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INTRODUCTION

While Early Childhood Care and Education has a long history in the world, the period around 1990 marked significant changes for Early Childhood Care and Education to be internationally recognized as an independent field of study. On November 20, 1989 the UN General Assembly formally adopted the Convention on the Rights of the Child (CRC) while in fact signing commenced on January 26, 1990, with 61 countries signing the document that very day. By September 1990, 20 more countries ratified the Convention, brining it into international law. The Convention was “ratified more quickly and by more countries than any previous human rights instrument” (UNICEF, We the Children, September 2001, P.1). 

In March 1990, the “World Conference on Education for All (EFA)” was held in Thailand, and the importance of early childhood care and education was emphasized as a crucial part of basic education in that Conference. Article 5 of the document provided Early Childhood Care and Education with a place at the table: “Learning begins at birth. This calls for early childhood care and initial education” (World Declaration on Education for All, Jomtien, UNESCO Website). 

In 1994, the Carnegie Institute’s Task Force on Meeting the Need of Young Children paved another key front in an effort to better understand the needs and challenges of early development. Starting its report with “Meeting the Needs of Our Youngest Children”, the Task Force’s central focus of discussion was on the importance of the early years- as a key period for brain development. The World Bank took this report quickly and started to advocate the importance of healthy child development as a key to broader social and economic development. 

 In April 2000, “Education For All” follow-up conferences took place in Dakar, Senegal, and Early Childhood Care and Education was further enhanced in this Conference, as the delegates were committed to a number of goals, the first of which was “expanding and improving early childhood care and education, especially for the most vulnerable and disadvantaged children” (New Global Commitment to Basic Education, P.2, World Education Forum, UNESCO Website). 
Education for All 2007 Global Monitoring Report further strengthened the importance of Early Childhood Care and Education, advising countries to launch or develop programs that provide sound and quality Early Childhood Care and Education. The EFA 2007 report also emphasizes that “Early Childhood Care and Education contributes to the other EFA goals (e.g., it improves performance in the first years of primary school) and to the Millennium Development Goals; especially the goals of poverty reduction, education for all and health goals. In general, investment in Early Childhood Care and Education yields very high economic returns, offsetting disadvantage and inequality, especially for children from poor families” (UNESCO, 2006, p.17).  

This being the case, the 2007 EFA Global Monitoring Report on Children Education and Care reported, however, that millions of children in Sub-Sahara Africa still lack access to early care and education. Particularly, education and care for children under the age of 3 years are left to parents, private bodies and non-governmental organizations. Participation in pre-primary education in this Region still remains low as compared to the population of children it was supposed to have served.    

Some of the major reasons mentioned to lowering participation include poverty and cost. Due to these and other related problems, Ethiopia, Lesotho, Namibia, Rwanda and Uganda, for example, are reported to have almost their pre-primary schools owned by private sectors. The role of the public sector is minimal or non-existent. In effect, the state of pre-primary education in Sub-Sahara Africa is still low with a slow rate of growth in the region. In addition to the small coverage, the existing services do suffer from poor quality, which in turn is the result of poor preparation of teachers and poor provisions of facilities (UNESCO, 2006).

In Ethiopia, the gross enrollment rate of pre-primary education is only 2.7%. Even this small percentage accounts only for urban areas, and the largest children population in the rural areas don’t have access to pre-primary education. Furthermore, the existing urban-based early childhood education establishments are also not open to children with disability. More importantly, information on early childhood care and education activities in this Country is not well documented and whatever available is sketchy (Tirusew et al, 1999).
This Project, therefore, attempts to map out the status of early childhood care and education in Ethiopia and proposes a viable strategy to improve access and affordability for all children. 

The specific objectives of this project include:

· Identify relevant policy issues on early childhood care, education and development in Ethiopia.

· Identify the current status of Early Childhood Education in Ethiopia in terms of resources, practices, strengths, and weaknesses.

· Introduce cost-effective and culture-sensitive strategies of promoting early childhood care and education towards achieving the Millennium Development Goals.  

· Propose a framework of early childhood care and education for implications in policy development.

Methods
Data sources: The survey has covered almost all the Capital Cities of the Regional States in the Country: Addis Ababa, Oromiya, Amhara, Tigray, Afar, Somali, Harari, Drie Dawa, Benishangul-Gumuz, Gambela and SNNP.   In each region, data were secured from regional education bureaus (education officers and experts), Early Childhood Care and Education Teacher Training Institutions (teachers, students, and directors), preschools   (directors, teachers) and  parents.

Two methods have been used in this study. One is desk research where local literature (research articles, policy documents, statistical reports, and other relevant publications) was reviewed to document the nature of early childhood care and education in Ethiopia. 

The second one is primary data collection using Focus Group Discussions (FGDs), direct visits and observations, questionnaires, and interviews.

Tools of data collection: FGD was conducted to collect data from regional education bureau officers and Early Childhood Care and Education Teachers Training Institutes (ECCE-TTIs(). FGD was held at least with the presence of one-education expert and officer of each region. Some regional variations were observed in this practice ranging from the number, profile, and positions of participants, procedures, contents and duration of the FGDs. Worth mentioning in this regard are practices in Amhara and Benishangul-Gumuz Regions where a total of five FGDs were conducted and that these FGDs were at preschool levels than offices. In SNNP for example, the FGD was conducted in a group of selected preschool teachers, preschool directors and the regional education bureau officer for Preprimary Schools.  

FGD was also conducted in one ECCE-TTIs, a private college found in Dire Dawa (Lucy College). One FGD was conducted with teachers (five first degree holders with a minimum of 2 years of service). A separate FGD was also conducted with student teachers (9 female students).  Discussions focused on admission issues, curricula of early childhood teacher training in Ethiopia, methods, aids and facilities, and administrative practices and problems.  

In preschools, which are the major data sources for this study, questionnaires and observations were employed to collect data (from directors, teachers, parents, and school & classroom visits). 

The second data source was preschool visits and classroom observations. A total of 65 preschools were visited and observed (i.e. eastern regions= 24, Amhara and Benishangul-Gumuz= 14, SNNP =7, Addis Ababa=5, Oromiya=4, Gambela=3, Tigray=6, Afar=2). An observation checklist was prepared and used to guide the classroom and outside classroom observations. Table 1 presents these sample preschools by type of ownership.

Table 1: Sample Preschools

	Regions
	Preschool Type
	Total
	Remark

	
	Government
	NGO
	Religious
	Private
	Public
	
	

	Tigray
	1
	1
	1
	3
	-
	6
	

	Amhara
	-
	 1
	 2
	5
	-
	 8
	

	Oromiya
	-
	2*
	-
	1
	1
	4
	*1-rural

	Harari
	-
	2
	-
	5
	-
	7
	

	Benishangul-Gumuz
	-
	-
	4
	2
	-
	6
	

	Dire Dawa
	-
	3
	-
	4
	-
	7
	

	Addis Ababa
	1
	1
	1
	1
	1
	5
	

	Afar
	-
	-
	-
	2
	-
	2
	

	SNNP
	-
	1
	2
	4
	-
	7
	

	Somali
	-
	2
	1
	7
	-
	10
	

	Gambela
	2
	1
	-
	-
	-
	3
	

	Total
	4
	14
	11
	34
	2
	65
	


The major sources of information were questionnaires which were differently prepared for different groups: preschool directors, preschool teachers and parents with preschool children. 

 As regards the Questionnaire for Preschool Directors, about 36 preschool directors filled out the questionnaire containing issues about themselves (bio-data, training background and work experience) as directors, teachers in their preschools, the preschool children, and parents of preschool children. They were asked about the profile, roles and performances of these groups, and relationships among themselves and with the preschools. Directors were also asked about school facilities, aids and materials, curricula issues, levels of education in their preschools, objectives and expected profile in each level, subjects to be taught and medium of instruction, the teaching-learning practices, problems encountered and support needed.

Teachers’ Questionnaire was administered to a total sample of 250 preschool teachers.  The contents of the teachers’ questionnaire included: background data about themselves and the preschools they are associated to, training experiences particularly as a preschool teacher and reflections, teaching methods, aids and materials employed and their developmental and cultural appropriateness, medium of instruction, quality of preschool education, problems encountered and solutions. 

Parents’ Questionnaire was administered to a total sample of 222 parents. The contents of this questionnaire consisted of themes like but not limited to the following: background data (about themselves, their children, and spouses), school expenses, attitudes to preschool education and preschools, and relationships they have with the children, teachers, and the preschools.  

Design of instruments: Having assembled the items and guides of the FGDs, questionnaires, interviews, and the observation checklist, a one-day workshop was organized (jointly by UNICEF, MoE, and the Consultant Team) to brainstorm with the participants about objectives, methods and tools of the research project. Participants were representatives from MoE, UNICEF, NGOs working with children, and education bureaus from each of the surveyed regions (though some regions did not send their representatives). The Workshop began with an opening speech of the State Minister of MoE. This was followed by presentation of three conceptual papers by the Consultant Team on early childhood care and education internationally and nationally. After these presentations and the ensuing heated discussions with the participants, the consultants gave orientations about the seven different tools prepared for data collection. Then, they regrouped the participants into working groups (of about 5-7 members in each group) so that they can discuss and organize their comments on the tools. This took about two hours. Accordingly, each group presented its comments, which in fact were very critical and relevant. The final versions of the tools were then prepared accommodating the comments raised. 

Procedures: Attempts were made to consider sample representatives from the different preschool types (Private, Government, NGO, and Religious institution). However, identification of respondents and administration of the questionnaires was not strictly based on random sampling. The problem was that there were no complete list containing preschools in all the regions so that randomization would be possible. Moreover, practical and technical problems were also other barriers (e.g. experts and officers being busy with meetings, and their own regular schedule, inability to have access to parents and administer the questionnaire through second parties like teachers). 

Analysis of the data is thematically organized. Moreover, for simplicity, only major findings are reported. Summary tables are appended.

Brief historical account

While it is difficult to exactly state the date of its commencement, early childhood care and education in Ethiopia was long recognized in the works of the 17th century  Ethiopian philosophers, Zär’a Ya’aqob and his disciple Wäldä Haywat (Sumner, 1992).There is little doubt that it was rooted in the traditional Ethiopian Orthodox Church (Pankhurst, 1955).  As the traditional custodian of the nation’s culture, the church provided elementary and intermediate schools, as well as monastic universities with branches devoted to subjects such as theology, philosophy, computation, history, poetry and music. Many such schools function to this day, thus forming one of the oldest continuous systems of education in the world (Wagaw, 1979). 

Evidence indicates that at least for male children, the significance of early education was recognized as early as Medieval Ethiopia. During that period, male children began attending church services at around age 4.  In such services, children began the first stage of priest school education. The curriculum for children of this age consisted primarily of drill and practice of the alphabet (Negash, 1996).
Later in the 20th century, the then Emperor of the Country, Menelik II
 recognized that greatly improved education would be a major requirement for a modern Ethiopia. In line with his aspirations, Menelik established the first public school called Menelik II Primary and Secondary School in 1908. In fact, the first modern preschool (kindergarten) was established, eight years prior to this first public school, in Dire Dawa (a town in the eastern part of the Country) for the children of French consultants who were helping build the first railroad in Ethiopia (Demeke, 2003).  
Then, a number of other private pre-schools were started attached to the then existing educational institutions such as the English School, the German School, the Lycee Gebre Mariam and the like, giving services for children of well-to-do parents in Addis Ababa. But, preschool as a general community service began in Nehase 1955 E.C., with few pilot projects established at the Community Centers in Ras Desta Sefer (Addis Ababa), Debre Zeit, Debre Berhan, Awassa and Asmara under the Ministry of National Community Development and Social Affairs. Foreign nationals, mainly Swedish and American Peace Corp Volunteers, ran these Centers. When these volunteers left for their country, the program was taken over by Women Village Level Workers who were not specifically trained for preschool. By the year 1972, there were more than 30 privately owned preschools mostly in the Addis Ababa area; and 30 preschools in both rural and urban areas sponsored by the Ministry of National Community Development and Social Affairs (MNCDSA) and headed by Village Level Workers. The needs to strengthen the preschools run by the Village Level Workers, and expanding such services to other more areas (to better assist working mothers as well as those of low-income group parents and also to helping a balanced (physico-socio-emotional) development of the children’s personality), became an urgent necessity. Accordingly, the MNCDSA took up an immediate task of training preschool workers and daycare center supervisors, also exploring possibilities for establishing an ongoing training program. Pursuant of these efforts, a six-month training program was then proposed in 1967 to train preschool workers. In December 6, 1971, the MNCDSA established the first six months model training course for preschool workers at the Ras Desta Sefer Community Center in Addis Ababa, with the promise that this training center would be transferred to Debre Zeit for the second batch of trainees (MNCDSA Report, 1972).
Despite such efforts, the expansion of such kindergartens was, however, very slow. For example, from 1908-1974 only 77 kindergartens were established allowing space only for 7,573 out of 3.5 million children age 4-6. Moreover, although the largest population of children lived in rural areas of Ethiopia, these kindergartens were limited nearly exclusively to urban areas of the Country and were run by missionaries, private organizations and Ministry of National Community Development and Social Affairs. Surprisingly, the Ministry of Education did not pay much attention to early childhood education during this time, since the government had a rather acute need for preparing quickly literate adults who could run its expanding modern offices (Demeke, 2003). 

The socialist revolution of 1974 was a turning point in the history of early childhood education in Ethiopia.  It was quickly recognized at that time that the support of women would be critical to the success of the revolution.  This recognition was readily evident in a major political motto of the time, “Revolution can't be successful without the active participation of women."  In response to meeting this need, many childcare centers and kindergartens began to emerge to liberate mothers from the routines of childcare and enable them engage in the public spheres.  Accordingly, for the first time in the history of the Country, preschool education became part of the national education policy.  Following this, the first national preschool curriculum was developed.  Moreover, professional preparation of teachers for very young children also began almost a decade after 1986. That is, with the support of UNICEF, Menen Preschool Teacher Training Center was established in Addis Ababa. In addition to these major changes, three separate departments were established within the new Ministry of Education to support (1) the specialized training of teachers (2) curriculum and textbooks appropriate for very young children, and (3) supervision and evaluation of preschool programs (Ibid).  
Along with these changes, the number of preschools and preschool children enrolled in these programs rapidly expanded.  From 1975-1990, preschools grew from 77 to 912.  Further, preschool enrollment grew from 7,573 to 102,000. During this period, major changes also emerged in the expansion of preschools location-wise; a tendency to move towards the rural areas along the then National Literacy Campaign (Ibid)

With the fall of the last regime, the Ministry of Education of the present Government came up with a different view. In one of its documents it conspicuously stated the position of the Government regarding preschool education, "Even though the importance of preschool education is believed to be tremendous…it may not be an absolute necessity for children to pass through it… as children can get the required skill and knowledge informally from their families.” In addition, the document stated, “in a condition where families can play such role, and in a situation where the country wouldn't be able to accommodate all children who are ready for school, pre-primary school is not a priority of the Government under the current economic status of the country. As a result, this program (i.e. programs for preschoolers) can be covered by private, public, religious and other organizations for those children whose parents can afford to send them” (MOE, 2002). 

In spite of the Government’s claimed low priority of concern to preschool education, a number of preschools have begun slowly emerging particularly in urban areas but supported primarily through non-governmental organizations, private individuals, religious institutions and other organizations. Nevertheless, in a country with a per capita income of about $100, only very small children can have access to such preschools, as many of them require paying tuition fees. 

PART IV

CURRENT PRACTICES OF EARLY CHILDHOOD

 EDUCATION IN ETHIOPIA

This section discusses the current status of early childhood education in Ethiopia based on the data obtained from the national survey.

 4.1. Accessibility and Distribution of the preschools

It would be of much importance to contend with the accessibility and distribution issue of preschool education at least from three angles: 1) statistical profile of the existing preschools, children and teacher 2) the profile of parents sending their children to preschools, and 3) preschool enrollment in terms of sex-ratio.

Statistical data on preschool education is not very well documented in the Country and, hence, there is a paucity of information on this issue. Some information is obtained from the statistical database that each administrative region’s education bureau has for the years up to 2005/6.  From such data, it can be said that almost all the schools are non-government owned, and were possibly concentrated in urban centers. With regard to sex ratio, boys consistently excel girl children though small through all the years. There are large proportions of female teachers at preschool level; the ratio of female-to-male teachers being 11:1. 

Pupil to school ratio is on the average 110:1 implying that there are very few students per school and this might be expensive for school owners. In order to reduce cost, it would also be the case that many students could be put in one classroom. In the above statistics, the school-teacher and teacher-student ratios are respectively 1:3 and 1:112. Moreover, this limited number of enrolled children would also make it difficult for preschools to expand vertically.

A related issue is the uneven distribution of preschools within the different corners of each town. It was learned from the responses of the sampled parents, for example, that about 71 % of the parents traveled from 10 to 15 minutes, 25 % of them traveled about 30 minutes, and 4% about 60 minutes (about 7kms) to take their children to or from the preschools. In fact, when asked about the person collecting the child from and to preschool, only few respondents (13.1%) indicated “no one”, possibly implying that the school was located closer to their residence and hence the child can safely walk to and from the preschool. In the rest, the child needed a second person; more common being a family member and mainly the mother. The importance of distance can also be seen in the response of respondents regarding the reasons for choosing the present preschool.  

Attempts were made to secure more up-to-date and region- specific data (Tables 16-34)
. 
4.2 Profile of the Children, Parents and the Staff  

Accessibility can also be seen from the perspective of the children who are legible for preschool education. Two important issues are age of commencement of preschool and criteria children should fulfill.

4.2.1.   Children’s Profile

Age of School Entrance: Data about the age of preschool entrance was collected from parents and directors. Parents were asked the age at which their young children entered into pre-schools. According to their responses, the minimum was 3 years and the maximum was 7. The mean age was 4.13 years. On the other hand, the proportion of those with ages greater than 6 years was 8 %. The proportion of those with ages less than 7 years but attending grade one and above was 5 %. Directors were asked about the lowest and the highest age of preschool admission. The lowest age for preschool education according to them ranged from 2 to 5 with a mean of 3.36 years while the maximum lied within the range of 5 to 8 years with a mean of 6.60. 

Eligibility for enrollment: According to the responses obtained from pre-school directors, combinations of criteria were in use for admitting children. Actually, in addition to affording tuition fees, preschools put different sets of criteria for admission including the following:

· Birth certificate or religious certificate to know the age of the child,

· Vaccination certificate, 

· Physical condition of the child, health of the child (physical, mental)

· Language fluency/ability to communicate, 

· Entrance exam for KG 3

From the responses of directors and from observation of the sampled preschools, we found that almost all preschool establishments did not accommodate children with various forms of disabilities. Some of the directors’ reason for this was that their schools did not have special needs facilities and teachers. The very purpose of using entrance exams to select children in some preschools was absurd and unacceptable.  

4.2.2. Profile of Parents
 

In the absence of age segregated data to be of use in calculating the proportion of children having access to preschool education in Ethiopia, it would also be of great relevance to sketch the profile of parents whose children are having access to preschools. 

Size of the Family: Those who sent their children to preschools had children ranging from a minimum of 1 to a maximum of 5 with mean of 2 children of whom the number of those currently in preschools was found within the range of 1 to 3 with a mean of 1 child. It was observed that the number of children parents had was smaller in Addis Ababa compared with the other regions. 

The rationale for smaller family size in Addis Aaba may be attributed to the challenges of investing on children. However, since the sample parent participants in this study may not be fully representative of the whole parents, it is difficult to judge that this small number of children per family is to mean that it may not have an impact on families’ investment burden per children. Moreover, it may not be a surprise to observe these small average numbers of children per parent as most of the parents who send their children to preschool even in the country are relatively those parents who can afford to pay the school fees of the private preschools.

Parents’ Education: About 65.63% of them reported to have a postsecondary education; of whom 30% were even with educational level as high as university degree. The minimum educational level reported was Grade 4 (only 2 parents reporting). No respondent was found illiterate or even had an illiterate partner except for only two who indicated that their partners were so. This data will not be representative of the general population of parents who sent their children to preschools, as our sample was simply a matter of willingness. Moreover, in most of the sampled preschools, we purposely selected educated parents who could read and write so that they could easily fill out our questionnaires. 

Financial Issues (Income): The descriptive statistical summary (presented on Table 64, 66) shows that the parents’ total monthly income (both parents) showed a maximum monthly earning of Birr 11,000.00 with an average monthly income of Birr 1,703.22.

About 5 % of the parents reported that their preschool children were frequently absent from preschools and about 1.4 % reported that their children had even dropped out for sometime. The causes in all of them were indicated to be health problems. In fact, many preschools were observed failing to have health services and personnel other than first aid kits. Financial constraints were not mentioned by any one of these parents as the reasons for their children’s irregular attendance or dropout from the preschools. 

Asked if their children ever encountered dropout, absenteeism, or changing the school because of problems related to school fee, only 4.5% of the parents responded affirmatively. Asked again if ever penalized for failure to pay school fee on time, only 5.4 % responded “yes”. On the other hand, the same respondents were asked about the major reasons why some parents did not send their children to preschools. As it can be referred to the same table, the major reason in their views appears economic problem. Among those having two school-aged children, about 74.55% responded that they have either one or both of their children in private schools/preschools; in fact the great majority (i.e. 49%) preferred to have both their children in private pre-schools.

As the descriptive statistical summary shows (Table 64), the monthly expenses of parents for their preschool children is about Birr 139.89, with wider differences (standard deviation=177) that range from a minimum of Birr 5.0 to a maximum of Birr 2120.0. As it can be seen in the same Table, this would mean that parents were spending, on the average, about 14.16 % of their income for the education of their preschool children.

The respondents were willing to spend so much proportion of their income for their children’s preschool because they appeared to value quality care and education. This was noted from the observation that about 61.8 % of the parents considered, among other reasons, quality care and education as a factor for choosing the present preschool for their children. 

4.3. Preschools Visited (Facilities and Materials)

Our general observation of all these eight preschools in Bahir Dar hinted a spirit of competition among them, where each was noted to be situated at accessible and conveniently located sites with spacious areas of more than eight hundred sq. meters, free of noises, pollutions, physical hazards and traffic. All the compounds visited were reasonably neat and posed no threat of accident to the children. Furthermore, the administrative and teaching staff offices are, in most of the preschools, well organized and seem to adequately and conveniently serve the school personnel. 

The grounds in the compounds of the preschools are neat and covered with green grass. In the playgrounds are such play equipments as merry-go round, sea-saw and stairs, and the children are seen climbing, balancing and rotating in them. At the edges of the compounds, are potable water points for children’s drinking bout. The toilets are mostly Irish toilets that are just fixed low into the latrine holes for children to simply sit without bothering for height. Even so, the need to keep them clean was felt in some preschools. Furthermore, most of the preschools, except one or two, had no health facilities where children could get first aid by trained medical personnel.

Our observation of the classrooms also forced us to draw one commonality that the eight preschools shared among themselves. This refers to the large spaces the classrooms provided for children’s seats and for display of children’s work.  The pattern of teacher-child interaction was mainly teacher-centered and hierarchical where children are expected to respond mainly in one directional manner.

In the Gumuz-Benishangul Preschool our observation focused on six preschools of Pawe and Mandura zones; four of these preschools are under the Catholic Church, while the remaining two are private owned. All are situated on a large expanse of land, free from undesirable noises and physical hazards; except for one that is exposed to unsafe physical hazards. The facilities allocated for the administrative and the teaching staff is not to the standard, and this provision is sharply felt especially in the private school of Mandura. The playgrounds are not seen with children’s play facilities. The toilets are not close and not cleanly kept, and there are no potable water points. Furthermore places for children’s nap are not seriously considered and not arranged. In all the preschools of Pawe and Mandura there are no health facilities for the children, and there seems an acute shortage of trained medical staff to provide first aid for the children.

 The classrooms are with little or no equipments, and little or no children’s work pieces are observed on the walls. As in the case of the Amhara preschools, teacher- child interaction is hierarchical, and one-directional, and the initiatives of the adult teachers are mostly observed in their interaction with the children. 

In Oromiya, the sample kindergarten establishments included were private, NGOs and Municipality kindergartens. In our sample, one rural pre-primary establishment in Ada’ Woreda was also observed. One of the opportunities in all of the establishments is the availability of wide and natural compounds. There is no problem of space. However, with the exception of few NGOs/religious kindergartens, the Municipality’s Kindergarten was not in a good condition. Some of the observed problems were: lack of child-size toilets, lack of potable water, natural but dangerous compounds with sharp thorns, lack of neat and appropriate play ground materials, lack of nap areas, lack of neat feeding area, lack of children’s story books, lack of different play materials such as manipulatives, and the mere emphasis on academics than play-oriented approach. The opportunity observed in all of the establishments is the availability of enough space.

In Addis Ababa City Administration, the sample kindergartens included preschools from NGOs, private, government, religious and Kebeles. Some of the serious problems that were observed in sample private preschools included-lack of child-size toilets, lack of neat and appropriate play ground materials, lack of nap areas, lack of children’s story books, lack of different play materials such as manipulatives, the mere emphasis on academics than play-oriented approach, too much stimuli that could either distract or confuse children, overcrowded classrooms, no ventilation, absence of windows, and mere recitation of children after the teacher.

In SNPPR, sample kindergartens were inclusive of private, NGOs, and religious establishments. With regard to the location of the establishments, there was good condition in NGOs and religious establishments than the private ones. Some of the private schools observed were located in an unsafe compound and inside the residence areas. With the exception of the sample NGO kindergarten, all of the kindergartens didn’t have child-size toilets. In some of the playgrounds, the materials were too old. 

With regard to the classroom situation, with the exception of one school, all the sample schools did have well-ventilated classrooms. However, in almost all of the schools, students sat in a row where all children faced the teacher.  There was also a complete absence of children storybooks. If there were some, all of them were not developmentally and culturally appropriate. Most classrooms of the kindergartens were not reflecting children’s work on their walls. 

The major problem observed in most of the kindergartens, with the exception of the NGO kindergartens, was their extreme orientation to mere academic learning that is akin to primary and secondary schools. The content being taught was not developmentally appropriate at all. 

In Tigray, many of the preschools are located in compounds built for the purpose. Many have splendid areas of playground and classrooms. Only some were in compounds designed for residence but not schools. The different services in the sampled preschools showed uniformity of syllabus, i.e., none of the preschools used the syllabus for pre-primary schools prepared by Ministry of Education. Many did not even know the existence of the syllabus. Moreover, different preschools used different textbooks. Some used grade 1 textbooks. Others used textbooks of literacy campaign. Still others used their own syllabus or random texts and many others used American, Canadian, and/or British texts.

With Regard to lesson planning in Tigray Region, poor preparation of lesson plans in many visited pre-schools was observed. Formal instruction of letters and numbers was observed in many preschools. In many of the sample pre-schools, there was no parent teacher committee. 

Class size ranged from 50-60, especially in preschools owned by the municipality. The length of one period also ranged from 30-40 minutes. Most preschools had rooms for sleeping/resting of children. However, many of these preschools did not have adequate space, well ventilated resting and sleeping rooms. Many of the preschools owned by municipality had poor conditions of preschool compounds. Also some of the privately owned preschools rented residence houses that were not convenient for early childhood care and education activities. Many of the preschools had splendid area as playground. It was also inferred from the interview made that some of the challenges in this region included lack of supervision, lack of trained teachers, high child-to-teacher ratio; poor follow up of every child, low salary scale for teachers, lack of adequate and standardized curriculum, syllabus and text books. 

Some of the preschools were engaged only for half day and many others were full day scheduled. Parental expectation of the preschool was that their children would acquire good English.

In Eastern regions, the schools visited in Dire Dawa, Harar and Jijiga regions consisted of a total of 24 preschools. The school visit report was based on the evaluation checklist presented on Table 56. 

Though physically accessible and safe for many, site of preschools and size of classrooms were for the majority not large enough to meet educational needs. Administrative offices were usually limited to heads and were very small. As a fellow visitor cracked a joke during visits, “they were small like the children themselves”. Staff and other administrative personal were not provided with sufficient workspace and privacy. No Library, Media and Technology Centers. Health facilities and personnel were non-existent except first-aid kit.  The classrooms were not designed in such a way that they are corner based/center-based where children have the opportunities of playing in different areas (such as Art Area, Sand Table, Water Table, Reading Area, Block Area etc). Kindergarten classrooms did not have sufficient equipment and materials (Sink, hot and cold water, shelving, storage, wrap area, carpet area, etc.) The classrooms’ environments didn’t, in many cases, stimulate children to play explore, and discover. They were not aesthetically pleasing and attractive to children. In many cases, there were no appropriate child-sized chairs, tables and shelves. 

With regard to classroom interactions, it was also observed that there was formal instruction. Teachers dominated interaction. There was limited pupil-to-pupil interaction. There was no group work, and sitting arrangement didn’t encourage interaction. 

Additional remarks from the visits:  

· Religious schools occupy wider, cleaner, and more convenient spaces. 

· Kebele/municipality preschools were few in number and were with the poor infrastructure. 

· Many teachers and directors met during visits complained about absence of curriculum guides, teaching materials and as a result reported challenges in specifying what and how to teach. 

· Female teachers were far more in number in all the preschools.

· Preschools run by religious organizations were described in an informal discussion of being considered secondary to the role and functions of the religious establishments they were attached to. Those financed by donors were also sometimes forced to include in their curriculum subjects that please their donors. 

Overall, the preschool teaching-learning process seems to have a good start. To mention some of these as examples: Pupils-centered teaching has become more popular than before. Education went smoothly as scheduled and there was also proper record keeping of pupils’ performance. Teaching-learning-related school problems were solved through collective meetings. In some schools, there was some small-sized blackboard for each student.

Some of the problems of the preschools included, however, inadequate spaces for children to play, absence of child-sized chairs and tables, absence of play materials that was to the standard. In addition, toilets were adult-sized and not convenient for young children. In some schools, the toilets were closer to the classrooms. Failure in monitoring the daily activities of every child in some preschools was also observed. There was no control of teachers’ attendances in some preschools. Mismatch between yearly and daily plans in some preschools and lack of uniformity among the preschools in the textbooks used were other problems. 

4.4. Educational Provisions

In what follows, we shall rather briefly scan the educational provisions-activities and performances. 

Levels of preschool education: The responses obtained from directors show that the levels of pre-schools vary from school to school from a minimum of 1 up to a maximum of 4; the great majority (63.6%) indicated that preschool education in their preschool is identified with three levels-Lower KG, Upper KG and Preparatory.. It seems that there are no uniform levels of preschool education across all sampled preschools. Some started with Nursery and extended to a preparatory level. Other preschools have levels like KG-1, KG-2, and KG-3. This lack of uniformity also affects the  task difficulty given to children in each level. 

Curriculum and Textbooks Used in Preschools: Directors were asked whose curriculum and textbooks they used and gave a range of responses including themselves (39%), Ministry of Education/Education Offices (42%), and others (11%). The category “others” would mean taking from other schools and even countries that are believed to be popular among parents and people such as Kenya, UK, and USA. 

Languages in Preschools: Perhaps distinctly important, as also partly observed earlier, is the medium of instruction and use of mother tongue.  It was observed that there are preschools, though few, where English is the medium of instruction (8.3%). For about 19.4% preschools, native language was not the medium of instruction, while, for about 44.4 %, it is only partly that native language is a medium of instruction. About 22 % of the preschool teachers prefer English to be the medium. About 91 % of parents have indicated that their preschool children learn English at present. About 60 % preferred English to be the medium of instruction compared to other including the native languages. This clearly shows that the importance of mother tongue in the education of young children for the development of cognitive foundations in the early years of life was not given due attention by parents, teachers and directors. Even some directors were proudly saying, “Our school is an English-medium!” 

Teaching Methods Employed: Lack of training in preschool education was evident and a meaningful share of teachers, which is likely to use practices, is not regarded as developmentally appropriate to the preschoolers. In fact, a large majority has indicated to employ “play” as a teaching tool but this was not observed during school visits. However, some preschools used specific programs such as the Montessori Method. 

School Hours: The school directors were asked to describe the school routines, class schedules, and length of stay of the children in the preschools. Table 44 selectively presents the length of hours the children stay in the preschools. It was reported that in most of the preschools, the children begin early in the morning from about 8:00 to 9:00 AM and stay up to the afternoons of about 4:30 PM for an average of about 5 hours.

4.5. Attitudes, relationships, and problems


Relationships: With reference to parent-child relationship, 68, about 88.7% of the parents asked their children about their daily learning experience. About 81.1% of parents asked their children to sing songs and tell them stories. About 87.4% provided academic assistance (tutorial) at home to their children; and about 76 % bought children’s storybooks. However, the proportion of teachers that reported parents’ provision of academic assistance to their children was lower (58%). This clearly shows a contradiction. Teachers were complaining about parents’ failure to support their children’s education. This data, therefore, will not be representative of the general parent population as clearly mentioned in the preceding paragraphs. 

The second type of relationship worth considering is that of parent-teacher relationship. We understand from the table that about 75% of parents reported that teachers informed them about their children’s academic status and behavior. On the other hand, 83% of the teachers indicated that they have asked parents to come to school and discuss about their children. About 55% of the teachers also indicated that very few parents came when invited; or even responded through writing when asked so.  Table-69 can be referred for details of the reasons why teachers needed to talk to parents. But in general academic performance appears to be the major reason in many cases (40 %). Directors’ views are summarized on Table 69). 

Interest and Motivation: Attempts were made to examine the attitude of would-be teachers (FGD with students at Lucy College for example), teachers, directors, children (as perceived by their parents), and parents towards Early Childhood education and schools. The responses tend to converge to an idea that the attitudes of most members in the discussion were positive.

4.6. Government Involvement  

Focus group discussions were held with authorities and professionals at different levels to examine the extent of government involvement in the Early Childhood education
. In almost all the FGDs, participants indicated lack of government support in many ways:

· Failure in providing policy directions, curricular materials 

· Failure to make budgetary allocations

· Not making material provisions, textbooks
· Little professional and technical support

· Administrative and supervisory practices that are not based on mutual respect, collaboration, and partnership implying failure on the part of the government to appreciate the private sector  as a contributor rather than seeing it as a sole  beneficiary 

It could be a blessing in disguise to see that this failure has in some cases lead preschool teachers to devise their own coping mechanisms. For example, the Catholic Preschool participants disclosed that the involvement of the Government was low in such important concerns as the provision of teaching materials and professional support. According to the statements of the participants, there was no budget allocated for preschool development.  This low involvement of the Government has prompted them to form an association in their attempt to have their voices heard.

In addition to the FGDs, Preschool directors were questioned on government, policy, and administration problems that were related to early childhood education in the country. The issues identified by the directors included lack of clear guideline for preschool education, problems of getting policy and regulation documents on time, less supervision of privates preschools, lack of adequate awareness by Kebele and Woreda officials about preschool education, consideration of private schools simply as business institutions /profit making/ commercial works, delay in recognition /accreditation on time by the concerned bodies, problems of conducting close follow-ups of preschool education by the government, government’s unwillingness to address issues related to preschool education, and lack of in-service training to preschool teachers.   

PART V

TEACHER TRAINING INSTITUTES

(ECCE-TTI) IN ETHIOPIA

5.1. Availability of ECCE-TTIs

Although teacher education has a long history in Ethiopia, the situation is different for preschool teacher education. Not only are there very few early childhood education teacher training institutions but the existing one are also very new in the country. Many regions in the country are without a single preschool teacher training institution even today. For instance, in the eastern regions (Dire Dawa, Somali, and Harari), there are only two private institutions that started training preschool teachers not latter than two years. The situation is not any different in other regions, except for Addis Ababa where such institutions are beginning to emerge at least in the private sector.

Focus group discussions and interviews were held with relevant professionals, experts, and authorities to learn more about the situation of the teacher training institutions. The results of these discussions are synoptically presented region-wise in the section that follows.  

The five FGDs conducted in Western Ethiopia (Amhara and Benishangul-Gumuz), for example, the participants indicated the non-existence of a preschool teacher-training institute in the regions. It was learned that there was only one ECCE-TTI (Early Childhood Care and Education Teacher Training Institutes) run by SOS in Amhara Region, such that teachers had to get training elsewhere.

In Oromiya, there were a training center in Adama and other private institutes in the region, but are not functional today. In Addis Ababa, there is one Government ECCE-TTI within the premises of Kotebe College of Teacher Education. The trainees get a one-year training at a certificate level and serve in the private preschools. Many of the ECCE-TTIs in Addis Ababa are owned by the private sector.

In SNNPR, the participants pointed out the virtual absence of Government run ECCE-TTIs, even though there were around four private ECCE-TTIs, which are no more functional today due to lack of trainees. 

In Eastern Ethiopia (Dire Dawa, Somali, and Harari), it was, as indicated earlier, learned from interview with officials in education bureaus that ECCE-TTIs are generally non-existent in the eastern regions. According to the expert in Harari Education Bureau, there was one private institution some 3 or 4 years back but nothing now. In Somali, there has never been any, except for one government primary teacher training institution. In fact, three private institutions are found in Dire Dawa offering preschool teacher training. One of these institutions conducts distance education and the rest two run face-to-face programs. The total number of the teaching staff (including those teaching in other fields) is 164 (males=42, females=122) and that of students (Early Childhood teacher trainees) is 103 (males=14, females=99).

5.2. Resources and facilities  

Teachers’ profiles: Courses designed at ECCE-TTIs appear extremely relevant at least at a face value. One can’t deny, however, the problems involved in handling the courses as there are very limited professionals in the Country specializing in early childhood education. It was in this regard across all regions that there was lack of trained early childhood education instructors with the exception of Kotebe ECCE-TTI. Most of the instructors in the institutes were not actually trained in the field of early childhood education. They are either high school teachers or university lecturers working on a part-time basis (FGD, Oromiya). With the exception of Kotebe ECCE-TTI, all instructors are on contractual bases from the different high schools. Directors of the ECCE-TTIs did not have the training in early childhood education field. It was observed that some Preschool TTIs have untrained teachers (FGD, Addis Ababa). Most of the private Preschool TTIs had part-time instructors from high schools and were not early childhood education experts (FGD, SNNPR). Asked if those trained in PTT can teach at preschools, the teacher trainers at Lucy College in Dire Dawa indicated that they couldn’t. Asked again if this analogy would also apply for teacher educators like them, they indicated that they could do the job given the existing practice that preschool education is dominantly a formal instruction than life skill training for the children through informal and play-based approach. 

Aids, and/or materials of ECCE-TTIs: With the FGD conducted with preschool teachers requiring them to reflect retrospectively, among others, on the training they received at the ECCE-TTIs, the observations noted that so far as many of the ECCE-TTIs are privately owned, and they don’t bother much about quality. It was also noted that the training they offered was not supported with modern aids, materials and technology. There was no enough provision and space for practicum. Some ECCE-TTIs are money-minded as to appear that they issue diplomas only in exchange for money. 

The participants were also asked to spell out the problems and weaknesses of, and support needed by the institution they attended. Teachers indicated that there is lack of conducive learning environment, shortage of teaching aids, classrooms, and bad environment; too much emphasis on theory, failure to assist trainees effort to prepare teaching aids, absence & failure to complete some courses, unfair payment, poor level of exam preparation, administration and result notification; lack of library services for extension students, handling of course by teachers different/unrelated to their field of specialization, makeup classes on holydays, inability to manage time properly, very short training period, inapplicable teaching courses, learning too much courses within a short period, business-minded owners of College who sell grades, no computer training, no adequate teaching materials & classrooms, and no place for practical learning

5.3. Educational provisions 

Tables 4-10 present sample institutes along with course offerings and allotment of credit 

hours. These institutes are owned by different agents (including the Government, private 

individuals, and NGOs) but mainly by private investors.  

Educational standards: In an interview held with an Expert from Education Bureau of Dire Dawa, for example, the expert indicated the following problems regarding the teacher training programs in general:

· Lack of clearly defined and uniform curriculum, syllabi

· Lack of specification regarding the educational standard and area of specialization required of the teaching staff

· Non-existence of a guide specifying the duration of the training. (Note that some have as short a training period of three months while others have six months).

· The profiles of the Preschool TTIs graduates are not clearly set out and implemented. 
The above problems are obviously manifested in the curricula, duration of training, and the teaching-learning process and other related problems.

Curriculum: As regards the curriculum, for example, in almost all of the samples, the ECCE-TTIs do not have uniform curricula. Because they follow their own curricula, there are wider institutional differences in the training standards of the privately owned ECCE-TTIs. There are variations in the courses offered. Some offer courses in English, others in Amharic, still others in Arabic, etc. 

Sometimes course given are not relevant to the field of early childhood education. Trainees reflected on the curriculum that some courses given are not relevant to their training while courses which deal with special needs education are not given enough time. When asked about subjects/ courses or chapters included in the training but are less useful for teaching at preschool level, the expert from Dire Dawa Education Bureau has more or less supported the students’ idea stating that there are some chapters in Mathematics, Amharic, and English, Life skills and History of education that are less useful

On the other hand, they believed that more emphasis should be given to issues/topic like preparation and use of teaching aids, practical than theoretical approach to training, and communication skills with children having special needs.

Failure to tune the training to the required purpose was also strongly voiced during FGDs. For example, preschool teachers in the Eastern Regions outlined that while they were students in the ECCE-TTIs, they were taking the same education like those attending primary school teaching except that the duration is shorter and instructors were teaching in both ECCE-TTIs and PTTI (Primary Teachers Training Institutes) but some of such teachers were regarded to give more value to PTTI program, education and students. Students indicated that they were told to become babysitters (“mogzit” in Amharic) and hence do not need intensive training.

In another FGD held with teachers of these trainees, teachers raised the concern that ECCE-TTI and PTTI education appear to miss interconnection. The two should have some kind of linkages. For example, the latter should build on the former rather than overlapping with or repeating the former. 

Other common problem observed in the courses offered is the tendency to have “play”, and “practicum” courses as separate courses instead of integrating them with other courses. In the FGD held with instructors of preschool teachers at Dire Dawa, Lucy College, it was indicated that training courses and modules/ textbooks were not designed in such a way as to train the trainees how to teach through play. Stories are not integrated in the courses. Courses should have been offered in how to use games, plays, and stories to teaching the different subjects in an integrated manner. Giving a course in “play” independently is not very useful.

Practicum: Regarding the practicum, students indicated that the time allotted for the practicum was not adequate. The purpose was to help the trainees to observe what the preschools looked like, and then practice teaching. The practice teaching should be redesigned as to involve observation, microteaching, and actual teaching. So far the preschools are cooperative. The Education Bureau asks them to allow trainees to engage in the practicum. In fact, some schools were not still willing because they think that their trainees were incompetent and spoil the popularity of their schools. Teachers also suggested that it is advisable if the practicum begins early and proceeds hand in hand with the lectures or gets evenly distributed across the training period, i.e. occurring for a week at a regular interval of one month lecture. 

Duration of the training period: The duration of training varied from 6 months to 2 years after completion of Grade 10. In fact, in the private college visited at Dire Dawa, the duration was found to be 6 months. It was reported that this was an extended training program from the previous ones in which the duration was 3 months. Data obtained from sample preschool teachers (see Table 3a) also shows that about 42 % of the teachers had training that lasted almost less than 6 months. It can also be learned from the same table that the duration of trainings varied from institution to institution. Some ECCE-TTIs provided training for 3 months, others for 6 months, still the rest for 10 months. This indicated that there was no uniformity and close supervision (FGD, Addis Ababa). Duration of the training was so short that it unduly limited the opportunity to instill skill and knowledge in the trainees (Interview, Dire Dawa Education Bureau). 

Preschool teachers’ evaluation of the adequacy of time allotment to the different training packages (Table 9) was still reflective of time constraints. Table 11 presents preschool teachers’ views regarding the amount of time that was allotted to the different topics   during their training. As it can be noted in this table, it is only less than a quarter of the respondents who indicated that the allotted time was adequate for each of the training topics.

Quality of preparation of teachers: Teaching-With regards to the teaching-learning process, preschool teachers were asked to reflect on the training they received focusing on how far the training was adequate and also how far it balanced theory with practice. The topics on which the preschool teachers were asked to make these two evaluations included preparation of teaching materials, gender issues, equity, special support, children with special needs, school-community relationships, teacher-parent relationship, child-centered teaching method, and child development and behavior

According to the participants, the quality of the teaching-learning process was more theoretical than practical, not participatory/ trainee-centered, not in tune with the situation of preschoolers, and not in tune with preschool education.

 In the FGD with Pawe Berhan Beles Participants (Benishangul –Gumuz Region), it was disclosed that the training the teachers underwent in their respective teacher training institutes had enabled the graduates to obtain nicely prepared teaching aids with knowledge and practice of preschool education. FGDs summarized on Table 10 generally indicate that the graduates who latter became teachers in the two (Amhara and Beneshangul-Gumuz) regions had basic training in preschool education.

In a FGD with Catholic Preschool Participants of the Amhara region, it was indicated that PPTI teachers were with better professional competence compared with those who had no training. These trained teachers are, according to the further discussion of the participants, were on high demand and with higher job opportunity than those who were not trained.

More information on employability of the graduates was obtained from the responses of the sampled teachers. For instance, in the questionnaire, that stated, “After completing the training how long it took you to get this job?”  It was observed that despite the shortage of trained preschool teachers, 34 % of those who replied indicated that they were employed immediately after employment.  

The interviewee from Dire Dawa Education Bureau was also asked about the employability of the ECCE-TTIs graduates. The expert in the bureau said:

Some of the graduates are employed. It appears that sometimes preschools tend to prefer experienced and PTTI graduates than fresh ECCE-TTI graduates. This is also partly because the training in ECCE-TTIs is not rigorous.

Problem of employment was raised as one major problem during FGDs with teachers of the Lucy College at Dire Dawa. One participant noted that because some of the former graduates were not employed readily, this has forced him to take initiative to organize the present trainees into shareholders so that by the time they graduate they can go for their own preschools than looking for employment.  

PART VI

CHALLENGES AND OPPORTUNITIES OF EARLY CHILDHOOD 

CARE AND EDUCATION IN ETHIOPIA

Major characteristics: long past, slow change, current statistics

1. Access and equity

Enrollment: The 2007 EFA Global Monitoring Report on Children Education and Care reported that millions of children in Sub-Sahara Africa still lack access to early care and education. Particularly, education and care for children under the age of 3 years are left to parents, private bodies and non-governmental organizations. Participation in pre-primary education in this Region still remains low as compared to the population of children it was supposed to have served (UNESCO, 2006).

More importantly, information on early childhood care and education activities in this Country is not well documented and whatever available is sketchy (Tirusew et al, 1999). According to CSA estimates, the gross enrollment rate of pre-primary education is only 2.7%. Data from administrative regions’ suggest a total enrollment of not more than 200,000 perhaps paralleling the existing estimate at 2.7%. 

Even this small percentage accounts only for urban areas, and the largest children population in the rural areas don’t have access to pre-primary education (Tirusew et al, 1999). 
Almost all were possibly concentrated in urban centers are dominantly in capital cities of the administrative regions. In fact, some initiatives were taken during the socialist regime to introduce preschool education during the socialist regime (Demeke, 2003)

During this period, major changes also emerged in the expansion of preschools location-wise; a tendency to move towards the rural areas along the then National Literacy Campaign (Ibid)

In 1979, the National Literacy Campaign was commissioned. One of the major purposes of this campaign was to establish pre/postnatal care programs for rural children. Through this program, for the first time in Ethiopian history, massive formal parent education was provided. Such training emphasized the importance of parents in the education of their children.  Along with this program, a UNICEF-sponsored project called “Integrated Family-Life Education (IFLE)” was established in the year 1982 to further support rural efforts in early childhood education.  In addition to providing advanced training for traditional birth attendants, this project provided training for "child minders" to help in the rearing of infants and toddlers. With this extra support, it was believed that women would become more active contributors to the expansion of the agricultural output of the Country (Ibid).

In addition to the above programs, farmers of that time were organized into Farm Producers Cooperatives (FPC). These grass-roots organizations were able to direct their resources to ventures supporting their operation.  Thus, since women were required to contribute to the FPC, these cooperatives were highly supportive of rapidly emerging child care/kindergarten program of the time. Through collaborative efforts of the National Literacy Campaign, Integrated Family-Life Education and the local Farmer Producers Cooperatives, tremendous strides were made in improving the care and education of very young children in Ethiopia.  This progress, however, was short-lived.  With the change in government in 1991, most programs initiated in the previous regime were halted; except for a limited number of those established kindergartens in towns that somehow continued to function to date, retaining the name “Mewale Hitsanat” (an Amharic word for the word “Kindergarten”) (Ibid).

Slow in expansion:

Despite such efforts, the expansion of such kindergartens was, however, very slow. For example, from 1908-1974 only 77 kindergartens were established allowing space only for 7,573 out of 3.5 million children age 4-6 (Demeke, 2003). 

The socialist revolution of 1974 was a turning point in the history of early childhood education in Ethiopia.  Along with these changes, the number of preschools and preschool children enrolled in these programs rapidly expanded.  From 1975-1990, preschools grew from 77 to 912.  Further, preschool enrollment grew from 7,573 to 102,000. 

2. Ownership: 

Some of the major reasons mentioned to lowering participation include poverty and cost. Due to these and other related problems, Ethiopia, Lesotho, Namibia, Rwanda and Uganda, for example, are reported to have almost their pre-primary schools owned by private sectors. The role of the public sector is minimal or non-existent. In effect, the state of pre-primary education in Sub-Sahara Africa is still low with a slow rate of growth in the region. In addition to the small coverage, the existing services do suffer from poor quality, which in turn is the result of poor preparation of teachers and poor provisions of facilities (UNESCO, 2006).

Almost all were non-government owned (traditional schools were not included in the list of the education bureaus). Dominant among the non-government owned ones are those that are private owned; suggesting that ECE is accessible with fee payment. 

3. Profile of parents: Generally parents having children in preschools are distinct from the population in many ways. In terms of family size, the mean of 2 children compared to 5 for the Ethiopian population. Educationally, about 65.63% = postsecondary education; of whom 30% were even with educational level as high as university degree. No respondent was found illiterate or even had an illiterate partner except for only two who indicated that their partners were illiterate. Median grade for Ethiopia is Grade 3. Financially, their total monthly income (both parents) extended up to a maximum of Birr 11,000.00, Mean= Birr=1703.22. This is about twice the annual average income in the country (i.e. USD 91.00). The mean monthly expenses for their preschool children = about Birr 139.89. Parents’ spending, on the average, is about 14.16 % of their income to the education of their preschool children.

4. Profile of the Preschool Children: In terms of sex, boys consistently excel girls, though small through all the years. Eligibility for admission includes physical condition of the child, health of the child, language fluency/ability to communicate, entrance exam, mental health, and interest for learning among many others.

Threats to the current enrollment figure

1. Problem of timing (age of school entrance): The proportion of those with ages greater than 6 years is 8 %. The proportion of those with ages less than 7 years but attending grade one and above was 5 %.

2. Problems of school attendance: About 5 % of the parents reported that their preschool children were frequently absent from preschools, 1.4 % reported that their children had even dropped out for sometime. [The causes in all of them were indicated to be health problems. In fact, the many preschools that were observed failed to have health services and personnel other than first aid kits]. Moreover, about 4.5% of the children again encountered dropout for sometime, absenteeism, or changing the school because of problems related to school fee.

Meaning and implications

ECCE in Ethiopia means non-traditional education of the urban mentally/physically healthy children with parents having higher income, education, but lower family size. 

It marginalizes traditional education, creates an impression among the non-participating majority that early childhood education is a “reach for the rich” and hence can safely be avoided by the poor; dangerously becoming a social class indicator. 

Furthermore, the existing urban-based early childhood education establishments are also not open to children with disability (Tirusew et al, 1999).
6.1.2.   Staff profile

Population:
Gender: There are large proportion of female teachers compared to males; the ratio of females-to-males being 11:1. It shows a move from masculinized teaching of traditional schools to feminization of ECE teaching

Training: 

As it can be referred back to the discussion on statistical profile of teachers of pre-schools, about 19.7% of the teachers in Addis Ababa alone were not trained for preschool education. One can imagine the gravity of the problem in other regions where preschool teacher training institutes themselves did not exist. In fact, the data on Table 47 shows that over 80 % of the sampled teachers were trained but it was observed during data collection that many teachers, education officers, directors, and even experts tended to consider teachers trained for primary schools as being qualified to teach at preschool level too.  Another evidence for the possibility that so many may not be trained was the data in which the respondents indicated to have attended the training (which lies with in the range of 1 to 36 years). The mean average of attendance of the training was almost 6 and half years, implying that this was a period before the conception of many of the pre-school teacher training institutes. A related problem, as can be seen in the same table, is the duration of the training; which was as short as half a year for over 21 % of the teachers. Despite this short period of training and a training that occurred long years back, a significant proportion are not currently enrolled in any kind of further education (22.4 %), or if they do (as in the remaining 44.8 % who currently attend some kind of further education), many of them opt to pursue the non-teaching fields (i.e., about 22 %).

With reference to the professional background of the preschool directors, one can of course hardly expect them to have obtained training in preschool education management as the field itself is non-existent in the country. As it can be seen on Table 48, some have, however, attended short-term trainings that would somehow fill in the gap. Table 48 shows that the trainings attended were short-term and none of them focused on management of preschool education. However, there were some exceptions to this problem like the case of SOS.

6.1.3.   Preschools visited 

Number of children accommodated and implications: Pupil to school ratio is on the average 110:1. It implies that there are very few students per school and this might be expensive for school owners, who, in order to reduce cost, may put many students in one classroom. In the above statistics, the school-teacher and teacher-student ratios are respectively 1:3 and 1:112. It would also make it difficult for them to expand vertically. 

Uneven distribution of schools: Schools were absent in some areas but were concentrated in certain other corners. As a result, 25 % of parents traveled about 30 minutes, and 4% about 60 minutes to take their children to or from the preschools.

6.1.4. Government Involvement  

Absence of proper involvement: No Government involvement either in the general outlay, administration, guidance, coordination, budget allocation, supervision of the ECE establishments. 

However, the Ministry of Education has recently acknowledged the problem and felt the need to assess the general status of early childhood care and education in Ethiopia and design mechanisms to enable the Country meet the Millennium Development Goals of Universal Primary Education by 2015. 

As regards lack of Standards and Guides, there is lack of uniformity in curriculum, textbooks, objectives, levels, medium of instructions, subjects to be taught of ECE centers and the training of teachers. In fact, lack of standardization could be a threat, but it could also be an opportunity for preschools to creatively design culture appropriate resources that can curb the current dependency on foreign curricula and textbooks.  

Presence of inappropriate involvement: The Government is mainly involved in pre-accreditation and accreditation of the preschools and teacher education institutions.  This was reported to involve rigidly set criteria of evaluation that were non- supportive, punitive, non-educative, and deterrent to the expansion and development of preschools in the regions. Moreover, such criteria were regarded to treat all the ECE centers the same way. The criteria were not encouraging cost-effectiveness: They did not reward ECE centers having large child population and providing quality education at the same time. They did not allow the preschools to provide such special services as enrolling some orphans and children from low SES without charges or with reduced preschool fees, and they did not reward ECE centers for using developmentally and culturally appropriate curriculum, teaching material, aids, and materials. 

It was also indicated that the approach was control-oriented support system from the Wereda education offices that resulted in attitude of mistrust. Material and equipment-focused system of control was in place that puts emphasis on facilities, materials… than checking the qualities of care and support children get. These also give a bad lesson to the schools as it was seen that they focus on such observable things than catering for the subtle needs of the children

6.1. 5. Identity Confusion

Lack of clear guideline and standards coupled with other mentioned problems above appear to cast shadows on the identity of preschool education in Ethiopia today. 

· Objectives and methods of education by and large reflecting the practices of recitation, discipline, and behavior vs. modern methods of teaching through play, songs, and stories. 

· Language used as a medium of instruction: In some cases local (native) languages were used, while in most of the preschools international languages (particularly English) was used. 

· Working to please parents vs. doing justice to preschool education and children. 

· Government’s state of ambivalence of exercising stringent criteria in pursuit of quality, versus a feeling of indebtedness to the private sector for availing the service for the citizens on its behalf.(FGD with officials) 

· Use of overqualified teachers in some preschools (like, for example, BA holders), versus use of those who did not even join secondary schools.

·  Ambivalence in meeting both the demands of secular education and those of the religious establishments by preschools run by religious centers.

6.1.6.   Staff profile: A Square Page on a Round Hole

There is a prevailing popular misconception that graduates not trained in preschool education can teach children in the early childhood education establishments. For example, in most of the sample preschools were teachers who graduated from PTTI, but considered as qualified to teach preschoolers. Moreover, Graduates in first or above degree programs were also welcome to teach younger kids no matter what their qualification could be. 

6.1. 7.  Professional Limitations of ECCE Staff:

· ECE teachers not trained

· ECE directors not trained on ECE management 

· Education officers at different stairs not trained on ECE

· Teacher trainers are untrained on ECE

· Directors of PPTTIs not trained

6.1. 8. Scale up the child - Scale down the Service

On the one hand, there was a tendency to treat young children like adults. For example:

· instruction was formal, 

· teachers were in white gowns (not appealing for children), and the children, too, were observed in uniforms, 

· sitting arrangements were just like adults, and

· appropriate child-sized chairs, tables and shelves, and toilets were non-existent

On the other hand, a tendency to scale down the preschool services may be tantamount to  a tendency of “miniaturizing preschool education”, or the tendency to think  that “what looks smaller is easier”. Such a tendency is usually reflected in:

· lower GPA for admitting student trainees, 

· shorter training periods for preschool teachers,

· lower salary scale, 

· promotion of teachers by transferring them to primary school grades, 

·  Preference for teachers with higher qualification. 

6.1.9. Out-focus than in-focus

· Schools focus either on how to excel other schools or on low standards of quality. The former leads to cooperation, the latter to unhealthy competition

· Schools focus on maintaining/insuring the quality of facilities and services; education officers focus on this during accreditation

· Students are not the center of attention. Parents want them to learn what they think it is good. Schools offer what they feel can sell their names; teachers get stranded with the school and parental needs

Everything is done in the name of the children, but  not for the children

6.1.10. Compartmentalizing roles

Agents working for the same goal do not know each other

· Teaching is left to teachers, caring for parents, administering for directors, assessment of quality for officials

· Compartmentalizing still occurs in the teaching: play is not related to other subjects. In PTTs, play is given as a subject in its own, practicum is not linked to theory

· Schoolteachers work in isolation; there is little opportunities or fora for experience sharing

· Schools are not working together; no experience-sharing forum, unhealthy competition

6.1. 11. Lack of cost-effectiveness

· Given the above, there appears little support from one another and hence schools fail to reap the benefit of using the resources available

· Local resources, aids, materials are not used; rather expensive ones

· Higher salary by employing overqualified staff

· Difficulties of providing formal instruction through play

6.1.12. Characteristics of ECE with out care: 

· Health services are inadequate& non-existent.

· Children with special needs are not welcome.

6.2. Opportunities

The first important thing to be noted as an opportunity is that implementing ECCE in Ethiopia is not going to begin from scratch. In fact, there are some important experiences and opportunities to be reaped from implementing ECCE so far. For example, curriculum was already designed though not implemented; quality assurance and licensing mechanisms were in place in some regions; administrative offices exist though assume the role of coordinating ECCE as secondary; there are experienced teachers who can easily be mobilized to the service of ECCE with little training…It was also observed that there are some best preschools that can serve as a model for expanding ECCE centers in the future. In addition, private investors, NGOs and religious institutions appear to show interest in expanding ECCE Centers. It is also worth noting here that some of the preschools owned by such institutions in fact have wider spaces that allow further expansion. In this regard, government-owned primary schools are of much use in allowing establishment of preschools as attachments to them. The same is true with teacher training institutions. More importantly, relevant sectoral ministries have already shown commitment in their policies of caring for children. 

There are potential traditional, cultural, and social institutions like Idirs and practices and resources to be used in preschool education settings. For example, story telling, proverbs, children games, poems, etc. are worth to be mentioned as they are useful to teach young Ethiopian kids about their cultural values, and such values as courage, endurance, interdependence, helping others, sympathy, etc. This would minimize the sheer dependence on foreign storybooks, curricula and play materials, which sometimes are to some extent irrelevant to the Ethiopian context. 

 There are also interesting and important cultural values in Ethiopia which can be incorporated in preschool curriculum. For example, the Abbba Gadaa’s social and political system of the Oromo community is worth mentioning among many others. 

We also found out a strong evidence of positive tendency of mainly urban parents, to send their children to preschools and pay out school fees that were almost 14% of their income. This was noted despite their lack of awareness about what and how their children should and benefit from the preschools.

Trainees, teachers, directors, children themselves have also positive attitude, motivation, and awareness about the importance of preschool education.  

As regards foreclosing cost-effectiveness, there is failure in tapping potentials that would help improve access in a cost-effective manner. Cases in this regard are, for example, marginalizing rather than improvising traditional schools; schools having all the potential and resources to cater for ECE, failure in initiating social institutions like Idirs to establish their own ECE centers, non-existence of ECE centers in the work places of parents, in the elementary schools, and failure in getting maximum benefit with minimum efforts by establishment of at least one model center in one region so that others would learn what quality means and follow suit, and supporting ECE centers at least in clusters

PART VII

FRAMEWORK FOR EARLY CHILDHOOD CARE AND EDUCATION IN ETHIOPIA: NATIONAL POLICY IMPLICATIONS

The health, social welfare and education policies have in one way or another indicated their concerns about the care, protection, education and development in early childhood.  In practice, however, the types of services available for this age cohort are not only inadequate, but also fragmentary and uncoordinated across centres. This has resulted in  lack of coordination of efforts, and in poor utilization of the meagre resources targeted for this purpose. Consequently, most children of this age group are deprived of appropriate care and learning opportunities. They are also exposed to different forms of abuses and to hazardous health conditions. This state of affairs, if not addressed on time, is obviously bound to adversely affect the human resources development that is critical for the Country. This concern, has among others, necessitated the need and urgency to develop a framework for ECCE in Ethiopia. 

7.1  Importance and Justification

Children are born with the fundamental need to develop and realize their potentials. Hence, children’s right to provisions, protections and their right to be heard and considered are all essential elements for their all rounded development. Indeed, this observance guarantees the actualization of the child’s potentialities. To achieve this goal of course requires the commitment of the government at national, regional and woreda levels and the concerted efforts of all the stakeholders working on child’s care, rights, health, education and development in the Country. Therefore, first and foremost, a National Policy, which acknowledges Early Childhood Education, as the foundation period for human resource development, should be in place. Access to early childhood education should not be a privilege for the few but a right for every citizen who is in that age bracket. Hence, in order to provide systemic family support program, scale up early childhood education, and improve the quality of its provisions in the Country, the Ministry of Education (MOE) should develop a cost-effective and feasible strategy that ensures that every child has the opportunity to have access to early childhood, care, education and development before he or she joins formal schooling. Both the community and the Government can contribute to the development of ECCE programs that take the responsibility of advocating and addressing the philosophy and the practices of early intervention in the early years of human life. Therefore, the following core points, which by no means are mutually exclusive, are the bases for the justification of ECCE philosophy and practices in Ethiopia.   
7.1.1 ECCE is basic for human resource development 

According to several studies, early childhood is considered as a period for ‘a window of opportunities’ that a country should grab for its human capital development. If this "window of opportunity" is missed during this period, the cost it entails in terms of raising the standard of a country could be incalculable.  

Indeed this window of opportunities has its base in positive and stimulating childhood experiences. Early positive and stimulating experiences can contribute to the child's brain development to learn and acquire knowledge and skills with less time and effort. Furthermore, early and positive experiences during early childhood are significant for the cultivation and regulation of the child's character, for the development of pro-social behaviours, appreciation of diversity, tolerance and for the child’s inclusiveness in multicultural value systems. Hence, appropriate care and stimulation provided during this period has long lasting consequences in the subsequent developmental years of the child in terms of health, school performance and social relationships issues.  

7.1.2 ECCE is an appropriate program for early identification and intervention of children with disabilities /special needs

ECCE program can serve as the basis for early identification and intervention of children with disabilities/ special needs. The program helps in providing appropriate support for those children as early as possible so that minor impairments could be addressed before they develop into major disabilities. 

7.1.3 ECCE is an Issue of Basic Human Right  

It is a well known fact that Ethiopia is a signatory of the 1989 Convention on the Right’s of the Child (CRC) and the 1990 African Charter on the Rights and Welfare of the Child. In addition, Ethiopia has endorsed the deliberations of the 1990 Jomtien World Conference of Education For All (EFA) and the 2000 Dakar World Education Forum. All these declarations have reasserted that ECCE is in the best interest of the child, promoting survival, protection and holistic development. It should also be noted that ECCE is instrumental to achieve the 2015 Millennium Development Goals. In this regard, it is very much expected from Government to play a leading role of promoting the rights of the child, childcare, education, and development.

7.1.4 ECCE has social benefits 

ECCE program has social benefits at individual, family, community and the societal level. It is the basis for shaping socially responsible citizens who are capable of building  a stable and harmonious multicultural society. Indeed, it is the right program to foster  early appreciation of the desired social and ethical values of  diversity, tolerance, respect, sharing, and cooperation in a plural society. These values shall in the long run markedly reduce domestic and school violence, crime, different forms of discrimination, child abuse and neglect. To realize these objectives, however, the concerted actions of all the concerned bodies, most importantly the government, parents, teachers, the community, non-governmental organizations and the society at large, are very much desired. 

7.1.5 ECCE promotes economic benefits 

The ECCE program promotes economic development of a given nation by building human capital at an early age. Moreover, this program prevents not only wastage of human resource but also the huge costs to be incurred for rehabilitation and other related expenses.

The provision of the best start in early life reduces childhood mortality rate, childhood illness, impairments, child abuse and neglect, psychosocial problems, school repetition and dropout rate and crime. The expansion of the ECCE has long-term positive effects on the economy of the Country and for its sustainable development. Furthermore, investing in ECCE means promoting increase of women’s participation in labour market, and promotion of harmony of work and family responsibilities.

Establishing ECCE programs in rural areas will particularly address the double challenges of women in taking care of their children and in contributing to agricultural production.  It will also help the rural girls to curb issues of school dropout or poor school attendance. So, establishing ECCE in rural areas is increasing opportunities of school attendance for rural girl children.  

7.2  Focal Areas for ECCE Policy Development in Ethiopia   

This national study on Early Childhood Care and Education in Ethiopia revealed that early childhood development is by and large a neglected area that is merely left to the family and the private sector. The existing preschools that operate in the Country are ill staffed in terms of personnel and resources, are concentrated in urban sectors, lack program and curriculum coordination and are only accessible for negligible number of children. This means that over 97% of the preschool age children are not beneficiaries of the program for reasons related to accessibility, affordability and awareness. In order to redress the present status quo of ECCE in Ethiopia, there is a need to develop and enforce a vibrant Framework of Action for National ECCE Policy. The Policy on Early Childhood Care and Education in Ethiopia needs to function within a comprehensive and integrated framework that is directed towards the enhancement of a holistic development of the children of the country without any form of discrimination. To this end, participatory, relevant, transparent, cost effective and elaborated plan of action needs to be worked out. 

The ECCE program covers the period from birth to the six years of life which again is seen in three age cohorts: birth to 3years, 3 years to 5 years, and 5 years to 6 years. The ECCE program should be designed in such a way that it addresses conditions that promote the holistic development of the child for dynamic expression of behavior in environmental exploration, motor movements, emotional expression, social and communication skills as basically noted in the following stages:

 Stage 1: Infancy & Toddlerhood 
This stage includes infants and toddlers of birth-3 years (Birth-36 months). The major activities in this stage are:

a. Health (integrated management of childhood illness, immunization, hygiene, safe and sufficient water),

b.  Nutrition (adequate and healthy diet, sufficient period of breastfeeding, and/or supplementary feeding etc.  )

c. Quality of adult care and adult-child interaction.
Stage 2: Lower KG

This stage includes children of 3-5 years (37months-60months). The major activities in this stage are:
a. Induction to ECCE Centres
This is the time when children start to go to community and/or ECCE centres. It marks the transition from home to joining centre-based programs where the child spends a good time with age-mates, caregivers and teachers. The induction process should be carefully planned as it has a lot of consequences in the adjustment of the child to the new environment. The child, separated from the family and away from home for the first time, is naturally bound to face challenges of adjustment to the new environment. He or she is to meet peer groups of different characters, face the new demands of the caregivers and teachers in the school, and cope with challenges of the social and physical environment of the school.

b. Ensuring Safety 
          The social as well as the physical environment in these centres should not only be as receptive and child friendly as possible but also clean, safe, and secure. Ensuring safety includes safety of classroom play and playground and safety and cleanliness of the physical school environment.

c. Program Design

           The program of lower KG should be designed in such way that it promotes the physical, cognitive, social, language, aesthetic and emotional development of the child. To this effect, culturally relevant and developmentally appropriate indoor and outdoor child-centred inclusive programs should be carefully designed for the enhancement of the all-round development of child. The program design should be play-based.

d. Parental Involvement           

      During this period and in the next stage of the ECCE, there should be collaboration between teachers/caregivers and parents of the children to discuss and decide on matters related to child's progress and the type of support the child needs in the family.

e. Health and Nutrition


      At this stage, the child needs health care, provision of appropriate diet and high quality mother/ caregiver-child interaction for its development. For children of needy families, supplementary food is highly recommended. 

f. Psychosocial Interaction

This requires the constant tuning of the parents'/ caregivers' behaviour to the child’s responses and capacity; to observe, interact, follow and meet the developmental needs of the child.

Stage 3: Upper KG 

This stage includes children of 5-6 years (60 months-72 months). The major activities in this stage are:

a. Ensuring Safety 
          The social as well as the physical environment in these centres should not only be as receptive and child-friendly as possible but also safe and secure. As in the case of Lower KG, ensuring safety includes safety of classroom play and playground and safety and cleanliness of the physical school environment.

b. Program Design

· The program should be designed in such way that it promotes the  child’s physical, cognitive, social, language, aesthetic and emotional development. To this effect culturally relevant, developmentally appropriate and inclusive indoor and outdoor materials and activities should be carefully designed for the enhancement of the all-round development of the child. 

· The program should see to the development of basic skills (reading, writing, counting and arithmetic) in the preparation of the child for formal schooling.

· The program design should be play-based approach. Play should be used as the main means of enhancing the learning experiences of children in the overall ECCE program.  

· Mother tongue or the language spoken in catchment areas should be used as a medium of teacher/ caregiver-child interaction in all ECCE centres, as it is the best instrument towards realizing the full potential of the learner. 


c. Parental Involvement           

The upper KG is a period when joint involvement of  teachers/caregivers and parents of the children should always be observed to discuss matters such as child's progress and the type of support the child needs in the family. 

d. Health and Nutrition


Health care, provision of appropriate diet and quality of mother/ caregiver-child interaction should continue based on the emerging needs of the child. Supplementary food for children of needy families is highly recommended. 

e. Psychosocial Interaction

This requires the constant tuning of the parents'/ caregivers' approach to the child’s behavior through enhanced sensitivity to observe, interact, follow and meet the developmental needs of the child.

f. Transition to Formal School 

Familiarization programs for preschoolers to the primary school environment should be designed. For instance, school visits, role-plays, etc. 

7.3    Framework for ECCE Program in Ethiopia  

7.3.1 General Strategies

In order to successfully carry out the above-mentioned activities and attain the respective objectives indicated at different stages of the ECCE, the following strategies should be in place:

a. ECCE is supported by research evidences which suggest the need for a holistic and integrated approach that takes into account all aspects of child growth and development through the collaborative efforts of several sectors. No single sector alone is able to provide services to children that cover all aspects of children's needs. Hence, an integrated ECCE approach is critical to the provision of coherent and coordinated programs for the optimum benefit of developing young children. Consequently, there is a need to set-up Integrated National Office of ECCE (INO-ECCE) representing the following line ministries and organizations:

· Ministry of Education

· Ministry of Health

·  Ministry of Labour and Social Affairs

·  Ministry of Agriculture, Ministry of Women's Affairs

·  NGO Forum

·  Religious Council

·  Universities

The roles and responsibilities of each members of the INO have to be clearly outlined.

The INO-ECCE should be organized at National, Regional and Woreda levels. The Ministry of Education should take the leading role to coordinate the activities of the different ministries in the ECCE programs of the Country,

b. The different sectoral activities of the ECCE need to be streamlined, planned, budgeted and implemented by the relevant ministries. For example, matters related to children's health and hygiene should be handled by the Ministry of Health, those related to parental and child education by the Ministry of Education. But matters related to child labour, abuse, neglect and domestic violence and disability should be the joint responsibility of the Ministry of Labour and Social Affairs and the Ministry of Women Affairs. Details of the roles and responsibilities, and integrated activities of the sectoral ministries should be worked out by the-would- be established ECCE Policy Task Force and Technical Committee.  
c. The INO-ECCE which will be housed in the Ministry of Education has to review and reorganize the existing early childhood education structures at National, Regional and Woreda and Kebele levels, with the purpose of developing a bench mark for quality assurance of ECCE programs, monitoring of its implementation in line with the INO-ECCE framework. All participating ministries should have representations in the aforementioned structure from national to Woreda level.  This shall enable the Office to provide accreditation to early childhood education establishments as well as early childhood teacher training institutes in the Country. At Woreda level, Community Service Organizations (CSOs) can take part of the support system. At Kebele level, Schools, PTAs, CSOs, Family-Based Organizations (FBOs), Farmer Training Centres can be part of the support system.
d.  To build the capacity of each would be established organs at National, Regional and Woreda Level; “Training of Trainers Approach” should be followed. A modularised training on ECCE Policy and Management, ECCE Curriculum and Child Development is needed. This will help each organ at National, Regional and Woreda level to effectively co-ordinate, regulate and provide the necessary technical assistance for the preschools and teacher training institutes and to ensure a standard in the quality of education.
7.3.2 Specific Strategies 

Viable strategies need to be explored in order to introduce accessible, affordable and cost-effective ECCE programs in Ethiopia. To achieve these objectives: 

a. All primary schools should be required to set-up a two-year early childhood education program in their respective school compounds, as the case of such neighbouring countries as Tanzania. Attempts should be made to provide on-job short-term training on early childhood care and education to some primary school teachers.

b. Traditional priest schools and Koranic establishments should be reactivated through upgrading and improvement of their conditions through training and provision of necessary materials.  

c.  “Neighbourhood Childcare Centres (NCC)” should be established in the rural areas for the care and education of young children in the first stage (infants & toddlers).

d.  Rural Development Agents (DA), health workers, and social workers should mobilize villagers to build one Neighbourhood Childcare Centre using the available materials in the village. 

e. “Integrated Family Life Education” should be given to all caregivers/mothers in the village. Preferably grandmothers or any other elderly in the village can be considered. The education can include handling children’s behaviour, feeding, toilet training, sanitation, etc. 

f. The Neighbourhood Childcare Centre should work in collaboration with the nearby primary or upper primary schools for volunteer services. A link can be established with Neighbourhood Childcare Centre program and the Alternative Basic Education Centres of the area. Moreover, 

g.   National Early Childhood Care and Education Professional Association should be established. This association could function, among others, as centre for conducting research, documentation and dissemination of crosscutting issues of important childcare and education practices. Moreover, the association can collect indigenous child rearing and education practices in the different cultures of Ethiopia to incorporate the practices in ECCE centres. The association could also participate in overseeing quality and issues of accreditation.

h. ECCE-TTIs should be expanded in each region. To avoid extra cost of establishing new ECCE-TTIs, it is possible to encourage existing Colleges of Education in each region to start a department of Early Childhood Education. Preschool education should not be considered as a luxury, but rather as a basic and fundamental right of every child. Therefore, like any form of human resource development, ECCE demands appropriate levels of professional development to be in place. The would-be departments of Early Childhood Education should have a structure of training approach at diploma, degree and postgraduate levels, and these should be operational in a step-by-step manner.  

i. There should be awareness-raising activities on the importance of early childhood care and education at the level of the family, the community, and the general public at large. The mass media and such local institutions as the church, the mosque and other community-based social-organizations should be used to educate the public about early childcare and education. The awareness raising scheme may utilize an important social figure as a patron or ambassador, a symbol of ECCE policy development.  
j. INO-ECCE should encourage the reactivation of the existing Kebele preschools and the opening of new ones in its broad objectives of addressing issues of early human development through care protection and education. 

k. Establish Monitoring and Evaluation Mechanisms at each level.

l. Use the School Clusters in each region to provide in-service training for ECCE teachers, caregivers, etc.

	



Fig-1. A Proposed Framework of Early Childhood Care and Education (ECCE) in Ethiopia
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( Early Childhood Care and Education (ECCE) is used to represent Preprimary  Education and ECCE-TTIs (Early Childhood Care and Education Teacher Training Institutes) represent preprimary Teacher Training Institutes in this report.





� Menelik II became Emperor in 1889 and ruled the Country until 1913. 








� The sources of the statistical data regarding number of preschools were with reference to the records of the regional education bureaus. When data were unavailable in these offices, attempts were made either to contact branch offices at Kebeles (as in the case of Harari) or directly survey the schools (as in Somali-Jijiga).





In the Amhara Regional State, for example, the 1997 E.C record of the Educational Bureau generally shows that there are a total of 225 preschools. These are establishments that were not further identified either as government, public, and private or as NGO preschools. Furthermore, the traditional preschools were not in the list of the preschools as these latter ones were considered as learning institutions that were primarily concerned with the training and initiation of older students into priest education. 





In the 225 preschools mentioned, teachers numbered 36 males and 500 females. The record further puts the student population in the preschools at 23,234 (11841 males and 11393 females) ranging from ages 3 to 6 years and above. A further look at the document reveals that there is no teacher training institutes of preschool education in the region. Yet, our short visits to one of the preschools have revealed the recent commencement of a program of a teacher-training institute within the premise of one private preschool. 





In Benishangul- Gumuz Region, the 1995-1998 E.C. records of the Educational Bureau of the region show that only 7 preschools were added over a four year period, resulting in a 1998 E.C list of 15 preschools where 42 teachers (11 males and 31 females) care for 1,520 preschoolers (770 males and 750 females). The region’s record of 15 preschools was not identified as government, public, private or NGO’s, nor were the children categorized by groups. 





In Oromiya, the 1998E.C. data showed that there were a total of 47,048 preschoolers (boys=24,251, girls=22,797). Data were not obtained with regard to teachers and preschools





In Addis Ababa City Administration, the 1998 E.C. data showed a total of 560 preschools of which 71.4% were privately owned, and only 1% was government owned. On the other hand, there were a total of 61,877 children with the number of females and males being proportional. But, an interesting observation was that about 5% of the children were with ages greater than 6 years. With regards to teachers, there were a total of 3,636 teachers (almost 79% of the total population in the Country); of whom about 19.3% were untrained for preschool teaching.





In SNNP, there were 285 preschools as recorded in 1998E.C. It is surprising to note that about 10% of the preschools in SNNP were government owned. This means that more than 90 % of preschools were run by private and other organizations. The total student enrollment was 36,438, with the proportion of girls 46.2%.  There were a total of 742 teachers.





In Gambela, there were a total of only 8 preschools with 15 teachers of whom almost half were not trained for the level. The total enrollment was 617 with proportional mix of the two sexes.





In Tigray, the number of early childhood educational centers was 115 for the year 2006, hosting 10,895 children between the ages of 4-6 years. As data for children between 3 and 4 years was not included in the compiled statistics, the number will be greater than what was reported in the field observations of the preschools. The available data on early childhood education in Tigray Region indicated that only 2.6% (3/115) of the preschools were owned by the Government (i.e., Bureau of Labor & Social Affairs). The remaining over 97% of the preschools were owned by private sectors (72%), NGOs (13%), and religious institutions (12%). On the other hand, the Tigray Bureau of Education has one office for Special Needs Education and Preschool Section with two experts in charge. 





The other observation was that most of the preschools (86%) in Tigray Region were located in the urban areas. Only 14% were located in rural areas of the Region. This means that in a region where most of the population is found in the rural area, access to early childhood education was highly limited.





When observing the preschools in Tigray Region, some of them admitted children younger than 3 years and older than 8 months into their nursery establishments. For instance in Kaleb Academy, Mekalle, the researchers observed nursery level children playing inside a very neat and carpeted room supervised by a veteran female caregiver.





The number of preschool teachers in Tigray Region was 323, with only 9 males and 314 females who accounted over 97% of the total. Furthermore, only about 9% (29/323) of the preschool teachers were diploma holders. Also, about 14% (46/323) of the preschool teachers did not get any kind of training as teachers. Most of these untrained preschool teachers but with long years of experience were found in the preschools owned by the municipality. Most of the preschool teachers had a one-year teacher’s training courses of 10+1. 





In Afar region, data was obtained only for three Woredas (Awash Fentale, Ambibara and Dubti). In these Woredas there are 15 private preschools, and all are located in urban areas. The total pupil population is 1, 411, of which 48% are females. Data on preschool teachers in Afar region was unavailable. Data for other woredas was also not available at the time of data collection. 





In the Eastern Regions (Dire Dawa, Somali, and Harari), statistical data was obtained only from Dire Dawa Education Bureau. In Jijiga, a school-based survey was conducted because data was unavailable in the offices, both at the regional and Woreda level. On the other hand, in Harar, data was obtained from Kebeles instead of from the Education Bureau. There were a total of 79 preschools (Dire Dawa=37, Jijiga=11, and Harar=31). In fact, the majority of those in Harar were not licensed, not even pre-accredited.  More than 73 % were privately owned.  There are a total of 356 teachers of whom about 29% were not trained to teach at the preschool level. On the other hand, the total population of children was 9,629 with a proportional mix of female and male preschoolers.








� Below is a synoptic presentation of basic issues raised during FGDs region-wise.  


	


In Amhara Region, the SOS participants disclosed that the Center /SOS/ developed its preschool curriculum, with the syllabi, teacher training institute, children’s village, daycare center, and materials, etc, on its own, without support from the Government.  The exception was the formal visits of the educational bureau officials occasionally. In addition to the absence of any budgetary allocation, the participants disclosed that the rigidly set criteria for licensure of preschools were deterrents to the expansion and development of preschools in the region. 





The Catholic Preschool participants disclosed that the involvement of the Government was low in such important concerns as the provision of teaching materials and professional support. According to the statements of the participants, there was no budget allocated for preschool development.  This low involvement of the Government has prompted them to form an association in their attempt to have their voices heard.





The Ayelech Memorial Preschool participants indicated that the Government has not shown any involvement except for the occasional formal visits of the supervisors from the zonal administration. As their discussion further revealed, there was no training institute of preschool teachers in the region, and no vision of strengthening the existing preschools by way of material provision for preschools, or by way of teachers’ professional development. Furthermore, they indicated that the Government has not allocated any budget for preschool expansion and/or development in the region.





In Benishangul –Gumuz Region, the Pawe Berhan Beles participants indicated the non-involvement of the government in preschool education, either in the planning of preschool establishments, in the strengthening of new ones, or in the professional development of the teachers. According to the further statements of the participants, the government has not been concerned even in considering budget allocations for preschools.





The participants of Saint Daniel Preschool in fact disclosed the following views: 





…No help/ support from the government in matters related to preschools, no plan to either strengthen the existing programs or open up new programs of preschool education, no plan of preschool teacher training institutes/centers in the region, no plan to promote the professional advancement of preschool teachers, no budget allocation by the educational bureau for preschools of the region to open preschool TTI in the region, and to strengthen and/ or open preschools.





In Oromiya, we conducted the focus group discussion with officials from the regional education bureau. After deliberations on such issues as the state and future directions of early childhood education and care in the region, the following were aired out. The officers stated that there was/is no budget allocated to the sector by the government. However, there were efforts made in the past by financing the trainees of KG teachers by lowering their fee. This was done when there was a Training Center in Adama during 1993 to 1996 EC. However, due to financial problems and lack of trainees, the training center is no more functioning today. There were also few private Early Childhood Care and Education Teacher Training Institutes but these were also closed down due to the same problem.





With regard to the situation of kindergartens in the region, there are some good practices being made, such as the introduction of the Zero-grade within the existing primary schools to reach the needs of children in the kindergarten age.  Though private owners and NGOs run most of the KGs, there are some good beginnings in the Region as some Kebeles have started to re-establish the former kindergartens, which had been taken away during the change of government. There is misconception among the general public that any one can teach kids. There was also policy clarity problem on the side of the government. The existing experts at regional, zonal and Woreda level managing the pre-primary education are not trained in the field. There was also lack of clear standard guideline about early childhood education and care, and lack of harmony among kindergartens in following uniform curriculum. Most of the KGs did follow different curriculum. The officials in the FGD expressed that there is a lot to be done in the area of ECCE in the region.





In Addis Ababa, the FGD conducted with the Addis Ababa Education Bureau Experts revealed the following main points. The Education Bureau does not have a plan on early childhood care and education. It has been left to the private sectors and the Bureau has paid little attention to it. ECCE has not been the primary agenda of the Ministry of Education and the Bureau of Education. For instance it was noted that the experts had requested budget to prepare textbooks for the preschools/kgs, but no budget was allocated.  The FGD also indicated that at the Bureau of Education, there are two experts whose task is related to ECCE: one in the supervision section and the other in the training section. Even so, their primary duty is not ECCE. They are expected to only tangentially oversee the activities of ECCE. Their main duties are training and supervision issues of primary school education. Early childhood care and education issues are merged with the primary education in times of supervision. One expert was assigned as a supervisor of primary school education in Addis Ababa to also oversee issues related to ECCE along the way. Recently, the Addis Ababa Sub city Education Departments have taken up the over all tasks related to ECCE.  There is one government-run Early Childhood Care and Education Teacher Training Institute (ECCE-TTI) within the premise of  Kotebe College of Teacher Education. The Bureau supports this ECCE-TTI. Usually the Bureau of Education sets out the formal procedure of licensing the ECCE-TTIs and preschools. The Bureau has a standard against which the proposals of investors in the area of preschool education will be checked and evaluated before recommending them for licensing.  The experts emphasized that this has created a gap between licensing departments and technically supporting wings of Education Bureau. Some ECCE-TTIs were even observed to function without a license.





 According to the responses of interviewees of Somali Education Bureau- there is no program for preschool education at regional level, there is no planning of budget regarding this issue, and, hence, no record of performances, achievements, and problems. Non-government agents including individuals, religious institutions, and shareholders own preschool education establishments in the region.





In Dire Dawa, too, interviewee from Education Bureau has indicated that there was no expert in preschool education at regional level. Supervisors were assigned at Kebele levels. There were no government run preschools nor were preschool teacher education institutions. Furthermore, there are no material and financial provisions for preschool education in the region. 





In Harari, the expert of the Education Bureau indicated that though some efforts were occasionally made by education programs to plan preschool education in the region, there is, however, no separate and independent body in the office assuming responsibility to oversee preschool education program. There are no government preschools and preschool teacher training institutes in the region. There is no budget still allotted to this program.





As it has been seen in the preceding discussion, all the interviewees agreed that the government/office is in fact involved mainly in pre-accreditation and accreditation of the preschools and teacher education institutions.  





In SNNPR, those who have participated in the FGD were 10 individuals who represented teachers, KG directors, parents of sample schools, and the region’s preschool education department expert. With regard to any budget allocation for the sector, the expert from the Region reported that there was no specific budget targeting preschool education.   
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