occurs out-
side the system? In Mexico, we find a large number of
informal courses being offered for early childhood
teachers and caregivers that are not sanctioned by the
system. These range from courses offered by large
book companies using their own materials, to courses
offered by non-governmental and social organisations,
which are often higher quality courses than some of
the official courses offered in standard schools.

B The percentage of (national) budget
devoted to early childhood care and
education (funding)

This indicator suggests both national capacity or
will to support ECCD and is an expression of the
effort being made to do so. The goal against which
this statistic should be judged is not clear, however. [s
there a specific percentage figure toward which all
countries should work? Is a higher percentage always
better?

Before such an indicator can be used, it will need to
be defined much more specifically. For instance, are
we talking about funding for nutrition and child
health programmes as well as funding for childcare
programmes and for early childhood programmes
within the education system? Or just education and
child care? If the latter, would the relevant comparison
be to the combined budgets of education and social
security (or welfare), or rather than to the national
budget? What if the bulk of early childhood pro-
grammes are within a women's programme (as in
China, or as was true at one time in Indonesia, or is
the case for the under-three programmes of Peru)?
How does one define this indicator so that it will be
comparable across nations?

Should the comparison be with the “national bud-
get"? If so, how does one take into account the differ-
ences in debt commitments among countries that
reduce the amount available for current programmes?

It may be useful to focus on the percent of the
education budget devoted to early childhood

8 Suppose that 5 percent of all parents of young children are
offered some kind of formal parental education course during
year 1. The next year, another 5 percent are offered training.
But some of these parents are the same ones that participated
the year before, let us say 1 percent. Is our indicator for year
two based on enrolment in year 2 (5 percent) or enrolment of
new parents in year 2 (4 percent, or the sum of the enrolment
in courses during years 1 and 2 (10 percent) or the total num-
ber of parents who have participated during the 2 years (9
percent)? Normally, systems of statistics for parental educa-
tion report the parents educated in a specific year. They do
not report the accumulation of parental education in the
population. Although we have statistics for the number or
percentage of teachers in a system who are “certified” or qual-
ified by some standard, we do not have an equivalent for
“certification” of parents that would be a cumulative figure.

programmes, and to relate this percentage to the
percentage of children enroled in an early education
programme taken as a percentage of all children (or
people) enroled in all programmes funded through the
education sector. It is common to find that the per-
centage of early education students to total students is
much higher than the percentage of budget allotted to
preprimary education. Of course this depends on
whether there are other kinds of budgetary allotments
covering this group. Supporting this indicator is the
notion that early childhood education programmes
should receive a proportion of the education budget
that is at least up to the level of the percentage of
early education children in the system, however this
indicator has the disadvantage of being limited to edu-
cation and departs from an integrated view of ECCD),
leaving out health and welfare programmes.

B Health/nutritional status (height/age) and
percentage of first graders who have had
some form of early childhood programme
(“school readiness”)

Labeling this indicator set as “school readiness” sug-
gests that this is an attempt to create an indicator mea-
suring the effects of ECCD programmes. But the spe-
cific indicators proposed do not move us beyond the
assumption that if a child has participated in some
kind of early childhood programme, he/she will exhib-
it improved development (and readiness for school),
they also do not give us an indicator of early child-
hood development.

The two indicators combined here are quite differ-
ent from one another. The health and nutritional
indictor says something about the actual status of chil-
dren. But the percentage of children with some form
of an early childhood programme does not tell us any-
thing about the status of children or their “readiness”
for school, it simply tells us that they participated in a
programme. For that reason, this indicator might be
grouped with the coverage/enrolment/ participation
indicator and would not be included it here as a mea-
sure or indicator of school readiness. Again, it is
patently clear that we lack an agreed-upon measure
for the developmental status of young children.

OECD

B Education at a Glance: OECD Indicators

In this periodic publication, OECD presents informa-
tion concerning participation in pre-primary educa-
tion in OECD countries. In addition to presenting a
gross enrolment ratio, with subdivisions into public
and private and full-time vs. part-time, the publication
indicates starting and ending ages for the figures
given. The indicator can produce such strange results
as a gross enrolment ratio of 208.5% for Norway
(Organisation for Economic Co-operation and
Development 1992, 71).




Organisation for Economic Co-operation

and Development (OECD): Thematic Review of
Early Childhood Education and Care Policy

Rationale

Early childhood education and care
(ECEC) is receiving increased policy
attention in OECD countries. Not only
is the provision of care and education
for young children a necessary cofidi-
tion for ensuring the equal access of
women to the labour market hut
increasingly, early development is
seen as the foundation of lifelong
learning. In addition, when sustained
by effective fiscal, social, and
employment measures in support of
parents and communities, early child-
hood programming can help to provide
a fair start in life for all children and
contribute fo social integration,

Developments to Date

In spring 1998, a new Thematic
Review of Early Childhood Education
and Care Policy was launched under
the auspices of the Education
Committee of the OECD. Twelve coun-
fries volunteered to participate in the
review hetween autumn 1998 and
summer 2000: Australia, Belgium,
Czech Republic, Denmark, Finland,
[taly, the Netherlands, Norway,
Portugal, Sweden, the United Kingdom
and the United States. These coun-
tries have reached agreement con-
cerning the framework, scope and
process of the review and have identi-
fied the major policy issues for inves-
tigation. In addition, a schedule of
country visits by OECD review teams
has heen planned. Information about
these visits can be viewed on the
OECD/ECEC website; www.oecd,org)
els/ecec,

Review Objectives

The goal of the review is to provide
cross-national information to improve
policy-making and planning in early
childhood education and care in all

- QECD countries, With the aid of min-

“istries and the major actors in ECEC in
each country, the review seeks fo;

® Distinguish and investigate the
ECEC contexts, major policy con-
cerns, and policy responses to
address these concerns in partici-
pating countries;

= Explore the roles of national goy-
ernment, decentralised authorities,
NGOs and other social partners, and
the institutional resources devoted
fo planning and implementation at
each level;

m |dentify feasible policy options suit-
ed fo different contexts;

m Evaluate the impact, coherence and
effectiveness of different
approaches;

m Highlight particularly innovative
policies and practices; and

m Contribute to the INES (Indicators
of Education Systems) project by
identifying the types of data and
instruments to be developed in sup-
port of EGEC information collection,
policy-making, research, monitoring
and evaluation,

Scope of the Review
and Major Issues for
Investigation

In order to examine thoroughly what
children experience in the first years
of life, the review adopts a hroad,
holistic approach, It studies policy,
programmes and provision for children
from birth to compulsory school age,
including the transition period from
ECEC to primary schooling. Gonsidera-
tion is given to the roles of families,
communities and other environmental
influences on children's early learning
and development. In particular, the
review investigates concerns about
quality, access and equity with an
emphasis on policy development in the
following areas: regulations, staffing,
programme content and implementa-
tion, family engagement and support,
funding and financing.

Organisation of the
Review Process

The review process has four main
elements:

® Guided by a common framework,
each participating country drafts a
Background Report that provides a
concise overview of the country
context, major issues and concerns,
distinctive ECEC policies and provi-
sion, innovative approaches, and
available evaluation data,

= A multinational team of reviewers
with diverse policy and analytical
backgrounds then studies the
Background Report and other rele-
vant materials, prior to conducting
an intensive case study visit of the
country in question,

m Following the Review Visit, a short
Country Noteis prepared by the
OECD Secretariat, which draws
upon information provided in the
Background Report, the Review
Teamassessment and other rele-
vant sources. The Nofe provides
insights into current ECEG policy,
the major challenges encountered,
the means adopted to meet national
goals, and it explores feasible policy
options to ensure quality, access,
and equity.

= The review will be completed by a
Comparative Report drafted hy the
OECD Secretariat. The report will
provide a comparative review and
analysis of ECEC policy in all twelve
participating countries. Focusing on
key policy issues and responses in
the ECEC field, its interim drafts
will benefit from the contributions
of national representatives and
experts at future meetings,

The OECD Secretariat held a
meeting of national representatives
and invited experts in Paris on 28-29
September 2000 to discuss a draft
Comparative Reportf which will he
published in Spring 2001,
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With approval from country
authorities, Background Reports,
Country Notes, and other review
findings will be shared with all inter-
ested policymakers, researchers,
programme developers, and pracfi-
tioners.

The following 0ECD Secretariat

of ECEC Policy Education and *

Training Division can be reached at
this address or via e-mail or phone:
2 rue André-Pascal, 75775 Paris
Cedex 16, FRANGE, www.oecd.org]
els/ecec. Fax: (33-1) 45-24-90-98

B My, Abrar Hasan (Head of Division)
Tel: (33-1) 45-24-92-21; ’

! el A7 email: abrar.hasan@oecd.org
staff working on the Thematic Review  m s, Michelle Neuman

(Administrator)

Tel: (33-1) 45-24-92-65; email;
michelle.neuman@oecd.org

B Wr. John Bennett (Consultant) Tel:
(33-1) 45-24-91-65; email;
john.bennett@oecd.org

B s, Deborah Whedon-Fernandez
(Secretary)
Tel: (33-1) 45-24-16-51; email:
dehorah.whedon@oecd.org

B The ECEC Project

This project is designed to open up systems of data
collection and monitoring. Based on twelve country
case studies, the OECD will recommend new indica-
tors and forms of data collection and reporting.

WORLD FORUM

EFA Mid-decade review: Working Document
and Statistical Document (1996)

In 1996, in the mid-decade review of EFA prepared for
the EFA Forum meeting in Jordan, a working docu-
ment was prepared which included a section on early
childhood development. The indicators used at that
time to show progress in expansion were the changes
in developing countries since
1990 in: 1) the number of chil-
dren in the three-six age group
enroled in pre-primary institu-
tions (both the total and the per-
centage of girls), 2) the number
of pre-primary institutions, and
3) the number of caregivers
employed in the field. These
indicators are presented in the
text of the working document in
general terms, but they are not
included in the accompanying
statistical document that present-
ed information at the country
level. The mid-term EFA review
also suggested several general
qualitative trends in ECD but
made no reference to specific
indicators.

The source which is used to
draw the conclusions about ECD
enrolments and trends is not
mentioned, but it is most likely
the result of the periodic surveys
of education carried out by
UNESCO, from which data are

taken for the World Survey of Education and for the
World Education Report.

EFA Year 2000 Assessment

As indicated earlier, one motivation for addressing
this topic comes from the treatment of ECCD indi-
cators in the EFA Year 2000 Evaluation. In the tech-
nical guidelines provided by the EFA Forum, two
ECCD indicators are presented for which informa-
tion should be collected and presented in country re-
ports. These are:

1. A Gross Enrolment Ratio in early childhood
development programmes, and

2. The percentage of new entrants to Grade One
who have attended some form of organised early

A priority and challenge for the field of ECCD is to create indicators
for use in policy and programming at a national level
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childhood development programme during at
least one year (or for one enrolment period).

The two indicators selected are both enrolment
indicators, one of current enrolment and one of past
enrolment. They do not allow for assessment of the
quality of the inputs to early childhood programmes,
the efficiency of the programmes, the programme
effects on children, nor the financial contributions
made by nations to this part of the educational sys-
tem. When the number and breadth of indicators of
ECCD progress included in the EFA technical guide-
lines is compared with the thirteen indicators provid-
ed in the same document to assess primary schooling,
it is even more evident that the treatment of ECCD is
very limited and given a low priority.

B Gross Enrolment

The definition of this indicator, as set out in the
EFA Technical Guidelines, is as follows:

“Total number of children enrolled in early childbood devel-

opment programmes, regardless of age, expressed as a percent-

age of the population in the relevant official age-group, other-
wise the age-group 3 to 5. This indicator measures the general
level of participation of young children in early childhood
development programmes. It also indicates a country’s capac-
ity to prepare young children for primary education.” (EFA

Forum, Technical Guidelines 2000, 8)

A number of cautions are in order when trying to
interpret what this indicator tells us about ECCD
based on the information actually collected as part of
the EFA evaluation.

First, direct comparisons of enrolment levels and
percentages among countries should not be made
because there are significant differences from country
to country in:

B The definition of the age group that is consid-
ered as part of ECCD and for whom data is
presented.’

B The baseline year and the year for which the
latest enrolment data are presented.”

B The definition of what constitutes an early
childhood programme."

B The days and hours that programmes are in
session differ widely from country to country.”

B The degree to which centres providing early
childhood attention are allowed to operate
outside the official system, in an irregular man-
ner, and therefore outside the official statistics,
creating an underestimate of enrolment.

B The reliability of the figures.

Second, when looking at increases in enrolment it
is important to take into account the baseline from
which the increases are being made."?

Third, and often overlooked: enrolment data tend
to be collected at the outset of each year and are
based on registrations rather than actual participation
in a programme. Such information does not take into

account cases of children who never arrive at school
even though they are registered nor changes in enrol-
ment that occur during the year, including cases of
children who decide not to continue after a few days
or weeks. The stability of the enrolment of children in
programmes varies from country to country. More-
over, some children are on the attendance rolls all
year long but rarely attend school. An alternative
sometimes proposed is to collect statistics on "active-
ly enroled” students.

Fourth, some children attend more than one
programme, leading to double counting and over-
estimation.

Fifth, gross enrolment ratios (GER) are used. This
does not make much of a difference for most countries
because the incidence of children who are over or
under the age range for which percentages are calcu-
lated is minimal. However, in other cases ECCD pro-
grammes include a significant proportion of children
outside the age range chosen (e.g., Brazil, where more
than ninety percent of the more than one million chil-
dren enroled in a pre-school literacy programme were
six years of age or older and about forty percent were
seven or older).

Sixth, in some reports, the age range was not made
clear. In others, there were inconsistencies in the data
presented at different points of the report (usually
minor, but nevertheless inconsistent).

Seventh, in a significant number of country reports,
the requested data were not presented, sometimes
because the enrolment statistics were lacking or

9 The age group taken as the reference point varied widely,
some using the period from birth to age five, others focusing
only on ages five—six, and still others using the suggested age
range from three—five,

10 Many countries did not have data for 1990, so they used
an alternative baseline, in some cases as recently as 1996, In
some cases, countries presented data for 1999, but others
used information from 1998 or 1997,

1 In some countries, statistics pertain only to formal pro-
grammes or to those in the education sector (leaving out, for
instance, those run by a family welfare or social security
organisation). Very few countries include parental education
in their total statistics. An exception is Cuba, which includes
such figures and where parental education accounts for 70%
of the total enrolment.

12 In most countries, programmes are based on half-day ses-
sions running throughout the school year, but in some coun-
tries early education includes cram sessions of two months
just befare entrance into primary school, and in others the
standard is a day-long programme. Or, a particular country
may have various programmes that differ widely in terms of
times of operation; however all will be included on an equal
basis in their totals.

13 It is possible to have increased enrolment by, for instance,
500% over ten years, but still cover less than 5% of the age
group. And, as full enrolment is approached, it is more diffi-
cult, statistically and in terms of involving more students, to
show an increase.
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because census or other population data for the rele-
vant age group was lacking.

Eighth, there is a questionable assumption behind
this indicator; it is tacitly assumed that gross enrol-
ment should be 100% and that this is good. As one
moves down the age spectrum toward birth, this
assumption becomes less and less viable. It is not clear
that having forty percent of all children aged two in
some kind of organised childcare programme is neces-
sarily better than having five percent in such pro-
grammes. The judgement attached to the indicator
will depend on how highly a society values caring for
children at home and on whether alternative pro-
grammes are providing support to parents in the lower
percentage country that are not available to parents in
the higher percentage country.

In brief, even such a seemingly simple indicator as
enrolment must be treated sceptically when used at an
international level to make comparisons.

H New Entrants with Early Childhood
Programme Experience

The definition of this indicator as set out in the EFA
Technical Guidelines is as follows:

“Number of new entrants to primary grade 1 who have

attended some form of organised early childhood development

programme equivalent to at least 200 hours, expressed as a

percentage of total number of new entrants to primary grade

1. This indicator helps to assess the proportion of new

entrants to grade 1 who presumably bave received some

preparation for primary schooling through ECD pro-
grammes.” (International Consultative Forum )

In application, the number of new entrants was not
presented for many countries because this information
is not normally collected. This led to some innovative
ways of estimating the percentage. The indicator did
not, however, add significantly to the current enrol-
ment information gathered.

Some General Conclusions

Although the above listing by no means exhausts
the activities and publications dealing with ECCD
measures and indicators, an examination of these vari-
ous activities does allow several general conclusions:

1. At an international level, there is a lack of agree-
ment about satisfactory indicators to monitor
progress with respect to early childhood care and
development (ECCD).

2. Monitoring of ECCD programmes tends to be
very limited, mainly focused on “effort” defined
by coverage (enrolment or enrolment ratios),
Occasionally, attention is given to quality, usu-
ally by assessing inputs (e.g., expenditures or
the formal qualifications of personnel). Indica-
tors of “effects”, including the actual develop-
mental status of children, are virtually absent
from national and international monitoring and
assessment of ECCD.

3. Indicators are seldom disaggregated so they can
be related to poverty, disadvantage, or disability
(as specified in the EFA framework).

4. There are several new initiatives that offer
promise for improving the creation and use of

ECCD indicators.

A Process for Arriving
at a Set of Indicators

B Establish an inter-sectoral and interdisci-
plinary ECCD group to discuss and deter-
mine what indicators can/should be utilised
to monitor the status of young children, the
environments affecting their development,
and the programmes intended to improve
their development.

Ideally such a group should include people who
have responsibilities for planning and monitoring pro-
grammes in the areas of health, nutrition, education,
welfare, and other areas within which early childhood
may be situated conceptually and bureaucratically
within a country. It would include the potential users
of information as well as the information gatherers
and the people technically competent in measurement
within the converging fields. If the group could func-
tion within the framework of a national commission
on ECCD or a national committee to monitor chil-
dren's rights, or an equivalent framework that makes
sense locally, this would help give legitimacy and visi-
bility to its recommendations. It may be advisable to
locate the responsibility for coordinating efforts out-
side a particular sector, perhaps in a national planning
office, or perhaps even with a prominent NGO work-
ing on ECCD matters.

A first meeting of such a group may require a gen-
eral discussion of early childhood care and develop-
ment, seen from the different perspectives present,
and of ECCD in the larger national social and eco-
nomic development picture. Any discussion of indica-
tors will need to depart from mutual understandings of
what ECCD is and why it is important.

B Review existing systems of monitoring and
data collection that contain information
relevant to ECCD.

This review might be commissioned prior to the
first meeting of the ECCD reference group, as input
into its initial discussions, or it might be an outcome
of a first meeting in which all present contribute to
identifying and suggesting where to look for such
information.

As part of the review it would be useful, for each
source of information, to be able to answer such ques-
tions as:

m What dimensions of child welfare and develop-
ment are covered by the particular information




Non-traditional sources of information such as household surveys of employment and/or family
welfare often produce information from which ECCD indicators can be created, such as who cares

for children during the day

being collected? What are the specific indica-
tors created from the information?

B Does the information say something about the
status of children, about the circumstances af-
fecting their development, the reach, quality,
efficiency, and financing of various services?

B Why is the information collected? What is its
purpose? Can the information be appropriated
for other purposes as well?

® What instruments are used to collect the infor-
mation? Are they reliable, valid, appropriate?

B Who is responsible for collecting the informa-
tion, both administratively and at the point of
collection? Are those who actually provide/col-
lect the information adequately trained?

B At what point (age or stage of development) in
the life of a young child, or in the life of a pro-
gramme, is the information collected?

B From whom, or about whom, is the information
collected? [s it based on a sample or collected
for all children and programmes? Are both in-
formal and formal modalities of care and edu-
cation included?

B How often is the information collected?

B How is the information processed, analysed
and disseminated? To whom?

B What is the cost of collecting and making
available the information?

Sources The review should include sources of
information that are sometimes not considered when
thinking about children and programmes for children.
For instance, household surveys of employment or

family welfare, often produce information from which
ECCD indicators can be created. For instance, in
some household studies, a question has been included
about whether a child is being cared for during the
day in a centre outside the home. This information
may provide a more accurate tally of the use of child-
care services because it may pick up unofficial and
unregistered services. This source has potential for
going beyond simple indicators to explore reasons
why particular families do or do not use services as
related to family characteristics. The surveys may also
provide information about "risk factors" affecting early
childhood care and development.

Other possible sources for creating indicators might
be census data; national or sectoral budgets; national
plans; educational or welfare enrolment statistics:
records of health check-ups or use of services at vari-
ous points from pregnancy through a child's entrance
into school; health and nutrition monitoring cards;
programme or project monitoring systems; evaluations
carried out at the point of entrance into primary
school; project evaluations; special surveys; and
research projects. Readers will undoubtedly think of
other possible sources.

Such a review may produce a wealth of data or very
little, depending on the particular setting. However,
even in settings with little tradition of monitoring pro-
grammes and with undeveloped or informal systems of
collecting information, it may be possible to identify
existing sources that have not been well used and
which, with relatively little effort, might be improved
and upgraded. For instance, many programmes collect
information for internal bureaucratic purposes (for
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instance, about the number of children and staff) that
is sent to headquarters, but, after an internal look, gets
filed away or stored in a back room, without consider-
ing how it might be used for other broader purposes.

B Choose indicators: with information in
hand and with clarity of purpose, the ECCD
group needs to decide what ECCD indicators
are desired.

Achieving clarity of purpose while working with
many different interests is likely to be a difficult
process requiring compromises. It can lead easily to
recommending a broad set of indicators intended to
serve many purposes and/or conciliate diverse inter-
ests, but every attempt should be made to limit the
indicators, both because the cost of collecting infor-
mation may make the proposed monitoring scheme
impossible to implement and because a limited num-
ber of well-chosen indicators is more likely to be rec-
ognised and acted upon than a vast array of indicators.

In choosing indicators, a number of questions
should be considered:

B Do the indicators allow monitoring of specific
ECCD goals and programmes?

B Are they clear and comprehensible?

® Can they be disaggregated along such dimen-
sions as gender, urban-rural, public-private,
economic or social strata, administrative divi-
sions?

B Can they be applied over time?

B Do they cover different ECCD dimensions and
different ages?

® Can the indicators be operationalised?

H Determine what needs to be done to oper-
ationalise the proposed set of indicators.

This step involves comparing what already exists
with what is desired. It involves revisiting several of
the questions set out for the review of existing sources,
with an eye to how existing systems can be improved
in terms of their instrumentation and their systems of
collecting, processing, and presenting information
(including the training of information providers), and
at what cost.

Decisions will need to be made about the age(s) of
children on whom information will be collected. At
birth? At age three? At the point of entry into
school? Decisions about the age for which indicators
are created will be affected by the identified purpos-
es and by the way in which services and programmes
for young children are organised. For example, an ar-
gument has been made for collecting information at
the point of entrance into primary school. At this
important moment of transition for many children,
an indicator can reflect all that has occurred to affect
development prior to that point in time and can
serve as a baseline for assessing how children do sub-
sequently in primary school.

With respect to programmes, decisions may need
to be taken concerning what constitutes an ECCD
programme. A brief discussion of this issue can be
found in the appendix to this article.

For some indicators, it may be advisable to consider
working with a sample of children rather than with
the entire population. A well-chosen sample allows
conclusions for the population as a whole while reduc-
ing costs of collection. Sampling may be made rela-
tively easy by the presence of sampling frames creat-
ed for other purposes such as employment or income
surveys (see the case of Jamaica on page 54). Or, a
sample might be taken of children at the point of
entrance into primary school, taking advantage of the
data collected for the entire population at that time,
while at the same time collecting additional informa-
tion for a smaller group of randomly chosen children.

Working with a sample may allow assessments of
children to be conducted by more highly trained peo-
ple so that the results will be rigorous and reliable,
something that would not be as easy to do if informa-
tion is gathered from all children. In addition, collect-
ing information from a sample of children helps to
avoid the “labeling” issue, i.e., characterising specific
children as delayed. Indeed, with this issue in mind,
the National Educational Goals Panel in the United
States suggests that it may even be possible to utilise
a technique called matrix sampling whereby individ-
ual children provide responses to only one part of a
test or protocol, but then all the collected information
is then pooled for analysis.

For some ECCD dimensions, instrumentation may
not be a problem. For instance, in most settings, there
is not only agreement about what health and nutrition
indicators should used to monitor the status of young
children but also about the particular instruments to
be used to do achieve that end. However, the psy-
chosocial dimensions of early development are not so
easily agreed upon or operationalised. Indeed, a great
deal of effort may need to be made to arrive at agree-
ment on how to collect information that will yield
indicators of a child's developmental progress with
respect to, for example, cognitive development, lan-
guage development, and social development as seen in
relation to a broad view of human development or
more narrowly in relation to readiness for primary
school. In other parts of this Notebook we review
sources that may be helpful in trying to arrive at
agreement about what instruments and measures to
use to monitor psychosocial development (see reviews
of Grigorenko and Sternberg and Shepard, Kagan,
and Wurtz).

If the above appears somewhat daunting, it may
be useful to keep in mind the conclusions of a study
conducted by Childwatch, which looked at the pos-
sibility of creating indicators for use in monitoring
the Convention on the Rights of the Child and




which concluded that, in most settings, the follow-
ing hold true:

W It will be possible to modify collection of data
at modest costs.

M A great deal of information exists and the basic
problem is one of assembling and reconciling.

® [t will be possible to utilise existing data collec-
tion points such as schools, clinics, and sen-
tinel sites.

For more information, see the project website
www.childwatch.uio.no/cwi/projects/indicators/index.
html

In addition, we can take heart from the example of
Nepal (see p.66) where an ECCD group found little
information available but decided to create its own
instruments and test them out for later use at a nation-
al level.

An additional step in this process may be to write
up a proposal that can be presented to the pertinent
participating groups and/or to national and interna-
tional sources of funds so that the process of establish-
ing the desired system of indicators can be put in
place. Some piloting of instruments and measures may
be needed as well.

A Set of Possible
Indicators

With some reservations, a set of sixteen indicators
is presented below that might be considered when dis-
cussing indicators to be used for monitoring ECCD at
a national level and with advocacy and planning pur-
poses in mind. These are not intended as recommend-
ed indicators to be put into immediate use, but rather
are intended to stimulate discussion that could lead to
the identification of an appropriate set of indicators
for each individual setting. Reservations stem from
past experience in using this set as a starting point for
discussion when working on the indicators project of
The Consultative Group. (See A Note on the Work of
The Consultative Group, p.32) where the presenta-
tion of indicators seemed to introduce a bias into the
conversation and limited the search for alternatives

The sixteen possible indicators are organised in the
tollowing categories:

m Coverage, access, use

M Programme quality

m Political will: policy and financing

M Costs and expenditures

W Status of or effects on children and parents

Coverage, Access, and Use

1. Gross Enrolment: Gross enrolment in early
childhood programmes, expressed as a per-
centage of the relevant age group in a given
year.

Why create this indicator?

In earlier parts of this article, we have criticised
the way in which this indicator is presently being
used internationally. Nevertheless, the indicator has
value because it shows the degree to which a society
is providing ECCD services of some sort for its
young children. The assumption is that involvement
in ECCD programmes will provide children with an
enjoyable experience that will also help to prepare
them better for school and life. In theory, then, the
closer coverage is to 100%, the better. This interpre-
tation must be qualified because not all children at
all ages will necessarily need or profit from an ECCD
programme. Also, some ECCD programmes will be
of such poor quality that they may even be harmful
to the children in them. It is imperative, therefore,
that this quantitative indicator be supplemented by
indicators of quality.

[t is likely that the distribution of ECCD services
will be uneven in a society, typically favouring urban
areas, dominant social groups, and richer families. Use
of services may also be gender biased. By disaggregat-
ing data and looking at indicators for sub-populations
it should be possible to uncover these biases, thereby
supporting advocacy efforts as well as generating a
search for proposed actions to help to balance the dis-
tribution.

If the coverage indicator is followed over time (par-
ticularly for sub-populations disaggregated by age and
perhaps by other characteristics), it is possible to
determine where society is putting its greatest effort,
into what kinds of ECCD programmes, and directed
to whom.

If data can be disaggregated by age, indicators can
be compared across countries. When such enrolment
indicators are related to contextual indicators such as
GDP/capita, it is possible to see if a particular country
is making an effort to provide services at the level that
might be expected of it given its resource base.

What information is needed to calculate this indicator?

1. A count of the total number of children of differ-
ent ages (up to the age of primary school
entrance) who are in ECCD programmes that
meet the age and organisational criteria which
define a programme.

2. An updated population count that shows how
many children there are in each of the relevant
age categories—0, 1, 2, 3, etc.

Sources Enrolment figures may be provided by
various government ministries responsible for ECCD
programmes. Population figures will come from cen-
sus data or recent national surveys. It may also be pos-
sible to obtain the enrolment data from household
surveys, in which case a household survey would have
to ask questions such as, "Is your child being cared
for or educated by someone outside the home (on a
regular basis? Or, for a period of three hours or more
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per day?),” and, "If so, by whom (with a list of the
most logical alternatives to choose from). With these
two questions one could include childcare arrange-
ments outside the formal system, as well as enrolment
in the formal system in different kinds of options, It
would be possible also to calculate a usage indicator
for each age period and to disaggregate by economic
and social characteristics of families as well.

This indicator has been dealt with in some detail
because it is the indicator most often used for ECCD.
At the same time, it is seldom calculated accurately
and is usually not disaggregated by age. It is hoped
that we can improve upon the calculation.

2. Parental Education. The number of young
children whose parents participate in ECCD
education programmes, expressed as a per-
centage of the relevant population group.

Why create this indicator?

Parental education programmes complement ser-
vices that attend directly to children and can be very
effective in improving child development and learn-
ing. For policy, planning, and advocacy, it is instruc-
tive to see how a society prioritises in terms of
parental education or service delivery, and how these
different strategies evolve over time. There is current-
ly a tendency in some countries to expand parental
education rapidly, allowing government to take credit
for ECCD actions over a broad front while at the
same time neglecting service delivery. For instance, in
Mexico, coverage for parental education programmes,
directed to children under four years of age, has
expanded ninety-five percent during the last five years
vs. an expansion of twelve percent for centre-based
programmes.

What information is needed to calculate this indicator?

1. The number of children (from birth to entrance
into primary school) whose parents or caregivers
are enroled in parental education programmes.

In each country, a decision will need to be made
about what parameters to apply when defining
which parental education programmes should be in-
cluded in this count (for example, the number of
hours or frequency of meetings or certification ac-
cording to some predetermined system). Within the
category of parental education programmes it may
make sense to include programmes that allow the ed-
ucator and the caregiver(s) to meet frequently (every
week or every two weeks), and that extend over a pe-
riod of, let us say, at least twenty sessions of at least
an hour each. Twenty hours of parental education is
clearly not much and perhaps the limit should be set
higher. It is not clear that the following kind of pro-
grammes, sometimes labeled "parental education,”
should be included; our inclination would be to leave
them aside.

— The audience of parents that views TV spots about ECCD

— The audience that views TV series about ECCD (unless
that is linked to some sort of discussion process bringing
peaple together periodically to discuss the content of the
programmes and unless the series extends over at least
20 sessions )

— Pre-marriage parental counselling

— Informal counselling by health personnel

— Organised talks at bealth centres that focus only on immu-
nisation, diarrhoea, and other matters related to disease.
However, if these are part of a systematic and integrated set
of periodic talks or discussions that span at least twenty
bours then they would be included.

The reader should note that the indicator is
expressed in terms of the number of children whose
parents or caregivers are enroled in a programme
rather than in terms of the number of parents or care-
givers enroled in a programme. This takes the indica-
tor out of the realm of adult education and puts it in
the early childhood area.

In order to arrive at the number of young children
potentially affected by parental education, it will
probably be necessary to estimate (or to determine
from census data) the number of children who are
indirectly covered by taking the number of adults
enroled in the programme and multiplying by the
average number of children under age six in a family.
A typical family with young children, for instance,
might have one or two young children. Example: If a
programme has 400,000 parents and caregivers
enroled and the average number of young children in
a family is 1.3, the total number of children would be
520,000.

2. The population of children in the relevant age

group.

Another reason for emphasising children rather
than adults in this indicator is that deciding how to
define the “relevant population group” for adults is not
straightforward. For instance, parental education may
be directed to teenagers who do not yet have children
(but may have childcare responsibilities or who will
have such responsibilities in the future). Programmes
may also include grandparents or other family mem-
bers who do not now have young children but who
are responsible for the care and education of young
children in the extended family.

If we focus on children and assume that each person
in a parental education programme has a childcare
responsibility, then we can take the total number of
young children in the population as our base, just as
was done for the first indicator.

However, parental education programmes are often
“targeted"” and the expectation is not that all children
in society would be affected by such programmes;
rather, the expectation is that children and families in
a certain category (rural or poor or other) are the tar-
get. In this case, for policy relevance, the relevant




ELEMENTS OF QUALITY IN
EARLY EDUCATION PROGRAMMES

Elements that define quality and have been associated with
effectiveness in early education programmes include the
following:

AIMS AND OBJEGTIVES Clear aims and objectives set and
shared by teachers and parents, understood by children, and
subject to modification through a process involving all inter-
ested parties. The process for agreeing on the aims and
objectives may be more important than the outcomes,

EDUCATION AGENTS The continuous presence of sensitive,
healthy, committed, loving, and responsible adults who, as

a result of experience and training, are knowledgeable about
how children develop and who interact with childrenin a
consistent, respectful, supportive, and unthreatening way.

GURRICULUM A proven curriculum that takes a holistic view
of a child’s development; provides a variety of relevant, stimu-
lating, and enjoyable learning experiences for both setting
roots and learning to fly; encourages children to play, explore,
and initiate their own learning activities; and that respects
and attends to individual differences. A guality curriculum
integrates education and care, attending to children's physi-
cal, social, and emotional needs, as well as to their cognitive
and intellectual needs. And it fosters sound relationships of
the child with self, with others, and with the environment,

PHYSICAL ENVIRONMENT A clean, ventilated, stimulating,
secure, and healthy environment providing enough space for
children to play.

EVALUATION Use of systematic and validated evaluation
methods by education agents and parents fo adjust teaching
to children's needs.

RATIO OF CHILDREN TO ADULTS A ratio low enough fo permit
frequent interaction and personal attention when needed.

TRAINING AND SUPERVISION Meaningful training on the job
and supervisory support fostering continued professional and
personal growth,

PROGRAMME LEADERSHIP Strong leadership that devotes
much time to coordinating and managing, yet stays close to
the daily process of educating and socialising children,

PARENTAL AND COMMUNITY PARTICIPATION Real involvement
and participation of families and communities as partners in
the programme, helping the programme to set appropriate
standards, to function well, and to adjust to local conditions
and needs at the same time that they learn to improve their
attention to young children,

RESOURCES A consistent and permanent financial and material
resource hase sufficient to support working in an appropriate
way with children and fo sustain educational activities so that
education agents need not be distracted from their inmediate
task of educating children,

Source; Ball 1994; Moss and Pence 1995; Schweinhart 1995,
NAEYC 1986; Basili 1994,

population would seem to be the particular set of chil-
dren in families with those characteristics.

Sources The main source of information for this
indicator will come from periodic surveys of parental
programmes carried out by the responsible adminis-
trative entities.

Quality

"Quality” is an elusive concept. In the box below, sev-
eral elements that have been identified as defining
quality in effective early education programmes are
presented. Each of these could be developed into an
indicator.

Participants in any process to create ECCD indica-
tors are strongly encouraged to consider other indica-
tors that might be fashioned with existing data and/or
that they feel are more appropriate to their particular
context than those set out below. For instance,
a UNESCO publication recently suggested the fol-
lowing possible dimensions of a quality process in
education:

— Regular, punctual teacher attendance

— High levels of children’s attendance

— Teacher maintains good records about all children

— Teacher knows each child's name and background

— Time spent engaged in bigh academic activities

— Relevant/interesting activities/materials

— Participatory learning strategies

— Matching instruction to child's readiness and interest
abilities

— Structured and planned use of time

— Comfortable working environment (temperature, lighting)

— Attractive learning environment

— Access to mass media (radio)

— Regular marking and feedback of pupil's work

— Thorough preparation for all class sessions

— Effective school leadership

— Regular professional support/supervision

— Mutual respect (teacher-pupil, pupil-pupil, pupil-teacher)

— Enrichment/remedial activities/materials

— Regular monitoring of essential learning competencies

— Coberent theory of how children learn

These dimensions were set forth more with the pri-
mary school period rather than the preschool period
in mind, and they imply application of an observation
instrument, but they may serve to key people to the
kinds of indicators they would like to have in order to
make policy and programming decisions.

It is common to hear that the people who partici-
pate in giving care and education constitute the most
important component of the quality of a programme.
The ability of the teacher or caregiver is however
conditioned to some extent by the number of chil-
dren for whom she must be responsible. This leads to
a first possible indicator of quality that is frequently
calculated.
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3. Number of children per teacher/caregiver

Why create this indicator>

Most countries establish norms for the number of
children it is thought can be reasonably attended to
by teachers and caregivers. Usually these norms dif-
fer according to age group. It is assumed that fewer
children per teacher/caregiver is usually preferred
because it allows the adult to pay more individual at-
tention to the child, which, in turn, is assumed to
promote better learning and development. A very
large number of children per teacher tends to restrict
one-on-one activities by requiring much more atten-
tion to group control and management instead of
promoting learning through exploration and atten-
tion to individual needs.

Warning: This indicator may work well for evaluat-
ing specific programmes, but in order for it to be
meaningful at a system level there is a need to be able
to disaggregate by the age of children being attended
to and/or by the type of programme because norms
vary by age, ranging from one adult for every four or
five one-year-olds, to one adult for every twenty-five
five-year-olds. If all ages are lumped together and are
then related to the number of adults, the resulting
average figure is difficult to interpret. This will less
often be the case if the number of students can be
classified according to type of programme, while

The process of reviewing, developing and field-
testing indicators helps to provide a platform
for cross-sectoral discussion involving health,
education and social welfare

New Delhi, India: Aga Khan Foundation/0248-067/Jean-Luc Ra\; "

distinguishing preschool programmes that are direct-
ed to children ages four to five, from programmes
directed primarily to children who are under four.

What information is needed to create the indicator

1. The number of children being attended to in
ECCD programmes.

Ideally, the number of children should be classified
by age. This will probably be difficult to do in a way
that the resulting number can be related directly and
in a meaningful way to the number of adults with
responsibility for those particular children. However,
in some locations where periodic surveys of individual
centres are carried out, it may be possible to generate
this information by going to original data. An alterna-
tive may be to classify children by type of programme,
attempting to distinguish preschool programmes
catering to children in the immediate pre-school years
(usually ages four and five) from children in pro-
grammes which emphasise attention to younger chil-
dren.

2. The number of teachers/caregivers attending
children within each age group.

Taking from the EFA Technical Guidelines:
“Teachers are persons who, in their professional
capacity, guide and direct pupils’ learning experiences
in gaining the knowledge, attitudes and skills that are
stipulated in a defined curriculum programme.” If this
definition is applied, all teachers who do not have pro-
fessional qualifications would be excluded and all cen-
tres that do not follow a defined curriculum pro-
gramme would be excluded. It is not clear whether
teacher's aides would be included. These decisions
need to be made in order to arrive at the total number
of teachers/caregivers. Presumably, custodial and
administrative personnel would not be included
(unless they also serve a dual role as teacher).

Our position is that all adults who attend directly to
children should be counted when calculating this indi-
cator because many systems rely heavily on uncerti-
fied adults who are nevertheless capable of providing
a great deal of loving attention and fostering of learn-
ing that helps children to develop. Certification will
be covered by another indicator.

Sources The main source of information for this
indicator will come from periodic surveys of ECCD
centres carried out by the responsible administrative
entities.

4. Teacher qualification. The percentage of
teachers/caregivers who are “qualified”.

Why create this indicator?

It is commonly assumed that more highly qualified
teachers or caregivers will provide better attention to
young children. Systems typically pride themselves on
having a high percentage of qualified teachers. This
indicator is suggested as one way of taking a reading
on how qualified the staff of programmes is, with
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implications for what sort of additional preparation
may be needed.

Warning Often "better qualified” is defined in
terms of a paper qualification, usually referring to a
degree that indicates the completion of a particular set
of early education courses or the achievement of a cer-
tificate indicating that a set of criteria have been met.
Although this may be true at a very general level, we
know that formal qualifications do not necessarily
make a good teacher; lack of experience, poor motiva-
tion, discontent related to low remuneration, and lack
of self confidence, among others, can prevent paper
qualifications from being converted into sound prac-
tice. In addition, we know that many uncertified
teachers and caregivers throughout the world bring
basic knowledge, experience, and motivation to
ECCD, having a greater impact on the lives of chil-
dren than many certified or titled teachers. Finally, it
is possible to provide quality care by combining high-
ly qualified and experienced personnel with aides or
assistants who are competent but who are not formal-
ly qualified and are learning on the job.

For these reasons, using teacher qualification is at
best a very rough indicator of quality and, in some set-
tings may not be particularly valid or useful unless the
definition of qualification goes well beyond formal
paper qualifications to include experience and training
courses that are outside the standard certification
process.

What information is needed to create the indicator?
1. The number of qualified staff.

First, a definition must be arrived at of what it
means to be qualified. Then information must be col-
lected to determine how many active staff meet that
qualification.

2. The total number of teachers/caregivers.

When discussing indicator three, it was suggested
that a broad definition of teacher/caregiver might be
applied which would include all adults that are
responsible for direct attention to children in the pro-
gramme.

Sources The main source of information for this
indicator will come from surveys of ECCD centres
carried out by the responsible administrative entities.

5. Physical environment

A specific indicator will not be suggested here, but
those who would like to create such an indicator may
want to try and reach agreement about an indicator of
the quality of the physical environment that seems
appropriate to the context. A wide variety of instru-
ments exist for rating physical environments, based on
such factors as the amount of space available per child,
safety precautions taken, the presence of functional
and clean sanitary facilities, availability of potable
water, etc.

The IEA Preprimary
Project:

A Comparative Study
of Early Childhood
Programmes in

15 Countries

The IEA Preprimary Project™ is a ground-
breaking, three-phase comparative study of
early childhood services in nations on four
continents. The purpose of the study is to
identify the settings in which young children
of various nafions spend their time, to assess
the “quality of life” for children in these set-
tings, and to determine how these settings
affect children's intellectual, social, and aca-
demic development at age seven. The impetus
for the study comes from the social, econom-
ic, and demoaraphic changes occurring during
the past three decades that have produced an
accelerating demand for services for young
children, and from the resulting need by coun-
tries for more comprehensive information to
meet these emerging needs of families.
Specifically, nations need information about
the quality of children’s experiences in cur-
rently existing early childhood settings and
ahout the effects of those experiences on
children's later development, Such informa-
tion can help policymakers develop pro-
grammes to meet the fast-growing demand
for early childhood services. It also can
assist government agencies in their attempts
to integrate early childhood programme plan-
ning with other long-term social and econom-
ic planning.

Project Strengths

A particular strength of the IEA Preprimary
Project is that its participating countries”
provide information on a number of dimen-
sions, including form of government, popula-
tion, and stage of development, In general,
the participating countries are ones that do
not have extremely high infant mortality
rates and thus have been able fo move from
concerns about child survival to concerns
about providing adequate education and care
services for their young children,

Another strength of the study is that it is
conducted with the significant cooperation
and contributions of early childhood
researchers in the participating countries,
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including a coordinating centre usually
within a university or government
agency, In addition, the project is
directed hy a person familiar with the
local provision of early childhood ser-
vices, with the organisational aspects
of local early childhood agencies, and
with the country's major cultural/eth-
nicity features. A critical related
strength is the involvement of the
National Research Coordinators (NRC)
in all stages of the development and
implementation of the cross-national
project, most importantly, the develop-
ment of all instruments—interviews,
gquestionnaires, observation systems
and the child development status
measures.

PHASE 1 (1986-1994) produced pro-
files of national policies on the care and
education of young children (Olmsted
and Weikart 1989), and used a house-
hold survey to identify and characterise
the major early childhood care and edu-
cation settings used by families with
four-year-old children in each nation
(0Imsted and Weikart 1994). Stafus.
Completed.

PHASE 2 (1989-2000) uses extensive
ohservational (see below for more
information) and interview data to
examine the time-use, interactive, and
structural characteristics of each
nation's major types of early childhood
seftings and to explore the effects of
programme and family factors on chil-
dren's developmental status at age
four, Four research monographs will
report the Phase 2 findings:

m Teacher and parent heliefs ahout
important areas of development for
young children (Weikart 1999)

m Structural characteristics of early
childhood settings (In press 2000)

14 The High/Scope Educational Research Foundation is the designated
international coordinating centre and the LS. national research centre for

the IEA Preprimary Project.

15 The 15 participating nations in Phases 2 and 3 of the IEA Preprimary
Project include: Belgium, Finland, Greece, Ireland, ltaly, and Spain in
Western Europe; Poland, Romania, and Slovenia in eastern Europe; China
(People's Republic), Hong Kong, Indonesia, and Thailand in Asia, Nigeria
in Africa, and the United States in North America.

m Observation findings from early child-
hood settings

m Children's developmental status at
age four and the relationship between
developmental status and home sef-

tings characteristics 5

Status: The first research mono-
graph has heen published and the sec-
ond’one will be released in 2000, Work
continues on the final two research
monographs.

PHASE 3 (1993-2002) completes the
project hy documenting how these early
experiences affect children's develop-
ment at age seven, an age when all chil-
dren in the participating countries will
have had at least one year of formal
schooling. The purpose of this final
phase is to examine the relationship
hetween early childhood experiences at
age four and children's cognitive, lan-
guage, social, and academic develop-
ment at age seven, all of which are rel-
gvant to primary school performance
and success.

Status: At present, the Phase 3 data
collection has been completed.

Development of Phase 2

Instruments

For the development of the observation
systems, the NRC groups worked fo
ensure that the observation systems
would not be primarily related to the
developmental stage of a country or the
socioeconomic level of children attend-
ing the setting. The group also
agreed that in order to make
deseripfive comparisons across
various types of settings, the
final ohservation systems
would be designed to he equally
appropriate for all types of
ECCD settings (i.e., a preschool

programme in urban Belgium or an infor-

mal group of children with a caregiver
in rural Thailand). Consequently, the
NRCs focused on the processes that
oceur in an ECCD setting rather than on
the physical characteristics of the set-
ting, Three areas were chosen for
ohservation: 1) adult's management of
children's time 2) children's activities
and interactions with other children
and adults, and 3) adult’s behaviours

and interactions with children. In devel-

oping the ohservation systems, the NRC
group had two major goals; to describe
what was actually happening in an
ECCD setting and to assess the guality
of the setting based on the-processes
occurring within the setting. To date,
quality in ECCD settings has most often
heen assessed on the basis of input
(static) indicators (i.e., teacher's years
of experience, group size) and although
these were considered important to
describe a good quality programme, the
group wanted fo assess quality hased
on the actual activities and interac-
tions occurring within the setting.

For more information, contact the
High/Scope Educational Research
Foundation at: 600 North River Street,
Ypsilanti, M1 48198-2898. Tel: (734)
485-2000; Fax; (734) 485-0704; E-mail:
info@highscope.org.

Nazeem Abad, Pakistan: Aga khan Foundation/0614-010/Jean-Luc Ray




The main source of information for this indicator
will probably come from periodic surveys of ECCD
centres carried out by the responsible administrative
entities. However, a special survey may need to be
created (as has been done in Namibia, for example,
see p.60).

6. Curriculum or Interaction

Probably the best indicator of the quality of ECCD
programmes would be an indicator which captures the
quality of interaction between adults and children in
childcare and early education settings. To do this, sys-
tematic observations would be required in a sample of
different programme settings. One example of a study
that is providing such data is the IEA pre-primary
study which has applied an observation schedule with-
in childcare and early education settings in 15 coun-
tries (see p.24). In addition to measuring the percent-
age of time children are interacting with adults or with
other children, the study generates information about
such curricular dimensions as: 1) the variety of types
of activities in which children participate and the
group structure proposed by the teacher; 2) who pro-
poses the activity in which a child is engaged (child or
teacher); and 3) the percentage of observations in
which teachers are listening to children's responses or
comments.'® Although such observations are some-
what costly and time consuming, they may be judged
to be worth the effort.

Obviously, the above do not exhaust the possibili-
ties for creating indicators of quality. For instance, the
quality of programmes can also be judged by the
effects those programmes have on children. Effects
will be treated in a separate category later on.

Political Will: Policy
and Financing

7. Policy. Presence of a national ECCD policy
and/or plan

Why create this indicator?

In the monitoring related to the Convention on the
Rights of the Child, it has become standard practice
to ask if countries have an explicit policy pertaining to
Child Rights and if the country has established a
National Plan of Action based on that policy, with
goals, activities, and expected outcomes. The assump-
tion is that making child rights policy explicit and
establishing a plan will not only provide a basis for
action but also for the monitoring of those actions.
The mere presence or absence of a policy and a plan
becomes a basis for judging political will.

16 The IEA Pre-primary study is being carried out by the
High/Scope Educational Research Foundation.

Warning Whereas this indicator might be useful
for making a crude comparison across countries, it is
probably not as useful as it would be at a national
level. Within national settings, it might be more
useful to look within policies and plans to see
whether, in some sense, such plans are integrated and
whether they are intended to reach the poorest mem-
bers of society as well as the middle class or the rich.
Moreover, all countries follow some sort of ECCD
policy, but that policy may not be explicit and may
actually be one of inaction. In others, an explicit poli-
cy may exist but may be ignored. All countries have
an education policy. Some countries have policies that
relate childcare to women's work (or to work by fami-
ly members). Some countries incorporate parental
education into education and/or health plans of
action. Some countries have a policy and plan related
to nutrition and feeding. Rarely do these elements
come together in one policy and plan applied specifi-
cally to young children. Accordingly, it may be diffi-
cult to develop a meaningful indicator that captures
political will in a general way with respect to ECCD
policy and plans.

Participants may want to look within existing poli-
cies to see whether or not the policy meets a number
of criteria thought to be essential for a good policy,
using that as an ECCD indicator of how far the
country is along the road to reaching the goal of a
good policy.

8. Budget allocation. The percentage of the
educational budget allocated, to or spent on,
ECCD programmes

Why create this indicator>

When the major part of ECCD programming is
provided under the auspices of the educational sector,
this indicator may be very useful; if attention is spread
out over many agencies it may not be as relevant. As
an example, in Jamaica (p.54), it was possible to show
that only two percent of the education budget was
destined for pre-primary programmes whereas the
number of children enroled in pre-primary pro-
grammes accounted for almost twenty percent of the
overall educational enrolment.

If this indicator is deemed appropriate and useful, it
would be preferable to work with information about
expenditures rather than budgets. Budgets sometimes
represent more a political statement than a reality,
with significant shifting occurring among budget cat-
egories during the course of a year. However, if
expenditures are used, the disadvantage is that figures
will probably not be as up-to-date.

Cost/Expenditure

9. Costs (or average expenditure) by govern-
ment per child on ECCD
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Why create this indicator?

Presumably, the higher the level of per student
expenditure (taking inflation and/or purchasing power
into account), the greater the government commit-
ment to ECCD. Also, it is sometimes suggested that
higher expenditures will indicate that a system is of
higher quality. It is possible, however, to imagine that
higher expenditures will simply reflect increased inef-
ficiency and will not really result in improvements in
quality. For that reason, it is important also to have
data on the effects of spending as well as on actual
expenditures. .

10. Costs (or average expendlture) by govern-
ment per child on ECCD programmes as a
percentage of Gross National Product per
inhabitant

Why create this indicator?

If the purpose is to see how well a country is doing
relative to other countries, expenditures will need to
be put into context before comparisons can have
meaning. One way of doing that is to relate expendi-
tures per child to GNP per inhabitant. In this way it is
possible to see whether a country is putting the same
relative effort into its ECCD programmes.

11. Average expenditure per child by family
on ECCD for children under six as a percent-
age of minimum salary (or of family income)

Why create this indicator?

It is one thing to judge government financial com-
mitment to ECCD programmes and another to deter-
mine at what level families are committing their
resources to ECCD. If the philosophy of a govern-
ment is to provide universal services to families at lit-
tle or no cost, this indicator will have less meaning
than if the philosophy of a government is to provide
incentives for families to invest in their children. This
indicator, if related to (disaggregated by) level of fam-
ily income will also tell a great deal about inequalities
with respect to ECCD.

In order to create this indicator, it will be neces-
sary to have access to household surveys that collect
information about expenditures for education and
childcare.

Effects (the status
of child and parent
knowledge)

This dimension of indicator is extremely important
and has not been properly incorporated into assess-
ments of early childhood programming. Some idea of
programme effects is needed to complement measures
of coverage and of quality as measured by programme
inputs or processes. More is not always better. A cur-
riculum change may or may not bring about a change
in the status of participating children.

12. Child Development

Why create this indicator?

A major purpose of ECCD programmes is or should
be to have positive effects on children's development,
so it is logical to turn to a measure of the developmen-
tal status of children. Optimal child development
refers to the child's ability to acquire culturally rele-
vant skills and behaviours, which allow the child to
function éffectively in his/her current context as well
as to adapt successfully when the context changes,
and/or to bring about change.

The fact that the use of an indicator of the level of a
child's development is rising in a country may or may
not be related to an increase in the extension or quali-
ty of ECCD programmes. Improvements may be relat-
ed to changes in economic conditions or to improved
levels of parental education, for instance. If the pur-
pose is to see whether programmes have had an
impact, this indicator might be created for regions in
which a programme is functioning and for regions in
which it is not, so a comparison can be made.

What information is needed to create the indicator and how
might it be collected>

A variety of possible tests, scales, and observation-
al information might be used to establish an indicator
of child development. Each country will have to
determine what it thinks is the most appropriate indi-
cator for child development, and it must determine at
what ages that information should be collected. There
are literally hundreds of tests and scales that purport
to measure child development. The problem in any
particular national setting may be to obtain agreement
on what specific measures and instruments should be
used to measure development, both generally and
with respect to various dimensions at different ages.
The problem may be more political than technical.
Among the reasons that agreement is difficult to
obtain are due to the following:

— different theoretical and ideological postures are reflected in
instruments;

— questions about the degree to which instruments have been
adjusted to the culture (for both imported instruments that
bave been adjusted in some way and for instruments that
bave been created locally);

— questions about the reliability and validity of the instru-
ments;

— disagreement about the basic purpose that the measure and
instrument should serve (for instance, some feel that it is much
more beneficial to use instruments for developmental screening
than to measure the general developmental status of children
or to demonstrate a child's “readiness” for school); and

— personal squabbling among those who create different scales
which are culturally appropriate, reliable, and valid.

This is not the place to enter into a discussion
about what constitutes a good measure or instrument
or to try and detail the different dimensions of
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Defining and measuring school readiness should include indicators of the child’s physical and
emotional development in addition to cognitive status

development that might be included. This is some-
thing that has to be agreed upon locally. On the other
hand, it is clear that measures and instruments should
be reliable, valid, culture and language sensitive, and
they should cover several dimensions of development.
They should try also to be easy to apply and as inex-
pensive as possible.

In some countries, a degree of consensus has been
reached on selecting an instrument, and although
there may still be some residual disagreement on
which tool is selected, that instrument is being used
to measure how children are progressing in their
development. From that instrument, an indicator
can be fashioned. Examples follow:

m [n Chile, two tests have been developed locally
that measure several dimensions of develop-
ment, one focusing on ages birth-two and an-
other for ages two—six. These tests have been
incorporated into the regular monitoring
process of the health system, which in Chile,
as contrasted with many other countries in
the Majority World, is accessible to and used
by a very high percentage of the population.
From the Chilean test comes, for instance, an
indicator of the percentage of children who
are delayed in their language development at
age five.

M In Jamaica, a system has been established that
will allow a profile of children to be described
at the point of entry into school. The system

combines information obtained from a national
household survey with information collected
by the national system of health and by the
Ministry of Education which administers tests
to children at the point of entry into primary
school (during the first several weeks of the
school year). The system allows indicators to
be provided for nutrition as well as for several
dimensions of psychosocial development.

M In Bolivia, a test is being administered to a sam-
ple of all children in urban areas through the
existing sample survey system. An indicator has
been created of the percentage of children
judged to be in an “alert” status.

M In Lebanon, a test has been created for admin-
istration in all preschool centres.

The challenge for countries where some level of
agreement has not been reached about instruments
and measures and where none is in common use will
be to see whether such agreement can be reached
and/or to select a measure that might be applied
through an existing organisation that can reach a ran-
dom sample of children on a national basis.

13: School readiness

Why create this indicator>

One of the rationales for establishing ECCD pro-
grammes is that children who participate in them will
be better prepared for school. This will subsequently
result in better progress and performance of children

Luc Ray
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in school, thereby lowering repetition and desertion
rates to the benefit of both children and school sys-
tems (these might be taken as longer-term indicators
of the outcomes of ECCD programmes, but the more
immediate effect or outcome is a change in the status
of children that prepares them to move into a prima-
ry school educational setting).

There is a tendency to define school readiness in
narrow terms of cognitive developmental status, lan-
guage, and sometimes in terms of the ability of chil-
dren to know their alphabet and even to read before
entering primary school. Accordingly, many child
development experts object to the idea of measuring
“school readiness”’. We would argue that a measure of
the cognitive status of children—at the point of entry
into school and perhaps at earlier ages as well—can be
an extremely useful indicator for countries. However,
we would also argue that a better assessment of school
readiness would include indicators of the emotional
and physical development of children. If this is the
case, it is possible to think that a measure of school
readiness would be very similar to a measure of child
development. It also leads one to think in terms of a
set of indicators that describe different aspects of child
development or of school readiness, keeping in mind
that development is holistic and integral. In that vein,
the following nutritional and health indicators should
be considered also as possible indicators of the effects
of ECCD programmes,

14: Nutritional status

A range of indicators of nutritional status of chil-
dren are being used internationally that include:
weight for age, height for age, height for weight, arm
circumference, and levels of various micro-nutrients.
The task here is to discover what indicators are
deemed useful in a particular setting and to see how
these indicators move over time, if possible in relation
to particular groups and areas and programmes.

15: Health status

Health indicators are usually well-established as
well, and, as with nutrition, the challenge will not be
to create new indicators, but rather to incorporate
existing indicators into a broader system that looks at
the broad developmental status (including physical
development) of children.

16. Parental knowledge and expectations

Why creale this indicator?

Parents are and will continue to be the people pri-
marily responsible for the care and education of chil-
dren. If parents are better informed about child devel-
opment and about possible actions they can take to
improve development, then the status of children
should improve.

In order to establish this indicator it is necessary to
define what parents "should” know. This can be a
tricky business when childrearing practices of a

particular culture do not correspond with the practices
that “science” or another dominant culture suggests
should be the norm. Nevertheless, it may be possible
to agree upon some basic knowledge that all parents
should have that may improve their capacity to assist
their developing child.

A Concluding Note

Perhaps the‘greatest challenge for those who would
monitor the state of children, their environments, and
programmes intended to improve ECCD is to create
indicators that show, with sensitivity to differences,
what is happening with respect to the psychosocial
development of children. It is our position that this
cannot be done in a way that is comparable across
countries but our hope is that this limitation will not
prove to be a barrier to the search for reliable, and
valid indicators of psychosocial development that are
deemed appropriate to the particular settings in which
they are to be used and which can help to guide poli-
cy and programming.

Appendix 1: What
Constitutes an
ECCD Programme?

One of the first questions that will arise when trying
to establish ECCD indicators to inform and monitor
policy and programming is, "What constitutes an
ECCD programme?”’ The answer is not straightfor-
ward. For the purposes of this exercise, we suggest
that two criteria be applied in order to identify an
ECCD programme.

B Age: The programme should serve children
who are below the age of entry into formal pri-
mary school.

m Organised system of attention that includes
“education”: The programme should follow
some organised system of attention to young
children that includes an educational compo-
nent (which could be stimulation that facili-
tates learning rather than direct attention to
learning specific facts or concepts or skills).

Each of these will be discussed in turn. :

Age. Applying the criterion stated, the upper age
limit depends on the age of entry into primary educa-
tion which can range from age five to age seven. In
some countries, kindergarten, which serves children
age five, is considered part of the formal education
system (e.g., Trinidad) and so is not counted in pre-
school statistics which include, then, only children
age four or below. In other countries, children do not
enter primary school until age seven so the statistics
include children age six.

In the EFA Year 2000 Assessment, the potential
upper age limit is set at eight years of age. This is con-
sistent with many definitions used for "early child-
hood,” and, although such overlap is useful when




considering the educational content and the transition
between preschool programmes of various types and
primary school programmes, it can easily lead to over-
lap, and confusion with indicators applied to assessing
primary schools and schooling.

The lower age limit in this exercise is theoretically
the time of birth or age zero. This follows the EFA
posture that “learning begins at birth." It is not expect-
ed that newborns will be found in centre-based pro-
grammes that follow an organised system of attention
including an educational component. However,
parental education programmes may be directed
toward parents during the pre-natal period or immedi-
ately following birth’ Moreover, it is a common prac-
tice in some countries for children to enter centre-
based programmes at different intervals between birth
and the first year—programmes that do indeed pay
systematic attention to the mental as well as physical
development of the young children. In Mexico, for
instance, The Integrated Child Development Centres
run by Social Security begin accepting children at
forty-three days.

Extending the lower limit downward in this way
runs counter to the practice followed by UNESCO
when preparing its “pre-primary education” statistics.
In the UNESCO case, the lower age limit is placed at
three years because “...programmes destined for
vounger children do not normally satisfy the educa-
tional criteria in ISCED" (International Standard
Classification of Education). Indeed, it means that
programmes that are called “childcare” programmes
may be included as ECCD programmes for the pur-
poses of creating indicators.

The EFA Year 2000 Assessment handles age limits
by making reference to "the official age-group con-
cerned, if any, otherwise the age-group three—five."
This leaves open the possibility of including children
over the complete age spectrum from birth to prima-
ry school entrance and beyond but tries to focus on
the three—five age-group.”

The above discussion should make clear that:

W it will be difficult to make direct comparisons
across countries with respect to indicators of
early childhood programmes because there is
no standard age grouping which these pro-
grammes serve, LINLESS

M information is disaggregated by age on a year-
by-year basis. Accordingly, a goal should be to
obtain information classified by age for the
range of ECCD programmes being offered.
This opens up the option of creating a set of
indicators organised by age. Indicators of cov-
erage would, for example, compare the enrol-
ments at each age level with the number of
children of that age in the relevant population.
This would make possible international com-
parisons, age by age, or for grouped categories

of age such as the three—five category suggest-
ed in the Year 2000 Assessment.

Organised system of attention that includes
“education”. To be considered an ECCD pro-
gramme for which data would be collected, the offer-
ings of the programme operators should include, at
least in theory, conscious attention to enhancing a
child's learning through early stimulation, instruction,
or other developmental activities that go beyond sim-
ple provision of health, food, and security. In placing
this restriction, we are attempting to make a distinc-
tion between organised custodial child care and
organised early childhood care and development, a
distinction that is often difficult to make.

According to this definition, integrated childcare
programmes can and should be included in a count or
an analysis if they provide a developmental compo-
nent in their programmes, even if they are formally
labeled “childcare centres” or “guarderias” or some sim-
ilar denotation,

Moreover, programmes that advertise themselves as
including attention to early stimulation, instruction,
pre-school activities, etc. would be included even
though they might not, in practice, follow the adver-
tised path and even though the staff of the centre is
not duly certified with the pedagogical qualifications
deemed appropriate. This dimension of ECCD would
be handled with specific indicators of quality rather
than by attempting to incorporate quality directly into
the definition of what constitutes an ECCD pro-
gramme. It then becomes important to complement
indicators of coverage with indicators of quality.

The reader will note that the definition of an
ECCD programme is not linked to several other crite-
ria that are often consciously or unconsciously
applied:

Location. In this exercise, we do not limit the defi-
nition of an ECCD programme to one that is school-
or centre-based. This puts us at odds with the
International Standard Classification of Education
(ISCED) definition which does take as a main criteria
for pre-primary education that a programme be
“school or centre based.”

For example, we would argue that organised pro-
grammes of home daycare, such as that offered by
women in their homes in Colombian neighbourhoods,
should be included in the process of creating indica-
tors if they meet the above two criteria. They proba-
bly would not be included in a UNESCO statistical

count or analysis because they are not in a school or

17 I the International Standard Classification of Education
(ISCED) developed and followed by UNESCO, the minimum
age must be at least three years of age. "This age has been
chosen since programmes destined for vounger children do
not normally satisfy the educational criteria in ISCED (p.10).

18 Some such arrangements may in fact be more conducive
to healthy child development than more formal programmes.
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centre (even though by taking in various children a
home is in a sense converted into a centre). Moreover,
such home-based programmes would be included
even if the quality of the attention to enhancing learn-
ing in these homes is relatively poor because they are
part of an organised programme that includes a stim-
ulation and education component in its design.

Not included would be cases of childminding car-
ried out in private homes (either the home of the child
or in another home) where an informal agreement is
made between a mother and a childminder who is not
part of any organised programme.'* *

The question of location becomes even more diffi-
cult if programmes directed to the education of par-
ents are included as early childhood programmes.

Auspice. Both public and private programmes
should be included.

Programmes should be included if they meet the
basic criteria whether or not they are under the
administration of the health sector or a social security
or a welfare agency or the education sector. Both pub-
lic and private programmes should be included.

Mombasa, Kenya: Aga Khan Fmrnd;atiunjr 1362-036/Jean-Luc Ray
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