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Foreword

This report presents a challenge to the nation — to parents, cducators, employers.
parliament — indeed to our society as a whole. It demonstrates the importance of
early learning as a preparation for effective education to promote social welfare and
social order, and to develop a worldclass workforcc. It shows how countries benefit
which provide good pre-school educatior .or their children. It reveals the heavy
price we have paid for failing to implement Mrs Thatcher’s promise of nursery

education for all in her White Paper of 1972. We agree that this must now be put
right.

The report examines good practice in pre-school education. It finds that the key
factors are a curriculum which encourages ‘active learning’, well trained staff of the
highest quality, and the involvement of parents in a ‘triangle of care’. Each requires
attention. The existing pattern of provision in the UK is insufficient and not good
enough. Other countries, heeding the evidence of research. are doing better.

The time is ripe for significant change. The Prime Minister has personally responded
to the growing public concern about provision of nursery education. The report
argues that this should be among our highest priorities. It squarely confronts the
problem of resources, and offers a new and unexpected solution. We too believe that

‘no child born after the year 2000 should be deprived of opportunity and support for
effective carly learning’.

The report, containing seventeen recommendations for action. is controversial and
provocative. It will stimulate a wide-ranging and lively debate. But we hope that this
will not delay an cffective response from the Government and others to whom it is
addressed. All children should be enabled to start right.

-

/PM’ Jaathjuld "'*7‘3‘“"‘“‘}"‘/1 \ A

Baroness Faithfull Sir Bryan Nicholson Vivien Stern
Oxford City Counal Deputy President, CBI D tor. National Assocranion

Children’s Officer 1958-70, for the Care and Resettlement of
Director of Secral Services 1970-74 Offenders

(retired 197.4)
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6 THE IMPORTANCE OF EARLY LEARNING

Summary

“The dogmas of the quiet past are inadequate to the present. The occasion is piled high with
difficulty and we must vise with the occasion. As our case is new, so we nust think anew and

act anew.’

A broken promise

This report presents a challenge to the nation — to
parents, educators. employers, parliament — indced
to our society as a whole. [t demonstrates the im-
portance of carly learning as a preparation for
effective education to promote social welfare and
social order, and to develop a world class
workforce. It shows how countries benefit which
provide good pre-school education for children.
It reveals the heavy price we have paid for failing
to implement Margaret Thatcher's promise of
nursery education for all in her White Paper of
1972. And it offers practical proposals for putting
things right.

The best investment

‘Give me a child for the first seven years, and you may
do what you like with it aftenvards.’

Starting with this maxim. the report continucs:

The Jesuits were right. The influence of early
learning 'is so imnportant that. if you give children
a good start. there is much less risk of things go-
ing wrong later: but if you don’t (and things do),
it is very difficult and expensive to put them right.
Prison doesn't work. Along with health care and
parental education, investment in good carly
learning tor all its children is arguably the best in-
vestnient a nation can make. Why don’t we?

The Government has claimed that

* adequate provision is available

*  there is insufficient rescarch evidence to prove
the value of nursery learning

* it would cost too much to provide it

This report provides evidence and argument to

(Abraham Lincoln)

counter cach of these claims — which are in part
contradictory. The UK is close to the bottom of
the European league for publicly-funded pre-
school cducational places for three- to
four-year-olds. This means that those children
who most need good carly learning, and can ben-
efit most from it, arc least likely to experience it.

Three questions answered

Q. Does early learning matter?
A. Pre-school education pays.

Good pre-school education leads to immediate
and lasting social and educational benefits for all
children ~ especially those from disadvantaged
backgrounds. Investment in high-quality and ef-
fective carly education provides a worthwhile
social and economic return to society. The latest
finding is that ‘over the lifetimes of the partici-
pants. the pre-school programme returns to the
public an estimated $7.16 tor every dollar in-
vested'.

Q. What is the nature of good practice?
A. Quality counts.

Poor pre-school education is almost as little use
to children as none at all. High-quality provision
requires:

* the integration of education and care
* unified responsibility for provision

* rargets for growth by a specified year

*  cffective and continuing training of carly years
teachess and carers

an appropriate curriculum encouraging active
learning and ‘purposcful play’

partnership between parents and educators
adequate resources.




Q. How can a universal entitlement to good early
learning be provided?
A. A new solution.

Funding scems to be the problem. but in reality
it is a-question of pricrities. Pre-school education
1§ -
* a good investment:- over time its value out
weighs its cost

tor, inoculation,

-

asocial priority:- like clean
tree clections and parliament

highly effective education:- so the educational
budget should be rebalanced in favour of carly
learning.

The report proposes a new solution to the prob-
lem by raising the compulsory full-time schooling
age trom ftive to six and recyeling the resources
to provide tree halt-day carly learning for all chil-
dren aged three to five in an integrated context
of extended day -are.

Five major findings

Back to basics

Children’s early learning is a distinct and funda-
mental phase of education providing an essential
preparation for successtul schooling and adule
learning. Good houses need strong toundations.
A well-cducated society needs nursery schools.

The triangle of care

Parents, protessionals and the community as a
wheic form a strong ‘triangle of care’, a partner-
ship enabling children to enjoy a sccure, warm
and stimulating childhood. While each partner has
a proper role. they share a common purpose - ‘to
restrain sometimes, encourage often, love always’,

Better practice

Since high-quality provision is essential to good
practice in carly learning. the principles of good
practice set out in the report reed to be incor-
porated in a new Code of Conduct. guaranteed
through ettective arrangements for quality assur-
ance and systematically monitored across the
whole range of the UK's diverse public and pri-
vate provision.

SUMMARY

)

Political will
It is possible to make progress. The UK can (and
should) ¢nsure that ‘no child born after the vear
2000 be deprived of opportunity and support for
etfective carly learning’. Resources can be found.
What has been lacking up to now is political will.

A National scandal?

The current situation is little short of a national
scandal. We have neglected the needs of the most
vulnerable members of society — young children
(especially those trom deprived or disadvantaged
backgrounds). Since 1972 governments of both
left and right have failed to implement Margaret
Thatcher’s promise. For nearly a generation large
numbers of the nation’s children have been de-
prived of the righe start to their lives. and socicty
has paid the price in terms of educational failure
and waste. low skills, disatfection and delin-
quency. '

Seventeen recommendations

The report contains seventeen recommendations,
addressed to parliament, educators, parents and
the community. and the Government, including
the tollowing:

Parliament, political parties, parents, employ-
ers, the media, the churches and other
voluntary, community and religious organisa-
tions should consider whether the provision for
pre-school education in the UK is seriously in-
adequate. and take steps to persuade the
Government to undertake an urgent review and
act on its recommendations

(Recommiendation 4).

The churches, religious and community lead-
ers should stimulate a major public debate on the
subjcct of parenthood in order to establish exem-
plifications of good practice based on research and
proven experience

(Recommendation 5).

Professional bodies and institutions of training
concerned with early childhood care and edu-
cation should review therr training and practice
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to ensure that they otter parents a real partner-
ship (Recommendation 7).

The RSA and other bodies should pursue the
issues of:
* the education and support-of parents

* paid parental leave

* the care of pre-school children of those in

cmployment
(Recommendation 1),

The Government should immediately prepare
legislation to create by 1999 a statutory responsi-
bility for the provision of tree. high-quality.
half-day pre-school education tor all children

Do what is right

from the age of three. in an integrated context of
extended dav-care (Recommendation 12).

The Department for Education should give con-
sideration to raising the age at which children
begin compulsory full-time schooling trom five
to six. and transterring the resources released
thereby to enable pre~school education (as de-
fined in recommendation 12) to be made avaiiable
for all children aged three to five inclusive
(Recommendation 13).

There should be a public debate ot whether pre-
school education should be made compulsory
(Recommendation [4).

None of tb .. things wi'l happen without an assertion of political will,
accompanied by popular support and directed through decisive leadership. The
translation of national aspirations into reality cannot be achieved by
government alone. It requires the co-operation, cffort and enterprise of many
agencies and all parts of society. Political will inevitably reflects the general will
of society. But political leadership can shape the general will. Progress 1s
possible. Nations have lcarned to free slaves, end child labour, extend the
franchise to women. We can decide to stop neglecting the early education of
our children. We may expect a range of economic, social and personal benefits
if we do so. But these are not the most compelling reasons for action. We
should act because it is right. Our children’s children will not readily forgive
us, if we decline to face the challenge, or fail.

it

‘
o ' 10




I. The Case for Early Learning:
~a Vision for the Future

‘Give me a child for the first seven years, and you may do what you like with it .
aftenwards.’

{Jesuit maxim)

This chapter summarises the case tor the systematic public provision of high
quality pre-school education. Claims that adequate provision is already available,
that the research is inconclusive, or that nurserv education cannot be attorded,
are retuted. In addition to the economic arguments, educational. social and
moral reasons are presented for providing all children with the ‘right start” to
lite. A range of impediments to progress is set out. but not found to be
nsurmountable. Four things are needed: a national system ot paid parental
leave, ctfective arrangements for the care of pre-school-age children of those in
crplovment. the education and support of parents. and an ¢nutlement to good
carly learning tor all children trom the age of three. The RSA project is tocused
on the tourth of these. All children should be ¢nabled to start right. Thanks to
the growing public awareness of the issue. and the Prime Minster's personal
taterest, this may soon be possible.

Starting right

l.i The Jesuits were right. The influence of early learning* is so important that, it you give
children a good start. there s much less risk of things gomg wrong later: but it you don’t
(and things do). 1t is very ditticult and expensive to put them right. Prison doesn’t work.
Along with health care and parental education. investment in good carly learning for all its
children is arguably the best investment a nation can make. Why don't we?

The Government has claimed that

* adequate provision is available

* there is insutticient research evidence to prove the value of nursery learning
* it would cost too much to provide it.

This report provides evidence and argument to counter cach of these ¢laims — which are in
part contradictory. The UK is close to the bottom of the European league tor publicly-
funded pre-school educational places for three- to four-year-olds. This means that those
children who most need good carly learning and can benetit most from it. are least likely to
experience it.

P2

1.2 Reescarch in America shows that, tor every 100 disadvantaged voungsters with good pre-
school (nursery) education. 48 managed to gain employment. and 43 were able to support
. * See Appendix k for g @ossary of kev terms used throughout the report.
ECU S
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themselves completely on their own carnings, when they grew up: while for every 100 with-
out pre-school education the comparable figures were 29 and 24, The latest finding is that
‘over the lifetimes of the participants, the pre-school program returns to the public an esti-
mated $7.16 for every dollar invested” (see Chapter 2 and appendices C and D). Far trom
costing too much, this is an opportunity we cannot aftord to miss.

Current policy is pointing us in the wrong direction. The combination ot a squeeze on public
funding and the discretionary nature of nursery provision is leading some Local Education
Authoritiés to reduce nursery places and close schools. The new proposals for Initial Teacher
Training devalued “carly years™ teachers. And the increase in admission o four-ycar-olds to
primary schools may be doing more harm than good. if thereby they are being introduced
to Key Stage 1 of the National Curriculum too carly — and taught by teachers not trained to
work with this age-group.

Good carly learning must be appropriate to the developmental stage of three- and tour-
year-olds, allowing them to explore the varieties of intelligence and styles ot learning through
purposeful play. One of the major findings of research is that the payback on investment in
carly learning is directly related to the quality of the provision. This will scem like common
sense to the myriad of middle-class parents who can afford to pay for good nursery places -

and observe the consequential benefits in their children’s later successes in learning, life and
work.

In addition to the economic argument there are three compelling reasons why it is essential
to provide the ‘right start” for all children for the future. The first is educational. Good carly
learning leads to later educational success: it significantly reduces the risk of disaftection,
drop-out and failure. The American High/Scope study reveals that 71% of those on good
pre-school programumes completed 12th grade (or better), as compared with 54% of those
deniced it. A well-controlled British study showed that children who have experienced pre-
school education have higher scores on educational assessment at the age of seven (Shorrocks.
1992)*. According to the National Commission. ‘pupils’ carly attainment at school is a good
indicator of later educational success, and perhaps a more reliable indicator than family back-
ground’ (sce appendix G). This should be no surprise, since it is known that humans learn
tastest and most effectively in the early years.

The second reason is social. Good carly learning socialises young people: it reduces the risk

_ of later juvenile delinquency. The same American study shows that good pre-school pro-

grammes led to significantly fewer arrests up to the age of 27 (e.g. 7% in comparison with
35%, with five or more arrests; 7%, against 25%. involved with crimes associated with drugs).
Together with parental education, the provision of good early learning is arguably the best
available means to tackle crime. Prevention works better than cure.

The third reason is one of equity = both justice for children and equitable treatment of par-
ents. As far as is possible, all children should be cnabled to start the adventure of education
from the same point. And all parents should have equal access to employment. But it is not
just a question of equity; it also derives from economic need. The provision of equal oppor-
tunities in work requires a system of paid parental leave and extended daycare for intants. it
wotnen are to be enabled ro take and retain their place in the workforce. And we need
them. Some 80% of the new jobs likely to be created before the end of the century are

* Shorrocks. .. Dantels. S., Frobisher. L.. Nelson, N., Waterson, A. & Bell. J. (1992) ENCA 1 Project: The
Evaluation ot National Curriculum Assessiment at Key Stage !
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expected to be tilled by women. The challenge is to tind a way both of releasing parents to
Join the worktorce and of ensurning high quality care for their children, enriched by the en-
couragement ot carly learning. The enttlement to good nursery education from the age of
three ofters the best answer to a major part of that chalienge. But parents — of both genders
— also need to be able to take a period ot about six months of paid leave on the birth of a
child. followed by access to good quality extended daveare, tor which they can be expected
to pay on a means-tested basis. if they are in emplovmen,

Impediments to progress

1.8

19

1.10

So what are the problems? Despite Margaret Thatcher's recognition, when she was Secre-
tary of State tor Education in 1972. that all children would benefit from nursery education,
government policies (or rather the lack of a comprehensive government policy - and com-
mitment to it) stand in the way of progress. The absence of a single department with overall
responsibility tor children under five. and the divisions between the Education and Health
Departments, do not help. (Scotland. with a less divided system ot government than Eng-
land, has a somewhat better record.) The Department for Education appears reluctant to be
convinced that pre-school education is a desirable and necessary investment. In consequence.
the public services that exist are discretionary = and vulnerable to cuts when public expendi-
ture is squeezed.

There is no “specific grant’ for carly learning, and Local Authorities have no dutv to pro-
vide it. Nursery education must therefore compete for resources with all other areas of local
government responsibility. such as libraries, adult education, or services for old people. While
the current Standard Spending Assessments are now so much reduced that cuts in discre-
tionary scrvices (like childcare and nursery education) are inevitable, the most serious problem
arises from the system for distributing local government finance, which penalises authorities
which choose to make more than an average level of provision. Although both the Home
Office and Employment Department are showing a developing interest in carly fearning and
nursery education, recent legislation, from the Education Reform Act 1988 to the Educa-
tion Act of 1992, and consequential regulations. have ignored pre-school learning and made
changes (¢.g. to the role of Local Authorities, provision for "optzd-out’ schools, the inspec-
tion services, initial teacher training) which have further weakened what was already an
inadequate provision,

Although the situation is gradually changing, the general public does not yet view the pro-
vision of good early learning for all children as an urgent, important or high-priority issue.
One measure of its neglect is the different levels of funding rrovided for pupils and students
as they progress towards maturity. Recent figures frorn New Zeatand. which are not un-
typical for the pattern of provision in other developed countries, show that the relative
proportions for the annual costs of (a) pre-school and primary, (b) secondary pupils. (c) higher
education and teacher training are (a) 2. (b) 3. (¢) 8. In the UK, a primary school child is
‘worth” £1350, a secondary child £2030, and a university student about £,4800. The pub-
tic appears to condone this absurd inequity. Current plans for the resourcing of
grant-maintained schools by means of a *Common Funding Formula® would make matters
still worse. A second measure is the low employment status of carers and carly-ycars teach-
ers. The argument that ‘anyone can teach and care for young children competently, because
most people do so as parents” is as fallacious as a claim that “anyone can drive cars compe-
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tenty. because most of us do so’. It overlooks the need for the competence derived from

training, assessment and qualification. But. above all, it misses the point of quality: the pro-

| fessionalism of good carers and teachers - and the corresponding <ompetence of parents ~
lies in the high quality of the cducation and care that is provided by them.

1.1l Public neglect of the challenge of carly learning has many causcs. Some have argued that
there is (at least in England) a lack of interest in, and commitment to. cducation that is cul-
turally distinctive and well characterised by Lord Melbourne's celebrated remark to Queen
Victoria: I don't know. Ma'am. why they make all this fuss about cducation; none of the
Pagets can read or write, and they get on well enougi’. Others observe that, not only do
voung children lack a voice (and a vore;, but their parents are typically young adults with
limited influence and political experience. But perhaps the most significant issuc is our na-
tional tradition of respecting the privacy of family life and delaying intervention until the
moment of crisis.

1.12 John Bowlby's work on child development published in the middle of the century has tended
to reinforce this national attitude. Bowlby constructed an ethological theory which asserted
the biological basis of carly emotional attachments. He argucd that both mother and oaby
are genetically programmed to seek contact with one another. From this, a deep emotional
bond was thought to develop which (it broken by even bricfseparation) led to serious dis-
tress for both child and mother. These ideas have dominated our understanding of child
development-— and of family relationships — for about 50 years. They have provided an ap-
parently scientific basis for popular views. such as "a mother's place is in the home” or “fathers
cannot be adequate parents for small children’ or “childcare and carly learning separate trom
the mother may be harmful’. Bowlby's carly views have been challenged and were in any
cvent modified later (sce Suggested Reading tor published critiques). Current research sug-
gests that before the age of onc children bond with a limited number of adules. For this
reason it may well be that they will chrive best in a home environment. Fathers can be as
competent parents as mothers, it they (both) earn the job properly. There is no good cvi-
dence to support the view that daycare or centre-based learning for children (at least over
the age of one) is harmful, and there is growing evidence that, provided it is of good qual-
ity it is beneficial. (The evidence of research tor the first year is contlicting,)

1.13 The importance of Bowlby's ideas (and of their later revision) is profound. Many of those
who hold power and influence have been impressed and conditioned by simplified versions
of his carlier claims. Decision-makers in our socicety are still mostly men: as such they are
less likely cither to have experienced a direct need for childeare or to have a personal inter-
est in the issues involved with it. Conversely, those who are expert in childcare or pre-school
education rarely achieve positions of power and influence. It is notable that the new posi-
tive policy on carly learning and childcare in New Zealand was developed at a time when
the Prime Minister was also Minister of Education, and his chicf adviser an carly childhood
specialist. The satne pattern obtains at a local level. Since services are discretionary, positive
policies depend on the political will and commitment of clected members and tlicir senior
officers. It is hardly surprising that the level of provision and quality vary markedly from

locality to locality. Nonetheless, local government — which tends to involve a higher pro-
portion of women than central government — has signiticantly ted the way in seeking to
provide high-quality care and education tor young children.

i.14 Just as the level and quality of childhood scrvices vary. so does the quality of parenting that
children receive. It is difficult to exaggerate the value of committed parents and good
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parenting skills. They are even niore important to a child’s lifelong welfare than good nurs-
ery and primary education. Parents need support and education ot two kinds: in understanding
the long term und serious demands of the role. and in the acquisition of the relevant skills.
The trouble is that some people have allowed themselves to believe that one of our essential
liberties 15 the freedom to be ignorant, incompetent and downright bad parents. This mis-
taken and harmful belief arises from the idea that it is possible to have rights without
corresponding obligations. The right to parenthood implies the obligation to seck to be a
good parent. Can parental skills be taught etfectively within the National Curriculum? Per-
haps the right to child benetit should also incur the obligation to undertake parental training?
This is a ditficult and controversial area. But one of the impediments to progress in the pro-
vision ot good carly learning tor all children is the absence of a shared understanding of the
nature of the ‘social contract’. In rhis respect, it is worth noting that the Children Act 1989
marked a significant change in establishing the rights of children and the rasponsibilities of
parents. However, subsequent educational legislation continues to refer to parental rights —
and ignores those of children. This report seeks throughout to address issues from the point
of view of the interests of children — and makes the fundamental assumption that the rights
of the child are paramount.

Until recently, the “early childhood protession’ has failed to speak with one voice. Different
groups have emphasised ditferent arguments for improved provision, contrasting (for exarm-
ple) the needs of mothers with the benetits tor children: or they appear to have different
aims. opposing the creation ot a safety net for vulnerable families to the provision of a bet-
tev starc for all children. The diversity of services which already exist includes nursery schools,
playgroups, family centres and childminders. It will not be easy to provide a systematic uni-
versal entitlement to carly learning which unites the various strengths of the diverse forms
of existing provision, and avoids their weaknesses, without threatening the status quo in
some respects at least. Children need to be able to learn in the care of teams which are pro-
fessionally led ~ and are also trained to support, develop and work alongside parents. All
concerned should understand the process and curriculum of carly learning, the importance
of keeping records of children's development, and the need to ensure seamless progression
trom babyhood in the home (or in daycare) through the experience of carly learning into
the National Curricutlum (Key Stage 1) in the primary school. Easier said than done. Early
childhood educators, in particulaz. have been reluctant to fight for better pay, iniproved
conditions of service. or higher status. They have not yet formed an etfective pressure group
or learned the arts ot political persuasion. Perhaps they should recall both halves of the bib-
lical injunction: ‘Be ve theretore wise as serpents, and harmless as doves’.

Lastly, both sides of the ‘cost-effectiveness’ equation create impediments to progress. With
the existing national budgetary deficit, it is probably unrealistic to expect a substantial in-
crease in real terms in the funds available tor education for some years. But it is to be hoped
that (1t they cannot be increased) resources can at least be maintained at their present level,
and that the balance of funding can be tilted in favour of early learning. This; may mean
persuading other parts of the edication system to release resources — which is unlikely to be
casy. Standards of nursery education are high in the UK and good quality childcare is not
cheap. The temptation to trade off quality against quantity of provision must be resisted,
however. because the evidence for the benefit of early learning shows that it depends criti-
cally on the quality of the provision.

Sod
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The promised land

1.17 Those who are marching to the Promised Land have little hope ot safe arrival without a
map of the route and a sketch of the objective. In this report, Chapter 7 is intended to serve
for the map. What 1s the aim? What would success look like? Four things are needed to give
every child a fair chance of starting right:

. a) a national system of paid parental leave.
b) cffective arrangements for the care of the (pre-school age) children of those in
cmployment,
¢) the educadion and support of parents. and
d) an entitlement to good carly learning tor all children from the age of three.

Since the emphasis of this report is upon early learning, and its focus on the needs of the
child. it is the fourth of these that predominates — though the third is also discussed. espe-
cially in Chapter 3. The others have been thoroughly explored elsewhere*. All four are
necessary and give support to one ancther. It will not be enough to introduce parental edu-
cation without providing for paid parental leave, for example. (or vice versa); or to offer
childcare to those who are in employment without consideration of the role of carly learn-
ing (or, again, vice versa). However, the detinition of the promised land for the RSA project
is that no child born after the year 2000 in the UK chould be deprived of opp ortunity and
support for cftective carly learning. All children should be cnabled to start right.

.18 This may soon be possible. The strength of the case for the provision of carly learning is
becoming apparent. The impediments standing in the way of progress are no longer seen to
be immovable. In particular. as the report argues. the resource constraints can be overcome.
But, even more important than these considerations. there is a growing social awareness of
the importance of early learning and pre-school cducation. The media are alive to the issue.
Whatever is meant by ‘back to basics' it must include parental competence and pre-school
provision. And, once raised into public consciousness, the question is unlikely to fade away
until it has been satisfactorily resolved. The masterly and influential report of the National
Commission on Education, Learning to Succeed (1993) has proposed as its Goal No. 1 that
*high quality nursery education must be available for all three- and four-year-olds™ (see ap-

pendix G of this report which reproduces Chapter 6. ‘A Good Start in Education’). This
report concurs.,

1.19 Many other nations are acting on the assumption that the benefits of carly learning have
been demonstrated. For example, [ndia has given priority to the provision of carly educa-
tion and childcare by transferring funding from higher education. Just as the UK scems to
be almost the only country still debating whether ‘learning pays'. so few other nations are
questioning the value of carly learning today. It is encour iging that, after a carctul review,
the House of Commons Sclect Committee on Education reported in 1989: *we conclude
from the evidence that education for under fives can effectively contribute to the various
social, educational and compensatory objectives set out in the 1972 White Paper. It can not
only enrich the child’s life at the time but can also prepare the child for the whole process
of schooling’. The most hopeful sign, however, is the interest and concern of the Prime
Minister. expressed in trequent public statements in recent months.

* For example. 1n the Equal Opportunity Commussion's discussion paper: The Key to Real Choice, an action

< s (198
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“ 2. The Evidence of Research

“The benefits of complementary early childhood care and education are proven without
doubt by research and experience’

(Anne Mecade. 1988, Education to be More)

This chapter summarises the cvidence of research (which is set out more fully in
appendix C). It concludes that published résearch on the value of, and good
practice in the provision of carly learning (though somewhat sparse and
problemat ¢ is yet reliable and decisive. It demonstrafes the cffectiveness of
high quality pre-school education in providing both social and educational
benetits. The impact is strongest in children from disadvantaged backgrounds.
Active learning is the ke* to success. Good early learning improves aspiration,
motivation, socialisation and self-estcem. It thereby develops ‘mastery”, without
which successtul schooling and adult learning is unlikely. Investment in high-
quality carly education provides a worthwhile cconomic return to socicty.
There are two recommendations on the need for, and nature of. turther
rescarch.

Introduction

2.1

22

23

We don’t nced research to-remind us of the importance of good parcntal care for young
children. Nor of the advantages they gain from books in the home, opportunitics for con-
structive play, encouragement to ask and ant wver questions, shared cxperience, or a framework
of moral discipline. These things arc obvious. And few doubt the value of primary and scc-
ondary education ~ which is why most nations (that can atford it) require by statute, and
make provision tor. all children to receive some ten ytars of full-time education. The United
Nations Convention on the Rights of the Child recognises the right to cducation: ratifying
nations are to ‘make primary education compulsory and available free to all’. The question
is whether there are further significant benefits for children in the experience of carly learn-
ing outside the home before the statutory age for school entry. This report offers an affirmative
answer based on reliable research.

‘Centre-based’ early learning comes in several forms: nursery schools. nursery and rescp-
tion classes (in primary schools), day nurserics, combined nursery centres, childcare centves,
family centres, and playgroups. It can be provided by the State. voluntary bodies or private
education. This diversity of provision instantly complicates the task of research, and quali-
fies its findings. Similarly, other nations make different dispositions: for example, the statutory
age for entry to full-time education (five in the UK).is elsewhere usually six, and sometimss
seven. Before the evidener of research can be confidently applied. it is essential to ensure
that like is compared with like, and that contexts are sufficies ; similar to justify the as-
sumption that findings arc transterable.

Scepticism about the research evidence for the importance of carly learning arises from scv-
eral sources. One is ignorance — which may in part be dispclled by this report. Another is
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the long chain of causality between, tor example, the nursery school and adult earnings. A
third is the complexity of benetit (both cognitive and social) derived from good carly learn-
ing. A fourth is the important qualification contained in the phrase "good early learning”:
the benefits are related to the quality. A fifth is the differentisl benetit for children trom
disadvantaged homes: all children benetit, but those whose necds are greatest gain most. A
sixth relates to the prospects for payback: can it be demonstrated that investment in high-
quality carly education provides a worthwhile cconomic return? A seventh is a suspicion
that educational research of this nature may lack scientific rigour. Finally, there is a wide-
spread perception (shared by both researchers and their critics) that the available research is
barely adequate — in quantity, scope, depth and: exten’, — to provide reliable evidence. Each
of these problems is squarely addressed in Professor Sylva's authoritative paper (appendix
C). and dealt with in summary fashion in what follc ws. It is interesting that schools, col-
leges and universities are rarely required to prove their value in such terms. No doubt they
could. But it is the contention of this report that the lasting value ot education can most
clearly be demonstrated for early learning — not least through its etfect of enhancing tte
value of later childhood and adult education.

Effectiveness

24 Both in the USA and the UK there has been the same interesting sequence of events over
the past 25 years or so: (a) significant intervention with new programmes of carly learning
aimed at ‘breaking the cycle of poverty’ or ‘closing the poverty gap'; (b) initial evaluations.
which reported that gains in intelligence tended to disappear atter a few vears; () subse-
quent more sophisticated te-evaluation, which reported a wider range of benefits — and some
evidence that they persist into adult life.

25 How is this to be explained? There seem to be two main reasons for this apparent contra-
diction. First, the relative rigour of the research is significant. Where the programmes were
rigorously designed (to take account. for example, of ~arental choice) and carefully control-
led (with matched groups of children) the benetits are most clear. Secondly, the cumulative
evidence on the importance of early learning enables a more precise claim to be made: that
the beneficial impact of early learning is (a) related to the quality of provision, (b) strongest
in children from disadvantaged backgrounds, and (c) as much concerned with self-estcem
and social cohesion as with cognitive development. Programmes of research which fail to
recognise these three important qualifications are of less value in measuring effectiveness
than those which do. Each is dealt with in turn below (2.10~2.19).

26 One of the most carefully controlled programmes of intervention in the USA was the Perry
Pre-School Project, later known as High/Scope. The curriculum is of outstanding quality:
staff are well trained; parental participation is encouraged. (In fact, the curriculum is similar
to [and shares common roots with] much high-quality British w.esery cducation — which
strengthens the relevance of this research for the UK.) The programme has been carefully
evaluated over 30 years and has consistently shown striking results. Although the initial gains
in intelligence tests had disappeared by the secondary scheol stage, there were remarkable
differences in outcome between the 65 children who attended the half-day educational pro-
gramme over two vears and the control group of 58 children who remained at home. Figures
1 and 2 present in graphic form the long-term effects of the programme.
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Figure I. High/Scope Perry Preschool study. Effects of the programme at age 27.

High School Grades Programme
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All findings are significant at p<.05 based on chi-square statistics. From Schweinhart and Weikart (1993).

Figure 2. Highs scope Perry Preschool study. Sources of public costs and benefits per participant.
From Schweinhart and Weikart (1993)
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In summary, by the age of 27 the High/Scope “pre-school graduate” had

* higher monthly carnings (29% vs 7% carning $2.000 or more per month)

* higher percentage of home ownership (36" vs 13%) and of second car ownership (30% vs
13%)

* & higher level of schooling completed (71% vs 54% completing 12th grade or higher)

* a lower percentage recetving social services at some time in the past ten vears (39% vs
80%)

*

fewer arrests (7% vs 353% with five or more), including fewer arrested for crimes of drug
taking or dealing (7% vs 253%).

Throughout the course of the longitudinal study of the effects of the High/Scope programme
researchers found markedly difterent (and better) educational performances in the pre-school
programme participants. In particular, the programme groups produced significantly higher
scores than the control group in tests ot

a) intellectual performance from the end of the first year of the pre-school programme to

the end of first grade at the age of seven;
bY school achievement at the age of 14;
¢) general literacy at the age ot 19,

The latest findings of the signiticant benetits of High/Scope are so impressive that they have
been included as appendix D to this report.
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However, Margaret Clark's review of British research on the effects of pre-school attend-

ance tells a rather different story (Clark. 1988, Children Under Five: educational research and

education). She reviewed all the major British rescarch studies on enrolment, characterstics

of provision, curriculum, special needs, continuity into school, and many other topics. Al-

though her thorough review covered small-scale studies as well as large ones, it led to tew

firm conclusions. She observed that:

2) most studies showed that attendance at pre-school of some kind was associated with posi-
tive benefits for the children;

b) many carly benefiis were not seen to last beyond the infant school:

¢) it was not yet possible to know which kinds of provision brought about the most suc-
cesstul outceme.

Clark particularly emphasised the need for more and better qualitative and quantitative re-
search. '

The difficulty of evaluating rescarch on carly learning can be seen clearly in the analysis of
three relevane studies in appendix C. The Child Health and Educational Study of some 8,400
children born in 1976% showed a clear association between pre-school attendance and both
educational outcomes (improved literacy and numeracy) and social development (reduced
behavioural problems) at the age of ten. But this undoubted correlation cannot safely be
interpreted as cause and effect, because of the lack of matched samples of children at the
point of entry. Similarly, neither of two conflicting studies which investigated possible links
between nursery attendance and performance in the Standard Assessment Tasks can be re-
lied upon for detailed policy decision, because both studies depended on the teachers of the
seven-year-old children to distinguish those who had attended nursery from those who had
not. Teachers identified more than halt as having attended ‘nursery’, while government sta-
tistics show the figure for Local Education Authority nurserics to be more like 25%. It is
clear that other forms of provision must have been included.

While further rigorous research is undoubtedly required, the evidence trom many rescarch
scudies justities the firm conclusion that pre-school education leads to immediate, measur-
able gains in educational and secial development. Although the High/Scope project is the
most complete longitudinal study available, its tindings and implications arc confirmed by
other rescarch, and are gradually receiving endorsement from other countries. For example,
research in France has shown that attendance at nursery school is associated with better
progress in primary education, in as much as the proportion required to ‘repeat a year' is
substantially higher for those without nursery experience (Jarousse and Mingat, 1991, La
sociologic de ['école).

Quality

2.10

Quality matters. The evidence shows that it is high quality early education that leads to last-
ing cognitive and social benefits in children. What docs quality consist in? It scems to be
criticatly linked to three major factors — the carly-learning curriculuin, the selection, train-
ing and continuity of staff, and staff:children ratios — and also to be associated (but less critically)
with three other factors — the buildings and equipment of the early learning centre and the

* Osborn, A. E. & Millbank, J. E. (1987) The effects of carly education: a report from the Child Health (1992)
Contemporary Issues w the Early Years
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role of parents. Some British research has been directed towards evaluating the relative merits
of difterent kinds of provision (daycare versus nursery education. tor example). with am-
biguous results. [Research from other countries shows that it is the quality. rather than the
tvpe, of provision that is most important.

In the USA a group of researchers studied the ettects of three ditferent curricula: a High/
Scope “purposetul play” programme. 1 'tree play’ programme and a formal pre-school cur-
riculum. (Schweinhart, Weikart and Larner, 1986, Consequences of three pre-school curriculum
models through age 13). Children in all three groups showed gains in intelligence at school
entry. However, 4 follow-up study at the age of fifteen revealed that the children who had
attended the tormal programmes showed more anti-social behaviour and had a lower com-
mitment to school than those who had attended the two programmes based on play. This
rescarch demonstrates a link between an active learning programme betore school entry and
lasting benetits in the form of increased contiderice and maturity in adolescence.

In .ne UK a rescarch study examined two matched groups of 45 children starting primary
school: one group had experienced state nursery education, the other voluntary playgroups
(Jowett and Sylva, 1986, Does Kind of Pre-School Martter?). Earlier research had shown sig-
niticant curricular difference between the two types ot provision in the examples studied.
The study found that the children who had attended nurseries engaged in more purposetul
and complex play in the reception class of primary school than did those who had attended
playgroups. During “tree choice’ sessions. the nursery children were more ‘learning oriented’.
Figure 3 presents evidence to show that the nursery children were more persistent and in-
dependent when they encountered obstacles. This study, demonstrating the relative
ettectiveness of different types of pre-school provision. suggests that the critical factors lie
in the curriculum and (no doubt) the selection and training of staff.

Reactions to children’s task difficuity.

From fowett and Sylva (1986) '
Term Group Asks for help Gives up Persists
% % %

Autumn Nursery 17 [ 82
N=78
Playgroup 36 22 42
N=77

Summer. Nursery 14 17 68
N=63
Playgroup 49 30 22
N=37

Similarly, studies of the effects of learning within a daycare setting repeatedly emphasise the
signiticance of quality, There is disagreement among scholars as to whether carly entry to
daycare (i.c. before the age of one) is harmtul to children’s later development. The ques-
tion, though important. is not germane to this report — which is concerned with evaluating
the benefits of ‘centre-based” carly learning from the age of three, on the assumption that
good parental practice will provide either home-based carly learning before the age of three
or high-quality daycare (where needed) for one- and two-year-olds. Studies from the USA,
the UK and Sweden all tend to show that, provided it is of high quality, the provision of
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carly learning (after the age of one) in a daycare setting does not harm clﬂdrcn's emotional,
social or educational development, and may well give them a better start in life. For exam-
ple, Howes (1990) Can the Age of Entry into Chiid Care and the Quality of Child Care Predict
Adjustment in Kindergarten? studied 80 children in matched groups experiencing high- and
low-quality daycare. Not surprisingly, the former group did better when they entered school.
both educationally and socially. The characteristics of the high-quality daycare centres in-
cluded: (a) stable childcare arrangements, (b) low staft turnover, (¢) good statf training in
child development, (d) low adult:chitd ratios (¢.g. for one- to three-year-olds, 1:4: tor tour-
to six-year-olds, 1:8 to 1:12).

Disadvantage

2.14

While all children benetit from the provision of opportunities tor high-quality early learn-
ing, the effects are strongest in those from disadvantaged backgrounds. In many evaluative
studies of pre-school education, it has been shown that *pre-schoel intervention is particu-
larly effective for the most economically disadvantaged children” (Zigler, 1987, Formal Schooling for
Four-Year-Olds?: No). For example, a particularly interesting and well-designed study of the
American Head Start programme managed to separate the effects of race from those of ini-
tial test scores (Lee, Brooks-Gunn and Schnur, 1988)*. It demonstrated that black children
gained more than white ones, and black children of below-average ability gained more than
their peers of average ability. The study concludes “that those black students who exhibited
the greatest cognitive disadvantage at the outset appeared to benefic most from Head Start |
participation’. It is also noteworthy that the study of the High/Scope programme shows
stronger benefits for girls than for boys. If we seek to close the gap (or break the cycle) of
puverty, incquality and deprivation, good carly learning for the mothers of tomorrow is
likely to make a significant difference.

The finding that the impact ot carly education is strongest in disadvantaged children must
be applied with care. It does not justify a selective and separate provision tor such children,
since there is considerable evidence that the concentration of children with behavioural or
learning difficulties in one centre does little to help them. The ghetto-ettect provides vet
another disadvantage. This analysis helps to explain the contrasting evidence on daycare from
Sweden and the UK (see appendix C). From this it is possible to devise a further important
feature of high-quality provision: namely the quality, diversity and range of the peer-group.
It appears to be as important a factor in carly learning as it has long been understood to be
in secondary or higher education.

Self-esteem and social cohesion

216
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The most important learning in pre-school education has to do with aspiration, socialisation
and self-esteem. The art of learning is not a mystery. No-onc learns etfectively without mo-
tivation, social skills and confidence — and very few fail to leamn successtully if they have
developed these enabling attitudes and ‘super skills” of learning. They lie at the heart of the
carly-learning curriculum. The second great commandment teaches us to love our neigh-
bours as ourselves; more concisely, elegantly and memorably than modern jargon can, these

Lee, V. Brooks-Gunn, J. & Schnur, E. (1988). Does FHead-Start Work? A one year tollow-up comparison of
disadvantaged chitdren attending Head-Start. no pre-school, and other pre-school programmes. Develop-
mental Psychology, 24 (2), pp.210-222
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words identity the tundamental importance of self-esteem and social cohesion for the well-
lived life. They are also essential for successtul learning.

Modern educational rescarch is on the threshold of a revolution. The findings ot brain-sci-
ence., tor example, or the theory of multiple intelligence. or the idea of ditterent styles ot
learning, or the recognition that people can learn to learn taster, are all pointing the way
towards a new and powertul theory of learning which will be able tosatisfy the three tests
ot explanation, prediction and application. Central to the new theory will be a clearer un-
derstanding of learning development. and the sequence whereby people progress trom intancy
to become mature learners. In the (recent) past th professionalism of teachers has often
been thought to reside in mastering the subject or discipline. But these are merely the to-
kens of learning. The art of leaming (learning how to learn) is also concerned with the types.
ot “super skills” and attitudes, of learning — of which motivation, socialisation and confi-
dence are the most important. These are the truits of successtul carly learning.

Professor Sylva outlines in appendix C an explanatory account ot how good carly education
does niuch more than merely instil a few facts or teach simple cognitive skills. The High/
Scope curriculum (for example), built on the *plan, do. review™ evele. encourages ‘mastery’
learning. There appear to be two interesting patterns ot behaviour shown by children (and
adults) when they experience difficulties, problems or failure. "Helpless® children avoid chal-
lenge. give up casily and tend to despise themselves: *N stery” children enjoy challenge,
persevere and trust in their own competence — even in the face of obstacles. These patterns
ot behaviour are not related to intelligence or innate ability: they are features ot character
or personality ~ and they can be learned or unlearned. They appear to be in part determined
by choice of goals. *Helpless® children seek rewards trom adults (e.g. high marks in school);
‘mastery’ children pursue goals of learning and discovery for their own sake. There is also a
significant link between "mastery’ orientation and a belief (in both children and parents)
that etfort can lead to increased intelligence. By contrast, ‘helpless’ children ‘and their par-
ents) tend to maintain a naive version of [Q theory — that those of high intelligence don't
need to work hard, and those of low intelligence will fail however hard they try.

The importance of these 1deas tor the understanding and explanation of later educational
success and fadure is obvious. Early learming, properly understood. provides a toundation
stage upon which successtul schooling and adult learning can be built. Without this stage in
place. those of a “helpless™ orientation develop and continue patterns ot behaviour which
disable them = and which are difficult to correct once they become fixed. Good early learn-
ing encourages ‘mastery’. It is significant that the outcome-related National Vocational
Qualifications/Scottish Vocational Qualifications (NVQs/SVQs) also emphasise ‘mastery
learning’. If the National Targets for Education and Training , which are mostly cxpressed
and measured in NVQs/SVQs, are to be reached by the vear 2000 and surpassed in the 21st
century. then it will be necessary to encourage "mastery learning’ in as many as possible in
cach successive age-cohort. Systematic provision for good carly learning, will enable this to

happen.

Payback

Finally, there remains the question of payback. Can it be demonstrated that investment in
high-quality carly education provides a worthwhile economic return? Yes. The evidence of
the value of High/Scope (see 2.6) indicated not only an improvement in the quality of life
of the participants. but also signiticant econemic benetits for society. A cost-benefit analysis
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has estimated that for every $1.000 invested in the pre-school programme (after adjustment
for inflation) at least $7.160 has been, or will be, returned to society. These calculations
were based on the reduced costs of juvenile delinquency. remedial education. income sup-
port and unemployment (resulting from the beneficial etfect of High/Scope) set against the
costs of their high quality pre-school programme. Society also benetits trom the higher taxes

contributed from the inceeased carnings of “pre-school graduates” who thus play a past in

raising Gross Domestic Product. It is striking that the rate of return has increased as the
participants have matured. and the costs of crime and welfare have entered the picture. At
the age of cight. the return was calculated to be $2 for every $1 invested: at fifteen. it was
$4: at nincteen. $6: and by the age of 27 it has risen to just over 87. There have been further
studics involving cost-benefit analysis of pre-school programmes in the US (sce appendix
C): they show that the costs of the programmes were more than oftset by later savings in the
children’s educational and medical care. Early learning pays.

Conclusions

2.21

222

This summary review of the evidence of rescarch. together with the more elaborate ac-

count provided by Professor Sylva in appendix C. justities the following condusions:

a) pre-school education leads to immediate, measurable gains in educational and social
development: .

b) early education leads to lasting cognitive and social benefits in chlldren. provided it is of high
quality (defined in terms of (i} a curriculum based on the principle of active learning or
‘purposeful play’, (i) the selection, training, retention and ratio of staff, (iii) parental
involvement (iv) buildings and equipment, (v) diversity of the peer group):

c) while all the chiidren benefit. the impact of early education is strongest in children from
disadvantaged backgrounds:

d) as a consequence of b) i and ii, neither voluntary playgroups nor early entry to primary
education and to Key Stage | of the National Curriculum (in their present form) is a suitable
alternative to high-quality pre-school education;

e) active and responsible learning is the key to the success of the most effective programmes:

f) the most important learning in pre-school education has to do with aspiration, motivation,
socialisation and self-esteem:

g) good early learning encourages and develops ‘mastery’ without which successful schooling
and adult learning is unlikely:

h) investment in high-quality early education provndes a worthwhile economic return to
society.

While these conclusions are secure. and the research on which they are based is reliable, the
quantity, scope. depth and extent of available research {especially in the UK) do not vet
reflect the importance of the subject. 1t is therefore recommended that:

the Government, trusts and universities make a substantial commitment to
further quantitative and qualitative research into the impact of, and best
practice in, the provision of early learning in order to test the conclusions of
this part of the report, and (where appropriate) to extend or qualify them;

those responsible for educational research develop a strategy for clarifying the
nature and sequence of child development and ‘mastery’ learning to provide a
theoretical framework for the training and sustaining of prufessional ‘early
years’ teachers and carers.
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3. Lessons from Abroad

dt is in early education where the battle for excellence will be won or lost’

{Ernest Boyer. 1991, Ready to Learn)

This chaprer considers what can be learned from the experience and practice of
other countries. It reveals that investment in eftective carly learning can provide
significant social and economic returns tor both developing and developed
countrics. But the needs ot children and parents, and the demands of the labour
market, must be considered together. Nations where compulsory state education
begins at the age of six (or even seven) are readier to recognise the importance
of carly learning, and to make provision for it, than those countries where it
begins at tive. There has been a recent rapid expansion of pre-school education
throughout the world. and this process seems likely to continue. Britain, with
Ireland and the Netherlands, is out of step with developments in the rest of
Europe. The main features of good practice in the management of pre-school
educatton are set out. There is 2 recommendation for keeping the changing
international situation under review. )

Introduction

3.1

32

Not only in the UK. bur also in many other countries, there is a growing recognition of the
importance of ecarly learning and pre-school education. Litelong learning and learning for
life and work nceed to start in infancy. Throughout the developed world ~ and also i some
developing nations like India and Brazil - there has been rapid and substantial growth in
pre-school education during the last 30 years. This change is undoubtedly linked to the
changing pattern of employment in which unskilled work (itsclf a contradiction in terms) is
gradually tading away. Modern jobs require continued learning. Modern societies are learn-
ing societies in which knowledge is power. But this growth has also been associated with,
and in part caused by, the increasing number of women in the work-force. It is estimated
that almost halt of the women in Great Britain with children under the age of five will be in
employment by 2001 (see appendix G). Where economic pressures drive both parents into
paid employment, and equity requires that neither should be prevenied from working, three
things tend to happen: the introduction of paid parental leave, the recognition of some public
responstbility for the care of children of employed parents, and the public provision of nursery
cducation tor children from the age of three. Denmark has travelled furthest along this road:
with over 90% of women with children in the labour force, it provides a high standard of
publicly-tunded services for children and their parents. Other nations are following. All are
secking the best way of reconciling and responding to the needs of the labour market, par-
ents and childeen. Perhaps the first fesson from abroad is that none of these needs can be
met in isolation: they must be considered together.

The main focus of this report is upon young children and the importance of carly learning,
Like slaves and women in carlier times, children have no vote. And so their interests are
liable to be neglected. The United Nations Children's Fund (UNICEF) estimates that some
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$25 billion per year are required "to bring to an end the age-old evils of child malnutrition.
preventable discase and widespreadiliteracy”. This sum could purchase two or three Chan-
tel Tunnels. or one new airport for Hong Kong, or half the cigarettes smoked in Europe
cach vear. So there can be no excuse. Failure to defeat these avoidable evils in the tuture
will have to be explained. not in terms of possibilities. but of priorities. And much has al-
ready been achieved. Since the end of the Second World War intant mortality rates have
halved. average life expectancy has increased by a third. and in the developing world the
proportion of children starting school has risen to over three quarters. There is a new hope
- and a new urgency. The World Summit for Children. held at the United Nations in 1990,
adopted a range of goals for the year 2000: these included "basic education for all children
and completion of primary education by at least 80%’ and ‘a halving of the aduit illiteracy
rate and the achievemeént of equal cducational opportunities tor males and females™. Most
nations have now agreed to adopt the United Nations Convention on the Rights of the Child
and work towards these goals. UNICEF's report on The State of the World's Children 1993
shows how they can be achieved.

A voung child. puzzled by the formal language of the Convention on the Rights of the Child.
and secking to grasp its meaning for children. asked: “shall they all read?”. She asked the
right question. Literacy is the key to personal. social and national development. The Save
the Children Fund has shown how the achievement of literacy by children (and parents) is
the first step towards cconomic development. The chain of cause and etfect works like this.

.Those who can read. learn to observe elementary rules of healeh care. This in turn enables

parents to gain confidence in the survival of children into adult life. Without this confi-
dence, parents are unlikely to limit the size of their families. And so the control of populations
becomes impossible. Development is defeated by uncontrolled growth of populations.
UNICEF secks 825 billion per year to control the major childhood- discases, halve child
malnutrition. reduce child deaths by four million a year. bring sate water and sanitation to
all communitics, make family planning universally available. and provide a basic education
for all children. The attainment of the last of these objectives (basic education) by itself will
cnable poor communities to make substantial progress towards the remaining goals. The
second lesson from abroad is that investment in effective carly learning can provide signifi-
cant social and cconomic returns for both developing and developed countries.

Patterns of provision

34

35

Most compulsory state elementary schooling in Europe starts at the age of six, or even in a
few countries seven, and this is also true for much of the rest of the world (¢.g. Japan six.
USA six to eight). Table | (opposite) sets out some relevant comparative figures. A tuller
account of the position is given in appendix F. In France. pre-primary schools (écoles
materelles), catering for two- to five-year-olds were started a century ago, and now serve
over 95% of children aged three to five (inclusive). Although attendance is voluntary. local
authorities are required by law to provide pre-primary education except in the smallest com-
munes. The education given is intended to develop children’s personalities and prepare them
for clementary school. France has recentdy set itselt targets tor turther extending pre-school
education.

In ltaly, pre-school education is provided in both public and private nursery schools and,
while attendance is optional. 90% of children age three to five (inclusive) attend full-time.

Q
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International compariéons of compulsory school age and ¥% of children attending publicly
funded services.

Compuls:ory % of children attending publicly funded
school age services aged (years):
5 3.5

Belgium (1991) 6 97 99 98 98
Denmark (1992) 7 76 - 81 79 79
Finland (1992) 7 44 49 53 60
France (1991) 6 98 {0l 99 99
Germany (1990) 6 - - - 77
Greece (1991) 5.5 - - Ccs 88w
Ireland (1991) ) e 55t 98 Sjes
ltaly (1992) 6 - - - 91
Luxembourg (1990) 5 7 95 Cs 67w
Netherlands (1991) 5 * 98 Cs 67%
Norway (1992) 7 49 60 - 68 53
Portugal (1991) 6 28 44 63 45
Spain (1991) 6 28 94 100 74
Sweden (1992) 7 63 67 75 68
Britain (1991) 5 4] 58 Cs 65¢+%

CS indicates where 5-year-olds are covered wholly ar partly by compulsory schaoling (and m these cases, a 100%
attendance level for 5-year-oids is included in the "3-5' column);

indicates that a source of publiciy-funded provision is not included, because data is not available;

indicates that a substantial qualification exists concerning the statstic for the whole 3-5 age range.

+

x

six days a week. The objectives are to reinforce the influence and efforts of the family and
to prepare for primary schooling. Although nursery schools have no formal curriculum, edu-
cational guidelines have been laid down. The Montessori method. which was originally
ueveloped tor disadvantaged children in Rome. is often used in the private sector. but mn
general the system has a more teacher-centred and structured style than in other developed
countries. In some parts of [taly, childcare programmes are also available from infancy and
seen as an accepted part of community life,

There are three kinds of pre-primary schooling in Germany: the kindergarten caters for chil-
dren aged three to tive (inclusive): in some Linder primary schools have reception classes
(Vorklassen) for tive-year-olds: and scheol kindergartens admit children of compulsory school
age who are too immature for primary cducation. Kindergartens are mainly within the re-
mit of the Ministry of Health, Family, Youth and Social Affairs. although four-fitths of the
tunding is from private sources. including the Church. Nominal fees are pavable. in prac-
tice only by those who can afford them. Staff include teachers, social education workers and
<hildren’s nurses. Pre-primary cducation is based on the principle of *purposetul play’ and
doces not attempt to start the *3 Rs' or the cquivalent of ‘Key Stage 1'. Reunification »f
Germany has provided an impetus to raise provision in the former West Germany to the
tevel of what was available in East Germany, At present. nearly 80% of children are in pre-
school programmes. A target has been set to give every child aged three to five the night to
a place at a kindergarten by the beginning of 1996,

In the USA. rather over half of children aged three to six (inclusive) take part in some kind

of peer group activity — cither part-time in kindergarten (often associated with a local school),
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or in a nursery school (often privately runj or in- parent co-operatives (employing and assist-
ing a qualified teacher). Community daycare centres otfer tull-time care tor the children ot
working mothers or whose parents are il and the modest fees are supplemented with chari-
table and government funds. Child development centres cater for those living m disadvantaged
arcas. mainly under the *Head Start” programme. with state and-tederal support. Two vears
ago. President Bush summoned all the state governors to an ¢ducational summit meeting to
wet out goals for the vear 2000. The first goal was that all children should come to school
‘ready to learn”. This goal was inspired by a report entitled Ready to Lear: a mandate for the
nation written by Ernest L Bover, president of the Carnegic Foundation for the Advance-
ment of Teaching and a distinguished tormer US Education Secretary. He called for coending
on the "Head Start' programme to be increza.d from two to cighe billion dollars by 1995,
describing this-as *an investment that would pay off handsomely in the log run’. The new
administration has responded: *Head Start” tunding is to be increased by 46% to over $4
billion this vear.

New Zealand. stimulated by the findings of the High/Scope programme.. undertook a major
review of childhood services. which was published in 1988. Education to he More is a model
of its kind. and onc of the inspirations of this report. It went back to first principles, asking:
what sort of services have we got? what do we need? how can we meet the needs of chil-

_dren? The report set out the cost and benefits of carly childhood care and education tor the

various relevant groups. It concluded: *The benetits of complementary carly childhood care
and cducation are proven without doubt by rescarch and by experience. Parents know the
difference it makes to their children and what a support it can be for themselves. Any prin—.
cipal or junior clss teacher will comment on the difference carly care and cducation
experience makes to children’s ability to learn. Children who enter school without the skills
of their peers are likely to be disadvantaged. They start school with a high risk of failure —an
important consideration when unskilled employment is disappcaring. Early childhood care
and cducation can bridge the skills and knowledge gap, before such children slide into a
downward spiral.” (Mcade. 1988) The Lahour Government accepted the report and set re-
form in motion with a policy document Before Five, in which the Education Minister atfirmed
that ‘improvements in this sector are an investment in the future’. The new poliey left the
existing diverse system (not unlike that in the UK) in place. puta reorganised Ministry of
Education in charge and set up an Early Childhood Development Unit to provide co-ordi-
nation, support and training. The new carly childhood sector was to have cqual status with
other sectors of cducation, its own block grant. and graded inc.cases of funding over four
years. '

When the National Government replaced Labour shortly afterwards. there were fears that
the new policy would be abandoned. It had been brought in *despite a declining ecconomy,
apathy amongst politicians. and resistance trom the Treasury . as one expert observed. But,
although there have been some cuts, the integrated system of care and cducation remains
intact. New Zealand has decided to maintain a diversity of services — not unlike the pattern
of provision in the UK — but to make funding dependent on their achieving nationally-de-
termined standards. The new Minister pointed out that although participation in carly
childhood cducation has doubled since 1980, New Zealand spends only 4.1% of its total
education budget on that sector. compared with 28.1% ou higher education. He asked why
that should be so. when reliable research showed that carly childhood education gives stu-
dents and the tax-paver the best return on investment. His own answers to that question
have a resonance in the UK: carly childhood is seen as a woman's issuct there are divisions
within and between the educational and care services: proposals for policy changes in higher
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education are met by etfective lobbying and demonstrations ~ pre-school children cannot
vote. lobby or march. Nonetheless, the Minister reaffirmed thar his government saw carly
childhood education as an cconomic imperative as well as a social responsibility. In an im-
pressive discussion document Educanon for the 21st Century (1993) the New Zealand
Government proposed a range of ambitious targets — including the aim of providing carly
childhood cducation programmes for 93% of three- and four-year-olds by 2001. l

3.10 What is clear from even as abbreviated a survey as this is the variety in patterns ot provision
for pre-school education. Table 1 sets out the situation in the European Union (sec also
. appendix F of this report). While it is true that "what is needed. and what remains lacking in
all member states is a comprehensive and coherent programme tor reconciling childcare.
cmployment and equality of opportunity” (Moss, 1990. Childcare in the European Comnuni-
tics 1985-1990). it is also true that there is growing interest in these issues, their priority is
being recognised and significant changes are occurring in many countrics. While Denmark
stands out as the leader in Europe, Ireland. the Netherlands and the UK are the laggards.
These countries make little or no provision for nursery education. instead using playgroups
and carly entry to primary schools as substitutes. The Netherlands has recently lowered the
age at which children start school from six to five: in the UK (though to a lesser extent in

Scotland) there has been a similar de fucro lowering from age five to four-plus. Neither ot

these strategics is necessarily wrong, provided systematic opportunitics for high-quality carly
learning are thereby made available. Unfortunately children attend playgroups on average
for only five to six hours a week, and carly entry to primary school tends to icad to the
premature introduction of the formal curriculum (Key Stage 1) and inappropriate adule:child
ratios. The substitutes are not working. In some the level of staff training is variable, and in
others the curriculumn is inappropriate. It is the contention of this report that the UK is out
of step with what is established or emergent good practice elsewhere in Europe - and be-
yond. The third lesson trom abroad is that Britain is not only on the wrong track. but
dangerously ignorant (or complacent) about its situation.

3.11 Moss summarised the contrast between Britain and the rest of Europe as follows: “This briet
overview highlights a number of broad and widespread features of carly childhood services
in the European Community, including the introduction of parental leave. a recognition of
some public responsibility for the children of employed parents (though in most cases. with
a large shorttall in the supply of publicly tunded services). and a recognition of the need to
develop nursery education as a generally available service tor children over three (and here.
the shortfall in supply is generally far less). In all three respects. Britain differs: no parental
leave: an explicit rejection of any public responsibility to support working parents and their
children: and an carlier acceptance of the principle of nursery education, in the 1972 White
Paper. subsequently abandoned. The situation in Britain has been strongly influenced by
the view that care and education of voung children is mainly a private matter (the main
exception being where child. parent or family are deemed to have some inadequacy or dis-
ability). The approach in mainland Europe has been more intluenced by concepts of social
solidarity, emphasising the importance of pioviding support to adults in the parenting phase
of their life course. which is recognised to be (like childhood) of wider social significance.”
(Moss. 1992, in Pugh G.. (Ed.). Contemporary Issues in the Early Years, p.35)
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Integrated. models

3.12

3.13

3.14

While in the past some countries (¢.g. the USA) have made very clear distinctions between
the functions of care and education, this is now changing. Care and education should be
integrated. Competent childcare inevitably requires attention to learning. Education em-
braces care. Good teachers both care for, and care about, the children in their charge.
Similarly, good parents understand that caring for a child involves the encouragement of
carly learning. The ‘scamless web' linking education and care is a key teature of best prac-
tice. This principle has some important consequences for the organisation, responsibility
and training of staff for early learning, and its links with the home (on the one hand) and the
primary school (on the other).

Bruner. 1980. Under Fives in Britain atgues that ‘the tull-time care of children at home in
the carly years preceding school is neither desirable for many families nor, given that fact, is
it good for children. Indeed. it can now be taken as certain that an opportunity to be away
from home in a pre-school helps the child to develop socially, intellectually and emotion-
ally’. Recognition of this has led a number of nations to make provision not only for
pre-school education between three and the start of primary schooling, but also to integrate
thi§ organised carly learning into provision for extended daycare — and to move towards sys-
tematic provision for children under the age of three. Denmark leads the way. There primary
education begins at seven. Some 85% of children of three 1o six (inclusive) attend some
form of publicly-funded service. Most go to kindergartens offering full-time provision. with
nearly all six-year-olds attending part-time pre-school classes at primary schools. ‘The main
distinguishing feature of Denmark, however, is the high level of publicly funded services
for children under three. These services (either group care or organised childminding, though
it is also possible for a small group of parents to combine to employ a shared nanny and
claim public funds) provide for nearly half of all under threes, and Denmark is the only EC
country where publicly funded provision accounts for most of the children in this age group
who attend some form of carly childhood service’ (Moss. 1992, in Pugh G., (Ed.). Contem-
porary Issues in the Early Years, p.34-5). The Danish model, providing an integrated responsc
to the demands of the labour market, and the needs of both children and parents, is an im-
pressive example of what in all probability is the shape of things to come in the developed
world. One of the most interesting and significant features ot childhood services in Den-
mark is the increasing role being played by men. By and large, in the rest of the world
(including the UK) these services are staffed by women, with the inevitable but regrettable
consequences of the lack of male ‘caring’ models and low status tor the service.

While education and care are rarely scen as separate needs today, many countries still have
somewhat different ministerial portfolios or departmental responsibilities for the two aspects
of ‘edu-care’. But this. too, is increasingly changing. Many nations (and governments) have
come to view the period of carly vears care and education as a whole. Recent changes in
countries as diverse as France, Hungary and Poland, Canada and the USA. all demonstrate
this feature. For example, since 1988 cducation and care tor children from the age of two-
and-a-half have been integrated within the educational brief in British Columbia and Alberta.
In France the écoles maternelles, established under separate governance since 1871, now form
part of the general ministerial responsibility tor education. In Spain, a new law has brought
together nursery education and childcare services: already some 70% of children aged three
to five (inclusive) attend full-time nursery education. And similar changes are planned in
several of the states of Australia. An integrated model of organisation for carly learning and
daycare requires an integration of responsibility for the service.
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The integraton of early cducation and care has consequences for the training of statt, This
does not mean that all statt are (or should be) trained in the same wav, Only in the UK is
the issue polarised in the fatuous public debate abour the relative meries ot professional *carly
years' teachers versus “‘mums’ army’. We need both — and both need appropriate training.
Increasingly, pre-school teachers are being trained alongside primary teachers (or 6n courses
ot similar length, complexity and status) in other countries. Furthermore, support-staft (nurs-
cry nurses and assistants) are themselves receiving thorough training (often at university
diploma level) ia muny nations. After the age ot cighteen, the normal length of carly years
teacher training is four vears — though some five-vear courses exist in Australia, Canada,
Malta and the USA. Britain and (parts of) Germany stand apart in devoting substantial por-
tions ot teacher training to school-based practice. Such an approach to training needs to
beware of diminishing — or denying the importance of - the theory of the development of
learn (g in children. Britain seems to have the largest number of diverse and confused routes
to qualified teacher status. but (unlike many countries) fails to provide a clear and open route
tor support staft (nursery nurses and aides) to progress to the status of trained carly years
teacher. Recent development of NVQs/SVQs has ottered the promise of improved and more
aceessible training. In Scotland. the redesign of college-basced courses by SCOTVEC (Scot-
tish Vocational Education Council) is particularly encouraging.

There is inevitably considerable variation in the (trained) adult:child ratio throughout the
world. On the whole the provision of adults is more generous in pre-school than in primary
schools. If High/Scope is increasingly being recognised as an example of "good practice’, it
is noteworthy that the ratios are almost identical to the RSA ‘rule of thumb® which suggests
that (throughout the educational system) the appropriate provision is one (trained) adult to
the number of children (or students) equivalent to double their average age (i.e. ‘class sizes'
of 6 for three-year-olds, 12 for six-year-olds, 24 for twelve-year-olds. and so on). The in-
tention and etfect of such a rule is to tile resources back towards carly learning ~ wicthout
making substantial new demands on educational budgets. '

The mregration of care and education should not mean the imposition of an “academic’
curriculum on three-year-olds. Instead, there js a widespread acceptance that the diverse,
informallv-assessed practice which derives from the principles of active learning and *pur-
posctul play” should spread upwards. like a beneficial infection. into primary schooling. By
such means it is hoped to achieve a smooth linkage (or "articulation’) between the pre-school
and primary stages. However. it is never casy to provide tor problem-tree progression (in
content or process of learning) from one stage of education to the next. Joint - or integrated
= staff training would help. As with the link between home and pre-school, it is casier to sce
what is needed than to deliver it -

anclusi.ons: )

3.18

This summary review of the patterns of provision and integrated models for carly learning

in other countries (more fully set out in appendix F) leads to the tollowing conclusions:

a) investment in effective early learning can provide significant social and economic returns for
both developing and developed countries;

b) the needs of children and parents, and the demands of the labour market, should be
considered together:
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) paradoxically, nations where compulsory state education begins at the age of six (or even
seven) are readier to recognise the importance of early learning, and make provision for it,
than those countries where it begins at the age of five; _

d) throughout the world - especially in developed countries, and most notably in Europe —
there has been a rapid expansion in pre-school education during the last 30 years: this
process appears set to continue;

e) Britain, together with Ireland and the Netherlands, is out of step with developments in the
remainder of the European Union;

f) the salient features of good practice in the direction and management of the provision of
early learning appear to include: )

i. the integration of education and care
ii. unified responsibility for provision

iii. targets for growth by a specified year

iv. coherent and thorough training of early years teachers and support staff

v. a curriculum based on the principle of ‘purposeful play’

vi. effective linkage between the home and pre-school, and smooth progression between
pre-school and primary school

vii. adequate resources.

3.19 While these conclusions are secure in the light of what is known currently, there is consid-
erable change in train or impending in a number of countrics. The principles, policies and
practice of early learning and pre-school education are all under review in many different
places. Accordingly it is recommended that:

the RSA should plan and organise a major international conference on ‘good
practice in pre-school education’ to review and update the findings of this
report in 1995.
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4. Patterns of Provision in the UK

“The status quo is merely one of the options: be aware of others’

-~ (The 13th touchstone tor a learning organisation)

This chapter reviews the patterns of provision in the UK. It identifiés seven
major types, considers the case of children ‘with special educational needs. and
recognises combined Nursery Centres as a model close to the ideal. But the
existing diverse pattern of provision lacks coherence, co-ordination or direction.
bt fails to meet the needs of cither children or parents. It is unevenly.and
inequitably distributed. It does not provide an assurance of high quality. Many
of those most in need — and most likely to benefit ~ miss out. The quantitative
statistical base and the qualitative knowledge base are inadequate and
incomplete. Governments have failed over many years to establish a national
framework within which local developments could take place. While funding
appears to be the major impediment to progress, in reality the problem is one of
priorities. Pre-school education should be among a nation’s firse prioritics.
There is a strong recommendation for a Government review and action.

Introduction

4.1

4.2

Diversity is the hallmark of pre-school provision for the under-fives in the UK. But not
choice. Or coherence. There is a wide range of provision, including nursery schools, nurs-
ery classes, nursery units in primary schools. dav nurseries and. of course. pre-school
playgroups. But neither market mechanisms nor planncd public provision arc enabling par-
ents to find the pre-school education and care thev want for their children. or children to
make the right start to learning and life. Both the tollowing statements (one defensive. the
other critical. of the status quo) are true: "linking all types of provision together, over 90% of
three- and four-year-olds now attend some form of education or other group provision';
‘the UK as a whole is ncar the bottom of the league for publicly-funded pre-school educa-
tional places”. How can that be?

The previous chapter showed that, in contrast with emerging good practice in Europe, the
UK seems to use two strategies as substitutes for high-quality nursery education ~ early enery
to primary schools, and playgroups. The importance of these two strategices is clear from
statistics for the percentage and numbers of children attending difterent types of provision
in England in 1992 recently quoted by a Minister:

‘Local Nursery Reception Pre-School Independent
Authority classes classes playgroups schools
nursery {at primary {at primary
schools schools) schools)
% 4 22 23 41 4
N00s 32 278 300 525 46

(The percentages total 94 because some children attend more than one type of provision.)’
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This is an unsatisfactorv, and potentially misleading, statement of the position. There are

other ways of presenting the general picture, for example:

* over 45% of places in pre-school provision depend on parental fees. rather than public

provision (60%)*

over 40% of children attend playgroups on average for two sessions (less than 10 hours)

per week (nearly 60%)*

* over 75% of children are being admitted to primary schools betore their tifth birthday
Local Education Authority provision of nursery education caters for a range from
() - 80%+ of three- and four-year-olds in different localities.

(* The figures in brackets include children under the age of three.)

Table 2 shows the number of places in most types of early childhood provision in 1980 and
1991. It demonstrates the conflicting slow growth of publicly-funded services and rapid ex-
pansion of the private sector (childminders and private day nurserics).

Number of places in early childhood care and education provision, 1980, 1991, England.
Source: Sylva K. and Moss P., November 1992 (32)

Types of provision 1980 . 1991 % change 1980-1991
Nursery education 130,997 177.863 +36
Reception class 205,673 272,178 +32
Local authority day nurseries 28437 | 27,039 -5
Private nurseries 22017 79,029 +259
Playgroups 367,868 428,420 ' +16
Childminders 98,495 233,258 +137

Table 3 (sce pp.34-35) gives a more detailed breakdown of the various fypes ot provision.
See NCB Table for breakdown on England., Wales and Scotland*. However, it is important
to state a general caution against uncritical reliance on the statistics quoted in this and other
reports. Peter Moss's authoritative appendix F to this report sets out the problem (and the
position) as clearly as possible.

Nonetheless. it is clear from these figures that “early childhood care and cducation services
are unevenly distributed, and receive limited public funding: most provision s in the pri-
vate market and depends on parents’ ability to pay. The UK has one of the lowest levels of
publicly-funded pre-school services in Europe’, (Sylva and Moss. 1992, Learning Before School).
Furthermore. the available provision fails in a number ot ways to satisty the over-riding re-
quirement for good carly childhood services. namely high quality. Nursery education and
local authority day nurseries run the risk of creating the ghetto ctfect (2.13) because of scar-
city and rationing of places. The reception classes in primary schools run the risk of imposing
an inappropriate curriculum with insufficient and non-specialist staff. Playgroups run the
risk of providing too bricf a period of attendance, with inadequate equipment and inad-
cquately-trained statf. The private sector is unlikely to serve the children from disadvantaged
backgrounds. where the potential for benefit is greatest. Others have characterised the pat-
tern of provision in the UK as lacking commitment. co-ordination and cash. In carlier times.
it would have been called a public scandal.

* National Children’s Bureau. 1991, Statistics: Under Fives and Pre-School Services
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Types of provision
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There are seven major types of provision (apart trom parents at home), and several minor
tvpes. The first is nursery education. which is designed to turther children’s emortional,
social, physical and cognitive development. complementing the learning that takes place in
the home, Nursery schools and nursery classes run by Local Education Authorities provide
free education for children beoween che ages of two-and-a-half and five. They are statfed by
specially trained teachers and nursery nurses. (Trained) adule:child rattos stand at about 1:13.
Availability of places varies signiticantly by locality, ranging trom 6" to 80%+ of three- and
four-year-olds. About tour-fifths of enrolled children attend part-time, usually for five half-
days a week. Nursery education provides tor about & quarter ot three- and four-year-old
children (about 4% in nursery schools and some 21% in nursery classes).

Reception classes in primary schools admit just over three-quarters of children at age tour,
although- children are not obliged to start school until the term atter cheir fifth birthday.
Policies on carly admission vary between Local Education Authorities. In the past. it has
been usual for children to be admitted at the start of the term in which they will become
tive: these children are known as ‘rising fives’. But the trend towards once-yearly admission
has led to some vounger four-vear-olds being admitted to reception classes. This form of
‘pre-school’ education is free. Its quality varies widely, depending on a range of factors in-
cluding the nature ot the curriculum, the provision of statting (which is rarely as tavourable
as m nursery education), and the craining of statt. Primary schools employ trained teachers,
tew of whom have received specialised nursery training; and some also employ nursery nurses
and (untrained) support statf. The children attend fuil-time.

Local Authority day nurseries provide full-time or part-time care tor children who are
deemed to need specialist help. They are run by social services departments. Day nurseries
are tending to move away from simply providing care for ‘problem children’ towards an
approach involving work with parents and children rogether. These “family centres’ can offer,
not only counselling and classes for the parents, bur also in many cases nursery education tor
the children. Places are allocated according to a system of priorities. The age range catered
for is from birth to four (inclusive), but normally day nurseries do not admit children younger
than one-and-a-halt. The statt are trained nursery nurses. somenmes with additional quali-
tications in social work. Where there is a nursery class. it is normal for a trained teacher to
be employed (or seconded). Day nurseries make only a small contribution to carly learning
and the care of pre-school children: they cater for less than 1% of under fives.

Private and Voluntary day nurseries are similar to Local Authority nurseries. But they
also include a variety of rather different kinds of provision: community nurseries, all-day
plavgroups. workplace nurseries, partnership nurseries and all-day créches. They must be
registered and inspected by local authority social services departments. They provide full or
sessional care for children of parents who can afford the fees. The provision is required to
satisty national standards laid down in the Children Act 1989. Training is variable: no mini-
mum standard is required in this respect. The recent growth in workplace nurserices is
particularly important and interesting. It is bound to raise the question whether young chil-
dren are best served by nurseries close to their home, or close to their parent’s place of work.
It both pacterns continue to develop, it is not clear how systematic provision for all children
can be satistactorily organised or managed. This is a very rapidly growing sector and cur-
rently provides for about 2%4% of under fives.

Kh
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Table 3. Statistics: Day care and pre-school education 199 1. Provisions and costs in Great Britain.

Type of Provision % of children Hours Ages Approximate cost to
parents
Day care % of 0-4
Childminders 7% All day 0-4 £1.50 per hour
C £50 per week
Local Authority day §% Some all day, 0-4 Means tested
nurseries/family some sessional {but few
centres under 2)
Private day nurseries, 2.5% All day 0-4 Between £45 - £150

partnership and per week depending on
workplace nurseries age of child and

availability of subsidy

Education and Play % of 3-4
LEA.nursery schools 26% Termtime: 3-4 Free
and classes usually 22 hours
a day
Infant classes 21% Termtime: mainly 4 Free
9am - 3.30pm
Playgroups 60% Usually 2% 22-4 £1.70 per 24 hour
(1.8 children hours for 2/3 session
per place) days a week,
some ail day
Private nursery and 3.5% Usually 9am - 2/2-4 Various fees
other schools ) 3.30pm

Services on which there are no'national statistics

Combined nursery about 50 centres All day 0-4 Education free, day care
centres means tested
Family centres (May about 500 Usually all day Vary Vary
include some LA day members of Family
nurseries) Centre Network
{Dec.93)
Out of school/holiday 700 clubs (Dec.93) before and after Vary Vary
clubs - school, holidays

U % do not add up to 100 because some
oo children attend two types of provision.
[
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Provided by

Staffing

Training

Private arrangement

Local Authority Social Services

Employers, private organisations
and individuals

Registered childminders

Mainly nursery nurses

Nu rsery nurses, some

untrained staff

Variable. No national
requirements

NNEB/DPQS/BTec
SNNB/SCOTVEC
Units

at least half staff
must be trained - as
above

Ratios

I3 05
1:6 5.7
1:3  0-2
1.4 2.3
1:8 3-5
113 02
1:4 2-3
1:8 34

Local Authority Education

Local Authority Education

Parents and voluntary groups

Private individuals and
organisations

Nursery teachers

nursery nurses

Primary teachers

teaching assistant or
nursery nurse
recommended

Playgroup leader

Not specified: often
teacher or NNEB

Degree and PGCE/
BEd

NNEB

Degree and PGCE/
BEd

NNEB

SNNB/SCOTVEC
Units

Foundation course/
diploma in
playgroups practice

Unknown

| (teacher):23
I (all staff):10/13

1:30/40
(better if nursery
nurse employed)

Local authority education and
social services, sometime health
and voluntary sector input

Local Authority social services,
health authorities, voluntary
sector

Schools, leisure depts, voluntary
sector

Nursery teachers,
nursery nurses

nursery nurses, social

workers, range of staff

playleaders, community

workers, volunteers

as for nursery
schools/ciasses and
day nurseries

Varied

Unknown

as for nursery
schools/classes
and day
nurseries

Depends on
nature of centre

Devised by Early Childhood Unit Notional Children's Bureau, drawing on government statistics and information from voluntary organisations.
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Private nursery schools are open for the length of the normal school day. Litte informa-
tion is available, since (it thev take only children under the age of five) they are not obliged
to register as schools with the Deparement tor Educauon: but they are required, to register
with local authority social services departments. There are no figures available on the number
of such schools or their statfing or the fees charged. About 3'%% of children aged three to

four are attending private nursery schools. This is also an expanding sector.
, gp ) ¢

Playgroups cater for children aged three (sometimes two-and-a-halt) to tour (inclusive),
aiming to provide education through play. Parents pay a fee for each session. Groups offer
support to parents, and many provide opportunitiés for learning and involvement. Local
availability varies: numbers appear to be highest where Local Education Authority nursery
education is most scarce. The playgroup movement gives emphasis to the principle that parents
are the prime educators of their children. There are many different kinds of playgroups, but
two-thirds are community groups — managed by parent committees and run by playgroup
workers with parent helpers. In England group leaders are usually trained through the Pre-
School Playgroups Association (PPA). a registered educational charity to which most
playgroups belong. Scotland. Wales. and Northern Ireland make different arrangements. Some
playgroups are run by local authorities or private individuals. Almost two-thirds are non-
protit making groups run by committees of parents: about a third are run by individuals
(cither on a commercial or non-protit making basis): and some 3% are run by local author-
ity social services departments. Most children attend playgroups tor two or three half-day
sessions a week. Although most groups remain open for five sessions a week, they have to
ration attendance to accommodate more children. An increasing number of groups operate
extended hours. Most playgroups include children with special needs, but “opportunity play-
groups’ cater specifically for them (alongside other children) and provide links with specialist
medical or psychological expertise. Plavgroups are required to register with the local au-
thority social services department and are regularly inspected to ensure they conform to
national standards. Roughly half of all children aged three and four attend playgroups: esti-
mates vary trom 41% (proportion quoted by a Government Minister in the Department tor
Education) to 60% (cstimate published by the National Children’s Burcau).

Childminders. who must be registered with local authority social services departmeats,
take children under the age of five into their homes tor two or more hours per day. for
which the parents pay a fee. The arrangement is usually a private one between parent and
minder. though some local authorities sponsor the placement of “priority” children with *Day
Carers’ or *Day Foster Parents’. Although about half of registered childminders are mem-
bers of the National Childminding Association. not a lot is known in detail about this sector.
Whether it makes a substantial contribution to carly learning (as opposed to care) is doubt-
ful. There are wide variations in the hours worked, facilities provided. and the training of
childminders. Recommended ratios are 1:3 tor children under five: this includes the
childminder's own children (if any). These ratios tend to be entorced as a condition of reg-

istration. This scctor is growing rapidly and currently provides places tor about 7% of under
fives.

These seven types of provision, do not. however, give the full picture. There are also some
minor categories which do not demand detailed discussion here — except for the Combined
N irsery Centres which offer an excellent model for future provision by fully integrating
care and cducation. Although no two are precisely the same, combined nursery centres ot-
fer a flexible combination of dayeare and nursery education. In addition to this desirable
integration of care and carly learning, they often ofter support and facilities tor parents on
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~drop-in” basis. a ccntre for toy libraries and help tor families with special needs. Some go
turther and provide adult education and child health advice in addition. Of all existing types

of provision, combined nursery centres come closest to the ideal which this report seeks to
promote.

Children with special educational needs may be provided for in any ot the above scttings
and will also be amongst the estimated 10% of children at home in the care of parents or
nannies (see 4.13). Some of the voung children whose difficultics or disabilitics are most
pronounced and have been identified at an carly stage, receive additional support trom a
wide range of medical. educational and social services. Nationally, at {cast 4,000 children
receive support from Portage projects (Kiernan, 1993). Portage is a scheme which provides
support to the development of the child by working alongside parents. Some children with
special educational needs are placed in special daycare provision. This may be attached to a
child development centre or other NHS provision where there is ready access to medical,
para-medical services and in some centres a range of further support scrvices. Whether or
not they have a statement under the 1981 Education Act (or in future under the 1993 Edu-
cation Act) children with special educational needs may be given priority admission, or early
admission to nursery cducation. However. where there is not widespread provision this may
lead to over-concentrations of children with a range of difficulties. The special educational
needs of many more children are not identified or may not emerge until they start in educa-
tional provision. The importance of good quality carly learning provision for these children
is obvious: without it they are less likely to be identified and given appropriate help as soon
as possible. The Warnock Report advised: *While recognising the financial constraints, we
would like to see a considerable expansion of opportunities for nursery cducation for young
children with special needs on a part-time as well as a full-time basis. We do not. however,
believe that it would at present be cither practicable or desirable to seck to achieve this
through a policy of positive discrimination in the admission of children to nursery schools
and classes. Rather, we recommend that the provision for nursery education for all children
should be substantially increased as soon as possible, since this would have the consequence
that opportunities for nursery cducation for young children with special needs could be
correspondingly extended’ (Warnock Report. 5.51, 1978).

Finally a considerable group of voung children remain at home in the care ‘of parents or
nannies — or are placed with unregistered childminders — up to the age of five. This group
appears to contain some 10% of children aged three to four. Readers might be forgiven if
they feel confused at this point. The complexity of the pattern, of provision in the UK, the
confusion of the statistics and the absence of principled direction of the carly childhood
care and education services are obvious. It is a service characterised by diversity: diversity in
the types of provision. diversity within cach type. and diversity of quality overall. The fol-
lowing table is designed to simplity the picture — though readers should recall G K Chesterton's
comment that ‘he who simplifies, simply lies’. It secks to reveal the following critical dis-
tinctions: on the vertical dimension, the age of children (0-2, 3-4, and 0-+4 combined); on
the horizontal dimension. first, the distinction between centre-based provision and (cntirely)
home-based provision - second, the distinction between private and public provision ~ and
third, the distinction between ‘education’ (provided by the Local Authority) and ‘care’ (pro-
vided by Social Services). (Of course, it fails to reveal the critical distinction between high-
and low-quality provision, or the relative amount of time spent in different kinds of provi-
sion.)
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Centre-based provision Nursery No Centre-based provisibn
Public Private Childminders Homecare
Education Social Playgroups  Créche/
(pre-school)  Services _ Children’s
Centres
children
aged
0-2 none nb na nb none nb na
3-4 26% nb 60% nb 3.5% nb na
0- 4% 26% 1% 60% 2.5% 3.5% 7% " na
nb —not broken down na-—not available
* the percentages add up to 100% (without any figures for thuse children cared for totally at home} because
children may attend more than one type of provision. No statistics are available for children at home.
Commentary

4.14 The first thing that needs to be said about the survey presented in the preceding paragraphs |

is that the statistical base is inadequate and the information incomplete, uncertain and (in

places) contlicting. The Rumbold Report found the same difficuley. Its words remain apt

today: *The data we arc able to give suffer from a number of defects. The Department (for

Education) and the Department of Health collect figures at different times in the year and

on different bases, cducational figures being for children and childcare figures being for places. ,
The figures are not complete: those for family centres and combined nursery places do not -
appear, nor those for peripatetic nursery teachers. For these reasons it is not possible to de-

rive a comprehensive statistical base. The national statistics for particular services may conceal

wide local variations in what is available. Where they permit meaningful comparisons to be

drawn these relate entirely to the quantity of the facilities provided and say nothing of their

quality. We believe a more satisfactory statistical base is needed as a basis for policy making

and recommend that the two Departments commission a study to establish how this might

be done." (Starting with Quality, 1990.) This recommendation tell upon stony ground. Nothing

has been done. Although all Local Authorities were required to review their services in 1992

(under provisions of the Children Act 1989), the results have not yet been collected, aggre-

gated and published on a national basis.

4.15  There might be a varicty of reasons for this neglect. One is the lack of real responsibility
and the division of (national) responsibility between the two departments of state. This di-
vision in part arises from, and in part reinforces, a failure to recognise the principle of the
integration of childcare and early learning. But the evidence of research and the lessons from
abroad teach the fundamental principle of the ‘scamless web' uniting carly education and
care, ‘edu-care’. Those whose primary concern is the health of the child nced to under-
stand that good carly learning is a critical part of healthy growth; those whose primary concern
is education need to understand that ‘good teachers should know, but stust care’ (in both
senses of ‘caring for’ and ‘caring about'). Education without care doesn't work. This is well
understood by most practitioners and many local authorities, but is not reflected in the or-
ganisation or behaviour of central govermment. Successive governments (of different political
persuasions) have failed to recognise the need, failed to allocate responsibility, failed to make

! provision, failed to ensure quality, and failed to collect statistics.

.
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One particularly glaring consequence of the division of responsibility is the different (some-
times contlicting) requirements tor the registration, inspection and standards +i provision.
The Childrea Act of 1989 has laid down clear (minimum) national standards and requires
local authority social services departments to ensure that they are met. While the Children
Act urges co-ordination, the Education Retorm Act 1988, and succeeding legislation, makes
co-ordination more difficult by reducing the role ot Local Education Authorities, and fail-
ing to make provision tor the definition and maintenance of standards and quality in
pre-school education. In its evidence to the House of Commons Sclect Committee (1989)*,
the Association of County Councils stated: *Educational research has consistently indicated
that the most important single step towards the improvement ot the quality of education in
this ccuntry would be to provide a coherent and comprehensive system of pre-school edu-
cation tor all". This report endorses that statement. And it may be added that, since one of
the ma;or requirements for effective carly learning is high-quality provision, the Depart-
ment tor Fducation’s lack of interest and (indeed) neglect is lietle short ot disgraceful.

There are no ctfective national standards. or advisory norms, for the length of time per wecek
(or the age at which) children should experience centre-based early learning, the training of
staft, appropriate ratios of (trained) adults to children** . appropriate resources (buildings
and cquipment) and indicative costs. This has all been said before, and often, and clearly.
The Rumbold Report (1990) Starting with Quality, stated: ‘we believe that the achievement
of greater co-ordination could be greatly helped if central government gave a clear lead,
setting a national framework within which local developments could take place’. Why doesn'e
it happen?

Margaret Thatcher’s 1972 White Paper accepted the principle of nursery education. It has
subscquently been abandoned by governments of both left and right. There can be licde
doubt that the main reason is cost. Ministers have recently estimated that the recurrent cost
of ‘forcing the state to provide a place for every three- and four-year-old, irrespective of
(parental) income’ would be over half-a-billion pounds a year, together with ‘substantial
capital costs”. They challenge those who advocate investment in pre-school education to
say where the money would come trom, and to state what existing programmes should be
cut to provide the necessary resources. While noting that this is a challenge of'a kind which
others responsible tor public provision (the police or the universities, tor example) are not
required to meet, it is one to which this report offers a response (sce Chapter 7): investment
i good pre-school education provides a real economic return to society — indeed, the
‘payback’ of nursery education is clearer and higher than that so far calculated for any other
phase ot education. At this point, however, it is important to establish that the debate is
more about priorities than resources. Developed nations do not discuss whether they can
attord what they value highest — clean water, immunisation, disability benefits, national se-
curtey or the costs of elections and parliament. The importance of early learning is such that
it belongs in this list. The European Council of Ministers has urged member states to im-
prove childcare provision: governments may be encouraged to spend 1% of gross domestic
product for this purpose (a sum calculated at about £6 billion for the UK by the year 2000).
Ministers should consider the words of one of their supporters and himself a recent Minister
m the Deparement tor Education: *Anyone with the money knows that good nursery school-

* Department of Educaton and Science (1989) Aspects of Primary Educanon: the cdncanon of culdren wnder five,

L ondon: HMI Report.

** There are conthcung recommended ratios: the Children Act requires 138 for three- to four-year-olds, while
the Education Deparoment advises 1:13 for nursery provision = and permits up to 1:40 m reception classes.
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ing is one of the best educanionai buys available ... The fact that nursery education can give
a child a lasting advantage ... is so self-evident that it scarcely needs proof ... How can any-
cne whose own child has benefited from serious nursery education have the gall to maintain
that it is not essential for the children of others?” (George Walden, MP, Daily Telegraph.
18 May 1993.)

4.19 When Ministers say the problem is money, they reveal that their priorities are muddled.
The statement that over half-a-billion pounds per annum would be required ‘to provide a
place for every three- and four-year-old’. while no doubt intended to discourage the advo-
cates of carly learning, confirms and admits that existing patterns of provision are seriously’
inadequate. It is difficult to accept both that all is well with what we have got, and that so
large a sum would be needed to provide what is recognised as ‘good practice’ elsewhere in
the world. In fact. all is not well. Ministers who believe that the diversity of provision in
the UK offers a satisfactory service cannot have seriously considered the evidence. Of course,
in moving from an unsatisfactory situation to a better one we should use all the resources
available - and in particular build on the strengths of both established nursery education and
the voluntary pre-school playgroup movement. Ministers who argue that market forces and
private provision will respond to the demand and needs for carly learning, have not been
able to show how the most disadvantaged parents and children will be helped. (Even those
parents who are relatively well off are probably expericncing the most difficult ‘economic
stage of their lives, as they face the costs of housing and dependent children while managing
for a time on one income.) Ministers who are not persuaded that research has yet proved
the advantages of pre-school education should consider whether the nation can any louger
afford to take the risk of waiting for further confirmation. Bad management is more often
characterised by sins of omission. than of commission. Margaret Thatcher saw what was
required in 1972. In the intervening 22 years. rescarch and experience abroad have con-
firmed the wisdom of her acceptance of the principle of nursery education. It is high time
to act.

Conclusions

4.20 This bricf review of the patterns of provision in the UK suggests the following conclusions:

a) the diverse pattern of provision lacks coherence, co-ordination or direction;

b) it fails to meet the needs of either children or parents;

c) it is unevenly and inequitably distributed:

d) it falls short in a number of ways of providing an assurance of high quality, without which
the benefits of pre-school education are seriously diminished;

e) many of those most in need, and most likely to benefit, miss out:

f) the quantitative statistical base and the qualitative knowledge base are inadequate and
incomplete;

g) the division of responsibility between the Health and Education Departments is a major
difficulty;

h) so is the failure to grasp the principle of the integration of childcare and early learning;

i) the Department for Education has neglected its moral responsibilities for supervising,
registering, inspecting and ensuring the quality of pre-school education - and has failed to
seek and obtain appropriate statutory authority:

[
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the Government has failed over many years to establish a national framework within which
local developments could take place, building on best practice:

while funding appears to be the major impediment to progress, in reality the problem is one
of priorities;

pre-school education should be among a nation's first priorities:

miristers have offered an unconvincing and inadequate defence of the status quo, by setting
a high value on diversity (at the expense of quality, effectiveness and choice), by expressing
doubt about the value of pre-school education (in the teeth of the evidence of research and
the experience of other countries), and by trusting in the private sector (without ensuring
either that those most in need — and most likely to benefit — will thereby be provided for or
that the provision will be of satisfactory quality).

Accordingly, it is reconnmended that:

parliament, political parties, employers, the media, the churches and other
voluntary, community and religious organisations should consider whether the
provision for pre-school education in the UK is seriously inadequate, and take
steps to persuade the Government to undertake an urgent review and act on
its recommendations.
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5. The Home and the Community

‘It takes a whole village to educate a child’

(African Proverb)

This chapter considers the role of the home and community. [t proposes a
strong ‘triangle of care’ formed by parents, professionals and the community as a
whole. The role of parents is the most important. As children's first educators,
parents need to be ‘warm demanders’, to develop confidence and competence
in a role which (like any form of demanding work) requires preparation. study
and reflection. There should be a rcal partnership between parents and profes-
sionals. The whole community has an interest in, and responsibility for, the
welfaze and early learning of children. There is an urgent need for (a) introduc-
tion of paid parental leave: (b) the provision of care for pre-school children of
employed parents; (c) high-quality pre-school education for all children from
the age of three. There are four recommendations concerning parenthood:;
parental education and support; professional training for partnership with
parents; and communal responsibility.

Introduction

5.1

52

All cultures revere pregnancy. A woman with child is recognised as sacred, and normally
receives special consideration. She-is otfered choice food, relieved of heavy work, given a
seat on overcrowded buses, entitled to maternity leave, provided with special medical care.
(Or so she should be.) Both the community as a whole and a range of professionals rally
round to offer support, encouragement and help. And yet none of them can do the job
themselves. Only the mother can have the baby. The parent takes precedence. The life-
chances of a child depend more on its mother than on any other factor, But, to negotiate
the perils of the nine months of pregnancy successtully, a child in the womb needs the lov-
ing care of a home, professional cxperts, and a supportive community. This strong triangle
(of parents, professionals and the community) is needed just as much by children after birth
as they negotiate the challenges of childhood and adolescence.

Parents come first. They are both the child's first educators — and the most important influ-
ence in the child’s life. Their role is fundamental to successful carly learning. They stand at
the apex of the triangle of support. The High/Scope project has demonstrated that parental
involvement is essential to good pre-school education. But neither of the terms ‘involve-
ment’ or even ‘partnership’ quite hits the mark. It is as if we were to talk of the mother’s
involvement or partnership with the midwife at the birth of the child. It should be the other
way round. The primacy of the patentai role suggests that parenthood itself needs to be scen
as showing some of the characteristics of a skilled occupation, and that parents should ap-
proach their role in a ‘professional’ or ‘workmanlike' manner. Parents, as well as children,
need to practise ‘mastery’ learning. If this is so, there will be interesting consequences for
the professions at the second poine of the triangle ~ teachers, doctors and social workers, tor
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example. They will need to consider the 'midwitely” or enabling nature of their roles. As
tor the community as a whole (the third point of the triangle), what responsibility does it
have for the education and well-being of its children? and how should such responsibility
be discharged? The tollowing sections of this chapter attempt to provide provisional an-
swers to such questions, with the aim of stimulating a wider debate.

Parents

53

54

55

Parents are the most important people in their children’s lives. It is trom parents that chil~
dren learn most. particularly in the early months and years. The critical input of the parents
in the child’s development and early learning is both self-evident — and yet frequently ig-
nored. Children learn trom the moment of birth — if not sooner; their parents and extended
family provide both the context in which this learning occurs and the continuity between
home, pre-school and school. As children progress into carly education or daycare settings
their learning continues to be most strongly influenced by the home; the closer the links
between prents and nursery, playgroups or childminder, the more cffective that learning
becomes. Like aduits and older children. young children learn best when they are happy
and settled. when they are in a familiar and yet stimulating environment, when thev receive
positive teedback and cncouragémcnt which helps develop their emerging sense of identity
and sclf-esteem. Children need ‘warm denianders’, if they are to thrive. Research suggests
that they develop best in highly interactive parent-child relationships. where the adult is
consistently responsive to the behaviour initiated by the child., claborating the child’s lan-
guage and encouraging play, curiosity and exploration. While it is good to answer children’s
questions, it is even better to encourage them to ask good questions themselves.

‘Modern parenthood is too demanding and complex a task to be performed well merely
because we have all once been children” (Kellmer Pringle, 1975). Given the importance of
the role of parents as their children’s first educators, it is surprising how little attention has
been given to the preparation, education and support of parents in this critical task in the
UK. While many voung adults approach parenthood with contidence and excitement, for
others the experience is less positive, more daunting. All parents have skills. but many do
not have the contidence to make the best use of them, and few at the outset have all the
skills required by modern parenthood. Contidence is vital. Parents can best provide an ap-
propriate context for carly learning when thev themselves feel confident in their role. Those
whose own schooling was unsuccessful or unhappy, or who have no experience of the edu-
cational system in the UK, or whose first language is not English, may have difficulty in
understanding what is available for their children and lack the confidence to seck help and
advice. Even competent, coping parents can find their role diminished and their confidence
undermined if they are faced with professional advice which appears unhelpful, condescending
or contlicting, or with professionals who always assume that they know best. Conveisely,
protessional support which is open and helpful is enormously encouraging to parents.

It is a mistake to divide parents into two groups. of sheep and goats: those who are judged
to be coping adequately and therefore to need little support; and those who fall below the
threshold of adequacy and become the focus for intervention ~ with the risk of gradually
excluding them trom responsibility. There can be few parents who do not wish to do all
they can to give their children the best start in life; but many who lack the ‘permitting cir-

A=

&3



R
44 THE IMPORTANCE OF EARLY LEARNING

‘ cumstances’ which could make that a reality. Similarly there can be tew parents who are so
competent that they can entirely dispense with protessional help and community support:
but many whose confidence and competence will most surely allow their children to thrive
when they are firmly linked into the other two points ot the triangle of care. Neither the
Swiss Family Robinson, nor the wicked stepmother ot fairy stories, are common types of
parenthood. Most of us need help to do our best tor our children — but not *disabling help’.
(See Pugh and De'Ach, 1989, Iorking Towards Partnership in the Early Ycars)

56 A generation ago it was normal to apply a “deficit model’ to the relationship between par-
ents and professionals. The American Head Start programme, for example, assumed that
parents would benetit from the intervention of professionals, qrganised the relationship on
the professionals’ terms, and tended to see children as needing to be rescued from inad-
equate backgrounds. Experience has enabled us to learn better. The Warnock Report (1978)
on special educational needs was one of the first official statements to recognise the princi-
ple of partnership between parents and professionals; and it is in this arca, where parents
face particular challenges. that the complementary skills of parents and professionals are most
crucial to effective provision. Yet despite some innovative work, practice has often fallen
short of the principle. The principle also underpins the Children Act of 1989 and while it
has still not tully penetrated protessional attitudes, it is best developed in the early child-
hood services. But even here the issue still tends to be seen in terms of ‘parental involvement’

— with a hicrarchy of levels stretching from non-participation, through support, participation and
partnership, to control — rather than (as here) the formation of a triangle of care, with the par-
ents at the apex. The key question is not how many parents can be persuaded to help in
pre-schcol education, but the quality of the relationship between parents and the profes-
sional educators. Real partnership demands a shared sense of purpose, mutual respect. and
willingness to negotiate. It requires open, regular and reciprocal communication, where
achievements are celebrated. problems confronted, solutions sought and policies implemented
jointly and together. It takes time and effort and trust. It implies that parental competence is
on a par with professional expertise. (See Pugh and De’Ath, 1989, Working Towards Partuer-
ship in the Early Years) Perhaps this is best recognised in some of the home-teaching schemes,
such as Portage. for voung children with learning difficulties. The professional works alongside

the parent to support the parent’s leading role in the educational and social development of
the child.

57 Research has demonstrated the benefits to children of the active involvement of parents in
carly childhood education. Indeed. the role of parents was scen in Chapter 2 as one of the
five defining features of high-quality carly education. Parents also benetit, as their confidence
in their role and their understanding of it increase. Parental involven.znt in the carly years
provides a good foundation for a continuing role for parents as cducators throughout the
school system. They are able to develop skills as educators through involvement in play-
groups and nurseries and in home-visiting projects such as Portage, where they can work
with their children alongside trained teachers. The RSA study Parents it a Learning Society
has identified and initiated a number of projects of this nature. Parents are also starting to
contribute to the assessmene of their children through the use of profiles and records in
nurserics. Here again, the area of special cducational needs leads the way. Finally, when
parents are managers of pre-school groups. as is the case in community playgroups and nurs-
cries, the partnership between professionals and parents is most evident. Parents benetit from
taking responsibility for the playgroup or nursery and from participating in its activitics. Apart
from developing a better understanding of the needs of young children and of the impor-
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tance of their own role. many parents go on to enrol in courses which may ultimately lead
to a qualitication in early childhood care and education. This is particularly important for
parents whose own experience of education has been negative. Within parent-run groups.
collective action 15 encouraged and authority shared. For some parents this may be the first
opportunity they have had to assume positions of responsibility, and many go on to become
involved in other aspects of community life. for example as school governors. In short. the
active involvement of parents in early childhood education can provide appropriate. accept-
able and effective parental education — and (for those who need it) access to more formal
training in a sympathetic and supportive environment.

The idea thae parents are like professionals in having their own proper competence has im-
portant consequences. Like jurors or politicians. parents are ordinary people who undertake
a task atfecting the whole community. While not all parents can be expected to. or need to.
tollow one model of parenthood: parents who aspire to competence will seek exemplifica-
tions of best practice. wish to ponder the evidence of research. acquire appropriate education
and training, and expect other professionals and the community as a whole to fulfil their
responsibilities and provide support trom the other two points of the triangle of care. These
are controversial issues — so much so. that some members of the project’s Advisory Com-
mittee wish to dissociate themselves from paragraphs 5.8 and 5.9.* This report seeks to avoid
two obvious pittalls — common heresies expressed by the political left and right: namely, that

the problems of contemporary parenthood can be resolved solely by better programmes of

assistance (on the one hand), or by more responsible parenthood (on the other). Both are
needed. It is not casv to present models of best practice without seeming to criticise those
who (for whatever reason) do not. or cannot, conform to them. Some successtul parents are
non-contormists. But socicties need norms. even though not everyone needs to observe then..
This report does not criticise either single mothers, gay people. or scp:.n'atcd parents. While
it is probably true that it is poverty. rather than single parenthood. that is harmful to chil-
dren. it is also true that poverty is more likely to be the consequence than the cause of single
parenthood. In the present state of knowledge, there is a case. not so much for reasserting
the traditional model of parenthood (with its pre-determined gender-specitic roles). as tor
promoting a modern version of it (providing flexibility of role). with a mother and father
who contract to stav together at least until the (voungest) child reaches the age of parent-
hood. and who honour the contract.

Although this is a high ideal increasing evidence suggests that two common alternatives are
models which carrv high risks tor children. single parenthood and broken parenthood. We
should not be surprised to discover that tathers are important for children’s development
and welfare, as well as mothers. Or that the stability of the home is a significant factor.
Commonsense, as well as research. suggests that children (both boys and girls) need role-
models of both sexes, that parenthood is quite difticult enough even when two partners
work together, to discourage those (who have a choice) from embarking on it alone and
that broken homes tend to be bad for children. Of course. there are many exceptions to
these generalisations. And few people set out on the journey of parenthood with the inten-

tion of becoming single parents, or providing their children with a broken home. Most of

those who start as parental partners intend to stay together. The advantages — tor children
and parents = of the collaborative model are obvious. Like jurors and politicians. parents
need appropriate education and support: and like jurors and politicians. they don’t always

* Those who lave written to express disagreement include K Sviva, Co=Director of the enqurry, I Abbott,

P Ganimage. M Lochrie, M Manstield. C Pascal, G Pugh. | Siray Blatchtord and M Tavlor.
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get it. One of the benetits provided by good pre-school education is the opportunity it gives

for parents to learn and develop some of the skills needed for competence in the role. It is

also important to ensure that personal and social education within the school curriculum
provides a sound basis for competent parenthood. But more is undoubtedly needed: per-
haps we should make available regular and systematic training for parents, possibly linked to

the provision of child-benetit. The learning parents need, is of course. (like most worth-  ~
while learning) a complex mixture of knowledge, understanding, skill. experience, attitudes

and values, Not all of what is ticeded to become a competent parent in a modern society
comes naturally. Lastly, parents need the support of professionals (¢.g. teachers, doctors, social
workers) and of the whole community. This is dealt with in what tollows.

Professionals

5.10 The midwife is the exemplar. She visits the home, shares her expertise. encourages the par-
ents. empowers the mother to bear and tend the child. teaches basic skills of childcare, and
departs. Professional midwifery offers a powerful metaphor for the modern professional of
any discipline. As health care (in developed as well as developing countries) shifts its focus
from curative to preventative strategies, care-workers need to learn to be ‘midwives’. Much
the same is true for education. The shift of focus from the old idea that initial cducation was
sutficient, towards the principle of lifelong learning, demands from teachers a new recogni-
tion of their role as nurturers of autonomous learners. In carly childhood this must involve
a relationship of partnership and trust with parents (and children). It implies that the home
is normally the learning-base, that the parents are the leading educators, that teaching skills
are transferable, that learning continues in the absence of professional teachers. Centre-based
carly learning should be complementary to learning in the home, not a substitute for it.

5.11 The following chapter considers the question of good practice and its implications for the
training (and sustaining) of teachers and carers. This one is concerned with the triangle of
care and. in particular, the support and help that parents and children need from profession-
als (and from the community as a whole) if they are to tunction etfectively and thrive.
Professional support supplements, without supplanting, the competence of parents — recog-
nising that it is the mark of professionalism to see through the cyes of dispassion, while
parenthood requires stcady vision through the cyes of love. Professionals need to do more
than pay lip-service to the idea that their relationship with parents is a partnership of equals.
In giving it reality, they need to recognise the primacy of the home, gencrously sharing
their experience and expertise. always seeking to enable and empower parents and children
to become more confident and self-reliant, teaching without condescension, encouraging
without fostering dependence, and constantly preparing to depart. Sooner or later, all good

teachers and carers demonstrate their professionalism by conducting a skilful campaign of
withdrawal.
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The community

512

5.13

Margaret Thatcher’s notorious claim ‘that “there’s no such thing as society’ belonged to a
period when the virtues of independence, self=reliance and individual cnterprise were cl-
evated above those of community, co-operation and partnership. A healthy socicty needs
both. Possibly she intended to echo the iore balanced statement of W H Auden:

“There is no such thing as the State

And no-one exists alone;

Hunger allows no choice

To the citizen or the police;

We must love one another or die.’

This is nowhere so true as in the family. As children mature slowly towards independence.
selt-reliance and autonomy, they need to be sustained by the triangle of care, at onc point
of which stands the community. It is nonsense for governments or individuals to pretend
that the raising of children is a wholly private matter, of no concern to — and outside the
responsibility of — the whole community. It takes a whole village to cducate a child. But the
recognition of this truth has interesting consequences of two kinds. It limits the freedom of
parents, as it increases the responsibility of the community. Where societies accept respon-
sibilities — for example, for satety at work, the health scrvice, or elementary education — they
typically do three things: seck to identify and exemplify good practice: develop policies to
encourage its promotion: and use powers of legislation and public funding to regulate and
support the activity in question. Parents who wish the community to tulfil its responsibility
at the chird poine of the triangle of care (as it should) should recognise that community sup-
port never comes without strings (nor should it). This is an age-old problem. Few societics
have succeeded in settling the question exactly where parental freedom should end and com-
munity intervention begin. Should parents be free to deny their children pocket money?
television? holidays? education? vaccination? blood-transtusions? shelter? life? The answers
to questions like this will be found by recognising that righ.ts and responsibilities (for par-
¢nts or communities) are indivisible.

In modern urban societies the idea and ideal of community is not so easv to locate and real-
ise as it s in a traditional African (or English) village. In such villages. where external travel
and communication are difticult, communitics are strong and neighbourliness thrives. Shared
values are derived from an established faith. Extended families are common: people know
one another: privacy is rare. (The flip side of good neighbours is busybodies.) But the world
ot Miss Marple is vanishing. In any cvent, the parable of the Good Samaritan teaches that it
is the stranger who is one’s neighbour. Urban societies have found it difficult to develop
organic networks of neighbours and living communities which can provide support for their
shifting populations. They tend to replace the ‘natural community” of village life with the
structures of government. But these are inevitably defined by location (borough, county.
region, country ...) and find it difficult to serve people who less and less define themselves
as belonging to a place. The urban parish is in decay. It is interesting ~ but not surprising -
that the resurgence of nationalism coincides with a period of history where the experience
of the diaspora is becoming almost universal. So the concept of community presents a dou-
ble challenge: how can we organise urban society into effective units for (self) government?
and how can natural communities develop within the shifting populations of modern life?
For some, the idea of community is best represented in groups with a shared place of work
(like a coalmine or a college or a company), or a shared expertise or interest (like a profes-

sion or a club or a church). For others, the local community still generates effective groups,
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such as the neighbourhood watch or pre-school playgroup. There are different kinds of com-
munity and many possible forms of community support for parents. One of the most
interesting is provided by the new world-wide movement towards the comcpt of 'learning
cities” (sce Hirsch. 1993, Cities for Learning, and Woolhouse. torthcoming). The ‘learning
city is expected to meet ten basic criteria of which the fourth is:
‘to promote and set up, it necessary, the possibility of specialised training for parents
in the education of their children and offer voung people before adulthood new per-
spectives, new horizons in a changing world that neither the family nor the schools

are in a position to give them and which they cannot develop themselves.” (OECD/
CERI, 1993).

What kind of support do parents seek and need from the community? It has been suggested
above that they need help of four kinds to begin with: the identification and exemplifica-
tion of good practice in parenthood. the encouragement and support of good practice by
appropriate social policies, the provision of parental education (and also, perhaps, training)
and the reorientation of the relevant professions to e¢nable them to work in partnership with
parents. Parents also expect the community to provide a good learning environment in which
their children can grow up. But, bevond those nceds. there are the three kinds of support
that were set out in paragraph 1.17 as desirable and necessary: the introduction of paid pa-
rental leave; a recognition that provision for the care of pre-school children of employed
parents is a responsibility which should be shared beeween parents. employers and the pub-
lic, but requires leadership from the Government: and - the major concern of this report —
the provision of high guality pre-school education for all children from the age of three.

Conclusions

5.15

This review of the roles of the home and the community (and of protessionals) in the pro-

motion of good carly learning leads to the following conclusions:

a) children are most likely to thrive (and learn) in a secure triangle of care provided by
parents, professionals and the community as a whole;

b) the role of parents is the most important for the welfare of the child:

¢) parents should be thought of - and should learn to think of themselves — as aspiring to
competence in a role which requires preparation, study and reflection, like any demanding
work:

d) parents are children's first and most important educators:

e) like all good teachers, parents should strive to be ‘warm demanders’;

f) confidence is an important quality in successful parenting, but parents need help in
developing and sustaining confidence:

g) what is needed is a real partnership between parents and professionals:

h) parental involvement in early childhood education is a key feature of high-quality provision,
and yields multiple benefits to the parents as well as the children:

i) parents need exemplifications of different forms of good practice. information about the
findings of research, appropriate education and the effective support of professionals and
the community as a whole;

j) modern professionals seek to follow the example of midwives, who (conscious of their

supporting role) share expertise and experience, seek to foster self-reliance and confidence,
and know how to withdraw gracefully:
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k) the whole community has an interest in, and 2 responsibility for, the welfare and early
learning of children;

[) there is an urgent need for (i) the introduction of paid parental leave: (ii) a reccgnition that
provision for the care of pre-school children of employed parents is a responsibility which
should be shared between parents, employers and the public — with the Government offering

a lead; (iii) the provision of high-quality pre-school education for all children from the age of
three.

[t is theretore reconmended that:

the churches, religious and community leaders should stimulate a major public
debate on the subject of parenthood in order to establish exemplifications of
good practice based on research and proven experience;

the Government should consider how parents can be given access to systematic

and appropriate education and support to =nable them to fulfil their roles most
effectively;

professional bodies and institutions of training concerned with early childhood
care and education should review their training and practice to ensure that
they offer parents a real partnershig;

the Government should consider its position in relation to (a) paid parental
leave, (b) the care of pre-school children of employed parents, and (c) pre-
school education, and take steps to enable the community to fulfil its
responsibilities in each of these areas. -
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6. Good Practice

‘Do all the good you can,
By all the means you can,
In all the ways you can,
In all the places you can,
At all the times you can,
To all the people you can,
As long as ever you can.’

(John Wesley's Rule)

This chapter discusses the nature of good practice and high-quality provision tor
carly learning, It argues that quality depends on a set of principles, not a
favoured type of provision. It sets out twelve principles as the fundamentals of
good practice, and derives trom these ten common features which can serve as
guidelines tor good carly learning in group settings or in the home. They
include well-trained statf, appropriate adule-child ratios, suitable currrculum,
adequate resources, parent participation, diverse peer groups, a multi-
protessional approach. The UK lacks adequate arrangements for quality review
and assurance. There is a need for a clear national lead and a new legislative
tramework, backed by resources, to meet the needs of children and parents. The
quality of carly learning depends on the quality of teachers and carers. Their
education, training and continuing professional development need attention. In
particular, recognition should be given to the special responsibility and
competence required of carly years graduate teachers. There are two
recommendations calling tor an authoritative Code ot Conduct and a review of’
the training of carly vears teachers.

Introdpction

6.1 Previous chapters have emphasised the importance of quality to the effectiveness of pre-
school education. The identitication of high-quality provision depends on a range of factors:
for example, the involvement of parents (more accurately. partnership with parents) is known
both from rescarch and experience to be essential (sce Chapters 2 and 5). But there are also
other factors. In Chapter 2 it was concluded that quality might be defined in terms of (a) a
curriculum based on active learning or “purposctul play’, (b) the selection. training, reten-
tion and ratio of staff, (c) parental involvement, (d) buildings and cquipment, (¢) diversity
of the peer group.

6.2 This report takes the view that the quality of provision for carly learning depends on a sct of
principles, rather than upon a favoured type. Neither nursery schools nor playgroups, for
example, are inherently of high quality; but cach may be so. it they adhere to the principles
of quality and obscrve good practice. The diverse pattern of provision in the UK makes it
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all the more important to establish guidelines agamnst which the quality of learning in carly
childhood settings may be cvaluated. We need to know what constitutes ‘good practice’. if
the quality and effectiveness of carly learning is to be enhanced. This chapter sceks to iden-
tity a well-defined. but tlexible. framework of principles and guidelines based on an informed
understanding ot how yvoung children-learn most etfectively, which can serve to promote
and sustain good carly learning.

Fundamental principles

6.3 There are twelve principles which are fundamental to good practice. They are not new;
' indecd. they are exemplified by the work of Tina Bruce (1987) Early Childhood Education
and the Early Years Curriculum Group (1992) First Things First: Educating Young Children.
Nor arc they solely applicable to carly childhood. In many cases they apply with equal force

to the learning of adolescents or adults.

i.  Early childhood is the foundation on which children build the rest of their
lives. But it is not just a preparation for adolescence and adulthood: it has an
importance in itself. One of the skills of parenthood and childcare is to help chil-
dren strike a balance between the experience of the full life of childhood and the
preparation tor later stages of life. This is not casy. It is not just a question of remem-
bering thit some children do not survive childhood (Beth in Littde Women or Jo in
Bleak Housc are exemplars), but can nonetheless be fully human. It involves recognis-
ing that chilacen have rights and proper roles, as much as adults do. The United Nations
Convention on the Rights of the Child and the UK Children Act 1989 have each empha-
sised this principle. Sometimes in the past, societies have appeared to suggest to children
that the only virtues they can hope to achieve are patience and restraint: the rest must
wait for adulthood. This is wrong. The cardinal virtues (such as justice, prudence or
hope) and the truit of the spirit (such as gentleness. joy or peace) are as accessible to
children as adults — if not more so. Violence is a sign of an unlived life: delinquency of
an untultilled childhood.

ii.  Children develop at different rates, and in different ways, — emotionally, in-
tellectually, morally, socially, physicaily and spiritually. All are important; each
is interwoven with others. Professor Howard Gardner argues that there is not just
onc kind of intelligence, but seven: linguistic, logical, musical, physical. visual/spatial,
inter-personal and intra-personal (‘know thyself’). (See Creating the Future, 1991, pages
68-75.) Nursery schools, building on the analysis of domains of learning originally con-
tributed by Her Majesty’s Inspectorate. often recognise a curricular range which also
includes seven components: aesthetic and creative (e.g. art and music), human and so-
cial (e.g. relationships, environment, cultures, history), language and literacy (e.g.
listening. speaking, reading, writing), mathematics (¢.g. shape, number, measuring,
sorting, assessing, recording), physical (e.g. bodily and spatial awareness, physical skills
and imagination, bodily knowledge, health and safety, social interaction), science and
technology (¢.g. life and its environment, materials and their propertics, energy, torce,
time, space. weather, use of niaterials, tools, planning and construction), moral and
spiritual (e.g. self-awareness, right and wrong, tairness, human variety, tolerance, won-
der, responsibility). The richness of these analyses is notable: so is their interpenetration.
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iii.  All children have abilities which can (and should be) identified and promoted.
I this principle causes surprise to any readers. ler me urge them to investigate the learning
of children with special educational needs. No-one denies that humans vary in learn~
ing-speed: there are slower and faster learners. Nor that talent and aptitude is unevenly
distributed among the seven intelligences of particular individuals, or between indi-
viduals. But no-one has none. And most children have a "bestsubject’. a favourite sport.
a special hobby or a particular skill — which can provide the starting-point for wider
learnmg. Those who doubr this should not become teachers.

iv. Young children learn from everything that happens to them and around them;
they do not separate their learning into different subjects or disciplines. In this
respect. young children are no different to most adults who. once they have completed
their schooling and college education, tend to revert to integrated learning. It is the
traditional (and increasingly unsatistactory) map of learning representing separate sub-
jects and distinct disciplines that is unnatural. not the human mstinct for integrated
learning. Early learning takes place both formaily and informally, at home and at school.
with adults and with other children. in company and alone. Good practice recognises
and uses the diversity of experience which contributes to the integrated learning of

childhcod.

v. Children learn most effectively through actions, rather than from instruction.
Are adults different? Learning from instruction is an advanced and ditficult sxill. which
some people never acquire. The theory of learning styles suggests that people may have
different preferred styles of learning. Some learn well through sceing, others by hear-
ing, and a third group learn best when they can tonch and feel and handle. The
importance of all our senses to learning can be seen by watching a baby learn by putting
things in its mouth, or recalling the evocative power of smell. Young children, in par-
ticular, need to engage all their senses in the process of learning: for them, learning is

doing.

vi. Children learn best when they are actively involved and interested. Motivation
is one of the prerequisites of learning: confidence is the other. Get your wanting right
— and all else will follow. The first task of the teacher or parent is motivation. In young
children it is usually brimming over and abundant: good teaching involves harnessing.

directing and focusing the powertul motivation of carly learners. without trustrating
or dampening it.

vii. Children who feel confident in themselves and their own ability have a head-
start to learning. Confidence is more like being able to dance than the possession of
brown eyes: it can be learned and developed. The encouragement and nurturing of

confidence in children are among the first and most important responsibilities ot par-
ents and teachers.

viii. Children need time and space to produce work of quality and depth. On the
one hand. this principle has obvious implications for the environment and cquipment
that is needed to support early learning. On the other. it suggests that nine or ten hours
a week may not provide sufticient centre-based learning to satisty a child’s needs. The
evidence of research supports the conclusion that regular half-day pre-school educa-
tion is adequate; fess 1 not, mure may be unnecessary.

. 54
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What children can do (rather than what they cannot do) is the starting point
in their learning. There are two reasons tor this. One is the enormous importance of
contidence m learning. Competence breeds confidence. Few people have much selt-
contidence m areas where they know nothing, or are wholly lacking m skill. The other
reason has to do with the concepe of “readiness’ (experience ot learning “appropriate to
age and individuality’). Children learn to watk and talk when they are ready to do so:
1t is a mistake to try to make them learn those skills betore they are ready. The princi-
ple of 'learning readiness’ (to be understood as a gradual process rather than a precise
stage) has a wide application, as the Carnegic Foundation's study, Ready to Learn (1991),
has argued. and probably extends well beyond carly childhood.

Play and conversation are the main ways by which young children learn about
themselves, other people and the world around them. [t is obvious that children
deprived of the opportunity to play and converse do not thrive. It is difficult to over-
estimate the importance of those activities. Play is children’s work. And questioning is
an essential feature of their healthy development. Early learning will be impeded. it
not prevented. where children are not encouraged to play and tlk.

Children who are encouraged to think for themselves are more likely to act
independently. This is obvious. but its importance may not be. One of the harmtul
results of much traditional education is learning-dependence. the apparent inability to
learn unaided. Tt is an unnatural, as well as a regrettable, condition — as the most casual
study of intants reveals. Babies learn voraciously, aided or unaided: though (of course)
they do best when encouraged. supported and helped. There is no doubt that litclong
learning will be required of us all in the twenty-first century - it is already desirable ~
and that the task of initial education, theretore. is to prepare young people for mature,
mndependent, autonomous learning. It these qualities are not tostered and developed in
carly childhood. they become progressively more ditficult to achieve.

The relationships which children make with other children and with adults
are of central importance to their development. This is not only because of the
mportance of the development of Gardner's “inter-personal intelligence’ (the quali-
ties that enable us to "get on’” with other people) and the central role ot teamwork and
other inter-personal skills in modern life. Italso derives from the tace that most people
learn best in the presence of “warm demanders’, teachers (or parents, or peers) who
provide a stimulating mix of sccurity and challenge (sce 5.3). Indeed, most learners
(young or mature) need three ditferent kinds ot sccurity (relational, contextual and
conceptual) to help them succeed. We need people we are comfortable with., a secure
learning environment and an understanding of how what is to be learned “fits” into our
existing conceptual framework. This last quality is sometimes called ‘field-dependence’
= the desire to see the whole picture betore studying part ot it and the need to grasp
the personal relevance of what is being learned. Field-independent learning is rela-
uvely rare: if it develops at all, it comes late to most people. But regrettably much of
traditional education is presented as it field-independent learning were natural and nor-
mal.
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Common features

6.4 What constitutes good practice in the carly years is well established. Research evidence,
rolicy documents and observed practice throughout the developed world agree on the tea-
tures which characterise good practice in all early childhood settings. both for centre-based
learning and in the home. (See Pascal and Bertram. [991, Detining and Assessing Quality i
the Education of Children from LFour to Seven Years and The Early Years Curriculum Group.
1992, First Things First) The first requirement is the establishment ot clear aims and objectives.
There needs to be a shared understanding among all the educating adults (parents and pro-
fessionals of all kinds), aad between the adules and the children. of what they are aimmg to
achieve. It is not enough o establish a clear set of aims: they need to be openly and regu-
larly discussed — and opportunities should be proviced for everyone involved in the learning
process (children and adults) o shape and modify the aims.

6.5 The second requirement is a broad, balanced and developmentally appropriate curriculumm. This
should be so planned as to foster the all-round development of individual children — emo-.
tionally. intellectually, morally, socially, physically and spiritually. The nature of the carly
vears curriculum has already been examined in carlier parts of this report (see. especially,
2.16 — 17 and 6.3(ii)). It has been argued that carly learning provides an essential ‘founda-
tion stage’ for the school curriculum, and for adult learning. As with all cducation. successtul
carly learning requires educators who expect children to gain specific knowledge, skills and
attitudes through the curriculum that is offered. There is a vital link between the expecta-
tions of educators (including and especially the parents) and the aspirations of students.
Educators should provide a varicty of learning experience and increase the difficulty and
challenge of each activity, as they observe the child’s developing understanding and skill.
Consequently, the curriculuns provides both continuity and progression tor each individual
child. Appendix E discusses the curriculum in greater detail.

L.l

6.6 The fourth Foundation Target (of the National Training and Education Targets) calls tor
‘the development of self—reliance. tlexibility and breadeh’. These qualitics. which are among
the “super-skills’ of learning (see 2.16), lie at the heart of the carly years curriculum. Self-
reliance permits responsible Iarning and lays the basis for the development of mature,
independent, autonomous learners. Flexibility — or adaptability = is the quality that enables
people to survive, tolerate, and (at the best) cmbrace change. Humans are sct apart from
most other spectes by their extraordinary adaptability: among humans this quality signiti-
cantly distinguishes successful people from those who are less successtul. 1t can be learned
and developed: those who lack flexibility are disabled. Breadth is the quality that enables us
to make connections ~ the basis of intelligence. It can be defined in a number of ways: the
development of all seven of Gardner's multiple intelligences: the exploration of cach “do-
mam of learning” (sce 6.3 (i1)): an cducation which balances the six types of learning —
knowledge, understanding, skills, experience, attitudes. values: or (as the opposite of nar-
rowness) the study of a wide range of subjects, disciplines or occupational vocations. But
there are other ‘super skills' and attributes, no less important than these. In particular. the
carly years curriculum is centrally concerned with motivation, confidence and socialisation
— without which learning is hardly possible at all. These are cold words: Langland’s "Holy
Church' (personitied in Piers Plowman rather as it she were a nursery-school teacher) sums
up the curriculum in this way. ‘Learn to love, and leave all other’.

6.7 The third requirement is a variety of leaming experiences whicl are active, relevant and enjoyable.
This involves an emphasis on learning as an interactive process and demands cducators who

give support to children’s learning through active exploration and interaction with adults,
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other children. tdeas and matenals. Good practice requires:

*  provision of many and varied opportunities tor children and adults to talk and commu-
nicate about learning;

*  learnmg activities which are concrete, real and relevant to the lives of voung children:

*  ceducators who acknowledge and utilise purposctul play as a powertul medium-tor learn-
ing;

* adules who support and develop cach child's self~esteem and identity. involve themselves
in learning activities and extend children’s learning by asking and answering questions,
and by stimulating the child’s curiosity, imagination and wonder:

*  opportunities for children to choose from a variety of activities. materials and equip-
ment;

* provision for large groups. small groups. individual and solitary acuivities:

* outdoor experience on a daily basis;

*  periods of uninterrupted time to enable children to explore and engage in 3 .tivities ac-
cording to individual interest and involvement;

* 1 balance of movement and rest in the daily programme:

*

an achieved aim of ensuring that learning is fun.

The tourth requirement for good practice is the devclopment of warm and positive relationships,
Children need to feel welcome, secure and valued, if they are to learn effectively at home
or in group settings. (Sce 5.3 and 6.3) Above all. good practice requires a consistent and
(ideally) shared understanding of behavioural expectations, codes of conduct and values for
all (adults and children alike) in the home or group sctting,

The fitth requirement is a well-plaed, stimulating, sccure and healthy environment. The leamn-
mg environment should provide a variety of learning experiences indoors and out. space for
movement and small, intimate areas for rest and quict; it should provide equipment and
resources to retlect the children’s range of development and to promote carly learning through
purposctul play. While the environment should provide a place tor the personal belongings
ot cach child and adult (and an area for adults to have to themselvesy, 1t should as a whole be
‘owned” by the children and organised so as to be accessible to them in such a wav as to
promote their growing independence and autonomy.

The sixth requirement is a commitment to equal opportuniitics and social justice tor all. All chil-
dren should be able to take a full and active part in high-quality carly education both at
home and in pre-school centre-based learning. The learning environment and experience
should retlect and value cach child’s family, home, culture, language and beliets; and en-
courage a respect for — and appreciation ot — the rich variety of communities in our
multi-faceted culture. All children should be treated fairly and in a non-discriminatory wav.
They should be provided with positive role models and activities which challenge stere-
otyping and discrimination. Parents and professional educators should seck to adopt a positive
stance in the promotion ot equal opportunitics and in countering prejudice and injustice,
whether derived from race, culeure, (dis)ability, class or gender. Each is important, but the
issue of gender needs special attention. The lack of men in carly childhood settings needs to
be addressed. So long as socicties arrange for the caring for voung children — as distinet from
the bearing of them — to be seen as “women's work', we shall not achieve social justice, nor
provide appropriate role models for children. This issuc aftects the status, pay and carcer
structure ot those who work with voung children. But 1s also has implications for parent-
hood. Where (as for many children at present) the home cannot otter opportunities for close
and lasting relationships with adults of both sexes, it will be important to seek to provide tor
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them in other ways. Here is a further tunction tor good centre-based carly learning, with
the obvious implication that there should be a reasonable gender-balance in the staffing.

6.11 There are also four turther requirements tor good practice which apply predominandy or
wholly to group settings in which carly learning takes place. They are set out briefly here,
but each of them has important implications tor the education and traming of teachers and
carers of voung children, an important issuc which is addressed in the next section of this
Chaprer.

() Systematic planning, assessment, and record keeping.
* planning based on regular and systematic observation of children and a study of each

child's individual development, special interests and progress:

compilation of individual records for children, including contributions trom. and

shared with, both parents and children:

decisions made on the basis of a wide range of information gathered from a varicty

of sources, of which the parents are the most important:

* carly identification of children with special needs or at risk.

(b) Satisfactory adult:child ratios. continuity of care, and consistent staff development

{cf. Chapter 3).

* adult:child ratios which permit close and effective contact and interaction (ct. the
R SA rule of thumb set out in 3.106):
small groups which encourage the development o positive relationships:
appropriate and on-going development and training for all adults involved in cen-
tre-based learning (including parents);
stability, consistency. and continuity among those who work in group settings:
a balance between men and women staff.,

*

(¢) Partnership with parents and families; liaison with the community (ct. Chapter 5).

* recognition and valuing of parents as children’s primary educators:

* Sharing with parents the decisions about their children’s care and education:

* seeking active parental involvement in children’s learning expericnces:

* frequent, regular, and reciprocal contacts with parents, and communication about
children’s individual needs and progress:
regular Haison with both the home and other community providers and support agen-
cies about the development of individual children, their experience and needs:
co-ordination and transter of information at each transitional point in a child’s carly
learning (especially at entry to pre-school, and at the point of transition to primary
cducation). '

() Effective procedures for monitoring and cvaluating the qualiv? of practice.

* established procedures for the regular and systematic monitoring and assessment of
the quality of carly education in group setiings:
invo'rement of all participants in these procedures — including managers. staft, par-
ents and children:

encouragement of systematic and regular self-assessiment and review:
following up the evaluation process with action designed to improve the quality of
carly cducation in the group setting.

6.12 The previous paragraphs have set out a summary of what is well established and widely ree-
ogntsed as good practice. These guidelines could be developed to form a Code of Conduct
TH 6:’.( Y
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tor good practice in early learning. A number of current initiatives are secking to do this,
¢.g. the Worcester College project, the Early Childhood Forum project. and the Early Years
Curriculum Group. (The topic is usetully addressed in Bertram and Pascal, forthcoming,
Developing a Quality Curriculum for Young Children.) The diverse pattern of provision in the
UK. however, makes it ditficult to ascertain and monitor the quality ot learning experiences
ottered to voung children. There is a lack of thorough and systematic quality review, and a
need tor appropriate and rigorous procedures tor quality development and assurance for all
centre-based carly learning. One of the purposes of a national cvaluation of the diversity of
provision would be to e¢nable parents to make informed choices. At present, there are no
cttective incentives to encourage the evaluation of quality and the pursuit of strategies of
improvement. There needs to be a clear lead at national level to acknowledge the impor-
tance of establishing high-quaiity carly learning experiences, to raise the status of work with
voung children, and to confirm that good practice demands quality before quantity of pro-
vision. There is a need for a coherent national policy and a consistent legislative framework
to resolve the existing tensions and contradictions created by the Children Act 1989 and the
Education Retorm Act 1988 (and subsequent legislation). But high-quality and effective carly
learning tor all young children will not come cheaply. While substantial benetits can be ex-
pected. there is no doubt that substantial investment is needed. While the next Chapter
explores the issue of funding, and proposes a practical programme of reform, there remains
one feature of good practice that is so fundamental that it requires separate treatment: the
quality of carly years protessionals.

Teachers and carers

6.13 Together with the role of parents and the nature of the curriculum. the calibre and training
of the protessionals who work with children are the key determinants of high-quality pro-
vision. There are several kinds of professions involved in childcare and early learning. There
are three broad spheres of activity: care, health and education: three sectors of provision:
public, private and voluntary: and a variety of protessional groups involved — including teach-
ers, nursery nurses, plavgroup workers and childminders. Each service has its distinct ethos.
aims and patterns ot training; yet they need to be able to work together to achieve quality
and to cunable an etfective use of available resources.

————we—- s

6.14 The Rumbold Report looked for *a closer linkage between the three strands of health, care
and education in initial and in-service training; a pattern of vocational training and qualifi-
cations tor childcare workers which will bridge the gap between vocational and academic
qualifications: safeguarding both the rigour and relevance of initial training of teachers ...:
and affording improved opportunities of in-service training for childcare workers in educa-
tional settings’. (Starting with Quality, 1990). This linkage implies the idea of a professional
continaum stretching from the parent on one side to the graduate early-years teacher at the
other. Within the continuum there needs to be a clear and well-articulated structure of edu-
cation and training in all aspects of professional responsibility centred on the education of

“the voung child. This must include provision for continuing professional development at
cach stage. This continuum can be scen as a series of interlocking stages in which adults
reach successive levels of competence on the basis of which their further professional devel-
opment can take place. Within the continuum (and as part of the team) there will be a variety
of carly childhood professionals, with different specialisms and training, but all possessing a

:?gﬁi
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common core of knowledge and understanding which can be ditterently deploved and gradu-
ally extended. The "common core’ characteristics of carly years protessionals include: pracnice
based on knowledge and understanding ot cognitive. linguistic, social, emotional and physical
development; skill in the creation of a curriculum tailored ro individual children based on
understanding ot child development, play and active learning: good observatonal. social and
communication skills: a code of protessional cthics including child advocacy. Such protes-
sionals can progress at their own pace, as they acquire turther levels of competence and
understanding. The idea of a protessional continuum is not only of benefit to children, but
also a way of ensuring that adults with high potennal to develop protessionally are not trus-
trated, or turned away from work with childrén. .

Nonctheless, the standards ot training and qualifications should remain high at cach stage.
Working with young children is a complex and demanding task - it requires a team ot pro-
tessionals who are appropriately trained to adopt a variety of roles and responsibilitics. The
team may include nursery nurses, parents, managers. teachers. health care and special needs
staff and ancillarics. The training for cach worker will not be the same nor will cach require
the same length or depth of training but every member will have an important and signifi-
cant role to play. There should be opportunities for team members to share some aspects of
training but the team should be led (but not necessarily managed) by a graduate who has
undergone rigorous training and has gained a degree in the Early Childhood tield. This may
be a B.Ed. or B.A. leading to qualitied teacher status, PGCE. or multidisciplinary degree
such as the new B.A. Early Childhood Studies degree. Following the public outcry against
the suggestion that a “mums” army’ should be recruited to teach voung children, the pro-
posal was withdrawn and the graduate status of Early Years teachers reattirmed. The new
proposals for training classroom assistants to work alongside teachers will necessitate courses
ot high quality which can be recognised as part of the professional continuum,

N

A ladder of progression or continunm of learning, established on a nationwide basis would
allow entry, exit and take-up at appropriate points in order to meet the needs of the indi-
vidual and the establishment in which they work. Somie of the rings of this ladder are now
in place. or being shaped. The recently established system of National (or Scottish) Voca-
tional Qualitications (NVY or $VQ) in Community Care and in Child Care and Education
provides a framework for . cerediting workers in the care and carly educanon ficlds. A frame-
work for protessional development overseen by the Council tor Acereditation of Child Care
and Education would allow tor progression from levels 2 and 3 of NVQ/SVQ to higher
cducation. The new B.A. in Early Childhood Studies (for example) provides opportunities
tor those who do not possess standard entry requirements tor a degree course to claim ac-
creditation tor prior expericace or learning (APEL). This means that. whilst rigorous entry
procedures must be followed, access is widened to include routes other than standard ‘A’
level entry. The Rumbold report argued that the increase in pre-school provision by the
private and voluntary sector and concern on the part of Local Authorities to sateguard the
quality of carly childhood experiences point to the need tor both recognition of the skill
and competence of those in the workplace and access to training and protessional qualifica-
tions tor those who wish to acquire turther knowledge and skill through attendance on
course. This is all the more important because research evidence is pointing increasingly to
the critical relationship between the level and appropriateness of the training received by
statt and the quality of the provision for which they are responsible.

The professional preparation of teachers is complex because teaching itself is complex. This
is true for teachers at all stages. But it has been argued carlier i this report (3.15) that carly
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vears teachers require a breadth of knowledge. understanding and expertence which is not
raqmrgd by those training to teach older children. The carly vears constitute a crucial stage
in which the foundations for later learming are laid. A vast amount of learning and develop-
ment takes place during these carly vears and teachers must be tully cquipped to capture the
unreturning moment. They must have mastery of the curriculum content s well as having
a sound knowledge of child development including language acquisition. cognitive, social.
emotional and physical development, They are required to lead and plan tor a team ot other
protessionals including parents, nursery nurses. students, and others including speech thera-
pists. language support teachers. psychologists and social workers. They are responsible for
the dssessment of children and for monitoring progress and ensuring continuity and pro-
gression between stages and establishments. It is widely recognised that the quality of
children’s cducation depends on the quality of the teachers. and the cffectiveness of their
training and development. Training for teachers in the carly vears should not be any less
rigorous or demanding than that of any other teacher.

To be protessional is to do more than exhibit a collection of narrow competences. like some-
one plaving ‘noughts and crosses” or making toast. The broad competence of the professional
includes reflection. *being as well as doing. and continuous development. Above all. it implies”
actions which are derived from a theoretical approach to the task and which retlect explicit
and shared professional values. These three levels of competence — practical teaching skill. a
theoretical grasp of learning, and secure protessional values = are required of all teachers, bur
are particularly important to carly childhood education. There are two reasons for this. The
first has to do with content. the second with learning development. It takes no less a sophis-
ticated understanding of. sav. the nature of science. or language. to interpret it to voung
children. than to older ones. Indeed. in some respects. sophisticated and sensitive interpre-
tation of knowledge and its careful matching to a child’s needs and abilities provide greater
challenges to academic and pedagogical ability. Morcover, as carly learning constitutes a
distinct stage of learning and provides an essential foundarion for what comes later. carly
childhood teachers need to understand a theory of learning development. including the
concept ot ‘readiness” (the match between a child’s level ot skill and the task at hand). and
be able to apply this to the wide variety of children in their care. Their knowledge of learn-
g development is the heart of their protessionalism: it demands just as subtle and complex

an understanding as the mastery of disciplines that is demanded of teachers m schools, col-
feges or universiues.

Conclusions

6.19

This review of the nature of good practice leads to the tollowing conclusions:

a) quality of early learning depends on a set of principles, not a favoured type of provision;

b) there are twelve principles which are fundamental to good practice:

¢) irom these may be derived a set of ten common features which serve as guidelines for good
early learning in group settings or in the home;

d) these principles and guidelines are well established and widely recognised as the
components of good practice — which may be summarised in the following list of essential
criteria for high-quality educational provision for young children:

i.  well-trained staff led by a graduate teacher
ii. appropriate adult:child ratios (cf. the RSA ‘rule of thumb', 3.16)
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g)

h)

iii  suitable curriculum

iv. adequate resources

v. participation of parents

vi. diverse peer group

vii. a multi-professional approach:
the diverse pattern of provision in the UK lacks adequate arrangements for quality review
and quality assurance;
for these and other reasons, there is a need for a clear national lead and new legislative
framework, backed up with appropriate funding, to ensure that all young children are
provided with opportunities for good pre-school education, and that parents are able to
make well-informed choices:
the quality of early learning depends on the quality of teachers and carers, the curriculum
and the role of parents;
there is a professional continuum stretching from parents on one side to graduate (early
years) teachers on the other;
training and professional development of high quality needs to be available at each step along
the professional continuum:
the professional teacher has acquired the practical skills of teaching, a theoretical
understanding of learning {within and across subjects), and secure professional values:
early years teachers require a double competence: the ability to interpret the complexities
of (for example) science or language in a form accessible to young children, and the mastery

of a theory of learning development which they can apply to the diversity of children in their
care.

Accordingly, it is recommended that:

n early years practitioners should draw up an authoritative Code of Conduct

based on the principles and guidelines for good practice set out in this report;

m the Department for Education should review its plans for the professional

development and training of early years teachers in the light of the claims

made in this report, that: -

a) the curriculum of early learning forms a fundamental, distinct and essential
phase of education, without which it is difficult for children to progress
successfully in school or into adult learning;

b) the double competence required of early years teachers - especially the
mastery of an applicable theory of learning development — makes just as
intense a professional demand on students as does the mastery of disciplines
required of all teachers;

¢) the training and developmenc of early years teachers should be no less
rigorous and demanding than that appropriate to any other teachers.
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7. Realising the Vision: a Practical
Programme

“The success of any great moral enterprise does not depend on numbers’
(William Llovd Garrison. 1805-79)

This chapter seeks to otfer a practical programme tor achieving the objective of
providing good pre-school education for all children. It identifies the
underlying problem as one of finance — or rather of our implicit national
prioritics. It puts the cost of the required programme at between £600 million
and £900 million a year. Substantial new funding for pre-school education can
be justiticd by arguments from investment, priorities and the relative value of
carly learning. A new solution to the problem is outlined. including raising the
age at which children stare compulsory tull-time schooling trom five to six. The
potential advantages of such a change are described. The question of whether
pre-school education should be compulsory is raised. Responsibility tor early
learning must be clearly located in one place. perhaps (for the time being) by
the creation ot a special Commission. On the assumption that the new provision
is to be gradually introduced between 1994 and 1999. the necessary transitional
arrangemients are reviewed. There are seven recommendations addressed to the
RSA and other bodies. but especially to the Government.

.

Introduction

7. Much of what is set out in Chapters 2 ~ 6 has been said and written before. The problem is
not so much to idenaty what is needed. as to find a way of providing it. The campaign for
carly learning in the UK has continually demonstrated the truth ot Viscount Morlev’s apho-
rism: ‘success depends on three things: who says it, what he says, how he says it: and of
these three things, what he says is the least important’. The Prime Minister has asserted that
the Government is "determined that every child in this country should have the best start in
life’ (Choice and Diversity: a new framework for schools, 1992). However, Kenneth Clarke.
Chancellor of the Exchequer, told the North of England Education Conference in 1991,
when he was Secretary of State for Education, that nursery education for all was ‘not a real-
istic prospect’. What are we to make of this apparent contradiction?

7.2 These two statements could be reconciled. if one were to suppose that the Government
believed cither that the evidence of rescarch has not yet demonstrated the value of good
carly learning, or that the existing pattern of provision in the UK provides ‘the best start in
lite" for every child. In fact, it has at times appeared to hold both these beliefs. This report
has set out the reasons tor thinking that cach is incorrect. Chapter 2 (and appendix C) has
presented the evidence of research: while it needs to be further developed and teseed, it is
already firm enough to be persuasive. Chapter 4 examined existing provision in the UK and
concluded that the position is seriously inadequate. Neither detence is any longer sustain-
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able. But there reimains a third impediment to progress: money. No one denies that the
provision of good opportunitics for carly learning for all children will be expensive. Minis-
ters understandably challenge those who promote the public provision of pre-school education
to explain where the funds are to be found. and at what cost to other programmes. That
challenge must now be taced. :

But. before turning to the issue of funding, it is important to be clear abour what is re-
quired. Paragraph 1.17 of this report set out a clear programme - covering paid parental
leave, arrangements for the care of the pre-school children of those m employment. the
education and support of parents, and an entitlement to good carly learning tor all children
from the age of three. All four are needed. and cach gives support to the others. But this
report's detailed proposals are continedto the fourth item — that all children should be ¢na-
bled to “start right' in learning outside as well as within the home. The other three items
will also require further funding, if they are to become systematically available. But it must
be left to others. such as the Equal Opportunitics Commission, to develop detailed propos-
als. In any event. in the case of the first two (parental leave and the care of children of those
in employment) it would be appropriate to design a system of mixed tunding, drawing con-
tributions from public funds, the employers and employees in an appropriate balance — on
the principle of requiring those who benefit to pay. Where benetits are distributed. respon-
sibility tor funding should accordingly be shared. But there is even more work to be done
in connection with the third item, the education and support of parents, While recognising
that this is a difficult and controversial area, this report has repeatedly identitied a need tor
the UK to give more attention to the education and support of parents. While the theme is
not further pursued here, there are several major issues for others to grapple with: the na-
ture of the education ai.d support required. the timing of the provision. the allocation of
responsibility for delivery,.the costs and coverage of any system. and so on. [t is hoped that
others will find practical answers to these questions.

The RS$A project has sought to develop a shared national target. that no child born atter the
vear 2000 in the UK should be deprived of opportunity and support tor cttective carly learn-
ing. This will require new legislation. What is sought is a statutory and mandatory
responsibility to provide free, high-quality. half=day carly learning for all children aged three
to tour by not later than the year 2000: and that such provision should be adequately resourced
and set in an appropriate context of care and support. While recognising that learming’ and
‘care’ cannot be artificially separated. one practical path to this objective would be legisla-
tion requiring Local Authorities to provide extended daycare for all three-to four-year-olds
(whose parents wanted it) on a basis which integrated half-day carly leaming (free) with
half-day extended care (charged for on a means-tested fee-paying basis). It is assumed that
Local Authorities would build on the diverse pattern of provision which is already in place,
and make gradual progress towards the objective, which would be linked to a target date at
or close to the turn of the century. While in the transitional period many compromises would
be required, the legislation must enshrine four essential principles: that the entitlement is
available to all children. is free (as far as the halt-day carly learning is concerned), is of high-
quality, and achieves the integration of carly learning and daycare (for those parents who
require and pay for the latter). What would this cost, and how could it be paid tor?
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Funding
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7.7

There are three estumates available at present ot the costs of such a programme. Sctting aside
the extended dayeare element (or assuming that the means-tested tees were set at a level to
ensure that it was largely self-financing). those who have investigated the question broadly
agree that a sum of berween hait= and one-billion pounds a year is required. A recent Min-
isterial statement quotes an estimate trom the Department tor Education ot “over halt-a-billion
pounds a year” (together with “substantial capital costs’) tor “forcing the State to provide a
place tor every three- and tour-year-old. irrespective of parental income’. Sally Holtermann's
masterly study for the National Children’s Bureau sets the figure at £450 million, including
L 100 million of capital expenditure (Holtermann, 1992, [uvesting in Yonng Children: costing
an education and day care serviee). The National Commission more recently reached a tigure
ot £860 million tor the recurrent costs ot the expansion of nursery education proposed in
Learning to Suceeed (see appendix G). Given that these estimates probably related to slightly
dittere at programmes ot provision, were made in different years, and were designed for dit-
terent purposes, their convergence is remarkable. What is required is a recurrent sum of the
order ot £600 - £900 million.

There are three main arguments tor secking substantial new tunding for nursery education.
They are the arguments from investment. priorities, and relative value. In Chaprer 2 ic was
argued that investment in high~quality carly education provides a worthwhile ecconomic
return to socicty, and evidence was set out in support ot this claim. In Chapter 4 it was
argued that while tunding appears to be a major impediment to progress, in reality the problem
is one of priorities, and that pre-school education should be among a nation’'s tirst priori-
ties. Chapter 1 introduced the idea that resources in education need to be tilted back towards
carly learning: and elsewhere the report has repeatedly quoted the RSA “rule of thumb’ for
statt: pupil/student ratios which proposes that class sizes should be roughly equivalent to twice
the average age of the learners. Such a principle (it adopted) would significantly shift re-
sources back towards carly learning without necessarily making a substantial demand for new
tunds on the education budget. {However, the transition peried would need extra funds,
since it would be a mistake to increase ratios in secondary and tertiary education until the
puptls who had experienced the reformed and more generous provision in nursery and pri-
mary cducation entered the more advanced phase.)

Each of these arguments has weight: cach is addressed to a ditferent audience. The argu-
ment from investment is presented to the Chancellor of the Exchequer and the Treasury:
the argument from priorities to parliament: the argument from relative value to the Secre-
tary of State and the Department tor Education. To those Ministers who ask how nursery
education is to be paid for, and at what cost to other programmes, it is answered that the
argument from investment shows that the costs will be recouped over time, that {untit that
happens) the argument trom priorities places nursery education above most other programmes
of public provision, which therefore should release the sums required (it increases in taxa-
tion are ruled our), but that a rebalancing of the educational budget in favour of early learning
could ultimately provide most of what is required at the expense ot the gradual introduc-
tion ot higher statt:pupil/student ratios in later secondary and post-school education. (Such
higher ratios would prove to be manageable and effective as and when the cohorts of stu-
dents who had received good pre=school education matured and progressed.) Morcover,
the carlier RSA report, More Means Different (IRSA. 1990) otfered a strategy for funding higher
cducation through greater reliance on private funding (‘top-up’ fees payable by students and
not recouped trom public tunds), which is still under consideration. The adoption of such
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an approach to higher education could also play a role in the rebalancing of the educational
budget.

One of the subordinate, but still important, points to be considered in relation to the fund-
ing of systematic pre-school education is whether the resources should be delivered directly
to the providers of the service (e.g. nursery schools) through the channel of local authority
grants, or to the users of the service (parents) in the form of credits or vouchers. There is
much to be said for the latter. This report has repeatedly emphasised the leading role of the
parents. He who pays the piper, calls the tune. If parents had ‘nursery-credits’, they could
use their cconomic power, like other consumer groups, to ensure that the service met their
needs and the needs of their children. But very careful study, tollowed by experimental pi-
lot schemes, would be needed before any such general arrangements were introduced. It
would be particularly important to ensure that a credit scheme did not generate its own
expensive and bureaucratic administration. A credit scheme has the further advantage of
providing a possible solution to the ‘deadweight problem’. This term refers to the cost of
providing a general. public and free benefit, where many people are already paying for it
privately — as in the case of nursery education. With a credit scheme it is possible to recoup
(in whole or part) the costs of public provision from the well-off through the tax system.
Sce the RSA Journal, May 1693, for an elaboration of this approach. However. in this rcpért

there is no compromise with the principle of public provision of free pre-school education
for all children.

_A-'ne_v"v solution
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7.10

The arguments presented in the previous section of this chapter are not new. They are none
the less cogent for that. However, therc is an alternative ~ and rather more attractive solu-
tion to the problem. This develops Professor Sylva's (at first sight) paradoxical proposal of
raising the age at which children begin ‘compulsory’ tull-time schooling trom five to six.
Chapter 3 demonstrated that six is the normal age for the beginning of compulsory school-
ing throughout the world. In a few countries (notably in Scandinavia) the age is seven. In
Europe, it is only the Netherlands, Ireland (de tacto) and the UK that begin as early as tive.
It is not a coincidence that it is precisely those nations which start at five that are tinding
difficulty with the provision of systematic and high-quality pre-schooling. Hardly surpris-
ingly, with the ‘extra vear' of full-time compulsory schooling, they both find it difficult to
provide adequate resources for nursery education and have a poorly developed social recog-
nition of the importance of early learning. Where full-time compulsory schooling is delayed
to the age of six (or even seven), neither governments nor societies can easily overlook or
neglect the case for pre-school cducation.

Part of that case is the argument developed throughout this report that pre-school early learn-
ing represents a distinct, essential and fundamental phase of education, without which it is
difficult for children to progress successfully in school or into adult learning. While some ot
our children are helped through this foundation phase of learning in nursery schools and in
homes with books and attentive adults, others are unprovided for. When the latter group
enter primary education, they tend to be bewildered, discouraged and defeated by tae chal-
lenge of formal learning. They are neither prepared nor ready for it. Such children are likely
to become demotivated, drop-outs, or delinquent. They exact a heavy social cost in the
longer term. And part of that cost is expressed in wasted educational investment. The UK is
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dmost alone among the nattons of the world in providing as many as eleven years ot com-
pulsory full-time cducation. The norm 1s ten: some countries (including highly successtul
ones. like Japan) manage with nine. There is litle to show that we are making commensu-
rate gains for this extra year of compuisory schooling. Explanations ot this. relying on ideas
of underperformance by our schools or even low intelligence of our children, seem implau-
sible. 1t is more likely that the inadequate and.inappropriate provision ot carly learning
opportunities is having a detrimental ettect on compulsory education.

7.1 How can one tell when children are ready for (full-time) school? In carlier times there was
an idea that children who could touch their (left) ear by stretching their (right) hand over
their head were ready for school. The age of five was chosen as the starting age tor educa-
tion in the Elementary Education Act (the Forster Act) ot 1870. Until that time. most
educational practice and the opinions ot reformers favoured the age of six as the appropriate
point for transter from “infant’ to “clementary” school. Robert Owen’s infant school. estab-
lished in 1816, provided half-time education for children aged two to six: Froebel also sct
the borderline at six: the Newcastle Report of 1861 drew the line at six. or even (in some
places) seven. Until 1870, all the evidence suggested that the UK would adopt what has
become common practice almost everywhere else in Europe. namely a starting age of six
(or'cvcn seven). W.E.Forster. who was the draughtsman of the Bill, seems not to have at-
tached much importance to the issue until the Bill was before Parlianient. Members were
divided in their support for five or six. Forster himself said that “atter what he had heard. he
should be m favour ot six”. But Disrach (leading the opposition party, but supporting the
Bill) persuaded the House of Commons to avoid delay, with a result that the amendment in
favour of six was withdrawn. Although the question was raised again in the Lords, the age
of five was allowed to stand and was duly incorporated in the Act. It is importane to re-
member that the Act also made provision for an upper age limit — at thirteen. School Boards
were empowered to tix any appropriate ages within the range tive to thirteen. In practice -
and parliament was aware that this would happen — most School Boards entorced the lower
limit of five, but sct the upper limit significantly below thirteen (variously at ten, eleven or
twelve). The reason tor this was. of course, an economic one: the older children were re-
quired for employment in factories. In other words. Parliament settled on the age of five tor

the start of schooling in the context of a general expectation (contirmed by existng prac-
tice) that schooling would end at about cleven. The issue for the retormers was whether to
provide for six, or only five. vears ot elementary education. It should not surprise us that
they chose the former — and set a starting age of five.

7.12 This account draws heavily on a fascinating study on The Origins of Full-Time Compulsory
Education at Five (Szreter. 1964, The British Journal of Educational Studies Volume XII1 No 1).
Two further points may be added. First. it is notable that the idea of part-time attendance
for voung children was hardly discussed at all. The reasons appear to be that full-time school-
ing was mtended to protect children from premature employment in the factories - or
delinquency in the streets: and that (as with the issue of the starting age) reformers were
keen to increase “the gross amount of education” received. Secondly, from time to time at-
ter 1870 the issue of the starting age re-emerged for discussion. For example, the Code of
1905 claimed that "there was reason to believe that attendance of children under five was
often dangerous to health. and that there was also a mass of evidence pointing to the con-
clusion that a child who did not attend school before the age of six. compared favourably at
a later stage with a child whose attendance had begun at an carlier age™. The question was
considered again m 1908, 1918 and 1933, but nothing was done. It is time to reconsider it.

Szreter recognised "a vicious circle: the virtual absence of State provision of nursery educa-
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tion does harm to cluldren in the first vear of tull-time mtant education. while the fact that
this year begins at the age ot five-minus hinders the expansion ot nursery education. If the
resources at present tied up in the full-time schooling ot five-year-old children were par-
tiallv released for providing part-time cducation up to the age of six. a very considerable
amount of it would become available.” (The Origins of Full-Time Compulsory Education at Five,
Szreter, 1964, The British Journal of Educational Studies Volume XIIT No 1). Szreter's pro-
posal is the solution recommended here.

In their simplest torm. the funding implications of the new solution involve the redistribu-
tion of one-cleventh of the budget tor compulsory schooling (at present spent on the tull-time
primary educatiorn of five-year-olds) to enhance existing pre-school provision so as to pro-
vide three vears of (half-time) high-quality carly learning for all children aged three to five
inclusive. The recurrent budget tor primary and sccondary education (in England) is of the
order of £13 billion (1993-4). This figure includes Sixth Form and special provision. With
an allowance for the fact that primary cducation tends to be funded less generously than
secondary education. and to have larger classes — contrary to the practice recommended in
this report — it is possible to estimate a “notional saving’ of the order of £1 billion, it the
school starting age were raised to six. This is more than enough to cover the required re-
current sum estimated in paragraph 7.5 above. but not enough to provide for the three years
of half=time nurscry learning (three to five inclusive) which is envisaged and recommended
here. One way of looking at the figures is to assume that half of the notionally released £1
billion would still be required tor the half-day education ot children aged tive. This would
vield a sum ot about £300 million towards the required £600-£900 million set out in para-
graph 7.5. The strategy of gradually tilting existing resources in favour ot carly learning could
provide the rest. What is clear is that the combination of the arguments underlying the new
solution, the idea of rebalancing of the educational budget. and the strong case for new in-
vestment in carly learning. provides a tirm reply to those who doubt whether we can atford
it, or find acceptable ways of paying for it.

It the new solution were adopted. should the part-time toundation phase of carly learning
(between three and five inclusiye) be compulsory? It would be logical to think so. The ar-
guments presented throughout this report to emphasise the importance of good carly learning
lead naturally to a conclusion that the community should insist. not only that it be made
available to all children, but also that they sheuld be required to attend. But. as far as is
known. no other country requires attendance at centre-based learning trom the age of three.
It is interesting to note that the Forster Act of 1870 did not require attendance, cither.
Compulsion was not introduced until 1876. Under existing legislation the form ot compul-
sion for education between five and sixteen is noteworthy. The 1944 Education Act lays a
responsibility on parents to ensure that their children receive an adequate education — either
at home or in school. Section 36 makes clear that it is the duty of parents to secure the
education of their children: “it shall be the duty of the parent of every child of compulsory
school age to cause him to receive etficient full-time education suitable to his age, ability
and aptitude. cither by regular attendance at school or otherwise’. An appropriate torm ot
these words might also be used for the ‘toundation phase’ between three and six. as envis-
aged in the new solution. This would cnable those parents who believed, and could
demonstrate. that the home environment would provide a satisfactory context tor carly learn-
ing, to educate their children themselves. at least untl six. while at the same rime creating a
general social understanding that halt-tinte centre-based learning is normally appropriate trom
three to five inclusive. [t would be important to apply the tormula of the 1944 Education
Act in a way that avorded the creation ot a cumbersome burcaucracy ot inspection and comn-
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pulston. At least i the first mstance, 11 nght be sensible to retam compulbsion from the age
of five. and to defer its introduction at earlier ages undl the appropriate general social un-
derstanding had developed. The Newecastle Report of 1861 stated that “whae the State
compels, it must also enable men to do”. This is 4 sound principle tor government. 1t part-

ume education were compulsory (as detined above) for three to tive vear olds. there would

be a much greater likelihood that it would be adeguately resourced. Compulsion is prob-
ably the kev to provision. However, no country at present makes pre-school education
compulsory. even in the terms indicated above. Nonctheless. 1t 1y a view taken m chis re-
port that the question of compulsion should be publicly debated. since the logic of the
argument leads so clearly in this direction.

7.15 Not all the members of the project’s Advisory Commiittee are persuaded that the advantages
ot the new solution outweigh its disadvantages. What are the objections? Apart trom inertia
and the (false) assumption that the starus quo must be right because it is there. there appear
to be three major difficulties. The Department for Education is likely to be dismayed at
what might be seen as a threat to the National Curriculum. This fear would be misplaced.
simce the arguments outlined above suggest that it the beginning of *Key Stage 17 was de-
ferred until the age of six - provided good carly learning was available between three and
tive (inclusive) — the performance ot children in compulsory tutl-tinie education would im-
prove. The evidence of what is achieved in other countries (see Chapter 3) is pertinent.
Sccondly, practinoners and professionals tend to have a vested interest in the starus quo. Tt
will be miportant to persuade teachers and cheir representative organisations that the new
solution ofters a better deal for all concerned = children, parents and protessionals. We must
not allew the good to become the enemy of the best. Teachers, in particular, must be urged
not to let the good things in the existing pattern of provision stand in the way of a better
dispensation. Thirdly, parents may take a short-sighted view and seck o defend tull-time
and free primary education for five-year-olds, rather than welcome the provision of free
part-time early learning tor children from three to five inclusive, set in a context of ex-
tended dayzcare for those who wish it and are prepared to pay tor it (on a means-tested
basis). Probably. no single one of these objections by itself could prevent reform: but any
two could, So it will be necessary for those who seck to pursue the new solution to form a
strong alliance with at least two (and. if possible. all three) groups — parents, professionals,
government. ftis to be hoped that employers and the world of emplovment will play a leading

~ role in the public debate of these issues. At the local level the attitude of Training and En-
terprise Councils will be signiticant. Nationally. organisations like the CBI and TUC could
— and should - otter a clear lead.

Responsibility )

7.16 Previous chaprers have repeatedly identified the problems arising trom the divisions of re-
sponsibility tor carly vears provision. Two departments of central government (Health and
Education) have statutory and moral responsibilities, and at least three others have associ-
ated interests (Employment, the Home Office and the Treasury). At the local level,
responsibility is distributed between the Local Authorities and Training and Enterprise Coun-
als, and (within local government) between social services and education departments.
Divided responsibility rarely works well from the point of view of the client or user of serv-

tees. Divide et impera was a Roman doctrine designed to serve the ruling power, not the

) . ruled. Good government tocuses responsibility and makes 1t accountable. This report has
C g
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attempted to demonstrate that the provision of opportunities for good carly learning for all
our children is a collective social obligation. It is for Parliament to recognise this obligation
and ensure that it is met. This will require new legislation. And it will be essential, if the
outcome 15 to be satisfactory, to locate the central responsibility tfor implenientation in one
place. Since this report has consistently argued for the recognition of a ‘scamless web® of
learning and care, the logical alternatives appear to be the Department of Health, or the
Department tor Education or some new quasi-governmental agency designed on the model
of the Manpower Services Commission. The first has a good record of responsible imple-
mentation following the passage of the Children Act of 1989. The second is the rational
choice for a task that is primarily educational. There is much to be said for the third alterna-
tive, where there is a history of divided responsibility and lack of progress, and the need is
urgent. But this would be, at best, a temporary measure. In the long run the responsibility
for carly education must lic with the Department for Education.

7.17 A similar problem exists at local level. Responsibility s at present divided between social
services departments and Local Education Authorities. However, they are increasingly work-
ing together, partly as a result of local political initiatives, and partly because this is required

; under the Children Act 1989. In many authorities this is retlected in better communication
between departments, but a number of authorities have adopted more radical solutions bring-
ing together all services for young children into a single deparcment. In addition to the direct
provision of services, local authorities have important regulatory tunctions. However, since
in recent years local government has in practice lost much of its independent power to raisc
revenue, it has to an extent moved from being a true level of government to becoming
more like an agency of central government. This has inevitably led to questions about its
future. The questions go beyond the matter of boundaries and the current review of local
government. Some of them were set out in Learning Pays (RSA, 1991: 5.16-24). The prob-
lem was also considered by the National Commission, which recommended the creation of
new locally accountable bodies to be known as Education and Training Boards (Learning to
Succeed, Chapter 13). It is impossible at present to predict the outcome of the debate. This
report agrees with the Commission that it is *essential that there should continue to be an
intermediate tier of locally accountable bodies between {central government| and individual
schools’, though these might well be regional - rather than local - bodies. When and if they
come into existence. such bodies should be given the responsibility for the provision of
ensuring that the statutory requirements are met in their own areas. Unless and until exist~
ing arrangements for local government are changed, this responsibility should rest with local
authorities — which should seek to ensure that social services and education departments work
in co-operation, with the latter taking the lead.

The timetable

7.18 The introduction of a new phase of education (for three~ to five-year-olds, inclusive) can-
not be achieved overnight or without careful preparation and training of statf. This is a major
issue. There will be a serious shortfall of trained nursery teachers unless the new provision is
introduced gradually. There is also an argument from established cxpectations which mighe
suggest that the raising of the school starting age should not apply to children born before
1994. And sufficient time nceds to be set aside for public debate. For all these reasons, it is
proposed that 1999 should be chosen as the year for introducing the new solution: namely
the raising of the school starting age tc six and the creation of (first) an entitlement to (and
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later, perhaps. a requirement ot attendance at) halt-time pre-school education trom three to

five inclusive. This would allow a draft timetable. as tollows:

1994-6  development of existing provision and preparation tor the new solution (includ-
ing a period tor debate and consultation to achieve a consensus)

1997 introduction of an enntlement to carly learning for all four-year-olds

1999 introduction of an entitlement (perhaps. a requirement?) tor carly learning tor all
children aged three to five inclusive: and deferral of the start of compulsory tull-
time schooling until the age of six. v

Such a scheme allows children born in 1993 to have (at least) one year ot pre-school; those
born in 1994 to have (at least) two vears of pre-school. before starting tull-time schooling at
age six in 2000; those born in 1995 to follow the same pattern as those-born in 1994; and
those born atter 1995 to follow the new pattern ot three yvears ot pre-school followed by
tull-time schooling from the age ot'six. It is urged that as soon as possible (and not later than
1997) uormal practice should allow rermly admission to pre-school provision in the term
following the relevant birthday of the child: or perhaps in the term in which the birthday
talls.

During the transitional period (1994-8) it will be important to make steady progress to-
wards the objectives. Local Authorities should be encouraged to make use of all forms of
existing provision which satisty (or can be helped to satisty) appropriate standards ot quality.
We shall need to harness the existing diverse pattern of provision. public and private, play-
aroups and nursery schools, reception and nursery classes. But, as the National Commission
argues: ‘the ideal would scem to be an expansion of nursery education based on nursery
schools and nursery <lasses in primary schools’ (Learning to Succeed, p. ' 31). During this pe-
itod Local Authorities may need to — and should be permitted to = charge fees on a
means-tested basis, not only for the extended daycare element of the provision, but even — it
necessary — for the half-day pre-school provision. Intelligent compromise should be ¢ncour-
aged. provided that there is no compromise on the issue of high quality and provided that
the objecuve of a free provision tor all children by 1999 is kept clearly in view. The cynical
objection to the adoption of intelligent compromises in the transitional period — indeed. to
the new solution as a whole = is that governments rarely honour long-term social “deals’
involving the redistribution of public funds. This is not borne out by experience. Nor is it
wise in a tree democracy to assume that good government is beyond our reach.

Conclusions

720

This chapter which has sought to identify a practical programme of action cnabling us to

realise the vision of a right start for all our children. leads to the tollowing conclusions:

a) the Government has appeared to believe that the evidence of research has not yet
demonstrated the vzlue of good early learning: it is wrong to do so;

b) the Government has appeared to believe that the existing pattern of provision in the UK
provides ‘the best start in life’ for every child: it is wrong to do so:

¢) the underlying problem is one of finance — i.e. implicit national priorities;

d) other bodies need to pursue the issues of paid parental leave and the care of the pre-school
children of those in employment;

e) more work is needed on the issue of the education and support of parents:
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g)
h)

k)

m

—

P)

what is required is a statutory responsibility to provide free high-quality, half-day early
learning for all children from the age of three in an integrated context of extended day care;
such a programme would cost a sum estimated at between £600 and £900 million p.a.;

the arguments from investment, priorities and relative value each lend support to the
provision of substantial new funding for pre-school education: ’

a substantial contribution to the solution of the probtem could be found by raising the age'at
which children begin compulsory full-time schooling from five to six;

this change would have a number of advantages:

i. it would encourage a wider social recognition of the importance of early learning;

ii. it would permit the identification of early learning as a distinct, essential and
fundamental phase of education:

iii. it would bring the UK into line with normal practice in most other countries:

iv. it would have the potential to improve the performance of compulsory education
from 6-16;

v. it would enable the government to re-allocate funding to provide part-time pfe-
school education for children aged three to five inclusive, without requiring
substantial new funds:

if this approach is adopted, consideration should be given to whether pre-school education
should be compulsory (in the terms of the 1944 Education Act):

parents, professionals and the Government would each need to be persuaded of the wisdom
of this approach; '

it is essential to locate the responsibility for early learning in one place: for the time being
there are good reasons for creating a special Commission to undertake the task:

the responsibility for ensuring that the statutory requirements are given local
implementation should lie with local education and social services departments - and, in the
event of local government reform, with their successors:

there needs to be a gradual, phased introduction of the new arrangements for three to six
education:

during the transitional period it will be sensible and appropriate to build on existing
provision wherever possible, provided that high quality provision is assured and the
objective of a free provision for all children by 1999 is kept clearly in view.

Accordingly it is recommended that:

the RSA and other bodies should pursue the issues of:

a) the education and support of parents

b) paid parental leave

c) the care of pre-school children of those in employment;

m the Government should immediately prepare legislation to create by 1999 a

statutory responsibility for the provision of free, high-quality, half-day pre-
school education for all children from the age of three, in an integrated context
of extended day-care;

m the Department for Education should give consideration to raising the age at

which children begin compulsory full-time schooling from five to six, and
transferring the resources released thereby to enable pre-school education (as
defined in recommendation |2) to be made available for all childrer aged three
to five inclusive;

72




REALISING THE 1'ISION: A PRACTICAL PROGRAMME 71

there should be a public debate of whether pre-school education should be
made compulsory; '

in order to ensure that the responsibility for early learning is clearly located in

one place, a special Commission should be created to oversee the transition
from the status quo;

Local Education Authorities should take responsibility for local provision;

the new arrangements should be introduced gradually by means of a carefully
phased transition between 1994 and 1999.
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THE IMPORTANCE OF EARLY LEARNING

‘Upon the education of this country the fate of this country depends’

(Benjamin Disraeli, 1874)

This chapter summarises the conclusions of the report. The RSA project posed
three questions: does early learning matter? what is the nature ot good practice?
how can a universal entitlement to good early learning be provided? The
answers are given. In particular, five major findings emerge: carly learning is a
distinct and fundamental phase of education; parents, professionals and the
community as a whole form a ‘triangle of care” and need to work in partnership;
the quality of carly learning provision is of over-riding importance: the resource
constraints on provision can be overcome: te fail to do so would be condoning
a national scandal. The report concludes by asking ‘who is to do what by
when?' and addressing its seventcen recommendations to those who are
responsible for action.

Issues

8.1

]2

Does early learning matter? This was the first and fundamental question which stimulated
the RSA enquiry. The evaluation of the importance of early learning is the key issue. The
stady has found that pre-school education icads to immediate, measurable gains in educa-
tional and social development and lasting cognitive and social benefits in children — provided
it is of high quality. While all children benefit, the impact of carly education is strongest in
children from disadvantaged backgrounds. The most important learning in pre-school edu-
cation has to do with aspiration. motivation, socialisation and self-csteem. Good early learning
encourages and develops ‘mastery’, without which successtul schooling and adult learning
is unlikely. Investment in high-quality and etfective carly education provides a worthwhile
social and economic return to socicty in both developing and developed cotntries. As a
consequence, there has been a rapid expansion in pre-school education during the last thirty
years throughout the world. especially in developed countries — and most notably in Eu-
rope: this process appears sct to continue.

What is the nature of good practice? This was the second major question. The report has
repeatedly emphasised the critical importance of high quality provision — defined in terms of
(a) a curriculum based on the principle of active learning and ‘purposcful play’, (b) the se-
lection, training, retention and ratio of staff, (¢) parental involvement, (d) buildings and
equipment. (e) diversity of the peer group. As a consequence of (a), carly entry to primary
cducation and to Key Stage | of the National Curriculum is not a suitable alternative to
high-quality pre-school education. Active and responsible learning is the key to the success
of the most successtul programmes. Nations where compulsory state education begins at the
age of six (or even seven) are readier to recognise the importance of carly learning, and to
make provision for it, than those countries where it begins at five. Britain, together with
lreland and the Netherlands, is out of step with developments in the remainder of the Eu-
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ropean Union. International comparisons contirm that the salient teatures of good practice
in the direction and management ot the provision of carly learning include:

* the integration of education and care:

unitied responsibility for provision;

targets tor growth by a specified vear:

*

coherent and thorough training ot carly years teachers and support statf:
a curriculum based on the principle of ‘purposeful play’;

* %

effective linkage between the home and pre-school. and smooth progression between
pre-school and primary school;
adequate resources.

Children are most likely to thrive (and learn) in a secure triangle of care provided by par-
ents. professionals and the community as a whoie. But the role of parents is the most important
tor the welfare of the child. Parents should be thought of — and should learn to think of
themselves — as aspiring to competence in a role which requires preparation, study and re-
flection. iike any form of demanding work. For parents are their children’s first and most
important educators: and, like all good teachers, should strive to be ‘warm demanders’.
Contidence is an important quality in successful parenting, but parents need help in devel-
oping and sustaining confidence. What is nceded is a real partnership between parents and
professionals. The quality of early learning depends on a set of principles, not a favoured
type of provision. The twelve principles fundamental to good practice vield a list of ten
common features which should serve as guidelines for good carly learning in group settings,
or in the home. These principles and guidelines are already well established and widely rec-
ogniscd as the components of good practice. In particular, the quality of early learning depends
on the quality of teachers and carers. the curriculum, and the role of parents. There is a
protessional continuum stretching from parents on one side to graduate (carly years) teach-
crs on the other: 1nd training and professional development of high quality nceds to be
available at cach stage. The professional teacher needs to acquire the practical skills of teaching,
a theoretical understanding of learning (within and across subjects), and sccure professional
values. But carly vears teachers require a double competence: the ability to interpret the
complexities of (for example) science or language in a form accessible to voung children,
and the mastery ot a theorv of learning development which they can apply to the diversity
of children in their care. The diverse pattern of provision in the UK lacks adequate arrange-
ments tor quality review and quality assurance. For these and other reasons. there is a need
tor a clear national lead and a new legislative tramework, backed up with appropriate fund-
ing, to ¢nsure that all children are provided with opportunities for good pre-school education,
and that parents are able to make well-informed choices.

What is the strategy for change? This was the third basic question. How can a upiversal
entitlement to good carly learning be provided? The review of the diverse pattern of provi-
sion in the UK concluded that it lacks coherence. co-ordination or dircction. It fails to meet
the needs of either children or parents: and it is unevenly and inequitably distributed. [t also
talls short in a number of ways of providing an assurance of high quality — without which
the benetits ot pre-school education are seriously diminished. Morcover. many of those most
in need, and most likely to benetit. miss out. Both the (quantitative) statistical base and the
(qualitative) knowledge base are inadequate and incomplete. The division of responsibility
between the Health and Education Departments is a major difficulty — and so is the failure
to grasp the principle of the integration of childcare and carly learning, The Department for
Education has neglected its moral responsibilities for supervising, registering, inspecting and
ensuring the quality of pre-school education: and has failed to seck and obtain appropriate
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statutory authority. The Government has failed over many years to establish a national frame-

work within which locai developgents could take place. While funding appears to be the

. major impediment to progress, in reality the problem is once of priorities. Pre-school educa-
tion should be among a nation'’s first prioritics. Ministers have ottered an unconvincing and

inadequate defence of the status quo, by setting a high value on diversity (at the expense of

quality. cffectiveness and choice), by expressing doubt about the value of pre-school educa-

tion (in the teeth of the evidence of research and the experience of othier countries), and by

trusting in the private sector (without ensuring both that those most in need ~ and ‘most

likely to benefit — will thereby be provided for) and that the provision will be of statutory
quality.

8.5 The Government has appeared to believe that the evidence of research has not vet demon-
strated the value ot good early learning: it is wrong to do so. The Government has appeared
to believe that the existing pattern of provision in the UK provides ‘the best start in life” for
every child: it is wrong to do so. In fact, the underlying problem is one of finance - i.e.
implicit national priorities. While other bodies need to pursue the issues of paid parental
leave and the care of the children of those in employment, and more work is also needed on
the issue of the education and support of parents, what is now required is a statutory re-
sponsibility to provide free high-quality, half-day carly learning for all children front the
age of three in an integrated context of extended day care. Such a programme would cost a
sum estimated at between £600 and £900 million p.a.. While the arguments from invest-
ment, prioritics and relative value each lend support to the provision of substantial new
funding for pre-school education, a significant contribution to the solution of the problem-
could be found by raising the age at which children begin compulsory full-time schooling
fror five to six. This change would have a nember of advantages:

* it would encourage a wider social recognition of the importance of early learning;

it would permit the identification of early learning as a distinct. essential and fundamen-

tal phase of education;

*

it would bring the UK into line with normal practice in most other countries:

it would leave the potential to improve the performance of compulsory education from
6-16: '

it would cnabl» the government to reallocate funding to provide part-time pre-school
cducation for children aged three to five inclusive. without requiring substantial new
funds.

If this approach is adopted. consideration should be given to whether pre-school education
should be compulsory (in the terms of the 1944 Education Act). But parents, protessionals
and the Government will each need to be persuaded of the wisdom of this approach. It is
essential to locate the responsibility for carly learning in one place: there are good reasons
for creating a special commission to undertake the task for the time being. The responsibil-
ity for cnsuring that the statutory requirements are given local implementation should lie
with Local Education Authorities, \rorking in co-operation with social services departments
(social work departments in Scotland) — and, in the event ot local government reform with
their successors. There needs to be a gradual, phased introduction of the new arrangements
for the educacion of three- to six-year-olds. And during'thc transitional period it will be
sensible and appropriate to build on cxisting provision wherever possible, provided that high
quality provision is assured and the objective of a tree provision for all children by 1999 is
kept clearly in view.,
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Findings

8.6 Erom the review of the issues arising trom a study of the importance ot carly learning. the
nature of good practice and the scarch tor a strategy ot change. there arise tive major tfind-
ings. The first is the recognition that children’s carly learning, tvpically associated with the
vears three to six, torms a distinct and tundamental phase of education. It is not an “optional
extra’, but a necessary toundation for successtul schooling and adult learning, It has its own
proper curriculum — which is distinct from, and preparatory to. Key Stage 1 of the National
Curriculum. Those nations (like the UK) which have constructed a system of public provi-
sion for education which conceals or neglects this carly learning phase have created a defective
public understanding of the nature of good educational development. Good houses require
strong foundations. A well-educated society needs nursery schools.

8.7 The sccond major finding is the importance of the triangle of care. There is a threefold
responsibility for ensuring that every child enjoys a secure., warm and stimulating childhood.
Parents. professionals and the community as a whole must work together in partnership since
no one of them can be tully effective on their own. While each of these partners has their
own proper role, they share a common purpose. Just as the medical profession in all its di-
versity is united in its aim to ‘cure sometimes, relieve often. comfort always’ - so the partners

in the triangle of care need to come together in a common purpose to ‘restrain sometimes,
encourage often, love always'. :

8.8 The third tinding relates to quality. Both the evidence of rescarch and the experience of
other countries confirm the over-riding importance of high-quality provision for early learn-
ing. The ten common features of good practice are already “vell established in the UK, but

need to be svstematically applied and guaranteed through new arrangements for quality as-
surance.

89 The fourth major finding is that it is indeed possible for the UK to ensure that ‘no child
born atter the vear 2000 should be deprived of opportunity and support tor effective carly
learning’. The re ;ources required can be found. What has been lacking up to now is politi-
cal will. This report has sought to demonstrate that investment in good carly learning provides
1 worthwhile econonuc return. It has also argued that pre-school education should be rec-
ognised as a national priority. And it has suggested that even within a fixed educational budget,
the relative value of nursery education is such as to justity a rebalancing of resources in fa-
vour of carly icarning. But the new approach outlined in Chapter 7 offers a way forward
which is not only educationally attractive and cost effective in itself. but also designed to
persuade even those who are unmoved by the arguments from investment, priorities or rela-
tive value. In such circumstances failure to make progress now would be a national disgrace.

8.10 And the fifth finding of this report is that in any event the current situation is little short of
a national scandal. We have neglected the needs of tife most vulnerable members of society
— young children (especially those from deprived or disadvantaged backgrounds). Twenty-
two vears ago Margaret Thatcher saw what was iequired and published a White Paper which
accepted the principle of nursery education. Governments of both the left and the right
have subsequently abandoned the principle. For nearly a generation large numbers of the
nation's children have been deprived of the right stare to their lives, and society has paid the
price in terms of educational failure and waste, low skiils, disaffection and delinquency. Al-
though remedial education for young people and adults can mitigate the damage, nothing
can be done to retrieve the lost benetits of good early learning cither for chose who have
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mussed it, or tor the society which has neglected its responsibilities and wilfuliy overlooked
the value and importance of providing all children with the right start. But we can do better
in tuture.

Recommendations

8.1

8.13

Where does responsibility lie? Who should do what by when?. It is fatally casy for parents.
educators, employers and governments to indulge in a game of ‘passing the parcel’ of re~
sponsibility and blame. while nothing effective happens. This report is addressed severally
to cach of these constituencies, as well as to others. While co-operation and agreement be-
tween the many interested parties will provide the best hope of success, this cannot be
achieved without wise leadership. Consequently, the following recommendation is addressed
to parliament and the bodies which can influence parliament:

parliament, political parties, parents, employers, the media, the churches and other
voluntary, community and religious organisations should consider whether the
provision for pre-school education in the UK is seriously inadequate, and take steps to
persuade the Government to undertake an urgent review and act on its
recommendations (recommendation 4, paragraph 4.21).

The role of education and those responsible for the education service, is also of the first
importance in achieving reform and moving forward from where we are to where we need
to be. Accordingly, the following recommendations are addressed to practitioners. profes-
sional bodies. and those responsible for (and engaged in) research, including the Department
for Education, Local Education Authorities and QFSTED:

early years practitioners should draw up an authoritative Code of Conduct based on
the principles and guidelines for good practice set out in this report
(rccommendation 9, paragraph 6.20);

professional bodies and institutions of training concerned with early childhood care
and education should review their training and practice to ensure that they offer
parents a real partnership (reccommendation 7, paragraph 5.16):

those responsible for educational research develop a strategy for clarifying the nature
and sequence of child development and ‘mastery’ learning to provide a theoretical
framework for the training and sustaining of professional ‘early years’ teachers and
carers (rccommendation 2, paragraph 2.22);

the Government, trusts and universities make a substantial commitment to further
quantitative"and qualitative research into the impact of, and best practice in, the
provision of early learning in order to test the conclusions of this report, and (where
appropriate) to extend or qualify them (recommendation 1, paragraph 2.22).

But neither educators nor governments can casily bring about change without the consent
and active support of the wider community. Persuasive arguments are not enough. Power-
ful alliances are also needed. Parents and employers, royal socicties and community leaders,
pressure groups and the press, must all work together to change the culture — by raising
awareness of the importance of good carly learning — change the law — to create a statutory
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and mandatory requirement tor provision — and change the distribution of resources — to
provide an assurance of good early learning for all. And so the tollowing recommendations
arc addressed (inter alia) to the churches and religious leaders. and the RSA:

the churches, religious and community leaders should stimulate a major pubiic
debate on the subject of parenthood in order to establish exemplifications of good
practice based on research and proven experience

(recommendation 5, paragraph 5.16);

the RSA and other bedies should pursue the issues of: ~
a) the education and support of parents

b) paid parental leave

c) the care of pre-school children of those in employment
(reccommendation 11, paragraph 7.21):

the RSA should plan and organise a major international conference on ‘good practice
in pre-school education’ to review and update the findings of this report in 1995
(recommendation 3, paragraph 3.19).

However, the majority of recommendations are addressed to the Government. The Gov-
ernment has the tirst responsibility and major powers. It can legislate, regulate, create funding
initiatives. and seck to persuade. It needs to use all these powers to realise the vision set out

in this report. Accordingly, the following recommendations are addressed to the Govern-
ment:

the Government should consider how parents can be given access to systematic and

appropriate education and support to enable them to fulfil their roles most effectively
(recommendation 6, paragraph 5.16);

the Government should consider its position in relation to (a) paid parental leave, (b)
the care of pre-school children of employed parents, and (c) pre-school education,
and take steps to enable the community to fulfil its responsibiiity in each of these
areas (rccommendation 8. paragraph 5.16);

the Department for Education should re siew its plans for the professional

development and training of early years teachers in the light of the claims made in

this report, that -

a) the curriculum of early learning forms a fundamental, distinct and essential phase
of education, without which it is difficult for children to progress successfully in
school or into adult learning;

b) the double competence required of early years teachers - especially the mastery of
an applicable theory of learning development — makes just as intense a professicnal
demand on students as does the mastery of disciplines required of all teachers;

c) the training and development of early years teachers should be no less rigorous
and demanding than that appropriate to any other teachers

(reccommendation 10, paragraph 6.20);

the Government should immediately prepare legislation to create by 1999 a statutory
responsibility for the provision of free, high-quality, half-day pre-school education for
all children from the age of three, in an integrated context of extended day-care
(recommendation 12, paragraph 7.21);
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the Department for Education should consider raising the age at which children begin
compulsory full-time schooling from five to six, and transferring the resources
released thereby to enable pre-school education (as defined in recommendation }2)
to be made available for all children aged three to five inclusive

(rccommendation 13, paragraph 7.21);

there should be a public debate of whether pre-school education should be made
compulsory (recommendation 14, paragraph 7.21);

in order to ensure that the responsibility for early learning is clearly located in one
place, a special Commission should be created to oversee the traasition from the
status quo (recommendation 15, paragraph 7.21);

Local Education Authorities should take responsibility for local provision
(recommendation 16, paragraph 7.21);

the new arrangements should be introduced gradually by means of a carefully phased
transition between 1994 and 1999 (recommendation 17, paragraph 7.21).

None of these things will happen without an assertion of political will,
accompanied by popular support and directed through decisive
leadership. The translation of national aspirations into reality cannot be
achieved by government alone. It requires the co-operation, effort and
enterprise of many agencies and all parts of society. Political will
inevitably reflects the general will of society. But political leadership
can shape the general will. Pzogress is possible. Nations have learned to
free slaves, end ch.:ld labour, extend the franchise to women. We can
decide to stop neglecting the early education of our children. We may
expect a range of economic, social and personal benefits if we do so.
But these are not the most compelling reasons for action. We should
act because it is right. Our children’s children will not readily forgive
us, if we decline to face the challenge, or fail.
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APPENDIX B

The responses

Summary of responses to the leaflet ‘Start Right: the Importance of Early
Learning

10,000 leatlets. reproduced on pages 81-82, were distributed in February 1993, They were sent to a wide vaniety of organi-
<ations wcluding plavgroups. schools, Training and Enterprise Councils, employers and groups with an mterest n carly
learning. Replics were recewved from about 100 people. The overwhelming majority cane from professionals within edu-
cation including a large number from headteachers of nursery and infant schools. Organisations directly mvolved in carly
fearning. ¢.g. Pre-schoal Plavgroups Assoctations, were also well represented. Despite mailing a broad cross-section of smalk,
niedium and large compantes, the RSA recerved only a very small number of replies trom emplovers. Six ot the replies were
from men. tncludmyg one M.P.

l. The definition of early learning

No-one disputed the definition of early learning as srated in the leaflet.

2. National aims

Sirularly, the RSA's visien of a ‘learning socicty’, in which everyone participates m education and training
(learming) throughout their lives, was welcomed and applauded. The premise that “central to this is the avail-
ability to everyone of good experiences of early learming’ was widely endorsed and not questioned by any
respondent.

3. The issues and some key questions

i. Importance

The importance of carly learmng was not questioned and research data was quoted m a sgnticant number of
responses. This research was mvarigbly from the High/Scope and Head Start programmes carried out n the
United States, The statistie that S1 spent on good earlv learmng was saved many tmes over m “compensatory’
payments was often stated.

The educational benetits given as examples were more varied and included:

*  diagnosis of speech imparrment or difficulties could be made at an earlier stage

*  fewer children were referred to educational psychologists.

A sigmficant social benefit mentioned by several respondees was that gender and race 1ssues could be tackled
early and i 4 thoughttul and considered way.

ii. Good practice

Many people sent detatls of their early learning programmes, in some cases retlecting the inportance placed on
carly tearnmg by individual local anthorities. What was significant was the plea. often made, tor a “standard of
good practice” which would apply to all providers of early learning.

A recurrmg theme was the value of the “team” approach to staffing in carly learning centres. The pomt was
otten made that all members of the team were equally important: each had an ndividual role to play: all needed
casy access to tranmg and relevant qualifications: and the team must be led by a qualified teacher.

It was noted several tmes that good early leariing does nat come from a “ghetto” of the children of the most
disadvantaged famihes bemg concentrated m one school, which 1s often current practice.
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iii. A strategy for change

There was a notigeable sense of frustration within many of the replies. Manv stated that this project was follow-
mg a rather "well-worn path” which to date, had vielded litde. The "Rumbold Report” was trequently praised
but the pomt was then made that e hadn't actally changed government provision or attitudes.

"Early learning” is available m a vaniety of forms, 1 a varietv of settings, Manv who responded felt thac this
muluphcity of providers had led to some unfortunate ctfects:

*at was difficule to get a clear, unequrvocal view of the current provision w the UK

* the vorce” of earlv years 1s fragmented. retlectung the diverse proviston

*  parents tound 1t extremely difficult to get a clear preture of what was available within their own areas
*

the "purpose’ of carly learmng is not always clear: 1s 1t educational. is it providing a place of satety for some
children, 1s 1t chuldeare, 15 1t compensatory?

A thenie recurnng strongly throughout the replies was the importance of parents. Their role as tirst educators
‘was often made. The need for parents to be involved in the educadion system right from the beginning recurred
frequentlv: as did the problem that many parents were not aware of the value of good carly learnmg and there-
tore did not msist that it should be avatlable for their children.

A number of the replies from nursery schools and similar centres gave examples of the workshops and courses
which they ran tor parents. These “parenting skills” courses proved very popular with, and beneficial for. the
parents and had “knock-on’ benetits for their children.

One reply gave 1 vivid example of parental power. A Local Authority had been persuaded to reverse s deciston
to close all of its nursery schools as 1 result of pressure from the parents in the area.

Several replies made the point that if children are to be treated equally, fundiag had to come from the public

purse. Any other solution would merely rantoree the gult which already exists in our society between the “haves
and ‘have nots’.

The need tor equality within educaton was made frequently. and was particularly well made by one respondee:
i ‘If all children are to be assessed at the age of 7, then all children should start the education race
from the same point.’ : ’

Aruitoxt provided by Eic
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APPENDIX C

The Impact of Early Learning on Children’s
Later Development

Professor Kathy Svlva, Institute of Education, University of London

This review will exannune the evider ce which supports the widely held behet that carly leamning
has lasting umpact on the course of children’s later lives. "Early learming’ is defined here as
learmng which occurs outside the home before school entry. To limit the scope even more, the
review will concentrats on learning in centre-based settings i which “education” is one of the
expressed objectives. This includes learning which takes place i nursery schools and classes, day

nurserics or childcare centres, and plavgroups. Home care and child minders are excluded as their
ann 1s primarily care.

State provision is evaluated in this reliew as well as voluntary (¢.g. playgroups) and private
education. The tocus is on research from the United Kingdom and North America. although brief
mention will be made of important studies from other countrics.

Those sceptical about the need to invest in carly education may be open to the idea that early
development I mportant. Often they lack hard evidence about the impact of carly learnming or
the ways 1n which its quahty determines whether or not carly education has lastng etfects.
Sometimes political scepticism stems simply from lack of information. combined with the fact that
the chain of causality may be more than a decade long. Some scepticism lingers from early
research that showed that the effects of pre-school experiences ‘wash out” soon after school
begins. Many policy makers 1 e Y0Us fad to question the scientific rigour of the research findings
they cite. Sceptics may. for ev.2a ple. point to the studies in the 70s and 80s which showed that
carly educational programmes for disadvantaged children did not raise scores on 1Q tests.
Unfortunately, few are aware that the more rigocous rescarch of the 80s and 90s has shown lasting
benefits of pre-school education which are far more important than 1Q scores. Results of the
carly studies have nce been overturned, i.c. the 1Q results were not proved wrong: we have
discovered that the penefies of early learning appear in “hfe skills’, social and economic outcomes
rather than n tests of formal intelligence.

Instead of diving head-first mto the technicalities of research methods. the review will begin by
examinmig research findings trom individua. studies, with comments on the relative strengths and
weaknesses of cach research design. It is hoped that this commentary will provide a “painless
tutoriz®’ on research methods while presenting the findings of several decades of rescarch.

Any rationale for investment m programmes of early learming must include answers to the
different kinds of scepticism outlined in the opemng paragraphs. Justification for investment must
demonstrate the scientific grounds for high quality early learning. This review will examine the
key studies and attempt to create a critical framework for evaluating therr scientitic nigour.

Research in the USA on pre-school programmes for disadvantaged children

) The Amernican project Head Start, a legacy of Lvndon Johnson’s War on Poverty (Valentine, 1979 has received
government tunding for two decades m the hope that it would ‘break the cvele of poverty’. A sumple mput/
output model was used m early studies on the impact of Head Start, Typrcally, [Q or attainment test scores of
pre-school *graduates” were compared to scores of control children who had no pre-school experiences, lmnal
evaluations seriously underesamated the valtue of the programime (Campbell & Erlebacher. 1970; Smuth & Bissell,
1970) by focusing on measures of mtelligence as the mam mndicator of success. Sadly, they found that carly 1Q
gans quickly "washed out’, leaving graduates of Head Start no different from countrol children.

oL *’”1
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1.1 The recent Head Start meta-analysis

More recent evaluations have employed sophisticated research methods and looked at a wider array of child
outcomes. In 1983, a synthesis of rescarch findings was published (McKey et al.. 1985). which combined in a
single meta-analysis the results of 210 studies evaluating the impact of Head Start. To enable comparison amongst
the studies. findings were converted to staustical ‘effect sizes” and compansons were made across different sites,
target groups. and tests on chuldren.

McKey and his colleagues concluded that Head Start had immediate. positive eftects on children’s cognitive
ability. Unfortunately. the cogniive gains were no longer apparent atter the end of the second year at school
(see Fig.1). Head Start also had short-term positive effects on children’s selt-esteem. scholastic achievement.
motivation and social behaviour. but these advantages also disappeared by the end ot the third year in school
(see Fig.2). The authors of the meta-analysis pomnt out that the studies were designed so differently and ranged
so widely i terms of rigour that it was impossible to come to tirm conclusions on many questions. mcluding
«those concerning the impact of parental involvement. Most studies included in this synthesis of research did not
control adequately for pre-intervention differences in children’s ability, many studies were on one site only,
and few used "control” groups of comparable characteristics.

Figure 1, Immediate effects and long-term effects of Head Start on 1Q, school readiness and achievement measures (treatment control
studies). From McKey et af (1985)
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Figure 2. Immediate effects and long-term effects of Head Start on self-esteem, ac. ievement motivation and social behaviour (treatment/
control and pre/post studies combined). From McKey et al (1985)
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12 Smaller controlled studies on Head Start

The smaller. better controlled studies of the effects of Head Start have yielded more robust findings. A well
designed study by Lee, Brooks-Gunn & Schnur (1988) compared the outcomes of 969 disadvantaged children
who had experienced three different pre-school environments: Head Start, some other pre-school programme
and no pre-school. Large, inizial differences on 4 wide range of outcomes were found at school entry, with
Head Start children lower on almost all measures. After adjusting for iniual scores (because the Head Start sam-
ple was lower). Head Start children showed larger gains on measures of social and cogpnitive functioning (‘readiness
for school’) compared to children in the other two groups. Head Start was effective in "closing the gap’ but did
not succeed in doing so completely because its children began at greater levels of disadvantage.

Notable in Lee's study were the large gans made bv Black children in Head Start. In many evaluative studies of
pre-school it has been shown that “pre-school intervention is particularly effective for the most ecoromically
disadvantaged children® (Zigler. 1987). Lee employed analysis of co-variance to disentangle the effects of race
from those of initial test scores. They reported that Blacks gained more than Whites, even when controlling tor
imtial levels of ability. Further. Black srudents of below average ability gained more than their counterparts of
average ability. They concluded that their study demonstrates the effectiveness of Head Start: *not only were
those students most tn need of pre-school experience likely to be 1 Head Start programs. but also that those
Black students who exhibited the greatest cognitive disadvantage at the outset appeared to benefit most from
Head Start participation” (p.219).

1.3 The effects of ‘high quality’ pre-school education programmes in the U.S.: further
meta-analysis research

The failure to find a long-term impact of early education has net been confined to Head Start (sec Porter. 1982,
from / ustralia). However, there is cause for optimism when examining a programme of high quality. A group
of American researchers carried out 2 meta-analysis of the effects of compensatory education on pre-school pro-
grammes which employed rigorous research designs. Lazar et al., (1982) linuted their meta-analysis to pre-school
projects with sample sizes greater than 100 children, which used norm-referenced assessment tests, comparison/
control groups, and followed up children well beyond school entry. By these strict criteria eleven caretully
monitored programmes were subjected to a statistical exercise which enables researchers to compare the size of
effect across many different studics. The researchers located approximately 2000 pre-school “graduates™ and their
matched centrols at the age of nineteen in order to document their educational and employment histories. In
addition they interviewed the youths and their families.

Results from the eleven studies showed that attendance at excellent. cognitively oriented pre-school programmes
-vas associated with later school competence. More specifically, pre-school graduates were less likely to be as-
signed to ‘spectal” education or to be held back in a year-group while their peers moved up a grade. Interviews
carried out at ag, 19 showed the nursery group to have higher aspirations for employment.

1.4 The High/Scope research

The most carcfully controlled of the eleven programmes reviewed bv Lazar was the Perrv Pre-school Project.
later known as High/Scope. This curriculum is of exceptionally hign quality and it includes a complex training
scheme for staff and sound parent participation. The nrogramme has been subjected to careful evaluation for
almost 30 vears and has consistently shown striking results (Berrueta-Clement et al., 1984). Although an imitial
IQ advantage for pre-school graduates disappeared by secondary school. there were startling differences mn other
outcomes between the 65 children who attended the half-day educational programme over two years and the

control group of 58 children who had remained at home. Table 1 summarises the results when children were 19
vears of age.

Toble | The long-term effects of pre-schooi educotion. From Berrueto-Clement et of (1984).
Group
Attended Did not attend p value
Qutcome preschool preschool
% Employed (n=121) 59 32 0.032
High school graduate (or Its equivalent) (n=121) 67 49 0.034
%With college or vocational training (n=121} 38 21 0.029
% Ever detained or arrested (n=121) 3t 51 0.022
Females only: teen pregnancies/ |00 (n=49) 64 17 0.084
\ Functional competence (APL survey: possible score 40) (n=109) 24.6 21.8 0.025
% of years in special education (n=112) 16 28 0.039
A «_J
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Results from further follow-up at age 27 appear mn Figure 3. They are contirmed. especially with regard to de-
linquency. by Lally. Mangione and Honig (1988) who also found that preschool attendance lowered the rate of
anti-social behaviour in adolescence.

. Figure 3. High/Scope Perry Preschool Study: Effects of the programme at age 27. From Schweinhart and Weikart (1993).
High School Grades Programme
Wl No programme
Five or more arrests
$2.000+ Earnings/Mth

Soc. Services since 18

Own a house

0% 20% 40% 60% 80% 100%
All findings are significant at p<.0S based on chi-square statistics.

Further analysis at age 27 showed:

* significantly higher percentage of car ownership (30% vs 13%)

* 4 significantly higher level of schooling completed (71% vs 54% completing 12th grade or higher)

* asignificantly lower percentage receiving social services at some time in the past ten years (59% vs 80%)
*

significantly fewer arrests by age 27 (7% vs 35% with 3 or more). including significantly fewer arrested tor
cnimes of drug taking or dealing (7% vs 25%).

Schweinhart & Weikart (1993) reported a cost-benefit analysis which shows that for every $1000 that was in-
vested in the pre-school programrae. at least $7160 (after adjustment tor intlation) has been. or will be. returned
" to socicty. These calculations were based on the financial cost to society ot juvenile delinquency. remedial edu-
cation. income support, and joblessness - sct against the running costs of an excellent pre-school programme.
The economic analysis also estimates the return to society of taxes trom the highér paid pre-school graduates.

There have been two other cost benefit analyses carried out on pre-school interventions. both in the US, Barnett
and Escobar (1990) presented data from a pre-school language intervention curriculum studied by Weiss (1981)
and a comprehensive carly daycare programme for disadvantaged families studied by Seitz. Rosenbaum and Apfel
(1985). Both studies showed that the costs of the programmes were more than offset by the savings later on in
the children’s schooling and medical care.

Although Amencar studies cannot prove that all pre-school programmes will bring lasting benefits. they dem-
onstrate that carly education can change the course of children’s lives. especially those from disadvantaged
backgrounds. It is interesting to note that most successtul programmes involved some clement of parent in-
volvement (Woodhead, 1989; Lazar and Darlington. 1982). The evaluation rescarch studies reviewed here are
the most powerful justification for pre-school cducation because their research designs were rigorous, often
cmployed experimental methods with random assignment to ‘vducational expencnces’. Furthermore. studies
reviewed in Scction 1.3 and 1.4 cmployed a wide range of outcome measures and collected information on
children up to and including adulthood. Although the samples are usually small. the experimental designs and

longitudinal data collection allow the rescarchers to make strong claims that the pre-school experiences actually
cansed lasting cost-ceffective outcomes.

It is clear that some. but certainty not all, pre-school experiences put children on the path to greater school
commitment. better jobs and lower rates of anti-social behaviour. With another cohort of children, Weikart
and his colleagues compared the effects of three different curricula (Schweinhart, Weikart & Larner. 1986). They
found that children from the High/Scope programme. a “free play” programme and also a formal pre-school
curniculum all had increased 1QQs at school entry. However, follow-up a: the age of 15 showed that children
who had attended the formal programme engaged more in anti-social behaviour and had lower commitment to
school than those who attended the two programmes based on play. Thus. raised [Q at school entry does not
necessanily give children a right start to school success. Only the children who expenenced active learning pro-
grammies before school retained the advantage of their carly education, an advantage they showed by pro-social
behaviour and higher confidence i adolescence.

W
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British research on the effects of pre-school attendance

The British research mirrors thiat tor the U.S. with interventions during the 1970s aimed at “closing the poverty
gap” leading to disappointment (Smith & James, 1977) when the initial gains tended to "wash out’. Many short-
term studies {ound that pre-school attendance was associated with improved pertormance, eg., Turner (1977)
found that children artending playgroups had higher language scores six months atter imial testing compared to
children at home.

Coutrolled comparative studies

The next study to be reviewed is one conducted by Jowertt and Sylva (1986) in Britain. This is a quasi-experi-
inental study which compared two groups of children entering the reception class. one coming from state nursery
classes and the other from voluntary playgroups. There were 45 children in eaci group and all came from working-
class backgrounds. It is a "quasi-cxperiment’ in that many background variables which might distinguish the .
two groups of children were carefully controlled. The children were matched on family structure, age. sex. and
parental occupation since British and Amenican studies show that different kinds of famulics use different kinds
of scrvices. In this study, "parent choice” was controlled to some extent because children were drawn trom neigh-
bourhoods where there was only onc forin of half-day education: either plavgroup or state nursery.

Jowett and Sylva found that the children who had attended LEA nursery engaged in more purposeful and com-
plex activity in the reception class than did the children who attended playgroup: they chose more ‘demanding’
educational activities. Nursery children were more likely than the plavgroup children to imniate contacts with
the teacher that were “learning orientated™ while the playgroup children approached teachers for help. Table 2
presents inportant findings on independence: the nursery graduates were more persistent and independent when
thev encountered obstacles (p<.01) in their school work or play. This study shows that the kind of pre-school
education a child experiences affects the ease with which she begins her school career.

Reactions to children’s task difficulty, from Jowett and Sylva (1986).

Term Group Asks for help Gives up Persists
% % %
Autumnn Nursery 17 | 82
N=78
Playgroup 36 22 42
N=77
Summer Nursery 14 .17 68
N=63
Playgroup 49 30 22
N=37

The impact of pre-school education on children’s SAT performance (Standard Assessment
Tasks)

There have been two studies of the effect of early learning at pre-school on children’s cducational assessment at
the age of seven. The National Foundation for Educational Research Consortium (1992) carried out a large
national survey and found children who attended ‘nursery’ (many kinds of provision) did no better than those
who did not. However, a more ughtly controll:d study, carried out by Shorracks et al.. (1992). found that
‘nursery” attendance led to better performance i English. Science and Mathematies. This second study control-
led staustically for the effect of fanuly background. which was not done in the NFER research, because 1t is
well known that poorer children are more likely to get a place at nursery.

The Child Health and Education Study (CHES) on a birth cohort

A longitudinal study by Osborn and Milbank (1987) on approximately 8,400 cluldren born in 1970 showed a
clear association between pre-school attendance and educational outcomes (reading, maths) and social ones (be-
haviour problemns) at the age of ten. The authors chum that pre-school attendance bronght about the grc.itcr
cogniuve performance of its graduates. But 1s the evidence firm? ‘Birth cohort” studies such as this do not ran-
domlv asagn children to different pre-school expenences. Instead the researchers tollow a large group of children
through clldhood and document what happens to them. Some attended day nurseries some nursery schools or
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classes. some went to voluntary playgroups and a few stayed at home with their famikies unal school age. Alto-
gether. the children who attended an educationally oriented pre-school had better cognitive and social functioning
at the end of primary school than those who remained at home or attended a care-orierted centre.

Figure 4 shows that the most disadvantaged children were more likely to recerve pre-school provision and morco-
ver were much more likely to be 1 the maintained sector.

Pre-school expenence by Social Index group, from Osborn and Mitbank (1987)

Most disadvantaged - Muaintained sector provision

Private sector provision

a

3 Disadvantaged

S

3

E Average

3

3

v Advantaged
Most Advantaged

0 10 20 30 40 50 60 70 80 90
Percentage attending preschool institutions

.

The authors put into rank order the kinds of pre-school experiences which are associated with the best out-
comes. These are: private playgroups, community plavgroups. nursery schools. Nursery classes, home care (no
pre-school experience at all), and day nurseries were associated with poorer results. Did playgroups cause good
outcomes and day nurscries bad? We know that children from the most disadvantaged homes attend day nurser-
ies and also playgroups cater for. in the main. a middle class clicntele. Although the researchers atctempted to
control for different intake by statistical adjustment based on social indicators such as family income. 1t seems
doubtful that complete adjustment could be made. In the 80s we have learned to use baseline data to see the
‘value added" by various educational expericnces. In the absence of this, the CHES researchers tried to control
post hoc for different characteristics of children who ended up in different kinds of provision. They found that
the kinds of pre-schools which performed “better’ in terms of cutcome are the-very same ones which cater for
more privileged children. It is impossible to draw firm causal conclusions from studics which control for intake
using post-hoc statistics in the absence of rigorous control.

Professor Clark’s review of British research on the effects of pre-school attendance

In 1988. Margaret Clark published an extensive review funded by the Department of Education and Science on
the evidence cencerning the effecis of pre-school provision. First she rated the kinds of provision children at-
tended and found that the largest provider of early learning ‘places” in the UK is the playgroup movement: this
wat also noted by Bruner (1980) and Brophy, Statham and Moss (1992). She reviewed all the major British
rescarch studies on enrolment. characteristics of provision, curriculum. special needs, continuity with school,

and a host of other topics. Her extensive review covered small scale studies as well as large ones but it led to few
firm conclusions. She said that:

1) most studies showed that attendance at pre-school of some kind was associated with positive benetits tor the
children;

b) Bntish research did not show benefits lasting beyond the infant school:

¢) there was msufficient research to demonstrate which kind of provision brought about the most successful
outcomes.

d) Lastly. she called tor more research to discover which children benetitted/needed the ditferent types ot pro-
viston.

)
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Learning in daycare

3.1

32
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In daycare. education and care are cotnbined 1 a single setting.

The effects of daycare on children’s emotional developmeit

Most research studies have looked ar the effects of davcare on children’s emotional adjustment, especially their
attachment to their mothers (Clarke-Stewart. 1989.. Kagan, Kearsley & Zelazo. 1978). There is still disagree-
ment amongst scholars as to whether carly entrance 1nto daycare. say before the age of one vear, is detrunental
to children’s fater development. Studies in Swedea by Andersson (1989) and Gunarsson (1985) have tollowed
children unul entry at secondary school and have found no evidence that daycare tor very voung children harms
their social or emotional development. On the other hand. studies in the U.S. by Moore (1975). Goldberg &
Esterbrooks (1988). and Vandell and Corasaniu (1990) all found that carly entry into daycare was assuciated
with anxious attachments to the mother. emotional dependence and poor relationships with peers. including

aggression. Reconailiation of such contlicting results will require discussion of quality in childcare as well as age
of entry.

Famulies choose childcare for pressing economic and social reasons. Some research studies indicate that the out-
come for children who attend fisll-rime daycare, especially for children under one year. is far from satisfactory.
Unfortunately. many of the children attend low quality centres and very careful research is needed to tease apart
the effect of quality from age of entry and hours of attendance. After reviewing the research. Sylva (1992 a)
concluded that high quality daycare leads to positive outcomes and low quality to adverse ones. We will now
concentrate on the effects of carly learning in daycare for children who enter after the first birthday.

CHES study on daycare effects

Osborn and Milbank (1987) studied thousands of children born in 1972, some of whom spent their carly years
m daycare centres run by the local authorities in Britain. The rescarchers compared the educationat and social
outcomes of children who had attended full-time daycare with those who had gone either to half-day ‘educa-
tronal’ programmes or remained at home. They found thac the daycare group had lower maths scores and higher
madence of behaviour problems during primary school. Why?

The answer probably lies partly in which families managed to obtain one of the scarce places in local authority
daycare. McGuire and Richman (1986) found that children attending daycare centres run by Social Services
Departments had ten times more behaviour and emotional problems as children w the same authority attending
playgroups. Furthermore. the children in daycare were difficult to manage and they came from families with
multiple probiems requiring a great deal of emotional support from the staff and help with child rearing.

There are other problems in local authority daveare in the UK. A recent study by Sylva, Siraj-Blatchtord and
Johnson (1992) found that statf in the social service sector nurserics had too little knowledge of the National
Curricutum to lay a firm foundation for it during the pre-school vears. In contrast. teachers in the educanion
sector were well informed about the National Curriculum pertaining to primarv children and devised nursery

schoot programmes based on assessing the educational needs of children and fostering learning tailored to indi-
viduals,

Comparison with other cournitries

We turn now to davcare i other countries to continue our search for the long-term consequences of both
excellent and poor guahty pre-school programmes.

Research from Sweden tells a very different story: instead of leading to ¢ducational and social problems. Andersson
(1992) found daveare experience gave children a better start in school, He examined the development of 128
¢hildren who attended neighbourhood daveare centres in Gothenburg where both low and middle income families
routinely sent their children. Progress was momtored from the children’s first year in daycare to the age of 13.
No developmental disadvantage was found in the daycare group compared to children who had stayed at home.
In fact. the highest performance m school tests and the best emotional adjustment was found in ihe children
who had experienced thie most daveare. even before the age of one year.

Why do Swedish children appear to benefit from attendance at childeare centres when British studies indicate
that daveare attendance begms an mexorable slide towards poor school adjustment? Most likely the answer lies
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in different social policies. with Sweden otfering highly subsidised daycare to families from all walks of life and
Britain offering local authority daycare to “problem families’ only.

Rescarch from the US. a country without 'progressive’ daycare policy, provides further clues. Public daycare in
the U.S. is usually of poor quality whereas private daycare. supported by famulies or voluntary agencies. tends
towards better quality and is used by families with middle as well as low incomes. Howes (1988, 1990) studied
80 children i dehiberately contrastive care. Half were enroled in excellent centres and half in poor ones. "High
quality’ centres were characterised by the tollowing: (a) stable childcare arrangements such that children interacted
with just a few primary caregivers in any one day; (b) low statf turnover so that children were cared for by the
same individuals over several years: () good staff traming in child development. and (d) low adult:statf ratios.

¢.g. from 0-12 months the ratio was 1:3: from 1-3 years the ratio was 1:4. and from +4-6 years the ratio was
1:8-12,

All children who participated in the Howes' research were assessed for family background and individual differ-
ences so these could be controlled in the statistical analysis. With all scientific controls in place. the researchers
found that children enroled in the higher quality centres did better later on 1n school on educational and social
measures. The picture was different in the low quality centres, with children doing particularly poorly at school
when they had been enroled in lower quality centres before their first birthdays. These children were distractible.
low in task orientation and had considerable difficulty getting on with pecrs. Howes’ research is rigorous be-

cause identical research methods were used on all the children and the same definition of *quality” was applied
throughout.

34 The social context of childcare

Rescarch in both the U.S. and Sweden shows clearly that daycare for children over one year docs not harm
children if of high quality. In fact, the Swedish study suggests that day care enhances children’s development and
aives them a better start in life. More recent. well controlled studies by Field (1991) pornt in the same direction.
McGurk. Caplan, Hennessy and Moss (1993) argue persuasively that we cannot understand the effect of daycare

on children’s development without taking the cultural and social context formally into account in studies of
outcome.

A theoretical framework for exploring the research findings of ‘Mastery’
orientation towards academic tasks

In 1985, Michacl Rutter reviewed the literature on the effects of education on children’s development and con-
cluded that: "The long term educational benetits stem not from what children are specitically taught but trom
effects on children’s attitudes to learnig, on their self esteem. and on their task orientation’. Nearly a decade
later we can put in place some of the preces unavailable when Rutter wrote his classic review. The most impor-
tant impact of carly education appears to be on children’s aspirations. motivations and school commitment. These
are moulded through experiences i the pre-school classroom which enable children to enter school with a
positive outlook and begin a school career of commitment and social responsibility. [s there a theory of devel-
opmental psychology which can explain the patterns reviewed so far?

4.1 Chiidren’s explanations of academic success and failure:

For the past fifteen years a group of American psychologists has been exploring acadennce motvation and expla-
nation vi1a a series of ingenious experiments mvolving problem-solving. The bedrock of this work 1s an
expenimental procedure whereby children are given a series of tasks in which success is assured. followed by
tasks designed to prompt failure. Dweck and Leggett (1988) found that children responded with two different
patterns of behaviour when fatdure trials began, "Mastery” ortented children mamtamed a posiive orientation to
the task and continued to employ problem-solving strategics. They were observed to momitor their strategies
and showed positive affect throughout. From mterviews it was clear that they viewed the diffi ult problems as
challenges to be mastered through effort rather than indictments of their low ability.

In contrast. children characterised as “helpless” in orientation began to chat about irrelevant topics. show a nuarked
decline m problem-solving ¢ffort, and to show negative atfect. These children appeared to view their difticul-
ties as signs of therr low abibiey: they rarely engaged m self-momtoring or self-instruction, Apparently one group
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of children saw the new, harder problems as an mteresting challenge which could be overcome by cttort and
selt instruction. The others viewed the newe, more dificult problenis as “tests” of their innate ability and ap-
peared convinced that they would fail. To summarise the results of the expeniments:

*  Helpless children avoid challenge and give up easily, whereas mastery-ortented children persist i the face

of obstacles and seck new, challenging experiences,

Helpless children report negaave feelings and views ot themselves when they meet obstacles while “mas-
tery” children have positive views of their competence and enjoy challenges.

The style of *helpless” or “mastery” oriented behaviour 1s not related to itelligence: rather it is a personality
characteristic, a way of viewing oneself and one’s capacity to be etfecuve with things and people.

Learning v Mastery goals

Dweck and her colleagues have carried out scores of experiments along these lines with school-age chuldren and
adults. It seems clear that most individuals tall somewhere along a continuum of *helplessness” to “mastery’ and
that the behavioural patterns go hand in hand with a differing goal structure which children bring to the expen-
ment. Further experiments revealed wholly ditterent goal structures i children with the two different styles.
Helpless children, 1t seemed, were pursuing performance goals which they sought to establish the adequacy of
their ability and aveid showing evidence of madequacy. They seemed to view achievement situations as tests of
their competence and sought in such situations to be judged by others as competent. In contrast. mastery ori-

ented cluldren were purstung learning goals in which the problem-solving tasks were just one more opportuniey
to acquire new skill.

To test the hypotheses (formed from interview data in the earlier experiments), the researchers deliberately ma-
nipulated cliildren’s goals of “performance’ or “learning’. Elliott and Dweck (19838) set up classrooms. environments
whicl shaped pupils towards performance or learming. Then they gave them opportunity to chioose either chal-
lenging tasks or easy ones. The hypothesis was confirmed: children encouraged towards mastery goals chose
challenging tasks when given the choice whereas children onientated towards performance goals chose the casy

ones. The environmental manipulation proved eftective. despite the children’s “real” skill and *natural” inclina-
tions, ’

Dweck summarised: "What was most striking was the degree to which the manipulations created the entire constella-
tion of performance, cognition, and affect charactenstic of the naturally occurnng achievement patterns’. For examiple,
children who were encouraged towards pertormance orientation showed the same “helpless” attnbutions, negauve

affect and strategy deterioration that charactenised the helpless children in the onginal studies (Dweck and Leggete,
1988).

Dweck does not claim that it is always adapnive to believe oneself capable ot intellectual tasks: indeed one needs
to have an obizctive duagnosis of strengths and weaknesses m order to pursue one’s goals effectively. However.
adaptive individuals manage to co-ordinate performance and tearning goals. An overconcern with proving one-
self may lead the individual to 1gnore, avord or abandon potentially valuable learning opportunities.

Thus, performance goals focus the student on judgements of ability and set i motion cognitive and stfective
processes that make the child vulnerable to maladaptive behaviour patterns. Learmng goals create a tocus on
increasing ability and put mto action cognitive and atfective processes that promote adaptive seeking of chal-
lenge. persistence m the tace of difficulty and sustamned performance. These two diftering goals underlie differing
affects aud behaviours in a variety of school-like tasks.

Malleability of intelligence

The last prece i the argument concerns studies by Bandura and Dweck (1983) and Leggett (1983) wluch all
pomnt to a link between mastery of orientation and the belief that intelligence is malleable. Their studies suggest
that when children view mtelligence as a malleable qualiey, learning goals come to the fore. These children
believe that etfort will lead to mcreased mtelhgence and tend to mamntain persistence n the face ot difficuley.
Presumably this 1s because they view problem-solving or achievement outcomes as reflecting only etfort or cur-
rent strategy - not immatable talent. When cluldren view meelligence as immutable, they show little effort (*a
waste of ime’) and worry about the judgements of others (performance becomes crucial).

These patterns are well established by the age of mne or ten (Dweck and Leggete, 1988). But how do such
adapuve and dystuncuonal attnibutions begin and are thev present at the very start of school? Many psycholo-
gists, especially those known as “ego psychologists” (Erikson, 1963 White, 1959), have stressed that the young
child serives for mastery. By nuddle cinldhood, however, uanv children have ahandoned mastery behaviour in
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situations when negative outcomes are encountered (Diener & Dweck, 19780 1980 and opt tor perfonmance
ones nstead.

Heyman, Dweck and Cain (1992) ca:ared out a study to explore the affective reactions ot children in kindergar-
ten (Ave to six vears ot age). Children were asked to role play rhree scenar.os. a neutral one and two i which a
teacher critictses the child for errors in a plav-task. Children were then mterviewed and results showed that
some ot the tive- and six-vear-olds showed motivational patterns i response to teachers’ eritteism which were
consistent with the “helpless” ortentation seen m older children These children were described by the research-
ers as “vuinerable to enticism’.

In subsequent interviews the vulnerable children viewed mistakes in the classroom as evidence that the perpe-
trator was "bad” and thac such *badness’ was immutable, not a temporary state. This important study suggests
that vulnerability to teacher criticism can be seen at the age ot five and that 1t 1s associated with the same views
on the immutability of personal traits seen in older crildren with “helpless™ orientation. What is the onigin of a
belief in the immutability of individual traits? The worrving implication of this study is that some children are
especially sensitive to teacher criticism from the carliest vears at school. Perhaps linked to this is a naive nativism
concerning global worth,

A cross cultural comparison concerning the themes ot attribution of success and failure is bevond the scope of
this review. However, there are several landmark studies (Stevenson and Lee, 1990: Stevenson, Lze, Chen and
Lummis. 1990) on cross-national achtevement in mathematics. In these, parental views about the mutability of
intelligence have been sought. In a nutshell these investigators studied large samples of students in similar envi-
ronments in the USA. China and Japan. They tound that mathematics achievement was considerably lower in
the USA than in the Asian countries. Of course they found that classroom experiences varied considerably across
the countries. What is central to this review, however, 1s that parents in the two Asian countries appeared to
believe that children’s etfort was crucial in school success. and eren more important than innate ability, The Asian
countries, perhaps mtluenced by the Contucian beliet in human malleabiliey. placed great weight on the possi-
: bility of clildren’s advancement through eftort. American parents. on the other hand. seemed quite sadistied
with the mathematical progress of their children, expected less of them in terms of achievement. and passed on
to their children the beliet that “natural talent’ was more import: 1t 1n determining school grades than sheer
hard work. "An extreme interpretation of a nativist philosophy (ir: the USA) leads to two conclusions: tirst. the
children of high ability need not work hard to achieve and, second. that childr:n of low ability will not achieve
regardless of how hard they work. The remarkable success of Japanese and Chinese students appears to be due
in part to renunciation of these views ...". The poor performance of the American children in this study was
due to numerous factors. niany of which are neither elusive nor subtle. Insufficiert nme and emphasis were
devoted to academic activities; children's academic achievement was not a widely shared goal: children and
their parents overestimated the children’s accomplishmens: parental standards for achievement were low: there
was little mvolvement of parents 1 children’s schoolwork: and an emphasis on natiism may have undermined

the belict that all but seriously disabled children should be able to master the content of the school curriculum’
(plody.

Curriculum for Mastery

Successtul carly education must do more than instil a few facts or simple cogmtive skills. lts curriculum can be
explicit about means to nurture positive beliefs about one’s talents, and learning-orientation rather than per-
formance-ortentation. Pre-school learning must help children acquire resources for dealing with the stress of
failure and the beliet that achievement 1s not God-given but s. 1astead. acquired at least in part through ffort.

We now come to the part of this paper which focuses closely on the theoreucal underpinning ot curriculum.
For years. educationalists tollowed Piaget in his belief that what mattered most in carly education was children’s
actve exploration ot objects: adults mattered little. The High/Scope programme (Hohmann, Banet & Weikart,
1979) which led to the impressive resules described in Section 1.4 rests on Piaget but its originators also devised
group conversattonal tasks which scem to have been mspired by Vygotsky (1962). Central 1s the plan, do and
remew evele. In small groups with a teacher every child plans what she will do cach day in a long session called
‘work-time". There ts consideration ot materals, play partners and sequence of events. After planmng, the chil-
dren go off to a defined arca to carry out their plans. When finished. the small group reassembles and children
take turns again, this time to review the outcome ot their plans. The vital planning and reviewing takes place in
conversation with the adule who supports and extends the child's work.

This spectal High/Scope dialogue 15 an embodiment of Vygotsky's notion ot effectuive mstruction withm the
Q
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zone of proximal development (Vygotsky. 1962: Sylva, 1992 b)). Each dav. children are led towards the outer
bounds of their own competence by a skilful tutor who encourages them to high aspirauon. sumulates inde-
pendence. and helps them look back on the truits of their own plans.

How is this different from other pre-school curricula? The classic Piagetan curriculum centred on the child’s
lone exploration of the physical environment, tnteraction mattered little. except for contlict, and adults plaved
A minimum role, The High/Scope curniculum 1s specitic inats means of developmg a mastery or learning oren-
tation. lts tutor-prpil interactions are explicit in the way they use language to guide the action m work-time,
then to monitor and evaluate outcomes during the review session. The goal of the adult-child interaction 1s
more than descriptive prose. It 1s a tutorial in usig linguage to guide action and using reflection to be selt-
critreal, Without tear children set lngh goals while seeking objective feedback on their plans. There 1s deliberate
modelling in reflection on one’s efforts. There 15 also encouragement to develop persictence in the face of failure
and calm acceptance of errors or misjudgement. “Today’s feedback informs tomorrow’s plan’.

Educational programumes similar to High/Scope are advocated by Dweck for older children to help them ac-
quire mastery orientation. There are other pre-school programmes which move children in chis direction, but
High/Scope 1s explicitin the way the teacher uses the plan. do. review cycle to encourage mastery orientation.
Perhaps the plan. do. review cycle is the cause of greater autonomy. commitiment and asprrations seen by gradu-
ates of the High/Scope programmes demonstrated to be cost effective.

Does the quality of early learning matter?

6 This review has focused on the impact of early education on children’s developrent. A few conclusions can be
drawn:

) The vast majonity of research has shown that pre-school education leads to inmediate, measurable gams .
educational and social development,

b) The most rigorous studies show that high quality early educauon leads to lasting cogmtive and social benefits
in children which persist thraugh adolescence and adulthood.

¢) The impact of early education 1s found in all social groups but is strongest i children from disadvantaged
backgrounds.

d) Investment in high quahty carly education “pays oft” in terms of later economic savings to society. Scveral
studies show this,

¢) The nost important learning m pre-school concerns aspiration, task commitment. social skills and feclings
of efficacy.
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APPENDIX D

A Summary of Significant Benefits:

The High/Scope Perry Pre-School Study
Through Age 27

by Lawrence J Schweinhart and David P Weikart

This Summary is reproduced with kind pernussion of the authors.

The High/Scope Research Institute, Yp.ilanti, USA (1993)

High quality, active learning pre-school programs can help young children i poverty make a better transition
from home to community and thus start them on paths to becoming cconomically self-sufficient. socially re-
sponsible adules. This was announced by the High/Scope Educational Research Foundation m a presentation at
the Annual M-cung of Educanion Writers ot America in Boston, Massachusetts. on April 18. The presentation
made public for the tirst time the age 27 findings of the High/Scope Perry Project - a longitudinal pre-school
ctfectiveness study now in its third decade.

This article. winch reviews the study’s cumulative findings and most recent conclusions. considers why some
carly childhood programs have long-term etfects. It also examines the generalizability of this study’s findings to
other young children living 11, poverty and to other high quality. active learning pre-school programs. F|mll\

it discusses the policy implications of High/Scope's Perry study and similar stadics.

Design of the Study

Figure 1.

The High/Scope Perry Pre-School Projecr is a study assessing whether high-quality 2re-school programs can
provide both short and long-term benetits to children living i poverty and at high risk of failing 1n school. The
study has tollowed into adulthood the lives of 123 such children from African American families who hved m
the neighbourhood of the Perry Elementary School in Ypsilanti. Michigan. in the 1960s. At the study's outset.
the voungsters were randomly dwvided into a program group. who recerved a high-qualitv. active learning pre-
schoo! program. and a no-program group. who recetved no pre-school program. Researchers then sssessed the
status of the two groups annually from ages 3 to [1. atages 14-15. and at age 19. and most recently at age 27. on
variables representing cectain characteristies, abihities, atticudes. and tvpes of performance. The median percent-
age of missing cases for these various assessments was only 4.9% and only 5% of cases were missing for the age-27
utterviews. The study's design characteristics give 1e a high degree of internal validity. providing scientific con-
tidence that the postprogram group-ditferences mn performance and attitudes are actually etfects of the pre-school
program.

High/Scope Perry Preschool Study: Major findings at age 27. From Schweinhart and Weikart (1993).

High Schoo! Grades Programme

N programme

Five or more arrests

$2.000+ Earnings/Mth

Soc. Services since 18

Own a house

0% 20% 40% 60% 80% 100%
All findings are significant at p<.05 based on chi-square statistics.
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As a group, the program temates had stgmticantly higher monchly éarnings at age 27 than the no-program fe-
males (with 48% vs. 18% carming over $1.000) because more ot the program temales (80% vs. 55%) had found
jobs. The program males. as a group, had sigmticantly higher monthly carnings ac age 27 than the no-program
males (with 42% ve. 6" carning over $2,000) because the program males had better paying jobs, (Of employed
males i the two groups 33% vs. ¥, respectively were carmng over 32,000, which 1s a sigmficant ditference.

Certam other signtticant ditferences between the program group and the no-program group at age 27 were dis-

covered to hold for males only or for temales onlv. For example. compared with no-program temales:-

*  Sigmificantly fewer program temales. during their years in school. spent tme 1 programs for educable men-

1=

tal umpairment (8% vs. 370, )
*  Sigmiticanty more program temales completed 12th grade or higher (84% v, 35%).

*  Sigmificantly more program females were married by age 27 (40% vs. 8%).

As compared with no-program males:-

*  Significandy fewer program males received social services at some ume between ages 18 and 27 (32% vs.
T7%).

*  Sigmificanthy fewer program males had 5 or more lifetinie arrests (1276 vs, 49,

*

Signiticantly more program males owned their own homes at age 27 (52% vs. 21%).

The findings listed here have economic values that prove to be benetits to societv. Compared with the pre-
school program’s cost. these benetits make the program indeed a worthwhile invesunent for taxpayers and for
<octety m general: Over the lifermes of the parnapants, the pre-school program returns to the public an csumated $7.16
tor every dollar invested. .

Furthernsore, the positive implications of the study’s findings for improred quality of life for parucipants. their

families, aind the community at large are of tremendous importance.

High/Scope Perry Preschool study. Sources of public costs and benefits per partcipant.
From Schwemhart and Weikart (1993)

$57.585
$12.356 $12.796
6.287 $8.847
$2.918 sé.
Preschool Welfare Schooling Taxes on Justice Crime victim
Program earnings system

Educational-Performance Findings

Throughout the course of the longitudinal study. pre-school program etfects were retlected m the educational
performance of the pre-school program participants. Over the years, the program group produced sigmiticantdy
higher scores than the no-program group on tests of:-

* Intellectual performance (1Q) froni the end of the first year of the pre-school program to the end of first
grade atage 7

*  School achievement at age 14

*

General literacy at age 19

In addidon, av compared with the no-program group. the program grouw:-

*  Spentsgmficandy tewer school yearsin programs tor educable mental nnparrment (wath 15% vs. 34" spending

a year or more). [l
Had a sgmficanty higher percentage reporting at age 15 that their school work required preparation at
home (08 vs. 40"),
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an approach to higher education could also play a role in the rebaluncing of the educational
budget.

78 One of the subordinate. but still important. points to be considered in relation to the fund-
ing of systematic pre school education is whether the resources should be delivered directly
to the providers of the service (e.g. nursery schools) through the channel of local authority
grants, or to the users of the service (parents) in the form of credits or vouchers. There is
much to be said for the lateer. This report has repeatedly emphasised the leading role of the
parents. He who pays the piper. calls the tune. If parents had ‘nursery-credies’, they could
use their economic power, like other consumer groups, to ensure that the service met their
needs and the needs of their children. But very careful study, followed by experimental pi-
lot schemes. would be needed before any such general arrangements were introduced. It
would be particularly important to ensure that a credit scheme did not generate its own
expensive and bureaucratic administration. A credit scheme has the further advantage of
providing a possible solution to the *deadweight problem’. This term refers to the cost of
providing a general, public and free benetit. where many people arc already paying for it
privately — as in the case of nursery education. With a credit scheme it is possible to recoup
(in whole or part) the costs of public provision from the well-off through the tax system.
See the RSA Journal, May 1993, tor an claboration of this approach. However, in this report

there is no compromise with the principle of public provision of frec pre-school education
tor all children.

A new solution

79 The arguments presented in the previous section of this chapter are not new. They ar¢ none
the less cogent for that. However. there is an alternative — and rather more attractive solu-
tion to the problem. This develops Professor Sylva's (at first sight) paradoxical proposal of
raising the age at which children begin ‘compulsory” full-time schooling from five to six.
Chapter 3 demonstrated that six is the normal age for the beginning of compulsory school-
ing throughout the world. In a few countries (notably in Scandinavia) the age is seven. In
Europe, it is only the Netherlands. Ireland (de facto) and the UK that begin as early as five.
It is not a coincidence that it is precisely these sations which start at five that are finding
difficulty with the provision of systematic and high-quality pre-schooling. Hardly surpris-
ingly. with the ‘extra year’ of full-time compulsory schooling, they both find it difficult to
provide adequate resources for nursery education and have a poorly developed social recog-
nition of the importance of carly learning. Where full-time compulsory schooling is delayed
to the age of six (or even seven), neither governments nor socicties can casily overlook or
neglect the case tor pre-school education. '

7.10 Part of that case is the argument developed throughout this repore that pre-school carly learn-
ing represents a distince, essential and tundamental phase of education, without which it is
difficult for children to progress successtully in school or into adult learning. While some of
our children are helped through this foundation phase of learning in nursery schools and in
homes with books and attentive adults, others are unprovided for. When the latter group
enter primary cducation, they tend to be bewildered. discouraged and defcated by the chal-
lenge of formal learning. They are neither prepared nor ready for it. Such children are likely
to become demotivated, drop-outs, or delinquent. They exact a heavy social cost in the
Jonger term. And part of that cost is expressed in wasted educational investment. The UK is

Y}
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Why some pre-school programs have long-term effects

What makes a program expenienced at ages 3 and 4 so powertul that it can change the pattern ot chuldren’s ives. even
when they reach adulthood? Why do the efiects of cariv childhood expenences last 4 hfeame?

Earlv chuldhood. because of 1ts unung m the child’s phvsical. soetal, and miental development, v an opportunce tnie to
provide special expenences. Phvaically, pre-school-aged children have matured enough to have a tar amount ot both
fine and gros=motor co-ordimation and to niove about freelv and casidy: they are no longer toddlers. Socully, pre-
whoolers have largely overcome anw tears of strangers or of untamihar locations, and thev usually welcome new setungs
and new uiteractions with peers and adults. Mentallv, 3- and 4-year-olds have deveioped extensive ability to speak

. and understand and can use obyects 1 purposetul way. Piaget saw pre-school-aged children as m the preoperauonal

stage — peeding to learn trom actual objects — and on the threshold ot the concrete = vperational stage - bemg able to
learn from svmbols and syms (Plaget and Inhelder. 1969). When chuldren are tullv concrete operanonar i thought
processes at age 6 or 7. schools begin mstrucuon m the sign/symbol-based skills of r+ading. wnung and anthmetue.

.Our best appraisal of the High/Scope Perry Pre-School Project results 1s this: It was the development of specific personal
amed soaal traus thar enabled a high-qualiy carly culdhood educanon program to signtticantdy mlnence parnapants” aduit per-
Jormance. Ertkson (1930) pointed out that the tvpicai psyehological thrust o 3- to 3-vear-olds 15 towards developmg a
sense of initauve, responsibilicy, and independence. Katz and Chard (1993), discussing the nmportance of children
deveioping the dispositions m'curio\flty. triendhiness, and co-operaton. pomted out that good pre-school programs
support the development of such traws. These personal dispositions cannot be directly tiught. but they can develop
under appropriate. acuve learnmg expenences. This suggests looking at specitic aircunistances and program strategies
that support the development of such disposiions,

The pre-school program that was developed m the course of the Perry Project employed what today 1s known as the

"High-Scope Curnculunt. It s a curnculum that relies heavilv on acove. child-mitated leammg expeniences during
which chuldren plan, or express their mrenuons: carrv out their mtenuons 1 piay expertiences; and then retlect on
their accomplishments.

These three elements of an active learming curmiculum, = dnldren s expression of wtent, their mdependently generaied expe-
nences, and their reflecnens — are central to the definiuon of child-imuizted learmng. Qutcomes of such learnmg include
the development of trais important o lifelong learmmg — mitiative, curtosiey. trust. contidence. mdependence, re-

sponsibihity, and divergent thinking. These tratts, valued by society. are the foundauons of cttecuve, socially responsible
adulthood.

When cluldren partcipate m an acuve learming curnculum. they develop selt-control and self-discipline. This control
18 real porwer — not over other people or matenals. but over themselves. Understanding what is happening i the sur-
rounding environment, reahzing that those around them are genumely meerested in what thev sav and do. and kinowing
that their work and effort have a chance ot leading to success gve a sense ot control that promotes personal saustac-
non and mouvates children to be productive. Wlhile no single factor assures succes i hite. the sense of personal control

 certamly 4 major force. A high-qualitv, active learnmg pre-school program shouid support and strengthen this tecl-
mg.

Generalizability of the findings

We must carefully consider the generalizabiliey of findings from the High/Scope Perry Pre-School Project (and of the
findings trom smular studies) it we are to make good use of the rescarch. Somie opponents of pre-school programs
undergenerahize the Perrv findings, whereas some proponents tend to orvergencralize them. Undergeneralizers ay that
the pre-school program mvolved had unique qualities that could not be duplicated ehewhiere = that 1s cost was un-
pracucal. or that 1ts operatung conditions cannot be duplicated on a widespread basis or that teachers sinularly qualitied
cannot be found todav. Overgeneralizers clam that the Perry study established the long term benetits of Head Start or
state pre-school programs or child day care programs - without conadenny the quabity of anv of these programs.
Neither undergeneralizers nor overgencrahizers of the Perry study findmgs are contnbuang to the development ot
sound pubhc policy.

Generalizing the findings ot the High/Scope Perrv Pre-School Project demands attention to two aspects of the project
~ 1ts parniapants and s program eperation. Rephicauon of the charactensucs otthe parucipants and the charactersstics ot
the program should tead o rephcation of the etfects. withm the study’s meervals of statsticat confidence. The ques-
tion 15, how broadly can we define the populanon and the program and sull retain confidence that suular etteces walt
result? Such defimuion requires caretul judgement mvolving (1) sclecung deseripuve categones tor the partcipants
and tor the program and (2) evumaung what comuitutes tolerable vartation m these categonies if rephication of the
onginal sudv i to be acieved.
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Policy

For this purpose. we define the study parucipants as peaple fiving i poverty We believe that generalizauon can be
made across specitic soctoccononuc conditions within poverty, across specific ethnie groups. across specific times,
and across specific locations within developed countries. Cautious yeneralization nught even be made to certamn loca-
tons within less developed countries.

For purpose of generalization and replication, we detine the program as a lgh-quality, active learming program for 3- ond
4-year-olds: a program designed to contribute to their development, with daily 2%4-hour sesstons tor children Monday
through Fridav and weeklv 1%-hour home visits to parents. and with 4 adults tramed in carly childhood education
serving 20-25 children. [t 1s reasonable to generalize program ctlects to other programs with these teatures, but agam,
the question lies m the degree of tolerance pernutted mn the vanability of the program’s features. Three sets of features
will be considered here.

The first set ot features concerns the sessions held dailv for 20 to 235 children, and the parent outreach:-

*  Active learning: The active learning approach used in the children’s classroom sessions and in the home visits

should encourage children to wnitiats their own developmentally appropnate activines.

Parent wvolvement: The program should inclide a substannial outreach cffort 1o parenrs. such as weekly home visits and
parent group meetir 7s, in which statf acknowledge and support parents as actual partners m the education ot their
children and model acuve learmning principles tor then.

A second set of features has to do with the prograin’s tnung and duraton:-

*  Age of Children: The program should serve children ar ages 3 and 4. the pre-school vears prior to schocl entry.

*  Program duration: Children should attend the program tor two school years: the evidence trom this study tor a pro-,
gram of only one school vear 1s weak, based on only 13 program participants.

*

Time per week: The program should have ar least 12 1% hours a week of classroom sesstons for children = 24 hours a day,
5 davs a week. An hour or so more or less should not matter. Even a tull, 9-hour-a-dav program, it it meets all the
other standards of quality. would probably produce sinular if not greater cttects.

A third sct of features has to do with the program’s statfing. training and supervision:-

*  Staff-child ratio: The statf-child ratio should be at least 1 adult for every 10 children_and prejerably for every & children.
While she Perrv program had 4 adults for 20 to 25 children. the High/Scope Curriculum has since been used
with very positive results in classes having 2 adults for as many as 20 voung cluldren (Epsten, 1993).

*  lusennce traming programs: statf nced systeraiic traimng i carly childhood development and cdncation.

*

Staff supennsion: The Perry Project’s teaching statf worked daily with supervisory staff in training and planmng.
Staff need ongang supennsion by trained supennsors or consultants 1ho know the curriculm and ‘can assist m its imple-
mentation by individual teachiers and with individual childzen. Inservice training and curriculum supervision result
n high-quality pre-school prograims with significantly better outcomes tor children (Epstein, 1993).

Pre-school programs that do not serve cluldren living m poverty and that are not ot high quality, within reasonable
degrees of tolerance. caniot lay clamm to replicaung the program used in the High/Scope Perry Pre-School Project
and thus are net likelv to achieve its long-term ctfects.

implications

The issuc of tnsuring program quality (see Willer, 1990) should be central to the congressional and legislative debate
on funding for Head Start and sinular publicly sponsored pre-school programs. This need for quality was recognized
n the last (1991) program authorization of Head Start, called the Head Start Quality Improvemient Act. Because
present tunding levels do not allow these programs to serve all young children living in poverty. there is a danger that
the debate wall be tframed solelv m terms of expanding enrolment. Findings of the High/Scope Perry Pre-School
Project and similar studies indicate that the congressional debate over increased fundimg tor Head Start ought to be
over how much to spend on quality improvement (especially traiming and assesstnent) versus program expansion. In
light of the documented benetits of lngh-quuality programs, 1t would be iresponsible to pernut current programs to
continue or expand without substannal efforts to improve and maintam therr quality.

Fundamental to any etfort to miprove Head Start quality is widespread formative assessment of current Head Start pro-
gram-implementation and outcames tor voung children. This assessment must tocus not onlv on the performance of
teaching statt in implementing high-quality, actve learning programs but also on the outcomes regarding young clil-

dren’s devele pment. The assessnent tools used should embody a vision of what such programs are about and what
they can accomplish.

For the assessment of teachmg statf, two such tools are the Early Childhood Environment Rating Scale (Harms &
Chttord, 1980) and the High/Scope Program lmplementanon Profile (High/Scope Education Research Foundativis,
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1989: Epstem, 1993), Oue such tool tor the assessment of young children’s development is the High/Scope Chil
Observation Record (CORY for Ages 2':-6 (High/Scope Educatonal Research Foundation. 1992, Schwembhart.
McNair, Barnes, & Larner, 1993). Assessmient of voung children’s development needs to be consistent with pnnciples
of acuve learng and the cogmuve, socul. and physical goals of pre-school programs. Many cvaluations. even by
respected researchers. have been linted to narrow tests of mtellectual and language pzrtormance. or worse. bnet’
screenmnig tests noted mamnly tor therr breviey and mexpensiveness. Such tests. untortunately, are only margimally re-
Lited to the proper goals of high-qualiey pre~school programs. . '

Existing rescarch has defined the fiel potennal of Head Start and simlar programs, establishing that programs — it thev are
done well = can inprove children’s success m school. merease their high school graduation rates. reduce their -
volvenment in crime, and merease their adult carmings. But research findings tail to detine the limuts ot program vanatuon
within which these extraordinany soctery goals can be realised. 1t 1s too casy tor policy makers to ignore these himits.

Some exanples, from state-tunded pre-school programs, show how the process of ignonng the linuts works. When,
m Texas. 1t sectned pohcally teasible to estabhish a statt-child ratio of 1 to 22 in a program tor at-nsk d-year-olds,
state legslators did not challenge the adequacy of this ratio, fearing that any hesitaton in supporting the program
nught have enabled the program’s opponcntﬁ to elimunate 1t altogether. When Michigan legislators planmng to spend
$1.000 per chuld on a new state pre-school program recerved expert tesumony that the minimum cost for high-qual-

v pre=school programs was $3.000 per cluld (a decade ago). they decided to increase Michigan's spending per pre-school
child = to $2.000.

Based on existung knowledge, the standards of quality for Head Start and other publicly funded pre-school programs
should be set hugh. But. because the nauon has tinite resources, research on tae allowable linnts of program vanation
should begin s soon as possible, One important area tor ‘s research” would be stafi~chuld ranos. This report rec-
ommends a statf-child ratio of at least 1 adult fur every 10 children. Since exisung research does not answer the question
of wher st one adult can delver an ettecuve program tor miore than thus number of chuldren, 1t would be unnecessar-
iy nisky at this ume to operate large-scale programimng with more than 14 chuldren per adult — unless the programs
were operated 3s part of experumental studies that provided new knowledge of the effecuveness of such proyrams.

Similarlv. we need to prove the lower himits of teacher qualifications for delivery of effectve pre-school programs.
Surely effective programs require statf tramed in early childhood developnient and education. but what level of tram-
ing is required? Must all teaching statf have the same level of traimng? Many vanations in staff traming are possible.

The unanswered question 15, what would a well-designed research study be able to detenmimne about mimal qualifi-
cation?

Any of the other components of pre-school program quality presented in this arucle could. and should. be subjected
to hike scrutmy. There 18 widespread acceptance of the importance of an acuve learning curnculum for young chil-
dren, but what should 1t look like? There 1s widespread acceptance of the importance of a strong outreach to parents.
but the outreach described m this arucle focuses on the parent-cluld relationship. whereas some other forms ot outreach
have focused on the provision ot varous socual services to parents. What 1s the proper balance?

The defimuion of pre-sehe ol program gualiey presented m this article 15 3 research-based summary of what 1s most
likely to help young cluldren iving m poverty to achieve the stking Uenetits reported here. But qualiy should have
1 dvnanuce defimuon. constantly under development. constantly being retined by the results of new research studies.

The most important public policy recommendation trom this study and simlar studies is a call for fidll funding for the
national Head Start program and smular programs — enough to not only serve all 3 and 4-year-olds living 1 parerty but
also adequately serve cach child. Each eligible child should expenence a high-quality, aciwe learning pre-schiool program. The
national Head Start program 1s where we should start. It is in place, with expenenced teachers and admimistrators. and
Congress has alreadv authonzed full funding for the program. But sutlicient dollars for full funding have vet to be
appropriated. Given the qualicy-of-life benetits as well as the economic return on nvestment found w this studv and
w smlar pre-school effecuveness studies, the ranonale for findmg the dollars s compellmg.

A zroup difference identified as sgniticant was found by the appropriate statsucal test t be stausucally sigmficant
with a two-tailed probabiliey ot less than (05,

Lystent 19930 tound that lugh-quaiiy programs using the High/Scope Curniculum developed m the High/Scope
Perry Pre=School Project helped parucipaung young children to achieve sigmificanty hugher scores than young
children 1 other lngh-qualite programs on the High/Scope Child Observation Record i mative, social rela-
tons, creatve representation, aud music and movement: but these same children did not achieve tigher scores
on 4 screenmg test - Devetopmental Indicators for the Assessment of Learmng, Revised (DIAL R, Mardell-C
Zudnowski & Goldenberg. 1990,

.
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APPENDIX E: Glossary and Curriculum

Glossary

Early Childhood - cncompasses broadly the first seven or erght vears of lite, which should be viewed s 2 contmuum or
developmient. '

Early Learning - describes the development of children’s capacity and motisation to acquire knowledge. skitls and atti-
tudes. «o make sense ot their world and to operate etfecuvely withm w. While cognitive development 1s a central
clement m s learmmg. 1t 1s essenually linked to cluldren’s all-round development - which orcurs m both for-
mal and mformal settngs.

Education - 1s not to be equated solelv with schooling and goes bevond formal instruction m academic skills, In the carly
vears, education 1s concerned with the promouon of a child's physical. social. emottonal. spiritual and cogminve
development and the establishment of pesinve attitudes to learning. It always includes an element of care (and

, an attitude of caring). Educauon also wvolves observaton, assessment and planming to tacilitate individual learning

Educators - arc all adules ancludimg parents) who contribute to, and are mvolved m. the education ot the voung.

Developmentally-appropriate practice - i both age-appropriate and mdividual-appropriate. Knowledge ot teprcal
child development patterns 1s used 1 conjuncuion with an understandig ot individual children’s umque pat-
terns of groweh and development tand the context m which this occurs) m order to design the most appropriate
learning environment tor each child. meluding those with severe learning difticulues.

The curriculum - includes Jlf the acuvities and experiences (planned and unplanned. formal and informal, overt and lid-
den) trom which a child learns. In its broadest form. the curriculum mvoives a consideration of the process ot
learming thow  cluld fearns). the learning content (what a child learns). the learning progression wwhen a child
learns) and the learnmy context (where and why a child learns). An cducationally-explicut curniculum consists
of the agreed concepts, knowledge. understandmg, skills, experience. attitudes and values that 1t is intended
that children should develop. 1tis tus which gwdes protessional pracuce. including assessment and plannmy.

Play - 1s 2 primary vehicle tor learmng, Through their play. children develop intcllcctuall).' and also physically. emotionally
and socually. Play gives children a sense of controt in which they can consodate therr learning and try out de-
veloping skills and understanding. Children operate at the edge of their capacity m many play sicuations which
mav be cnhanced and extended when a supporuve adult is partcipatng. ‘Purposetul play’ is central to the pre-
school curriculum. "The heart of learning m early chilahood 1s 4 most serious playfulness.” (Bolton. 1989)

Skills - mav be deseribed as the capaciey or competency to perform a task or actviey. The education of voung children
mvolves developmg 4 wide range of <kills. Many mav be applied in 3 vartety of contexts. and m learnmg to
apply them children gam saustacuon and grow i contidence. Examples melude soctal skills. pracucal and physical
skills, communication skills, study skills and vesuganve skalls.,

Concepts - arc gencralisattons which help a cluld to classify. to organise knowledge and experiences. and to predict. Un-
derstanding and applyimg relevant concepts is an unportant part of the learning process. Examples of these include
mside/outside. above/below, sinilar/ditferent.

Attitudes - arc expressions of values and personal qualities which deternune behaviour m a variety of situations. These
melude respect. tolerance. independence. perseverance and curiosity. Such may be fostered in the curriculum
and i the general lite of the school.
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A Curriculum for Early Learning

Professor Kathy Sylva, Institute of Education, University of London

A curriculum consists of concepts. knowledge. understanding, atitudes and skills that we wish children to de-
velop. The National Curriculum specifies, for instance. that children around the age of seven should read simple
signs and notices accurately and add or subtract up to ten objects. Although there 1s no curricular “entitlement’
for children under the age of five there is a welcome agreement amongst carly years educators concerning the
concepts. knowledge. understanding. attitudes and skillsthat we aim to toster m young children. This was suin-
marised in the report of the Rumbold Committee (DES. 1990) who considered the early vears curriculum to be
the foundation on which education in the primary phase will build.

There is also an informal curriculum and this consists of important areas of learning about the self. the social
environment and ‘extra-curncular’ aspects of the formal curriculum. Both the tormal curriculum and the infor-
mal one which surrounds it are the responsibility of parents. teachers and the community. One difference between
pre-school centres and the home 1s the explicit nature of the educational curriculum and agreed means ror fos-
tering it.

Broad aims of the early learning curriculum

HMI (1989) have made clear that the principles which underpin the education of older children are also rel-
evant for those under five.

“Certain general principles that inform the planning and evaluation af the curriculum tor children of com-
pulsory school age hold true for the under fives. As for older puptls, the curriculum for young children
aeeds to be broad. balanced. differenniated and relevant: to take into account the assessment of children’s
progress: to promote ¢qual opportunitics irrespective of gender, ethnic grouping or socio-economic back-
ground: and to respond effectively to children’s special educational needs. The Education Reform Act calls
for a balanced and broadly based curriculum which:

\  promotes the spiritual. moral, cultural. mental and physical development of pupils at the school and of
society: and

n  prepares such pupils for the opportunities. responsibilities and expericnces of adult life.’

A curriculum framework

M R
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la Starting wath Quality’ (1990) the Rumbold Commuttee describe the curriculum tor children under five and
suggest ways it can be taught most effectively.
‘It is the educator’s task to provide experiences which support. sumulate and structure 3 child’s learning and
to bring about a progression of understanding appropriate to the child’s needs and abilities. Caretul plan-
ning and development of tie child’s experiences, with sensitive and apprepriate intervention by the educator.
will help nurture an cagerness to learn as well as enabling the child to learn etfectively.’
‘We believe that. in fulfilling this task for the under fives, educators should guard against pressures which
riight lead them to over-concentration on formal teaching and upon the attamment of a speaitic set of tar-
gets. Research pomts to the importance of a broad range of experiences m developing young children’s
basic abilities.
“The educator working with under fives must pay careful attention not just to the content of the child’s
learning. but also to the way m which that learnng is offered to and expenenced by the child. and the role

of all those involved in the process. Children are affected by the context m which learning takes place. the
people involved in 1t and the values and heliefs which are embedded w e

The Rumbold Report (1990) p.9

For the carly vears educator, therefore, the process of education - how children are encouraged to learn - 15 as
unportant as. and 1aseparable from the content - what they learn.

The framework, adopted by the Rumbold Committee tollowed the one put torward by HMI in thewr 1985
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discusston document The Curniculum from 3 1o 16. This embodies nine arcas ot experience and learning: aes-
thetic and creanve, humn/n and social, lingwstics, mathematical. physical, scienufic. moral, technological and
spintual. / '

Areas of learning experience (from the Rumbold Report, 1990, pp.38-45)

Aesthetic and creative

Art. craft. destgis, music, dance and drama promote the development of young children” 1magnation and their
ability to use medta and matenials creauvely and to begin to appreciate beauty and fitness for purpose.

From an carly age children enjoy and respond to sensory experience. They explore and experiment with matenals,
making patterns. pictures and models; they make sounds and music: they engage in role-play and drama: and make
up mumes and movement scquences. They also listen to music, sometimes responding rhythmically, sometmes
qunétly entranced: they listen to poems. songs and rhymes learning to appreciate the sounds and rhythms of the
words: they look at pictures and other works of art. at buildings and bridges and begin to develop their aesthetic
awareness and understanding. : '

Human and social g

For voung children human and social learning and expertence is concerned with people. both now and in the past.
and how and where they live. It is the carliest stage 1n the development ot skills and ideas necessary to the under-
standing of history and geography.

e

Young children are naturaily interested in people. in their tamilies cad homes and the community in which they
live. From an carly age they are aware of the work that members of their families do and often reflect this in therr
role~-play. Adults can help children to gain greater understanding of the lives of others by providing appropriate
resources for such play. Learmng through play. and through other experiences such as visits to various workplaces,
about the hives of shopkeepers. nurses, doctors. police otficers and others provides an important foundation for the
later understanding of the mterdependence of communuties. -

Many young children are curious about the past. They are interested in old objects: m what things were like when
their parents. teachers and helpers were children: and in what they were like as babies. Adults can help satisfy this
cuniosity. and in so doing help children to develop a sense of time and change. by providing collections of artefacts
from bygonc davs: inviting older people to tell the children about their carly lives: and by talking about events in
their own lives, and those of the children and their families.

Language and literacy

This fundamentally important area ot the curriculum for the under fives may be usefully sub-divided into tour
modes: speaking, listening, reading and writing. Most children will be adept speakers -ad listeners by the time they
enter pre-school provision. Many will be familiar with favourite stories read to them at home. They will have
tearned nursery rhymes and TV jingles. Some may be able to recognise their own name in print and be capable ot

writing 1t or making niarks on paper which closely resemble words. A few children may be capable of reading and
writing simple sentences.

Given the wide range of diffevences m therr performance on entry to pre-school provision those who geach them
will need to assess the children’s existing competence tor the purpose of planning a language programme with
continuity and progression in mind.

Adults working with under fives are well placed to observe and record their responses on a day to day basis and to
judge their language needs accordingly. For children of this age the balance of language activities across the four
modes 1s hkely to be weighted in favour of speaking and listening. This is achieved on a one-to-one basis between

" a child and an adult, through language activities in small groups and sometimes between an adule and all. or nearly
all. the children i a whole class or playgroup. For example, a good story read by an adult from a well illustrated
book may engage the attention ot a whole group or class. In these circumstances. although the children may be at
very different levels of language competence, sell chosen literature enables the adult to hink the spoken and the
written word m a context of lagh interest and to tire the children's imagmation. In this way expenience 1s shared
and listening and speaking are intensified. Similar outcomes stein from contmon experiences provided. for exam-
ple, in singing, moving to music or from visits to places of interest,

Mathematics

Young children's experiences provide a ready basis for learning mathematical ideas. Regular events such as climb-
g stairs, preparig meals, singing nursery rhymes. shopping and travelling by bus or car, provide carly opportunities
for children to learn to count and use nrathematical symbols. For example. some children aged two can answer
*How many fish fingers do vou want?” with an appropriate response - ‘Lots’, ‘None', ‘“Two'. Using words and
other symbols to convey deas of quantity 1s important to children’s carly mathematical experiences. The gradual
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transition trom the use of words such as “lots’, “big’, "heavy’ to m -ze precise mathemaucal vocabulary m correct

contexts - “we need 100 grams ot tlour” - is an important competence that voung children begm to acquire in pre-
school provision.

For the purpose of extendmg their mathematical experiences learning can be planned withm tive broud areas: shape:
space and position: patterns and rebittonships: comparison (measures): and numeracy. The relationship between
practical actuvity and the development ot an appropriate lainguage to support the understanding of mathematcal
ideas 1s central to this area of the curniculum.

All children need to learn a variety of mathematcal concepts and processes if thev are to understand and appreciate
relattonships and patterns in both shape and number, and to deseribe them clearty and precisely. An important
clement of voung children’s mathematical development s the exploranon of everyday materials and equipment.
Through using matenals such as bricks, boxes and construction kits. children develop basic ideas of shape. space
and position. When adults share and discuss these experiences using appropriate mathematical termology. young
children readily learn to reter confidently, for example, to edges, corners, surtaces and clevation.

Physical

The arca of physical leamning and experience for voung children is concerned with developing manipulative and
motor skills, physical control, co-ordmation and mobihity. It mvolves knowledge of how the body works and es-
tablishes positive attitudes towards a healthy and active way ot life.

Young children usually show great mnterest 1 mereasing therr own physical skills and otten exploit opportunities
adventurousty. Effective pre-school provision builds on these trends through indoor and outdoor activities that are
safe while encouraging the children to respond contidently to phvsicat challenges.

Science

Well betore the age of five, most children show mterest in 2 wide range of biological and physical phenomena. For
example. they are casily engaged m play with sand and water. They mix colours and investigate the properties of
matertals. They quickly learn that some muaterials are hard and others are sott. some are tlexible and others are
ngd. They notice that heat changes things, that ice melts and that light comes trom ditterent sources such as wax
candles and electric bulbs. They take delight in caring for living things and watching how animals and plants be-
have. They watch the acuon of automatic washing machines and microwave cooking. Many will see their parents

and older brothers and sisters using pocket calculators and home computers. and possibly be encouraged to do so
themselves.

Spiritual and moral

Most children have the support of carmg tanulies through which they are helped to develop self contidence and an
understanding of right and wrong. Some. however, are less fortunate and will have undergone abnormally stress-
ful, emotional and social experiences m their family lives that hinder their development.

Children’s expeniences in their immediate and extended families provide a basis from which the adults working
with under fives can help them to explore 1deas, for example, of fairness, forgiveness. sharing, dependence and
mdependence. Everyday educational activities, meluding the use of stories, rhyvmes and songs, enable children to
work co-operatively and to take responsibility tor their own actions.

Eftective provision for the spiritual and moral arcas of learning and experience 1s concerned with developing un-
derstanding about the significance and quality of human hife and the formanon of social and personal values. Tt

secures an cthos in which under tives can reconcile social and e¢motional contlicts and build good interpersonal
relationships.

By the age of three or four, most children will have taken part in celebrations and ceremonies such as birthdays and
marriages. Some will have jJomed m religious celebrations such as Christmas, Divali, Eid-ul-Fitr or Hanukkah and
be aware of the rituals or special goods associated with them. Some may come from homes where prayers and
readings trom religious literature are everyday events. Festivals often provide valuable opportunities for under tives
to share celebrations with parents and other members of the community. Through these events children hear reli-

gious language, take part m role play and drama, and begm to gam some understanding of the importance of rehgion
m people’s lives,

Technology

As with science, young children will et technology in many torms before they enter pre-school provision. In
their homes they are likely to have used the remote controt to switch on the television or video: they may have
seen microwave ovens, digital clocks and push-button telephones: and they may have played with calculators or
used compnters for games or even sinple educational programmes. Effective pre-school provision takes account of
the children's interest in such equipment and develops it through the provision made for imaginative and investi-
gatve play including telephones, programmable toys and remote control cars, In some inswances the children's
experience of music 1s extended through the use of simple electrome keyboards. With carctul guidance some chil-
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Y dren are able to use computers m thetr pre-school group. Some see their cabes baked m a nucrowave oven and
help to set the controls. Ali of these expertences develop their physical dexteriey and further their meerest in. and
understanding of’, technology.

Analysing the curriculuny m these wernus can help to cisure appropriate breadtit and balanee and to aclieve cont-
nuiey with the Natonal Carrreulum. e does not follow chat the wav m which the work s orgamised and experieaced
will adhere to this amlyucal framework. Thus, aspects of ditferent areas of learmng mav be grouped together and
mtegrated i a Ccross-curricular” approact. What is of prime umportance s that the curnculum should be coherent
w terme of the child's existing knowledge, understanding and skills and that 1t should be experienced in an envi- )

ronment which tosters the development of socual relationshups and posiive atatudes to learnmg and behaviour.

Success, self esteem and resilience
Although not meluded by Rumbold or HMI as 1 separate “area of experience’. the early vears curriculum also ams

at the development of selt esteem and resilience, Dowling (1992} deseribes how pre-school education shapes atti-
tude toward the self.

"Nursery teachers accept that voung chuldren make mistakes and learn valuable lessons' m this way, Children must
abvo learn that i mazew ways there are no nght or wrong answers. However. to toster cluldren who are contident
to "have a go” and express their views, and eager to explore new learnmg, a nursery curnculum must allow expe-
nence of success and for these successtul experiences to outweigh all others. The leaming offered must theretore
be manageable and broken into manageable parts. The great skall of teaching at anv level 18 to facilitate learnng -
to identify what has been previously learnt and the next required step i learmng: to tind the nght macch of cur-
riculum content and the appropriate leanung route,”

“The beliefs children have about themselves will not only attect what they can do but also how they react to oth-
ers. Because this beliet'is so closely linked with the individual's perceprions of how others view him or her. parents
and teachers have a particularlv powertul role to play with voung chuldren. 1t 1s particularly important that nurery

teachers are wware of the need to support cluldren who are members of groups that nught encounter diserinina-
uon,’

‘Caretully momtored group activity enables children to grow from an egocentric state to become group members.
In their play children learn to lead. to follow and to co-operate. to wait and take turns. Opportumties for this type
ot growth need to be an integral part of a nursery programme.”

"Nurseries need to provide a elimate m which a voung child can develop emotional realience and become socully
and physically contident before the child can develop his or her thinking skills. Helpmg young children to take
responstbiliey tor their actions involves them i making chorces and decisions. They need to be helped to take an

mereasingly active part m their own learmng, and the teacher’s planning and proviston can assist this process.”

Effective curriculum planning and implementation

Effective curnculum planning and implementation requires common and elearly-understood ams, objectves
and values. These are the basis on which is built rhe framework of attitudes, expectations, relationships and
physical environment which ¢lildren - and tiweir parents - will experience,

Planning the curriculum

Lally (1989) explains wlhy planning 1s crucial at nursery stage: *Within any group of three to five vear olds there
will be huge vanations i development, and 2 six month age difference between children at chis stage 1s
developmentaily much more signiticant than a simular age difference between older children. For this reason 1t
18 vital that @ curriculum tor the under fives 1s planned”.

The Rumbold Report (p. 10) states that

“Successtul curriculum plamung mvolves clear pereeptions about the various objectives of the curriculum
and how different activities can contribue~ to their achicvement. But curniculum glanning is not a once-
and-for-all operation: it is a continuous cycle involving planning, observing. recording, assessing and returnmg
to planmmny i the light of the intermediate stages'.

"An important eclement 15 an understanding of the interests and abilities which cach child brings from home
and from other carly expenences. Parents have an important role m imparnng detailed information as a
basis for the educator’s inttial plinming of proviston which is appropriate to the child's interests, expenence
and abihities. Thereafter, the planning process needs to be sutficiently flexible and responsive to build on
new fearning possibilities as these emerge.”

»
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implementing the curriculum

implementation 1s essentially the process of using resources of various kinds to achieve planned educational ob-
jecnves, [t requires: !

(a) Agreed approaches to learning

Although young children learn in a number of ways. mcluding exploring. observing and listemng, Neil Bolton
sums 1t up neatly: “The heart of learning n carly childhood is a most serious plavtulness™ (1989).

Lally (19‘)1) argues that: “Play as a learning process has the potential to tulfil all the nursery teacher’s aims for
children’s development because it offers a way of motwvating and interesting children 1n a broad curnculum.
Play only reaches the full potenual. however. if it is carefully planned and resourced. and if the adult has a clear
role within it

The Rumbold Report (p.12) delves into more detail:

* Play underlies a great deal of young children’s learning. For its potential value to be realised 2 number of
conditions nced to be fulfilled:

i sensitive. knowledgeable and informed adult involvement and intervention:
ii careful planning and organisation of play settings in order to provide for. and extend, learning;
it enough time tor children to develop their play:

w  careful observation of children's activities to facilitate assessment and planning tor progression and
contnuty.’

HMI (1989) add:

"Play that is well planned and pleasurable helps children to think. to increase their understandiug and to
unprove their language competence, It allows chiidren to be creative. to explore and investigat: matenals,
to experiment and to draw and test their conclusions... Such experience is important 1n catching and sus-
mmm, children’s terests and mouvating their learning as individuals and mn co-operation with others.’

(b) Curriculum integration

*Our (Rumbold Commuttee. p.13) preferred approach to analysis and planning of the curriculum through a
framework of ‘areas of experience” is intended to help educators see the potential for learning in the whole
range of children's activities. both planned and spontaneous. and to encourage breadth and balance in the
curriculum. For the child. however, the curriculum is more likely to be experienced through a variety of
broadly-based experiences. Many activitics. play settings and other routines provided by the educator will
relate to several aspects of learning.” N

(c) Review of the curriculum

*Curriculum planning 1s a continuous process. The curriculum is dynamic. and needs to be adapted in the
light of practical expenence. changing needs and increased knowledge. Educators must thercfore build into
the planning cycle a broad review of the etfectiveness and valuz ot the proviston they make; extending be-
yond the immediate setting to mclude parent and community links. admissions policies. contnuity, staft
deveclopment and other factors which impinge on provision.”

(d) Continuity and progression

‘Continuity and progression arc interlinked concepts relating to the nature and quality of children’s learn-
ing experiences over time. Progression is essentially the sequence built into children's learning through
curriculu policies and schemes of work so that later learning builds o knowledge, skills understanding
and attitudes learned previously. Continuity refers to the nature of the curriculum experienced by children
as they transfer from one setting to another. be it from home to playgroup. from playgroup to school. from
class to class within a school or from one school to another. Continuity occurs when there is an acceptable
match of curriculum and approach, allowing appropriate progression in children’s learning. Effective assess-
ment and record keeping systems are the keys to these ends.”
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Partnership with pa;ents

Lally {1989) powts out that effective partnership with parents requires high levels of training. “Early years edu-
cators need well-developed interpersonal skills to enable them to work 1n partnership with parents. children
and colleagues, These skills must include the abality to look critically at themselves and at their practice since 1t
is vital that they are able to recognise the ettect their own prejudices and stercotyped ideas can have on their
expectations of families and children. The messages about themselves and their families which children recetve
both directly and indirectly within an educational settng form a powertul part of the currniculum. These com-~
plex skills and attitudes can only be developed by caretully plnnncd. relevant. mitial and in-service training’.

The Education. Science and Arts Select Commuttee {1989) concluded that: “Parental involvement will take many
different forms. ranging from discussion at open evenings through working with a child at home. or direct par-
ucipation 1 the teaching and learning process. to assessing and diagnosing children’s needs. Parents may also be
involved in the management of sexvices for the under fives. for example through membership of governing bodies
or local under fives committces. What is always necessary. however. 1s the establishment of a partnership be-
tween parents and other educators. For this to be effective, there must be mutual understanding and respect. a
conttnuing dialogue and sharing of experuse and informaton.’
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AP.P'ENPI_:X _F
Statistics on Early Childhood Services

Placing Britain in an international context

Peter Moss, Thomas Coram Research Unit, University of London

This short note consists of three parts: first, a short review of some ¢ f the major problems in
constructing and interpreting cross-national league tables; second. a ummary of some of the
salient features of ‘early childhood care and education services® in Biitain, in particular the
distinctive features compared to other countries: and third, an annotated table of participation in
‘early childhood care and education services® for children between 3 and 5.

January 1994

l. Some problems in cross-national league tables

In recent years, there have been a number of attempts to construct ‘league tables’, providing cross-national « -m-
parisons of levels of provision in services for voung children (for example, by the EC Childcare Network (1990),

N the Government Statistical Service (1993), OECD (1.993)).-Whilc they meet a need amongst many, especiaily
in the media. for instant comparisons. they.are in many ways unsatisfactory, providing a limited or even mis-
leading picture of the extent and nature of differences between countries.

There are four main problems with constructing and interpreting league tables.

I. Age range covered

The age of the start of compulsory schooling varies between countries from 5 to 7 {although 6 is the most com-
mon age). This raises the issue of what is the appropriate upper age limit for the league table. If you take the age
at which compulsery schooling begins, then countries where children start early may object that this excludes
the fact that all of their 5-year-olds are receiving a service (i.c.compulsory primary schooling). If you decide on

a common upper limit (say 6). then it distorts the extent of *pre-prim -+y school’ provision for countries which
start compulsory schooling before 6.

A more profound issue. however. is posed by the lower age level chosen for presenting statistics. The Table in
the EC Childcare Network report is for ‘publicly funded childcare services' and covers provision for children
from birth upwards (including schooling for children below compulsory school age). The Table in the report
from the Government Statistical Service is of ‘participation in education of 3- to 5-year-olds’, the lower age
limit reflecting the age at which children 1n the UK may start nursery education. But in some countries

(e.g-Belgium, France). children start attending nursery school at 2] and the OECD Table, of ‘carly childhood
education’, takes 2 as its lower age limit.

The very fact of setting a lower age limit 1n tables of ‘cducation’ services for young children is based on a par-
ticular assumption, 1c. that ‘early childhood education’ and services providing 1t only begin at a certain age -
before which children can ouly rzceive ‘care’. This assumption is not universally accepted, and has been specifi-
cally rejected in a number of places. In the Nordic countries, Spain, New Zealand, and in parts of some countries
(e.g.Italy. UK) services for all children under compulsory school age have been integrated so that they are the

- responsibility of one department and on.the basis. that ‘care and education arc-inseparable” with no lower limit
on when learning can occur.

For example. the major education law adopted in Spain in 1990 (Ley de Ordenacion General del Sistema Educativo
- LOGSE) introduces a radical new approach to services for children from 0-6:

“The LOGSE regulates children's education from infancy to the age of cighteen. Education is organised into
three stages: Early Childhood Education (age 0-6), Primary Education (age 6-12) and Sccondary Education (age
12-18)...As a result of long-term pressure rooted in the past and the Socialist Party's participation in Govern-
ment from 1982 onwards. children from 0-6 have finally been included in the Spanish cducation system. The

o * - .
Tz «M.d

Aruitoxt provided by Eic




STATISTICS ON EARLY CHILDHOOD SERVICES 111

Law makes the nattonal Ministry of Education and Departments of Education in Autonomous Communities
with jurisdiction over education responsible for all services for children from 0-6, which include nursery edu-
cation in schools, nurseries for children under 4 and centres taking children trom 0-6 (thesc nurseries and centres
arc renamed ‘infant schools’ (escuela infantil))” (Balaguer, 1993; 45,46).

2. ‘Education’ and ‘daycare’

Even 1f staustics are limited to *over 3s', a further problem arises about what services to include. especially if a
cross-national review purports to concentrate on ‘education’. In countries with a universal system of nursery
sthooling from age 3 there is little problem: all (or nearly ally children are to be found in one service that clearly
fits into an 'educational’ model. But not all countries are so obliging to the constructor of tables.

{n 2 number of countrics (for example, the Nordic countries and Germany) children attend services which are
not called schools (instcad-they are called ‘kindergartens’. ‘daghem’, ‘integrerede institutioner’ etc), are gener-
ally outside the education system (being the responsibility usually of ‘social weltare” departments) and which do
.not employ ‘teachers'; these services however have clear pedagogical objectives and employ relatively well trained
statf. Matters are further complicated because in some of these countries, there are also classes in primary schools
for children to attend in the year betore compulsory schooling; for example. nearly all 6-year-olds attend these
*kindergarten classes” in Denmack.

This different tradition in providing tor young children creates problems for some cross-national comparisons
ot "education’. The OECD review of ‘carly childhood education’ only gives statistics for 6-year-olds in school
for Denmark and Sweden; for 3- to S5-year-olds, it sass that ‘problems of definition render the calculation of participa-
tion rates nfeasible (sic)’. The table rrovided by the Government Statistical Service (which does not include
6-ycar-olds) offers no data on Denmark. Statistics tor the other Nordic countries are divided between “educa-
tion” and ‘daycare’ in a way that is impossible to understand and which applies a false dichotomy on services
which are in fact integrated in concept and structure.

Most countries have a divided system for children trom 0-6. Mostly. the division s structured around age, with
vounger children (under 2 or 3) the responsibility of *social welfare’ authorities and older children the respon-
sibility of education. In a few countries however, there is a welfare/education division within the same age
group. Proment examples are Greece, Portugal, Ireland and UK. Here the probiem is to know whether and
how to represent this split statistically. OECD. for example, appcars to exclude szrvices that are the responsibil-
ity ot health/weltare departnients in the UK and Ircland (c.g.playgroups. nurseries): but 1t combines education
and welfare services for Portugal - and gives no data for Greece. The Government Statistical Service divides
services into ‘education’ and ‘daycare’; it provides no data for Greece or Portugal. but tor Ircland and UK ap-
pears to put services that are the responsibility of health/welfare departuments under ‘daycare’.

Dividing services between *education’ and *daycare’ may be misleading (as in the case of the Nordic countries).
Alternatively, it may be of little practical help since it gives no indications of the actual differences between
services included under the two broad headings (except that they may be the responsibility of different govern-
ment departments). Services included under ‘daycare’ may vary coustderably between and within countries.

3. What services offer

League tables which boil down very different services in each country into a single number, or sct of numbers.
pr{tide only the most limited basis for cross-national comparison. Even as measures of quantity of provision
they are seriously deficient. For example. they say nothing about the length of time that services are available or
children attend. In practice. there are big ditferences. Services in Denmark and Sweden (tor children trom 0-6)
are open 9-10 hours a day, throughout the year, although children on average attend only 7 hours a day: nurs-
ery schools in France and Italy are mostly open more than 7 hours a day but only in term-time: most kindergartens
in Germany are open 4-6 hours a2 day during term-time. but some are open for at least 8 hours a day; nursery
classes and schoois in England are open 6 hours a day. also in term-time only. but 89% of children attend on a
part-time basis (i.c. less than 3 hours a day).

The statistics alsp say nothing akout the types of services attended. There is the distinction between schools and
other types of centre-based service (kindergartens, nurserics. playgroups ctc.). Within schools there are distinc-
tions: nursery education may be provided in separate *nursery schools’ or in classes attached to primary schools.
In a very few countries (mainly UK and Ireland) much *carly childhood education® for children over 3 is pro-
vided by children being admitted early to primary school; in fact the Government Statistical Service statistics
tor Ireland, which show 51% of lrish 3- to 3-ycar-olds in ‘education’, consist entirely of this type of provision
in which many children are provided for in classes with a child:teacher ratio of 35:1.

There are a wide range of other. more qualitative differences. Most notably, there are wide variations n statting
- numbers and ratios. traiming and qualifications. pay and conditions. These are most apparent among ‘non-
school” scrvices especially for children under 3; in general. staff traimng, pay and conditions in these services are
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much mferior to that 1n ‘nursery schooling’. For over 3-year-olds, the distinctions are most obvious between
‘nursery schooling’ and “playgroups’; the latter usually have better adult:child ranos, but levels of traning, pay
and conditions are very much inferior. Major variations occur not only between services in the same country,
but between different countries.

Without taking all these factors into account, it is possible (and has occurred in published DfE cross-national
stanistics) to ereate a table where a child attending a playgroup i the UK is presented as equivalent to a cluld
attending a kindergarten m Denmark or a nursery school in France or ftaly. even though there are in tact enor-
ous ditferences in the hours of opening and attendance and the training and conditions of the statt®

4, Public funding

Public funding of a substantial part of the cost of services is critical if there is concern with issues of access and
quality. There are of course major questions concerning how the costs of children should be allocated. as be-
tween parents and the wider society. But igroring these for the moment. “early childhood care and education
services' without substaatial public subsidy will either be inaccessible to many families or elsc, to bring their
costs down. will have to compromise on conditions that have been shown to be associated with quaiity (¢.g.statf
numbers. training, pay. conditions etc.) and/or offer only very limited hours of provision.

In many countries, all (or a large proportion) of the provision for children over 3 is wholly or largel; subsidised
from public funds, either througa the educasion budget where there is a system of nursery schooling or through
the welfars budget i Germany and Nordic countries. Several countries have made comnutments to extend
publicly funded services. for example to guarantee places for all children over 3 in the case of Germany and
Spain and for all children trom the time Parental Leave finishes to compulsory school age i Denmark znd Nor-
way. Portugal has relatively under-developed services, but is expanding them te trv and meet a goal of 80% of
5-ycar-olds and 40% of 3- and 4-year-olds in publicly-funded services by 1994.

- Apart from Portugal. publiclv funded services for children over 3 are less well developed in four countries. Neth-
erlands and Luxembourg have no schooling for 3-year-oids. but universal provision for 4~ and 3-year-olds: lreland
has virtnally no schooling for 3-year-olds, but admits 4- and 3-year-olds carly to primary school: the UK has
limited schooling for 3- and 4-year-olds, much of which is provided in reception classes. with compulsory school-
ing for 5-year-olds. To fill this gap in publicly funded scrvices for children over 3. which is particularly large for
3-year-olds, Ircland. Netherlands and UK rely heavily on playgroups. but only in the Netherlands do most play-
groups receive some public funding and this only covers about half of their costs.

In general. public subsidy is much lower for services for children under 3. With the exception of the Nordic
countries. most children under 3 receiving serv-ces depend either on relatives or on services for which most or
all of the cost 1s bovne by parents. Oue of the consequences of this is that it is wirtually impossible to make cross-national
compariscns of services for chuldren under 3.

Data on attendance at non-subsidised services is usually non-existent or provided irregularly through “house-
hold-based' surveys. Where data on these services is regularly published it is usually in the torm of *places available’,
rather than “children attending’. For example, in the UK. DoH staustics on ‘Day Care” provide information on
places and children attending for local authority day nurseries but only on places for other. private services: by
contrast. DfE statistics on schools provide information on pupils attending but not on places provided. Finally,

it should be noted that where sratistics are available on services tor children under 3, account should be taken of
the availability and usc of Parental Leave since this may affect the age at which parents want and scek services: ~
for example. in Sweden. the average age at which children are admitted to services has increased steadily as paid
Parental Leave has been extended. and now that Leave lasts for 15 months it is unusual to find children in pub-
licly funded services before the age of 15-18 months.

2. Salient features of early childhood care and education services in Britain

*  Responsivility for servces 1s divided benween Education and Social Services. Such a division is not unusual interna-

tionally. In some countries. the division 1s based on age. with ‘welfare’ responsible for under 3s. *cducation’
for ‘over 3s". The UK follows the other approach. with ‘welfare’ responsible for under 3s, and services for
over 3s divided between “welfare” and *education’: a similar situation is found in Greece and Portugal.

In 1991 in Bntam. there were places for approximately 1.43 wmillion children under 5 in “early childhood care
and education services' - 867.000 in services that are the responsibility of Social Services/DoH (*daycare’
services) and 563,000 1 schools (maintained and private)'.

1 Stanstics on schools are for puptls attending part-time and full-time, Places have been calculated by assumng that

IR there 15 one place for cverv two part-time pupils attending,
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*  Many of these places are used on a part-time or shift basis. This increases the number of children receiving a

service, but means that many children attend for relatively short periods of time. For example:

35% of school places are used on a part-time basis (te. for a morning or atternoon session), and part-time
pupils account for 31% of all pupils attending: 563.000 places are used by 758,000 pupils. Part-ume
puptls account for 88% of all pupils attending nursery education m mamntained schools.

Each place in English playgroups in 1992 was used. on average. by 1.8 children®. Since the "average’
plieygroup was open for 4.6 half-day sessions per week. the "average” child attends for only 2-3 sessions
per week (or for 3-9 hours a wecek). This implies that the 409.000 registered playgroup places in Eng-
land in 1992 were used by over 730.000 children.

The 1986 General Houschold Suivey (GHS) study of use of services for children under 5 found that 76% of
children attended services for 5 half days or less per week. and nearly half went for 3 half days or less (for
turther details see OPCS. 1989). The 1991 GHS. which included ‘unpaid family and friends’. shows a sinu-
lar picture. with 59% of children receiving 10 hours or less of ‘care’ per week and a further 22% receiving
11-20 hours: for *schools® the figures were 38% and 36% respectively, and for ‘private or voluntary schemes’
(which would have included plavgroups). 85% and 8% respectively (Bridgwood and Savage, 1993: Table
7.11).

*  Most chil  n attending ‘schools’ (93%) go to publicly-funded maintained provision. Although it is impos-
sible to . as precise about “daveare’ services. 2 conservative estimate would suggest that at least 85% of
children and places. and probably over 90%, depend wholly or mainly on parental fees. This means that over
half of children under 5 attending services go to unsubsidised provision (playgroups. childminders, private nurser-
ies and schools) and the proportion is growing.

There are no recent published data on the type of services attended by children in the age groups 0-2, 3-4 or
indeed over the full 0-4 age range. The categories used in the 1991 GHS survey of “childcare for children
under five” make it impossible to calculate how many children attended each of the main types of provision.
Qver the whole 0-4 age range, the most common form ot provision is playgroups: playgroups provide for
more children than all forms of school combined (an estimated 890,000 versus 758.000 pupils in maintained
and private schools). However as a substantiai proportion of children at playgroup are under 3 (nearly a fifth
in 1986. mainly 2-vear-olds). while there are very few 2-year-olds in school, there may be slightly more
children 1n the age group 3-4 attending school than playgroup.

By international standards, compulsory schooling begins at an early age in Britain. Most children start primary
school even younger due to carly admission to reception class - with the exception of Scotland where rela-
tively few d4-vear-olds are in reception class. The only other countries to admit children carly to primary
schools are Ireland and Netherlands (where in fact the first two years of pnmary school were originally separate
nursery classes tor 4- and 5-year-olds: now children start compulsory schooling at 3, but can attend from 4).

Ouly 52% of children attending “schools’ in Britain are at maitained nursery education; the rest are in reception

class (42%) or private schools (6%). Put another way. in 1991, 51% of 3- and 4-year-olds were at school. but

3% were 1n private schools and 21% in reception class in primarv school. leaving 26% in nursery education.

As most of the children attending maintained nursery schooling go part-tinie. on a full-time equivalent basis

there were places 1n nursery education for onlv 13% of 3- and 4-vear-olds. By contrast. places for over 3s in

most other countries are overwhelmingly in nursery education tor kindergartens) and mostly provided on a

full-time basis. The UK is unique in depending se heavily in its provision for cliildren over 3 on playgroups, carly )
admission to primary school and a ‘shift system’ for nursery education.

Where children do receive nursery education in Britain, they mostly attend for ouly a year: clsewhere, nurs-
ery education (or kindergarten) is normally attended for 3 years.

3. An annotated table of participation in ‘early childhood care and
education services’ for children between 3 and 5

For reasons explained above, it is impossible to provide comparative material on services for children under 3.
Their exclusion below should be read in this light, and is extremely unsatisfactory, It leaves a very partial pic-
ture of ‘carly childhood care and education services',

2 These plavgroup figures come trom the PPA’s annual survey of its members and apply to sessional playgroups, which

account tor over 80% of playgroups where children can be left by their carers. The proporuion of children per place s
sumlar or even higher in playgroups offering longer hours (PPA. 1993)
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Table 1.

THE IMPORTANCE OF EARLY LEARNING

I have concentrated on providing data on attendance at “early childhood care and education services” for chil-
dren aged 3 1o 5: these services include kindergartens. day nurseries. family daycare and plavgroups, as well as
schools. The statistics are however limited in two ways:

i) Thev cover services that are manly or wholly publidy funded. because there are no comparable statistics 1n
most countries for other services ifor example. for children attending private .urseries. playgroups or
childminders). For reasons outlined above. it can be argued that the availability ot these services 1s particu-
larly unportant. Even limited to publicly tunded services. there are stll some gaps.

{ii) They are confined to a number of European countnes, mainly Member States of the EU and Nordic coun-
tries.

Adopung this approach enhances Britain's position 1n the Table in two ways. First. because 1t1s a count of dildren
attendwng. 1t includes the many British children attending schools on a part-ume basis: a league table based on a
count of full-time equivalent places would have stown Britain 1n a less favourable light. Second. because 1t 15 a
count of the 3-5 age range. all 5-year-olds are 1 wuded as attending a service because of compuisory schooling: a
league table based on children attending services between 3 and the start of compulsory schooling would again
have shown the UK less favourably. However. 1t should also be noted that the approach adopted. with its critenion
of public funding. excludes playgroups. which provide a service (generallv of very linuted hours aud of a very
under-resourced nature) for most children not attending school. as well as those children attending private and
unsubsidised day nursenies and childminders.

I have presented two sets of data:

1} the proportion of children aged 3-5 (1.¢.a three year age rangel attending services. | have based this on two sources:
first. Table 12 from the recent OECD (1993} review of early childhood education: second. various national
sources. where I can fill gaps in the OECD table. These gaps occur because the OECD review presents no
data at all for some countnies (eg.Greece. Italy. Luxembourg) and has problems with definitions tor the Nordic
countries. | have meluded both services in “schools” and m other publicly tunded services (for example. the

range of centre-based services provided 1n Nordic countries). | have also used national data tor "unitied”

Germany. rather than reterring only to the former West Germany. as 1n the OECD review.
{11} the proportion of children aged 3. 4 and 5 attending services.

The Table below refers to 1991 (unless otherwise stated). A full explanation 1s given 1n the notes for each coun-

tey. which are provided after the Table and which should always be consulted before terpreung the statistics contatned
m the T ble.

Irternational compansons of compulsory school age and % of children attending publicly funded services.

Compuisory % of children attending publicly funded
school age services aged (years):
3 4 S 3.5
Belgium (1991) 6 97 99 98 98
Denmark {1992) 7 76 8l 79 79
Finland (1992) 7 44 49 53 60
France (1991) 6 98 -+ 10l 99 99
Germany (1990) 6 - - - 77
Greece (1991) 5.5 - - CS 88!
freland (1991) 6 [ 55 98 Siew
Italy (1992) 5 . - . 91
Luxembourg (1990) S 7 9S CS 67™
Netherlands (1991) S “ 98 CS [ YAd
Norway (1992) 7 49 60 68 53
Portugal (1991) [ 28 44 63 45
Spain (1991) 6 28 94 100 74
Sweden (1992) 7 63 67 75 68
. Britain (1991) S 4| 58 Cs . 650"

CS indicates where 5-year-olds are covered wholiy or partly by compulsory schooling (and in these cases, a 100%
attendance leve! for S-year-olds is included in the ‘3-5' column);

+ indicates that a source of publicly-funded provision is not included, because data is not available;

*  indicates that a substantial qualification exists concerning the statistic for the whole 3-5 age range.
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Notes on Table

Belgium  Source: QECD

*  Children can start nursery cducation from 2.5 years, Nearly a quarter of 2-year-olds (22%) attend.

*  Nursery schooling 1s usually attended on a full time basis, that is for about 7 hours a day (except for Wednesday

afternoon, when schools are closed).

Denmark Source: Annual census of welfare institutions, Danmarks Statistik

* The figures cover a range of services, which are the responsibility of “social welfare® authorities (though

provided by a mix of public and private agencies). These services combine a care and pedagogical role and
include kindergartens (which account for 61% of children), age-integrated centres (26%), other centres (2%)
and organised family daycare (10%).

Nearly all 6-year-olds and some 5-year-olds attend a ‘kindergarten class’ in primary school for 3-4 hours a
day; unlike other services for children under 7, these classes are the responsibility of education authorities
and are intended to make the transition to school easicr. The figure of 75% is therefore probably a good
estimate for attendance by children aged 3-5.

While 'kindergarten class’ hours are short (3-4 hours), other services for children below compulsory school
age are generally open for 10 hours a day, and children attend on average for 7 hours a day.

Denmark also has high attendance levels at publicly funded services for children under 3 - about 45% - and

is the only country in the EC where most under 3s attend publicly funded services. Denmark is also unusual

in having an integrated service for children under compulsory school age, with a common, high level (3.5

years) basic training for staff working with children from 0-6.

The Government has recently made a commitment to meet the demand for services for children from 0-6.
t

Finland  Source: Personal communication from the Ministry of Social Atfairs and Health

*  The Sgure for children aged 3-5 includes 19% in organised family day carc and 29% in centres.

* In addition to the figures shown in the Table, a further 11% of clildren attend other services including
‘open centres’ (mainly for mothers who are at home and their children) and centres for children with spe-
cial needs.

*

Compulsory schooling does not start until 7: 67% of children aged 6 attend some form of publicly-funded
service.

France Source: OECD

*  Children can start nursery cducation from 2 years. Over a third of 2-ycar-olds (35%) attend.

*  Nursery schooling is usually attended on a full time basis, that is for about 8 hours a day (except for Wednesday

afternoon. when schools are closed).

Germany  Source: Personal communication from Federal Government

* At the time of unification, the former West Germany had kindergarten places for nearly 70% of children,
compared to 95% in the former East Germany. There was an even larger difference for publicly funded
services for children under 3.

* In the fornier East Germany, kindergartens are usually open all day (i.c.10-12 hours). In the former West
Germany, only about 14% of places are open for the full day: the rest are usually open for 4 hours in the
morning and, in some cases, for 2 hours in the afternoon.

*

The Government has recently made a commitment to provide kindergarten places for all children aged 3-6
by 1996.

Greece  Source: Bairrao and Tictze (1993)

*  There is a divided system. The education authorities provide nurscry; classes for children from 3.5 years,
which are open for 4 hours a day. The Ministry of Health provides kindergartens, which take children trom
2.5 years and are open 9 hours a day. Children start primary school at 3.5.

*

The *3-5" figure in the Table of 88% (64% for nursery classes. 25% for kindergartens) is for children aged
3.5 t0 5.5 (i.c.it covers only 2 of the 3 vears). All children between 5.5 and 6 will be at school; on the other
hand. only a minority of children between 3 and 3.5 will attend publicly funded services because nursery
classes are not available to this age group. Taking both of these into account, therefore, the actual *3-5°
figure might be between 73% and 80%,
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Ireland  Source: OECD

*

There is no nursery education in Ireland. The figures in the Takde are for children admutted to Primary
School before compulsory schooling which starts at 6.

In addition to the figures w the Tuable, some children receive public funding at other services: however, the
number is small, and unlikely to increase the tigures given in the Table by more than 2-3%.

The mam form of provision for children from 2.5 to 4 years 1s playgroups. Most children oniy attend for 5-

6 hours a week. and most playgroups receive no public funds: those that do mainly receive only small sums
of money.

Italy  Source: INSEE

x

There is a widespread system of publicly funded nursery education. but provided by a variety of agencies:
national government (53% of places). local authorities (13%), othér public organisations (6%) and private
organisations (including religious bodies) (27%).

Schools provided by national government are required to be open at least 8 hours a day, and may be open as

long as 10 hours a day. About 70% of all children attending nursery schools do so for more than 7 hours a
day.

Luxembourg Source: EC Childcare Network (1990)

*

Nearly all 4-year-olds attend nursery cducation, which is open 6 hours a day on three days per week and
3.5-4 hours a day on three days (including Saturday). Compulsory schooling starts at 5.

There is no nursery schooling for 3-year-olds. However there are places for about 7% of 3-4 year-olds in
publicly-funded centres, providing full-time care for 3-year-olds and out-of-school care for 4-year-olds.

Netherlands Source: OECD. EC Childcare Network (1990). Bairrao and Tietze (1993)

*

Nearly all 4-year-olds attend primary school, although this is on a voluntary basis. Compulsory schooling starts
at 5.
There is no nursery schooling for 3-year-olds. A large number of 2- and 3-ycar-olds (about a half alto-

gether) go to playgroups. However, children only attend on average for 5-6 hours a week. Nearly all
playgroups receive some public funds, which cover nearly half their costs.

In addition to the figures in the Table, there has becn a substantial increase in centres providing full-time care
for children from 0-3 (plus out-of-school care for children aged 4 and over), as the result of a Government
Initiative. In 1989, there were 16,000 places; in 1994 there will be 60,000. Approximately a third of the
cost of these services comes from public funds. [ have no information on the number of places available in
these services for 3-year-olds.

If playgroups and other centres receiving public funds were included, then the figure for the *3-5' range
would be over 80%. However, a significant proportion of this figure would come from services providing
very short hours (playgroups) and receiving limited public funding (i.¢.covering half or less of their costs).

Norway Source: Personal communication, Royal Ministry of Children and Family Affairs.

*

*

/
The percentage 1s for children attending centres.

Hours of opening of centres vary; in 1992 77% of centres were open more than 30 hours a week. Nearly
two-thirds (62%) of children aged 1-6 years attending centres went for more than 30 hours a week.

Compulsory schooling does not start until 7: 84% of children aged 6 attend some form of publicly-funded
service.

The Government is committed to meeting the demand for services by the year 2000.

Portugal  Source: OECD

*

There is a divided systern. The education authorities provide nursery schools for children from J years, whict
are open for 6-7 hours a day. The Ministry of Health has responsibility for kindergartens, many of whic..
are provided by private organisations, and which are open for up to 11 hours a day. Kindergartens are mostly
organised to support employed mothers.

Portugal has the second highest maternal employment rate in the EU (after Denmark). Given the relatively
limited proviston of publicly funded services and the high level of parental employment, many parents will
need to use private services or informal arrangements (relatives etc.) for 3-5 year-olds.
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Spain  Senrce: OECD

*  Some nursery schooling 1s provided privately and parents pay the tull fees. [n the near tuture, it is expected
that most of this schooling will be funded by public money but continue to be operated by private organi-
sdtions.

*  Nursery schools are generally open tor 8 hours, with a long lunch break.

*

The Government 1s committed to provide nurseey education places for ail children aged 3-6 by 1996

Swedsan source: Personal communication from the Ministry of tlealth and Social Affairs

*  The figures include children attending centres and family dayeare. most on a full-time basts. as well as some
children attending part-time groups (delndsgrupper) tor 4-6 year olds who are cared for at home or by family
dav carers.

*

Sweden is in the process of lowering the school age to 6. At present. all 6-year-olds are entitled to attend
full-time centres or part-time groups for at least 525 hours in the year.

Britain  Source: OECD (1993), DIE (1992). Scottish Office (1992), Welsh Office (1992)

*  The *3-3" figure 1s tor children in maintained schools (3% has been remnoved from the OECD statistics to

take account ot children in private schools). It is made up of 26% of 3- and 4-vear-olds in nursery school-
ing; 21% of 3- and 4-year-olds in reception class; and 100% of 5-year-olds in primary school. A large
proportion of children receiving nursery schooling (88%) attend on a part-time basis of 2.5 hours per day.
Most children in reception class and primary school attend for a full school day.

A large number of 3- and 4-vear-olds attend playgroups (40% of the age group n 1986). Attendance at
playgroup is. on average, for 6 hours a week. In 1993, less than half (46?5) received any external financial
assistance (from public funds or other sources). and the grant received by these playgroups was, on average,
cquivalent to 25% of average annual expenditure. So, although a few playgroups in local authorities with an
active funding policy recetve most of their income from public funds. the great mnjont\' depend largely or
wholly on private sources of income (fees and tundraising).

In addition to the figures given in the Talile, official statistics show that about 1.5% of children aged 0-4 attend
either publicly funded day nurseries or have their fees paid at private services from public funds: there is no
intormation about whether this proportion is constant across the 0-4 age range or whether more or less 3-
and 4-year-olds are publicly funded in this way. These official statistics may however underestimate the
number of children whose placements are publicly subsidised. A generous estimate might add a further 5%
to the number ot 3~ and 4-yea-olds in publicly funded services, rasing the figure for the *3-5" range by
some 3% to 68%.
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APPENDIX G

A Good Start in Education

This is reproduced by kind permussion of the National Comnussion on Education: from Learning to Succeed: A Radical Look

at Education Today and A Strategy for the Fumre. Report of the Paul Hamlyn Fovndation National Comnussion on Educa-

tion, Heinemann. November 1993, £4.99. Learning to Succeed can be obtained through bookshops or by writing to:
Special Sales Department. Reed Book Services Limited. Northampton Road. Rushden. Northants. NN10 9RZ.

Introduction

Throughout the United Kingdom there are wide varations m provision for children below compulsory school age. Some
pre-school scrvices have explicit educanional aims. while others are concerned mainly with daycare. and some offer a com-
bination of daycare and education. Some children are taught free of charge by trained teachers in nursery schools or classes.
Others attend playgroups or nurseries for which their parents pay. and many are in the care of paid childminders. Children
needing specialist help may be in day nurseries run by social services departments. A minority has no experience of pre-
school groups of anv kind outside the home. This diversity does not mean effective choice for parents. still less the guarantee
of high quality educational ¢xperience tor voung children.

How important is it for children to receive education before they reach compulsory school age? ft may be argued that,
when resources are in short supply, we should concentrate public funds on compulsory schooling and on education and
training to equip young peopic for work. Indeed. the view of the Department for Education is that school-age children

should have prionity. and that the extent and nature of provision for younger children is 2 matter for local authorities and
schools to decide.(1)

That view ignores the significance of the first five years of a child's life in preparing ‘the foundation for alt skills and later
learning™.(2) In these early vears a high percentage of children’s learning takes place. They grow m their physical compe-
tence, in their knowledge of how the world works, and in their skills for getting on with others. [t is a time when children
establish attitudes and behaviour patterns which are vital for future learning progress and social development. They also
begin to develop a sense of self, and of self-esteem, which helps educational achievement later.(3) Thus. by contining atten-
tion solely to compulsory education. opportunities to increase attatnment are neglected.

Children do not begin schools with equal chances of benefiting from it. It is estimated that just under a third of under-5s -
a higher proportion than of all children ~ live in households with less than 50% of the national average income.(4) Poverty
and the associated problems of poor housig, inadequate nutnition and iti-health create stressful conditions for parents rais-
mg families and can jeopardise children’s success 1 school. Over 20% of young people in some poor urban areas in England
leave school without qualifications. compared with about 9% in the country as a whole.

Educational achievement is strongly associated with family background. Parental education. particularly the level of educa-
tion achieved by the mother, has a powerful influence on children’s educational progress. When the mother herself has not
had the benefit of a good education or learned to recognise sts value, there 1s a risk that her child's carly learning experience
will be impoverished unless there is outside help.

Qur society is becoming ncreasingly multicultural, For many schoolchildren English is not the language spoken at home.
This is true of more than a quarter of 7-year-olds in Bradford. for example. Results from the naticnal tests of 7-year-olds
revealed, not surprisingly, that such children tended to perform less well than those whose mother tongue was English. Pre-

school education which helps cthnic minority children to develop their English language skills will therefore have posinve
benetits,

Even at the beginnmg of the infant school stage. differences in children's skills are apparent and these differences tend to
persist throughout primary schooling and bevond. Indesd. studies show that pupils' early attainment at school is a good
indicator of later educational success. and perbaps a more reliable indicator than family background.(5) This undedines the

importance of encouraging success from the earliest possible moment. 1

It is essential that when children start school thev are ready to take advantage of what school has to offer. Pre-school educa-
tion alone cannot ensure that. but 1t can make a sigmficant ditference. It we are determuned to seck every worthwhile

opportunity to nnprove children’s chances of learming to succeed. the potential offered by good carly childhood education
must be seized.
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This chapter examines the case tor greater investment m high-quality provision tor under-3s. We consider the evidence on
the effects of pre-school provision. and go on to discuss the demand created by changes m the family, in employment pat-
terns and in social condition. Next we review the extent and quality of present arrangements. We conclude with
recommendations for expansion and improvement. Owi mam concern is with educational services rather than daycare. though
we argue that the two cannot be separated.

Effects of early childhood education

Those who wish to expand and 1mprove pre-school education are under pressure to justity any claims for increased re-
sources by demonstraung that better services will result in measurable long-term benetits. This is a difficult proposttion
since any benefits which a child experiences as a result of attending a nursery class or playgroup will clearly be atfected by
subsequent expenence in school. For examiple, nursery provision may advance children’s language development, but the
extent to which this progress is sustained will be influenced by the quality of language teaching at primary school. A spe-
cialty-designed and well-controlled longitudinal research project would be required in order to provide reliable evidence.
and such a study has not yet been carried out in this country.

The rescarch which has already been undertaken. supported by informed opinion. does provide convincing evidence of the
beneticial impact which good pre-school services can have on young children’s learning and social behaviour. Studies in
the USA and in the UK have amply demonstrated this potential. A summary of some important indicators is otfered here.

A large-scale study which examined the relationship between children’s pre-school experiences and their attainment at 5
and 10 <ears of age reported marked differenices in ability, attainment and behaviour at age 10 between those who had
attended pre-school groups and those who had not.(6) The authors concluded that children from small home-based play-
groups (in predeminantly middie-class areas) and children trom nursery schools did particularly well.

A sniall study of working-class children during their first year in primary school reported that “graduates’ of well-resourced
local authority nursery education showed certamn advantages in thesr ability to settle into school, compared with children
who had attended poorly resourced playgroups.(7) Children trom nursery classes were more likely to play in a purposctul
and creative way. to persevere when they encountered difficulties in their schiool work. to engage in connected conversa-
tion, and to show greater motivation for school. spending more time on “academic” tasks.

One researcher in Britain has pioncered highly structured enrichinent programmes for pre-school children, demonstrating
that it is possible to reduce the gap between the academic performance of disadvaneaged and advantaged pupils.(8) This

study also suggests that parental involvement in pre-schoo! education can have beneficial effects on the younger siblings of
the child receiving education.

In the United Stazzs, a review of a wide range of pre-school progranmimes concluded that carly intervention to provide for the
children ot low income tamilies can have measured etfects throughout childhood and into adolescence.(9) Children who had
participated in pre-school programmes were more likelv to succeed in school, showed better seli-esteem. had more realistic
vocational expectations and were prouder of their achievements. Important features of these projects were thae they were all
carefully designed and well-supported. with high ratios of adults to children and active parental involvement,

An Amecrican programmie known as the High/Scope Perry Preschool Project has attracted considerable attention in the
UK. due in part to the striking cost/benefit claims which have been made.(10) High/Scope was a high-quality, active leaming
pre-school programme which concentrated on guided play. Adults encouraged and supported children in planning and re-
viewing their own activities, helping them to develop persistence and to believe in their talents.

The project has followed the lives of 123 children from disadvantaged African American families, comparing those who
took part in the pre-school programme with a control group of children who stayed at home. The participants were regu-
larly assessed during childhood and into adulthood. most recently at age 27.

Throughout their school years, the High/Scope children did better than their peers who had not attended the nursery pro-
gramme. spent iess time in remedial classes and were more likely to have completed school or training. As adults. they were
more likely te have jobs, to own homes, and to be higher paid. and were less likely to have received social services assist-
ance or to have been involved in crime. It has been calculated that for every dollar invested in the children who attended
the programme, $7.16 (atter controlling tor inflation) is returned to the tax-payer by way of savings on the costs of juvenile
delinquency. remedial education. mcome support and joblessness.

The case for investment in carly education rather than reliance on remedial programmes has been made in England by the
Family Policy Studies Centre.(11) It argues in a recent report that pre-school provision. by giving children an educational
“head start”, encourages school success and thereby makes an important contribution to reducing the danger that children
will be attracted to delinquent peer groups and criminal activities.
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Effects of daycare

Many under-3s in the UK are placed in centres or nurseries which are predominantiy concerned with daycare rather than
education. and children of working parents often experience a nuxture of both.

Where there are above average levels ot dayeare, where the quahty of the care is high, or where the children come trom a
mixed soctal background, there have been posiive results.(12) In Sweden for mstance, where local authority nurseries are
available to families from all walks of life. it has emerged that daycare experience can g.ivc children a better start in school.
In the USA. it has been found that children who attend high-quality nurseries subsequently perform well in educational and
social assessments at school. Encouraging evidence also comes from a study in Manchester.(13) There, levels of daycare are

above average, and daycare children are reported to be socually and intellectually ahead of children who do not have this
experience.

In one UK study dayeare children performed less well towards the end of primary school compared with other ! ildren.
This result must be qualified by the observation that publicly-funded . .ycare in the UK is usually highly sclective, concen-
trating on children from families known to be in need, who require a high degree of support which daveare staff may not
always be well-qualified to give. We should also ask whether the qualiry of the curriculum offered in o ycare centres and
nunsertes is high enough. A recent study found that staif m nurseries run by social services were less well-equipped to pro-
vide a high-quality nursery curriculum than teachers in the education sector.(14)

Changing employment patterns and social conditions

The potential advantages to later learning form an important aspect of the case for good carly years provision. Many par-
ents however. would see the issue in tar more unmediate terms. For them, financial need, the demands of work and the

daily stresses of fanuly life loom large. Social and employment conditions have changed, creating new needs and expecta-
tions.

The growth of two-carner houscholds, the rise in the proportion of children living in singlg-parent families, and the in-
crease in family breakdown and divorce all have a bearing on the quality of children’s lives. Children in remote rural arcas
as well as those living i high-rise tlats in urban areas suffer trom 1solation, lacking social contact and safe places to play.
This led a parliamentary comuniteee in 1988 to say that the case for under-5s provision should not be put solely in terms of
longer-term benetits,(15) Pre-school education ‘is not merely a preparation for something else, but caters for the child's
needs at that time and may be justified in those terms’,

Women's_participation in the labour market is growing. In futu:., women's employment patterns will resemble those of
men far more closely than in the past. Already women account for +9% of employees n the UK. Employment rates for
women with a child under 5 are rising: 43% in Great Britain were in full- or part-time work in 1991 compared with 35% in
1987 and 30% in 1985. 1t is cstimated that 48% of women in Great Britain with children under 5 will be in employment by
2001.(16) With improvements m dayeare provision and greater flexibility of working hours, and assumning an expansion m
the national economy to allow more women to work, this rate could increase to 65%.(17)

For lone mothers, employment rates are lower, though the need for paid work 1s arguably greater. The rate of full-time
employment among lone mothers with a child under 5 in the UK is the lowest in the EC, Surveys suggest that many non-
working mothers would like to take up employment if suitable, affordable child care could be found.

Child poverty is associated with methers not working. In 1988-9. dependent children in single parent families without work
were over-represented among those in the bottom 20% of the income distnbution. accounting for 29%. In the child popula-
tion as a whole. approximately 18% were estimated to live in single-parent families in 1991 compared with 11.4% in 1981,

It is claimed in a recent study that analysis of the costs and benefits of expanded public child care shows that there would be
cconomic benetits to the Exchequer resulting from tax paid by women working, and from a reduction in the dependence of
families on state benetits.(18) There would be potential to generate new income (with tax flowbacks) from extra jobs in
child care. In addition. it is suggested that women's pay and career opportunities would be enhanced: their loss of carnngs

from tume spent carmng for children would be smaller, and increased work experience would give them access to higher
mecomes

Major employers are now calling for *a national strategy for accessible, available, affordable. qualicy child care’” on the grounds
that this would help companies to be competitive in world markets and prevent wastage of resources invested in the train-
mg of female employees who are unable to contmue their careers atter the birth of their children.(19)

[ asse
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What the evidence tells us

The Comnussion draws the following conclusions trom its review of research and other evidence:

1 To make an cffective contribution to children’s tater lcarning and behaviour. and reduce the need for remedial work.
carly childhood education and care services niust be of high quality: well-resourced. with appropriately trained statf and
surtable adult to child ratos.

2 A high-quality nursery curniculum 1s one which enables children to enter school with a positive out-look. by develop-
ing self-esteem. commitment to learning, and a belief that if they try, they can succeed. The curriculum should value
and give expression to children’s different cultural backgrounds. It should encourage all children's language develop-
ment, paying particular attention to the needs of those whose mother tongue is not English.

3 Early childhood programmes are more likely to succeed where there is effective parental involvement. This does not
mean that involving parents can be an alternative to employing sutficient numbers of highly qualified professionals. Nor
does it tmply that all parents will be willing or able to accept the same degree of involvement. The message we wish to
convey is that pre-school programmes create opportunitics for professionals to support parents in their role as “first edu-
cators” of their childreti. and to establish from a very carly stage the idea of parent-protessional partnership based on
mutual respect and a shared purpose.

Gaod pre-school programmes can be particularly beneficial for children from disadvantaged backgrounds and for those
over the age of 3.

§ There is value in developing services which cater tor all children, rather than segregating and hence stigmatising chil-
dren from the neediest tamilies,

6 Good pre~school services will help to reduce the stress on families and children, particularly those living on low in-
comes, and contributing to hfting children out of poverty by enabling mothers to work.

7 As part of wider employment and social policics, good pre~school education and affordable child care will help parents
to reconcile the demands of responsible parentung and work outside the home.

8 Better provision for under-5s will yield benefits for the economy.

Under-5s provision in the UK

We illustrate five aspects of provision for under~5s. concentrating mainly on educational provision in maintained nursery
and primary schools:

* growth in participation:

* the uneven spread ot provision:

*  the ditferent treatment ot 3- and 4-vear-olds:
* d-year-olds in infant classes:

*

the diversity of providers.

Growth in participation

There has been a substantial increase since 1980-81 in the number of pupils under 3 attending all types of school (both
maintamned and independent) in the UK. as Table 6.1 shows.(20) Overall. the numbers have increased by 39%. This repre-

sents a growth in participation ot 8.5 percentage points, mostly attributable to part-time attendance. About 50% of 3~ and
4-year-olds attended school in 1990-91.

Table 6.1 Pupils aged under 5 attending all types of school, [980-81 and 1990-91, United Kingdom

All pupils aged under § 1980-81 1990-91 Increase
(Thousand) (Thousand)
Mode of attendance
Full-time 326 406 +25%
Part-time 247 394 +60%
All pupils 573 799 +39%
. Participation rate 44.3% 52.8% +8.5%

Source: Government Statistical Service.(20)
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Uneven spread of provision

It is important to note that Northern ireland differs from the rest of the United Kingdom in having a compulsory school age
of 4 rather than 5. Children who reach the age of 4 by 1 July start school in the following September, a policy which was
mtroduced from 1990-91. In Scotland. children who reach the age of 3 by the last day of Februarv ave required to start
school in the previous August. Elsewhere in the UK. children are not legally required to attend school until the tenn tol-
lowing their fitth birthday.

Publicly-funded provision for under-3s is unevenly spread in the United Kingdom. as Table 6.2 illustrates. In Wales, 68%
of under 3s were recerving education in 1992, compared with $9% in England. More than a third of under-3s in Wales and
Scotland were in nursery schools and classes. compared with a quarter in England. The percentage of under-3s taught in
infant classes ranged from 32% in Wales and Northern Ireland to 7% in Scotland.

Toble 6.2 All pupils under 5 in public sector schools; 1991-2.
Percentage of 3- ond 4-year-olds

Nursery schools Infant classes Total
and nursery classes

England 26% 23% 49%
Wales 36% 32% 68%
Scotland 34% 7% 41%
N. Ireland 15% 32% 47%

Sources: See note. (21)

There are also variations within countries.(22) For example. in all but one Welsh authority over 50% of 3- and 4-vear-olds
received education, while in England the percentage of under-3s in nursery and primary schools ranged from under 20% in
three authorities (Bromley, West Sussex and Wiltshire) to over 80% in six authorities. including five metropolitan areas. In
two English authoritics — Cleveland and Walsall - over 90% of under-3s received education.

Different treatment of 3- and 4-year-olds

Of particular interest 1s the differing nature of provision made for 3 and 4-year-olds. shown w Table 6.3. Here, Northern
Irgland’s compulsoty school age of 4 rather than 5 must be borne in mind.

Table 6.3  Three- and four-year-olds in public sector schools, 1992.

Population Pupils in nursery schools and Pupils in infant classes in primary

nursery classes and participation rate schools and participation rate
Aged 3 Aged 4 Aged 3 % Aged 4 % Aged 3 % Aged 4 %

Th d Th d Th d Thousond Thousond Thousand
England 655 632 247 37.7 55 8.7 1 0.2 299 47.3
Wales 39 39 16 41.6 10 25.3 l 37 24 62.1
Scotland 67 65 12 18.6 ) 49.2 0 0 9 145
N. Ireland 26 26 4 15.0 4 14.8 0 0 17 63.1

Sources: See note. (23)
In England, more than a third (38%" of 3-ycar-olds were receiving education. the vast majority in nhursery rather than in
primary provision. Over 30% of 4-year-olds were receiving education. but most of these were placed in infant classes in
primary schools. normally on a full-time basis. This type of provision may not always be suitable for such young children. as
we indicate in the next section of the chapter. Scotland presented a different pattern, with 49% of 4-vear-olds in nursery
schools and classes. and under 15% in infant classes. In Scotland and Northern Ireland. under 20% of 3-year-olds received
educaton.

In the case of England. there were marked contrasts m the patterns of provision adopted by local authorities.(24) For exam-
ple. Gloucestershire had no nursery schools or nursery classes. but admitted 94% of rising 5s and younger 4-ycar-olds to
infant classes i primary schools. Birmingham admitted 97% of d-year-olds to infant classes. but also catered for substantial
numbers of 3-vear-olds in nursery schools and classes. In Hillingdon only 3% of 4-vear-olds ¢ntered infant classess overall,
50% of und :r-3s were in pre-sehool provision. the majority m nursery classes.

Four-year-olds in infart classes

Growing parental demand for under-3s provision, combined with a shortage of nursery education places. and the availabil-
& )

1ty of spare capacity i primary schools, has led to many children being admitted early to primary school. sometimes a vear
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before they reach statutory school age. Early admission has become widespread in England and Wales. with only a mmonty
of the age group attending nursery schools and classes. !

Compulsory schooling 1n the UK starts carhier than in many other European countries. In France. Italy and Belgium. chil-
dren start at age 6.1 Germany between 6 and 7, and in Denmark at 7. One researcher warned in 1989 that in this country:
“if present trends conunue, it will not be many years before virtually all children enter primary school before they are 5.
The age of starting school will have become 4. in practice 1f not in statute.’ (25) As we have noted. it is now statutory in
Northern Ireland for children to start schoot at age 4.

It has been recognised that provision in infant classes can have serious drawbacks for 4-vear-olds. The worty is that ‘class-
room organisation. curriculum objectives and teaching styles designed with one age group in mind are being applied to
children up to 2 year younger™.(26) To this might be added unsuitable class sizes. inappropriate ratios of adults to children in
the classroom, and an over-long school day. Indeed. local authority inspectors and advisers in England argued in evidence

to a Parliamentary Select Comnuttee in 1988 that it could be harmful to impose on 4-year-olds a curriculum designed for
5- and 6-year-olds.

The situation is different in Northern Ireland. Given the earlier compulsory school age, the national curriculum for the first
vear of primary schoo! is designed to meet the developmental needs of 4-year-olds, concentrating on learning through ex-
penence and empha Ling play. There are. however, concerns about the appropriateness of the provision made in primary

classes for 4-ycar-olus who have not vet reached compulsory school age 1n September but join a class of more experienced
pupils later in the year.

When HM Inspectors surveyed nursery and primary schools in England in the mid-1980s, they concluded that nursery schools
and classes generally offered a broader. better balanced education for under-3s than infant classes.(27) Only a small number
of the infant classes in their survey demonstrated work that was well-suited to under-5s: in most. the curriculum was not
sutticiently matched to their educational needs.

The initial training of teachers in reception classes in England is a cause for concern, No up-to-date national information is
published. but we note that a survey released in 1990 showed that only 12% of 2 sample of these teachers had initial training
relating to under-3s.(28) Forty per cent were trained for age groups over the age of 7.

Some improvements are becoming apparent as a result of efforts by LEA early years advisers and teachers to adapt the cur-
riculum and teaching methods to the needs of 4-year-olds. In 2 report on standards in education in 1990-91, HMI stated
that in primary school reception and mixed-age classes. “the standards of work and the curriculum for 4-year-olds ranged
from good to poor but in general were better matched to pupils’ needs than 1n previous years'.(29) Fears that the introduc~

’ tion of the national curriculum would result in ‘the force~feeding of under-3s with inappropriate work’ have proved
unfounded. according to the inspectors. They believe that the national curriculum is exerting a beneficial effect: as carly
vears teachers now have more certain knowledge of what will be taught in the first stage of the national curriculum, they
are beteer able to plan a balanced programme tor under-5s.

The ratio of adults te children is improving in some schools. where, tor example. schools have used the freedom offered by
local management to recruit non-teaching assistants and are deploying them to work with the voungest children.

It is vital that when children begin schooling it should not be a distressing and alienating expenence. Even for those who
have had the benetit of pre-school provision. starting school can prove daunting. and studies have found that between 13%
and 15% of children have ditficulties 1n adjusting.(30) More provision for under-3s does not necessarily mean better provi-
ston: improvements  quantey need to be combined with greater quality. Attention must be given to ensuring that, when
they enter school. children are ready to benefit from.the more formal structure it offers.

Information was not available to ¢nable the Commussion to reach a comprehensive and accurate judgement about the qual-
ity of provision for $-year-olds in infant classes. A new survey by HMI on <tandards in reception classes (which some schools
provided for children admitted before the age of 5 was awaited when we completed our report.

A diversity of providers

We have so far concentrated chietly on prevision for under-5s in maintained nursery and primary schools. However, a key
feature of present arrangements is the great diversity of agencies in the miintained. private and voluntary sectors offering
different kinds of services. some educational. some primarily concerned with daycare, and some conibining the two. Brief-
mg No. 8 for the Commission outlines the five major categories: nursery education (including nursery'schools and nursery
classes i primary schools): reception classes which admit children under compulsory school age; day nurseries; playgroups:
and childminders.(31} Wichin the range there is 2 mixture of public and private provision.

The huge merease in private services - private nurseries. | avgroups and childminders - is evident from Table 6.4, The
largest category, in terms of the number of places, 1s that of playgroups. Parents ability to pay is clearly a strong determin-
mg factor mn the kind of carly education and care which children receive. It is important to note that most playgroups offer
approximately two sessions (a total of five hours) per week, whereas most nursery education takes up two and a half hours
per day. With regard not only to the balance of public and private provision. but also to the number of hours offered, the
UK may be thought to compare unfavourably with other EC countries, offering pubhely-funded provision for less than
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50% of children between the age of 3 and the start of compulsory schooling. This contrasts sharply with over 95% in France
and Belgium, 85% in Denmark and lealy: and 77% in Germany.

Table 6.4  Number of places n early childhood care and education provision, {980, | 9;?1 , England.

Types of provision 1980 1991 % change
1980-1991
Nursery education 130,997 177.863 +36
Reception class 205.673 272,178 ' +32
Local authority day nurseries 28,437 27,039 -5
Private nurseries 22,017 79.029 +259
Playgroups 367,868 428,420 +16
Childminders 98,495 233,258 . +137

Source: Sylva K. and Moss P., November 1992. (32)

We recognise that the picture of educational provision for under-5s is not stanc. For example. following the May 1993
county council elections some new councils are adopting policies to extend or improve their nursery education provision.
Our review of the available data indicates. however. that there are insufficient high-quality nursery education places for 3-
and 4-veareolds to meet the demands of the next century. Though there is diversity. there is unequal access and limited
effective choice for parents. While we acknowledge that the quality of what is offered to 4-ycar-olds in primary schools in
England 1s improving, it is important to register the weight of concern expressed in cvidence to the Commission that much
provision for this age group remains inappropriate.

How much does present provision need to improve?

Several reports have attempted to gauge the shorttall in provision of education and care services. There are many difficulties
in assessing the volume of unmet demand for different types of services and it is unlikely that this can be predicted accu-
rately. Rescarch for the National Children’s Bureau has concluded thata mifure of provision will continue to be required:
a choice of educational provision as between nursery schools/classes and playgroups, and also a mix ot care and cduca-
tion.(33) For example. by concentrating solely’ on nursery education, we would risk neglecting the most disadvantaged
children, whose parents need ready access to a combination of daycare and education facilities.

In 1972, 2 Government White Paper (Education: A Framework for Expansion) recommended that educational provision
should be sufficient to cater for 50% of 3-year-olds and 90% of 4-year-olds. Given the increase m demand for under-3s
provision since that date, these figures might need to be revised upwards: the Nationai Children’s Burcau stv suggests
targets of 85% of 3-year-olds and 95% of 4-year-olds.

How do these targets compare with present levels of provision? As shown m Table 6.3, 38% of 3-vear-olds and 56% of 4~
vear-olds in Englind were in mamtained nursery and primary schools in 1992, A small percentage (around 4%) was m
mdependent and spectal schools. Assuming no increase in this proportion. we would need to see provision for 3-vear-olds

in nursery and primary schools more than doubled. and that for 4-year-olds mereased by two-thirds, 1f these targets are to
be reached solely on the basis of the maintained sector.

There are indications that parents prefer pre-school settings with educanonal objectives. This does not imiply an exclusive
preference for nursery education m the form of nursery schools and classes: some diversity of provision scems more likely to
meet parents” wishes. Plavgroups represent a major proportion of all under-5s provision. Many are excellent, but quality
within this sector is known to be highly variable, and concern has been expressed about under-resourcing, inadequate premises,
lack of suitable equipment. insufficient training. and high staff turnover. If playgroups are improved — by employing more
staff with suitable qualifications, offering greater local authority support, increasing the number of sessions for cach child
and making more places available free of charge — they are likely to meet part of the demand for nursery education.

We have noted that it is difficult to judge the amount of improvement needed in primary school provision for 4-year-old
children who are below the compulsory age for starting school. A Parliamentary Committee recommended in 1988 that
‘no further steps be taken by LEAs towards introducing 3- and 4-year-olds into inappropriate pnimary school settings®.(34)
The National Children's Bureau's study assumed limited expansion in primary school provision for under-5s to keep up
with the expected merease m the number of children aged 3 and +4: the main expansion to meet demand would come from
nursery schools and classes.(35) That report, like the Parliamentary report and that of the Commuttee of Inquiry which

advised the DES in 1990.(36) called for current primary provision for 4=ycar-olds to be brought up to the standard of good
nursery education,

.
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Recommendations

High quality publicly-funded education provision should be available for all 3- and 4-ycar-olds. The opportunity for every
child to learn to succeed right from the start should not rest on such factors as:

where a child lives, when his or her birthday is. whether the parents have access to informanon about services and
whether they can afford fees where there is no public provision.(37)

There is both demand and need for a diversity of carly childhood services in the UK. with ar: cmphasis on provision which
offers a high-quality educational component specifically designed to meet the learning needs of children under compulsory
school age, and wath educational facihties well co-ordinated with daycare. Over a number of years, a consensus about the

value of good pre-school provision has grown: action should now be taken to ensure that well rehearsed and desirable aims
are put into practice as soon as possible.

Although we have concentrated on the needs of 3~ and 4-ycar-olds as a matter of priority. we are aware that increasing
numbers of children under the age of 3 are cared for away from home. Educational policies should also address their nceds.

Many special educational necds. for example, can be identified before the child is 3 years old. There is a case for regarding
0-5 as the first stage in our education system.

As to the type of educational provision we would advocate, the 1deal would scem to be an expansion of nursery education
based on nursery schools and nursery classes in primary schools. However, because of the wide variety and levels or provi-
sion existing in different parts of the UK, we favour a more pragmatic approach at this stage, taking account of the current .
state of provision in each local authority, whilst not compromising on quality. A range of providers could contribute to an
expansion of nursery education, provided that they offer learning programmes of good quality which match the develop-
mental needs of the children they serve.

A statutory nursery education service

This leads us to recommend a national strategy for improving carly childhood education and care. A major component
should be a statutory requirement on local authorities to ensure that sufficient high-quality, publicly-tunded nursery educa-
tion places are available for all 3-and 4-year olds whose parents wish it. Places should be offered on a half-time basis for
4-year-olds, though with reasonable flexibility to cater for children requiring shorter or less frequent periods of attendance.

This goal can be achieved by developing a range of facilities in accordance with local circumstances. children’s needs and
parental preferences.

National standards

As a first step, national criteria should be devised to ensure that all facilities meet the educational standards of good nursery
schools and classes. These should cover:

1 A curniculum for 3- and 4-year-olds. which we believe should be broadly defined and not unduly prescriptive.
2 The training and continuing professional development of education and care workers.

3 Teacher to pupil and adult to child ratios in all types of settings for the education and care of under-5s.

By ‘curnculum’ we do not imply an excessively formal school-based programme, but one which is geared to the needs of
young children and empbhasises first-hand experience and the central role of play and talk in learning and development.

We place particular emphasis on appropniate training. Whether in daycare facilities, playgroups, nursery schools and classes
or in primary school infant classes. the education of children under compulsory school age should be the responsibility of
staff with an appropriate carly years education qualification. Teaching very young children is a complex task demanding a
high level of skill and understanding. The Commission supports graduate-level training. We welcome the efforts now being
made to establish a varicty of routes to qualification. including higher level NVQs, and modular degrees specialising in early
childhood study, which might be combined with teacher training. Constderation should also be given to incorporating a
multiprofessional dimension in training, so that both childcare and education are covered.

Developing these standards and preparing advice on implemnentation for local managers and practitioners should be a task for
the national authorities concerned with the curriculum and with teacher management, drawing on the guidelines already pro-
posed by the Government's Committee of Inquiry into the quality of education for 3- and 4-year-olds.(38) Implementing and
monitoring the standards should be a matter for local Education and Training Boards - the organisatipns which the Commis-
sion suggests establishing in the place of Local Education Authorities, and which we describe in Chapter 13.
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Targets for improvement
National standards should be accompanted by targets for improvement. The Comminston recomniends the tollowing:

* within 3 vears at most. nursery education places. meetmg manonally agreed standards. for chuldren 1w deprived areas

within cach local authority, We emphasise that this targee should be scen as part of a wider plan to provide places tor all
children i dhe longer term. to avord atcaching socnal stigma to provision tor the neediest children:

within the present decade, nurserv education places, meetg nattomally agreed standards. m every local authonty to
cater for a numimum ot 60% o7 all 3- and 4-vear-olds:

within 5 vears thereatter, sutficient nursery education piaces. mectmg nationally agreed standards, in every tocal author-
Ity arca to cater for 93% ot 4-vear-olds and 85% ot 3-vear-olds.

Local reviews of nursery education

We recommend that Education and Trainmg Boards develop and publish plans. no tater than 1993, for improving under-3s
provision. To dentitv the amount of improvement needed to meet the targets, the Boards should mount reviews of the
avaitability and quality of services. Wide consultation wath providers. meluding private and voluntary ageneies., as well as
with members of the public. should be a teature of the reviews.

Under the Children Act 1989, local authorities are already requited to carry out three-vearly reviews of therr services for
voung children, tking mto account the educational input into any childeare setting. The tocal reviews which we reconi-
mend would build on these arrangements. Co-operation between different departments within local authorities, parucularly
education, soctal services and health, will be essential i overcomng tragmented policies and provision. Encouraging progress
m this direction s already happening as a result of the Children Act.

Following publication of plans for under-3s provision, 1t should be the responsibility of Educanon and Training Boards to
secure suttable nursery education plices mn sutficient numbers and to moutor progress towards local and national wargets. Con-
tnuing high standards should be promoted through the local and national inspection svstem which we deseribe in Chapter 13.

Several wssues should recerve particular attentton m the local reviews:

1 The quality of educanon offered to under-5s in mfant classes 1 primary schools. For example, what proportion of teachers
are tramed carly vears specialists? What 1s the rauo of adults to children m infant classest How big are the teachmg
groups to which children are allocated? Are the needs of 4-year-olds well met by the curneulum, the teaching methods
used and the length of the sessions?

2 Prionties which demand targeted resources in the short term. Education and Training Boards should concentrate tund-
‘g tor immediate expansion and improvement on deprived areas. in order to help children hving in areas of urban
disadvantage or rural isolation. Other needs which might give rise to targeted pre=school provision would include ¢hil-
dren with specual cducational needs and cluldren whose mother tongue 15 not English. The Boards™ overall plans tor
nursery cducation should take account of their duty under the Children Act 1989 to make provision for individual
children identified as bemg ‘ need’

3 The avalability of suitable. affordable daveare and out of school care linked with education. Parental choice of under-
5s provision 1s mtluenced by ease of access. Somie may want a combination of education and care services. Many mav, of
necessity. opt for whole-dayeare arrangements of poor quality because nursery education 1s part-ume. From the point
ot view of the individual child who may expertence both kinds of services i the course of a day or week., a certain
continuty of aims and standards between difterent types of provision is desirable. The extent of co-ordination between
care and education services 1s therefore an important matter. and we note with approval that in several local authorities,
alt pre-school services are now under the responsibility of the education department, For all these reasons. the avarlabil-

1ty and quality of daveare facttities, and the identitication of requirements for additional public funding. should torm
part of local reviews.

Some authorites have recogmsed the valie of an integrated approach by settung up combined nursery centres, jointly tunded
by education and social services departients, offerimg both daveare and nursery education, often in conjunction with other
fannly support services. By 1990, no more than about 30 such centres existed. Local reviews should consider the benetits of
this model in responding to the needs of disadvantaged arcas.
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Funding

Finally, the 1ssuc of tunding tor improvement must be addressed. Central government tunds directed to Educanton and Training
Boards tor nurserv education should be based on an assessment of the number of 3- and 4-year-olds i the populanon. the
amount ot local provision alreadv m existence, and additional needs ereated by local rgets tor expansion and improve-
ment. [ewill not be sutticrent to consider the cost of expandmg nursery schools and classes: government tunding will also be
needed to enhance the qualiey of the educational experience otfered in playgroups. nursertes, and for children below com-
pulsory school age m intant classes. The Commission believes that, where msutticient places are avatlable in mamntamed

nursery educatton. the educanional element ot playgroup and dayeare provision should be tree of charge.

The grear diversiey and unevenness of present provision make it ditficule to caleulate with anv precision how much addi-
aonal expenditure will be required to achieve the Comnussion’s aums tor nursery education. We estnmate that to provide
nursery education of good yuality (whether i nursery schools and classes or 1 playgroups and daycare serrings) to meet ous
long-term target of provision for 83% of 3-vear-olds and 95% ot 4-vear-olds will eventually require additional annual ex-
penditure of approximately £860 mullion. excluding capital expenditure. Possible mechamsms tor rusing educanon funding
for this and other purposes are illustrated in Chaprer 14

To set aainst expenditure on developmyg a high-quality educaton service tor under-3s, the Comnussion stresses the hidden
cost of taking noaction. We are persuaded that the gains made by children who receive high-quality pre-school education
will reduce the need for remedial education at a later stage. help to ensure that we do not waste talent. and perhaps also
reduce the social costs which anse from vouth unemployment and juvenile cnime.

To ensure that Educaton and Training Boards are locally accountable tor their decisions. information about the amount of
central government funds passed to the Boards for nursery education purposes should be mnade public.

The ssuc of dayeare tunding 1s not pare of the Comnussion’s remit, exceptin respect o improving the quality ot the edu-
cational component of care. We recogmse that there is considerable unmet demand tor dayeare and out-of-school care for
voung children. We note that, m 1991, the National Children’s Bureau claimed that a tourtold expansion m daycare places

was required. The Conumtsston’s view 1s that high-qualiey daveare should recerve public subsidy. and that parents should
pay for it according to their means.

Through natonal and local comnutment to niproved standards. coupled with short- and long-term targets for expanston in
provision, we can begm to make progress towards three goals: giving every child the opportunity ot'a good foundaton for
learning; removing inequalities 1n proviston across the country: and bringing the UK into line with the levels of pre-school
services oftered in many other parts ot the European Community., ’
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Early Learning: Suggested Reading

It is hoped that this list will be helpful to the non-specialist lay reader; it is not intended
for ‘experts’ in early childhood education who have access to excellent bibliographies.
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“The dogmas of the quict past are inadequate to the present. The
occasion is piled high with difficulty and we must rise with the oc-
casion. As our case is new, so we must think anew and act anew.’

A BROKEN PROMISE

This report presents a challenge to the nation - to
parents, educators, emplovers, parhament - indeed
to our socicty as a whole. It demonstrates the im-
portance of carly learning as 1 preparation for
cttective education to promote social welfare and
social «wrder, and to develop a world class
workforce. It shows how countries benefit which
provide good pre-school education tor children. It
reveals the heavy price we have paid for failing to
implement Margaret Thatcher's promise of nurs-
ery cducation for all in her White Paper of 1972,
And it offers practical proposals for putting things
right.

THE BEST INVESTMENT

"Give me a child for the firt seven vears, and vou
may do what you like with it atterwards’. Starting
with this maxim, the report continues:

137

Abraham Lincoln

The Jesuits were right. The influence of carly
learning is so important that. it you give children a
good start, there is much less risk of things going
wrong later: but if vou don't (and things do). it is
very ditficult and expensive to put them right.
Prison doesn’t work. Along with health care and
parental education, investment in good carly learn-
ing for all its children is arguably the best
investment a nation can make. Why don't we?

The Government has claimed chat
adequate provision is available
there is insutticient research evidence to prove
the value of nursery learning

it would cost too much to provide it.

This report provides evidence and argument to
counter cach ot these claims - which are in part
contradictory. The UK is close to the bottom of
the European league tor publicly-funded pre-
school educational places tor three-to-four year
olds. This means that those children who most
need good carly learning, and can benefit most
trom it, are least likely to experience i,




Aruitoxt provided by Eic:

> O

QUESTIONS
ANSWERED .

Does early learning matter?

Pre-school education pays

Good pre-school education leads to immediate and
lasting social and educational benetits for all children
- especially those from disadvantaged backgrounds.
Investment in high-quality and etfective early
cducation provides a worthwhile social and economic
return to society. The latest finding is that “over the
lifetimes of the participants, the pre-school
programme returns to the public an estunated $7.16
for every dollar invested’.

What is the nature of good practice?

Quality counts

Poor pre-school education s almost as little use to
children as none at all. High-quality provision
requires:

the integration of education and care

unified responsibility for provision

targets for growth by a specified year

effective and continuing traimng of carly years
teachers and carers

an appropriate curriculum cucouraging actve
learning and "purposetul play’

partnership between parents and educators

adequate resources.

How can a universal entitlement to good
early learning be provided?

A new solution

Funding seems to be the problem. but in reality it s

a question of priorities. Pre-school education is:

a) agood investment: over time 1ts value outweighs
its cost

b) asocial priority: like clean water. moculation, free
clections and parliament

¢) highly effective cducation: so the cducational
budget should be rebalanced m favour of early
learming.

The report proposes a new solution to the problem
by raising the compulsory tull-time schooling age from
five to six and recycling the resources to provide free
hatf-day carly learning for all chuldren aged three to
five tn an ttegrated context of extended day care.

MAJOR
. FINDINGS

Back to basics

Children's carly learning is a distinct and fundamental
phase of education providing an essential preparation
for successtul schooling and adult learning. Good
houses need strong foundations. A well-educated
society needs nursery schools.

The triangle of care

Parents. professionals and the community as a whole
form a strong "triangle of care’. a partnership cnabling
children to enjoy a secure, warm and stimulating
childhood. While each partner has a proper role. thev
share a common purpose - 'to restrain sometimes.
encourage often, love always’.

Better practice

Since high-quality provision is essential to good
practice in carly learaing. the principles of good
practice szt out i the report need to be incorporated
in a new Code of Conduct, guaranteed through
efféctive arrangements tor quality assurance and
systematically monitored across the whole range of
the UK's diverse public and private provision.

Political will

It is possible to make progress. The UK can (and
should) ensure that "no child born after the year 2000
be deprived of opportunity and support for etfective
carly learning’. Resources can be found. What has
been lacking up to now 1s pohitical will.

A national scandal?

The cutrent situation is little short of a national
scandal. We have neglected the needs of the most
vulnerable members of society - voung children
(especially those from deprived or disadvantaged
backgrounds). Since 1972 governments of both left
and right have failed to implement Margaret
Thatcher's promise. For nearly a generation large
numbers of the nation’s children have been deprived
of the right start to their lives. and society has pard
the price in terms of educauonal failure and waste.
low skills. disaffection and delinquency.




' 7 RECOMMENDATIONS
A

The report contamns seventeen recommendauons. addressed
to parliament, educators, parents and the community, and
the Government. including the following:

W Parliament, political parties, parents, employers,
the media, the churches and other voluntary,
community and religious organisations should
consider whether the provision for pre-school
education in the UK is seriously inadequate, and take
steps to persuade the Government to undertake an
urgent review and act on its recommendations.
(Recommendation 4)

~

X The churches, religious and community leaders
should stimulate a major public debate on the subject
of parenthcod in order to establish exemplifications
of good practice based on rescarch and proven
experience.
tRecommendation s

¥  Professional bodies and institutions of training
concerned with early childhood care and
education should review their training and practice
to ensure that they offer parents a real partnership.
{Recommendation ;)

W  The RSA and other bodies should pursue the issuc
of:
1) the education and support of parents
b) pad parental leave
¢) the care of pre-school children of those in
cmployment.

tRecommendation . 1)

® The Government should immediately prepare
legislanon to create by 199y a statutory responsibility
for the provision of free. high-quality. half-day pre-
.chool education for all children from the age of three.
1n an integrated context of extended day-care.
(Recommendation 12).

X  The Department for Education should give
consideration to raising the age at which children
begin compulsory tull-time schooling from five to
six. and transterning the resources released thereby to
cnable pre-school education (as defined in
recommendation 12) to be made available for all
children aged three to five inclusive.
Reconumendation 13).

X There should be a public debate of whether pre-
school education should be made compulsory.
(Recommendation 14)

Do what is right

None of these things will happen
without an assertion of political
will, accompanied by popular
support and directed through
decisive leadership. The translation
of national aspirations into reality
cannot be achieved by government
alone. It requires the co-operation,
effort and enterprise of many
agencies and all parts of society.
Political will inevitably reflects the
general will of society. But
political leadership can shape the
general will.

‘Progress is possible. Nations have

learned to free slaves, end child
labour, extend the franchise to
women. We can decide to stop
neglecting the early education of
our children. We may expect a
range of economic, social and
personal benefits if we do so.

But these are not the most
compelling reasons for action.
We should act because it is right.
Our children’s children will not
readily forgive us, if we decline to
face the challenge, or fail.
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Start Right is the outcome of an erghteen month RSA enquiry
into the importance of early learning., directed by Sir
Christopher Ball (Director of Learning at the RSA). The co-
director was Protessor Kathy Sylva (Department of Child
Development and Primary Education, Institute ot Education,
University of London), who wrote the substantial and au-
thoritative appendix on "The Impact of Early Learning on
Children’s Later Development’,

The report builds on earlier work, especially that of Gillian
Pugh and the National Children’s Bureau. Sally Holtermann
Investing in Young Children, the Rumbold Report (Starting
with Quality, DES), the High/Scope Perry Pre-School Study

and Learning to Succeed. the report of the National Commis-
sion.

T
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It contains a pretace (signed by Baroness Faithfull, Sir Brvan
Nicholson and Vivien Stern). executive summary and eight

chapters:

1. The case for early learning: a vision jor the future
2. The cvidence of research

3. Lessons from abroad

4. Patterns of provision in the UK

5. The home and the community

6. Good practice

7. Realising the vision: a practical programme

8. Findings and recommendations

There are also seven appendices.

The project was sponsored by
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CORPORATION OF LONDON
FORTE PLC

GLOUCESTERSHIRE TRAINING AND ENTERPRISE COUNCIL

LONDON EAST TRAINING AND ENTERPRISE COUNCIL
THE POST OFFICE

RSA

The RS$A is an instruinent of change: it works to create a civi-
lised socicty based on a sustainable cconomy. It uses its
independence and the resources of its Fellowship in the UK
and overseas to stmulate discussior, develop ideas and en-
courage action.

Its main fields of interest and intluence today are business and
industry, design and technology, education. the arts and the
environment. Three themes underlie the Society’s current in-
volvement in these arcas: . Learning Society, A4 Sustainable
World and Living and Working: Future Patterns,

Among current projects are Parents in a Learning Soctety. the

Tomorrow's Company Inquiry, RSA Student Design Awards,
RSA Art tor Architecture and RSA Environmental Manage-
ment Awards,

In all its work the RSA endeavours to take ideas across the
frontiers of specialisation and vested interest. In this way the
RSA upholds the aims of its founder, William Shipley, who
launched his *Society for the encouragement of Arts, Manu-
factures and Commerce’ in 1754,

For further informauon please write to:
The Dirccror’s Office
RSA. 8 John Adam Street, London we2N 6Ez.

RSA EXAMINATIONS BOARD

The RSA pioncered public examinations in 1856. Today.
RSA Examinations Board - now a separate company limited
by guarantee, with charitable status ~ 1s one of the major
examining and verifying bodies in Britain. It offers examined
and assessed schenies recogmising achievement in a wide range
of vocational arcas. RSA Examinations Board receives over
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one million entries every year from candidates at 9,000 centres
worldwide.

For further information, please write to:
RSA Exanunations Board,
Westwood Way, Coventry ¢vy 8HS,

Start Right is available from
Lesley James. RSA, 8 John Adam Street, London wc2nN 6&z.
Telephone 071 930 s115. Fax 071 839 $805.
Price /15 (includes postage and packing).
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