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Executive summary

Starting school is a common experience for
millions of children around the world, but it

is not the same experience for children every-
where. Children have different experiences
which are related to their own characteristics,
their families and communities and the schools
they attend. This paper explores such diversity
through a series of longitudinal case studies of
young children in Peru, gathered as part of the
Young Lives project. Twenty-eight children from
four contrasting communities were interviewed
in 2007 and again in 2008, in order to determine
their views and experiences during the process
of transition from home or pre-school into the
first grade of primary school. The project also
involved their parents and teachers as well as
their schools, homes and communities. The
children in the sample were selected from a
variety of communities in different areas of
Peru, from urban and rural communities, with
different poverty levels and different proportions
of indigenous people. The impact of recent
political violence on these communities was
also considered. This collection of detailed case
studies aims to highlight the common problems,
perspectives and experiences that affect many

young children in contemporary Peru.

The study described how the availability and
access to services for young children (especially
pre-school education) has greatly improved

in recent years in Peru. However pre-school
places are limited, with certain sectors of the

population often excluded, particularly those

in greatest poverty, who live in rural areas and
who speak an indigenous language. For these
children, the availability of, and distance from,
pre-school services, the hidden costs of pre-
school attendance and the lack of intercultural
bilingual education provision were obstacles to

equitable access to educational services.

The case studies showed that there were several
challenges faced by children in their transition
from pre-school to primary school. Children
reported discontinuities and contrasts between
pre-school and first grade. Teachers reported

a lack of coordination and communication
between pre-schools and primary schools.
Parents saw pre-school as a necessary step in
preparing their children for school, but expected
this to be a radical change. Another important
finding is that young children often encountered
physical punishment as part of their first contact
with school - which far from helping children,
worked against motivation and impacted nega-

tively on their adaptation to primary school.

The study also found that Peru’s education
system barely acknowledged and did not inte-
grate the country’s rich cultural diversity.
Children’s ethnic and cultural identities remained
marginalised and were not considered during

the process of school transitions.

Finally, the paper highlighted the fact that young

children commonly experienced a social as well

as an educational transition. Young children

X
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who were starting school often experienced
changes in their roles and responsibilities within
the home. They went from being ‘little children’
to more ‘grown up’ children. They gained more
responsibility for domestic and productive
activities, and in doing so, they developed skills
that prepared them to be productive members
of their households, especially in rural areas. But
the skills and knowledge that children gained

at home and in their communities were not
recognised by the school system. It produced a
particular image of what children can or cannot
do at school, rather than a more positive holistic
image, based on respect for who they are and
what they know, in the broader context of their

families and communities.

The paper concludes by discussing the
implications of these findings on education
policy and children’s well-being, and proposes
four ways in which children’s early educational
transitions can be enhanced. The first approach

is to strengthen the continuity and collaboration

between pre-school and primary school. Giving

priority to educational structures and policies,
curriculum planning and pedagogy that help

to foster better transitions from pre-school to
school is a second approach. The third way of
improving children’s early educational transi-
tional experiences is by enhancing the theoretical
and practical training of teachers who work
with young children. Better communication in
school-home relations and more information
for parents and teachers on the many challenges
young children face will foster more successful
transitions. Respect for diversity is still a
challenge and more work is needed at school
level to respect and meet the needs of indigenous
children and their families. Finally, issues of
violence must be confronted, both inside and
outside school, to ensure children’s rights are
protected. In general, pre-schools and primary
schools should be more aware of children’s
rights and identities, and more proactive in
helping their families to find ways to improve
their support to children during transition from

pre-school to primary school.



Introduction

The first contact that young children have

with any school setting is crucial to the qual-
ity of their school experience in later years
(Woodhead and Moss 2007, Einarsddttir 2007,
Johansson 2002; Dunlop and Fabian 2002,
Margetts 2000). However, little research has been
dedicated to contexts beyond Europe, North
America and Australasia, up to now. This paper
is an attempt to examine this issue in more
detail in Latin America, a region where more
than 13 million children start first grade every
year (UIS-UNESCO 2007). Increasing numbers of
children in Latin America are attending school,
but starting school is not the same experience
for children everywhere on the continent.
Different experiences are determined not only
by the individual characteristics of the children,
their families and communities but also by the
schools they attend. This paper explores such
diversity through a series of in-depth, longitu-
dinal case studies of young children in Peru, an
Andean country characterised by cultural and
geographical diversity. Twenty-eight children
from four different and contrasting communi-
ties were visited in 2007 and again in 2008, in
order to investigate if and how their lives had
changed (and their views on and experiences of
that change), during the process of transition
from pre-school to primary school. The views
of parents and teachers were included in order
to facilitate better understanding of children’s
experiences and gain a multiple perspective
approach (Griebel and Niesel 2002). Differ-

ent factors which produce different childhood

experiences and trajectories, such as poverty,
ethnicity, gender and location and which affect
the quality of children’s transitions are reflected
in the children’s own stories. It is hoped that
this research will make a substantial contribu-
tion to our understanding of early childhood
transitions in majority world contexts and the

consequences for later educational trajectories.

The children participating in this research are
part of a larger sample followed by Young Lives,
a 15-year long longitudinal study of childhood
poverty, conducted in Ethiopia, India (in the
state of Andhra Pradesh), Peru and Vietnam.
Two cohorts of children are being studied in
detail in each country, comprising 2,000 children
born in 2000/1 (the ‘younger cohort’) and 1,000
children born in 1994/5 (the ‘older cohort’).
These cohorts were first studied through surveys
conducted in 2002, 2006/07, and 2009, with
further rounds of data collection planned at
regular intervals until 2015. In 2007 and 2008,

a sub-sample of both cohorts was studied in
qualitative research studies. Early educational
transitions has been a particular focus for the
Young Lives teams in three of the four countries:
Ethiopia, India (Andhra Pradesh) and Peru.
This report is one of a series of working papers
from Young Lives called ‘Studies in Early Child-
hood Transitions, which includes a conceptual
analysis and literature review (Vogler, Crivello
and Woodhead 2008), and an overview paper

which considers equity and quality issues faced

by three of the participating countries, Ethiopia,
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India and Peru (Woodhead, Ames, Vennam,
Abebe and Streuli 2009), both already published
by the Bernard van Leer Foundation. This paper
presents the educational and policy context in
Peru and provides an in-depth analysis of chil-
dren’s transition experiences in rural and urban
communities. The main source of data for this
paper is from the younger cohort in Peru, which
includes survey data from the first two rounds
of the full sample (2002 and 2006/07), as well

as qualitative data from the first two rounds

of a sub-sample (2007 and 2008). This paper
also follows on from a preliminary analysis of
early transitions using data from the first round
(Ames, Rojas and Portugal 2009).

The policy context

In Peru, increasing awareness of the importance
of early childhood, in the age range from 0-5
years, has led to a shift in priorities over the

last few years, and several policy frameworks
now acknowledge the key importance of this
age group. These include the National Plan of
Action for Childhood and Adolescence 2002-
2010 (PNIA), the National Education Project
2006—2021 (PEN) and the current government’s
Anti-poverty Strategy (CRECER). The numbers
of children who are accessing pre-school educa-
tion has been rising steadily in recent years.
Enrolment figures are in fact relatively high in
Peru, a majority world country, although access
to education is yet far from being either univer-

sal or equitable among different social groups.

Concern about the beginning of school life

in Peru and Latin America was expressed first
during the 1990s, when the highest repetition
rates were found in the first grade (24 per cent).
In 1995, in line with other Latin American
countries, the Peruvian Ministry of Educa-
tion banned repetition in the first grade and
introduced automatic promotion. Repetition
rates dropped to 5 per cent. However, there has
been no assessment of how this has impacted
on children’s experiences in first grade and
whether the quality of education in this grade
has been affected. Moreover, repetition rates in
the second and third grades increased slightly
in subsequent years, indicating that rather than
solving the problem, this measure could just be

postponing it (Guadalupe et al. 2002).

Simultaneously, educational curriculum reform
in the 1990s acknowledged the importance of
early educational transitions by combining the
last year of pre-school and the first two years of
primary school into an integrated curriculum
cycle, in order to strengthen curricular continu-
ity and progression. This initiative, however,
has not been put into practice in schools and
classrooms.! However, the importance of first
grade and the beginning of primary school has
been highlighted again in the educational and
policy agenda: the National Education Project
(MED-CNE 2006) recommends some specific
measures for this phase, such as special training
for pre-school and first grade teachers, which

acknowledges the importance of continuity and

! Last National Curriculum design (launched in 2006 and then modified in 2008) discontinued this proposed integration, but included

education from 0 to 2 years and from 3 to 5 as the first and second cycle, respectively, of basic education.




communication during these early years. Never-
theless, these measures have not yet been
implemented, despite there being a current
national programme of teacher training
(Programa Nacional de Formacién y Capacitacién
Permanente (PRONAFCAP). Our research aims to
show how the beginning of school life is currently
being experienced by children, their parents,
teachers and schools, and what factors should be

taken in account to improve these experiences.

Theoretical framework

We approach research with children by view-
ing them as competent and powerful actors in
their own narratives of life (James and Prout
1997, Pascal 2002). We also took into account the
views of multiple actors, including the signifi-
cant adults in these young children’s lives, such
as parents and teachers (Crivello, Camfield and
Woodhead 2009). Our framework for research

is based on the concept of transitions. Although
used in a variety of senses, one generic definition
of transitions is ‘key events and/or processes
occurring at specific periods or turning points
during the life course’ (Vogler et al. 2008).
According to this definition, transitions refer to
diverse events, including, (but not solely con-
fined to), educational events. In the field of early
education, Dunlop and Fabian (2002:3) provide

an overarching definition:

The word ‘transition’ is referred to as the
process of change that is experienced when
children (and their families) move from one
setting to another. For example, when a child

moves from home to pre-school, or from pre-

Introduction

school to school. It includes the length of time
it takes to make such a change, spanning the
time between any pre-entry visit and settling-
in, to when the child is more fully established
as a member of the new setting. It is usually a
time of intense and accelerated developmental

demands that are socially regulated.

This definition provides temporal and physical
boundaries that helped to structure the design
and methodology of the study. However, the
design was also informed by the ecological
approach of Bronfenbrenner (1979), which
enabled us to consider not only the setting of
the school, but also the interconnected set of
contexts or microsystems in which the child and
school are located. Our perspective recognises
that a transition entails multiple changes: in
identity, roles, relations and settings (Griebel
and Nielsen 2002, Keining 2002).

We were also aware that transition to primary
school has often been associated with the con-
cept of ‘readiness’, which was defined in terms
of a set of predetermined physical, social and
cognitive skills children had to possess to fulfil
school requirements (Arnold, Bartlett, Gowani
and Merali. 2007; Woodhead and Moss 2007).
Repetition of first grade was explained by inad-
equate preparation for school, which is affected
by poverty, malnutrition, home learning environ-
ment and access to early childhood care and

education (ECCE) services.

However, more recent research claims that

schools must also be ready for children, by offer-

ing them a quality service that considers their
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characteristics and rights (Myers and Landers
1989; Brostrom 2002; OECD 2006; Woodhead and
Moss 2007). Thus, a more up-to-date concept

of readiness stresses that it is best understood

as ‘the match between the child and the institu-
tions that serve the child” and requires the
participation of families, schools and communi-
ties (Woodhead and Moss 2007: 13).

Our main research questions were structured in
the broadest terms and did not solely relate to
the school environment. We asked for example:
What are the key transitions in children’s lives?
How are they experienced (particularly in rela-
tion to activities, relationships, identities, and
well-being)? What influences these experiences?
Progressively, we narrowed down the scope of
these questions, focusing on the main educa-
tional transition that emerged from the research,
which was the beginning of primary schooling.
Then we inquired into the different perspectives
each actor had about this transition, as well as
the degree of communication, preparation and
collaboration among actors and within settings,
and the continuity from one setting to the next
when doing the transition. Although we focused
on the beginning of schooling, we also looked
at the simultaneous changes which children
experienced in terms of their roles and responsi-
bilities within the home, through careful

observation of home and community settings.

Research sites, participants and
methodology

The Young Lives sample is distributed across

twenty sites throughout Peru. We selected four

contrasting sites for this study, including different
areas of residence (rural/urban); geographical
location (Coast, Andean Highlands, Amazon);
poverty (poor and non-poor); presence or
absence of indigenous population; and degree of
impact of recent political violence (post-conflict
areas). The communities (named after the prov-

ince they belong to) are briefly described below:

* Riojais a rural community in the Upper
Amazon, in the region of San Martin,
located in the north of the country. The vil-
lage is ten minutes by car from the district
capital, about one hour from the provincial
capital and three to four hours from the
regional capital. The Carretera Marginal,
an important road connecting several
provinces and regions, passes through the
village. The village, like most of the region,
is populated largely by Spanish-speaking
Andean immigrants, and neighbouring vil-
lages are largely inhabited by the indigenous
Awajun population. The village has 1,673
inhabitants, who work mainly in coffee pro-
duction and cattle-raising. The village has
piped water but no sewage system, and only
received its electricity supply in August 2007.
There is a pre-school, a primary school and
a secondary school in the village as well as a
health post. Two neighbouring villages were
also visited in this district. One is located
next to Rioja, about five minutes by car. It is
smaller than Rioja, with about 183 house-
holds. It has a pre-school and a primary
school, but no secondary school, and similar
services: piped water and latrines; electricity

was installed in August 2007. The other vil-



lage is even smaller (about 40 households)
and 30 minutes from the road side on foot
through the forest. There is no pre-school,
but a PRONOEI (Programa No Escolarizado
de Educacién Inicial — a non-formal, com-
munity pre-school programme), and a mul-
tigrade school with two teachers for the six
grades of primary school. There is no health
service in the village, and no piped water,

sewage or electricity.

Andahuaylas is a farming community loca-
ted in the southern highlands of Peru, at
between 3,000 and 3,500 metres in altitude,
in one of the poorest regions of the country,
Apurimac. The distance by car to the village
from the district capital is about 30 minutes
by car and it is 45 minutes drive from the
provincial capital. The road that connects
the provincial capital with the regional
capital passes through the village and the
regional capital is eight hours in driving
time away. The village is inhabited by the
Quechua indigenous population. There are
about 2,014 inhabitants grouped into 335
households. The population is dedicated
mostly to agriculture, with potatoes and
corn being main crops and cattle-raising

a secondary activity. Houses are scattered
amongst the hills, built to be close to the
land they cultivate. Piped water and electri-
city are available, but latrines are limited to
only forty households. The village has a pre-
school, a primary school and a secondary
school, as well as four community centres,
providing day care for the youngest children
(called Wawa Wasi), one PRONOEI and a

Introduction

public health post. This region can certainly
be considered a post-conflict area as it has
suffered seriously from the political violence

in the country between 1980 and 1992.

San Romdn is a city in the southern Andes,
at about 4,000 (metres above sea level
[masl]), in the region of Puno. It repre-
sents the economic and commercial centre
of the region, with a population of over
216,000 people. The city is inhabited not
only by Spanish-speaking people, but also
by members of the two main indigenous
groups in the Andes: Quechua and Aymara.
Much of the population is of rural origin
and the people keep their links with their
birthplaces. Here we worked in four neigh-
bourhoods, the biggest of which had about
3,000 households (15,000 inhabitants) and
the smallest had just 143 households (715
inhabitants). The population is largely
involved in trade, commerce and the textile
industry. In addition to formal and informal
trade, the city is also known for smuggling.
As an urban settlement, there is electricity,
piped water and sewage, as well as telephone
and the internet in the four communities.
However, only a few streets are paved, while
most are not. There is a public pre-school
and a public primary school in the main
neighbourhood, as well as some private
schools, a regional hospital and a recreatio-
nal park. Secondary schools are available in

other nearby neighbourhoods.

Lima 31is also an urban settlement, located

in the southern part of Lima, the national
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capital. The main neighbourhood we visited
had 1,118 households (7,825 people), but
some children attend school in the adjacent
neighbourhood, so we also included this in
the study. Lima 3 is located in one of the dis-
tricts founded through the illegal occupation
of lands in the desert hills surrounding the
city, which started back in the 1950s. Today,
the district has about 378,000 inhabitants,
making it one of the most populous in the
capital city. The neighbourhoods are inha-
bited by people who come from all over the
country and new generations born in Lima.
Inhabitants are dedicated to a variety of eco-
nomic activities, from informal trade to
teaching. Because it is an urban settlement,
there are electricity, piped water, sewage, as
well as telephone and internet services. Most
streets are paved, but some are not. There are
several schools in these and the surrounding

neighbourhoods, including public and

private pre-schools, primary schools and
secondary schools, as well as a community-
based day care centre for children aged 6
months to 4 years old (Wawa Wasi),
PRONOETISs, a vocational centre and an
academy preparing students for university

admission. There is also a health centre.

In each site we based our work mainly in one
community, but in several cases we had to visit
neighbouring communities, in order to iden-
tify sufficient case study children from within
the Young Lives sample. Table 1 summarises the
number of schools, classrooms and communi-
ties visited, that were attended by Young Lives
case study children. As before, communities
remain anonymous, but the name of the

province they belong to is indicated.

In each site, we worked with a sub-sample

drawn from the main Young Lives sample of

Table 1. Schools, classrooms and communities visited in 2007 and 2008 ?

Number of Number of schools | Number of pre- Number of 1% Number of 2™
communities school classrooms | grade classrooms | grade classrooms
4 2 3 1

Rioja 3

Andahuaylas 1 1
San Roman 4 4
Lima 3 2 4
Total 10 13

2 Since we visited more than one community per site in most cases, we also visited more than one school and classroom per site. Some

communities had only one school but two classrooms of the same grade; others have more than one school and only one classroom of

each grade. For this reason number of communities, schools and classrooms are not exactly the same.




about 2,000 children. The selected sub-sample
included at the beginning six children from

the Younger Cohort (aged 5-6) from each site,
making a total of 24 children, half boys and
half girls, half rural and half urban, 25 per cent
indigenous and 75 per cent non-indigenous.’
The children were randomly selected and we
found that, of the 24, only six (25 per cent) were
already six years old in 2007, while the rest were
five years old. Thus we expected that about 75
per cent of the sub-sample would still be in pre-
school (or at home), since the mandatory age

for starting primary school is six years old.*

However, in 2007 ten children were already
attending school (nine were in the first grade
and one was in the second grade), twelve were
in pre-school and two were at home waiting

to start first grade the next year. Thus, all but
two children in the sub-sample were enrolled

in school. This is consistent with the overall
sample, which shows an enrolment rate of 78
per cent.’ The following year we were unable to
include five of these children in the study (three
had moved out of the place, one was sitting his
exams and one girl’s mother refused to continue
participating). Therefore we included four more
children as case studies, previously identified

as back-ups.® Thus in 2008 we worked with 15

Introduction

children in the first grade and seven in second
grade plus one child in third grade, making a
total of 23.

When we visited the children the first time in
2007, those who were in first grade or pre-school
had been there for about six to nine months.
The following year we visited them in the same
period; thus first graders were about six to nine
months from the start of school year, as were the

second graders.

The educational trajectories identified among
the twenty-eight case study children are summa-
rised in Figure 1, which are arranged according

to the type of institution they went through.

The trajectories which children followed
through the school system depended on the
opportunities and resources available to them.
Thus in rural areas, families were mainly reliant
on public services and usually had little choice
of accessible school. In contrast, in urban set-
tings there were several schools (both public and
private) to choose from, of varying type and
quality. The search for better educational oppor-
tunities has been identified one of the factors
that encourages migration to the cities (Crivello
2009, Locley, Altamirano and Copestake 2008).

3 Here ethnicity is defined narrowly, taking into account mother tongue as declared in the household survey.
* The 6" birthday should be before June 30 of the school year in which the child is enrolled in first grade. Children referred here as

having 5 were turning 6 after that date or the following year.

> Due to the age of the Younger Cohort children at the time of the survey (four to five years old), most of them were still in pre-school but

were already enrolled in primary school at the time of our visit, a year later, and thus this percentage may be higher at that time.

© There was no back up children in one of the villages where one girl was missing. However we hope to track her again in our future visits.
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Figure 1. Trajectories among case study children

Public primary

Thus, we plan to monitor whether or not these
children remain in the same school trajectories
(notably public versus private school) over
time. Urban parents may decide to move their
children from a private school to a public one
for financial reasons. Parents may move their
children from public schools to private ones if
they are perceived as being better, and if finan-
cial resources allow for it. For rural children this
may also involve migration to a larger town. At
the time of the second survey, few parents of the
younger cohort moved from private to public
education (0.5%), or from public to private

schools (1.4%). However, their children were still
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very young, and these changes may increase in
the future as they progress through the educa-

tional system.

We use a mixed method approach (Clark and
Moss 2001, Dockett and Perry 2005, Crivello et
al 2009) in our research work with the children,
their caregivers and parents. This paper is based
on interviews with parents (28), teachers (17)
and children (28), participatory discussions
with children, and classroom observations at
pre-school (five classrooms) and primary levels
(eleven first grade and three second grade class-

rooms). Data from two previous surveys of the



broader sample of Young Lives children (in 2002
and 2006/7) was also used to complement the

analysis and provide contextual information.

Qualitative data was analysed using two differ-
ent and complementary strategies. On the one
hand, we used a set of thematic codes based on
literature about educational transitions in the
early years and the factors that affect them. Then
we analysed all the data collected in each round
using Atlas ti (specialist software for analysing
qualitative data), establishing trends, similarities
and differences within and across sites — and

termed it a horizontal reading.

On the other hand we developed extended
profiles of the case study children by putting
together all the information we had for a partic-
ular child (his or her own interview, interviews
with the child’s parents and teacher, and home,
community and classroom observation for

that particular child) — and termed it a vertical
reading. This allowed us to build a mosaic with
different types of data, triangulate the informa-
tion and construct rich pictures of children lives

and transitions.

In this paper we report on what we found among
all the children participating in this research.
Although each child is unique, they also share
common challenges, perspectives and experi-
ences and so there are similar issues appearing

in different contexts. There are also differences
from context to context that were identified and
analysed. We highlight some of the most impor-
tant issues that emerged in the study through

detailed case studies of nine of our case study

Introduction

children, because they illustrate major themes
that emerged from the whole group and repre-

sent the diversity of situations we found.
Structure of the paper

In Chapter 1 we briefly introduce the educa-
tional context in Peru, the changes observed

in recent years, and how they reflect a more
positive attitude towards early childhood service
provision. Despite these generally positive
trends, we acknowledge that access to pre-school
services is not universal and far from equitable,
especially when focusing on particular sectors
of the population. The second part of Chapter

1 focuses on the lack of access to pre-school for
particular groups of children through a series
of case study examples, and the implications for

their educational trajectories.

Chapter 2 concentrates on the majority of
children in our sample who do have access to
pre-school and primary education. In this chap-
ter we highlight the main challenges posed by the
current educational system, including the lack of
continuity between different phases, limited levels
of communication among parents and teachers
in this transition, and the lack of preparation at
institutional and individual levels to cope with
early childhood transitions. We use detailed case
studies of several children to demonstrate a frag-
mented and uncoordinated educational system
which pays little attention to ensuring continuity

during the first years of school.

Chapter 3 looks at the educational system in

Peru from the perspective of cultural and lan-
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guage diversity. Case studies from a Quechua
indigenous community show us an education
system that is unable to accommodate the many
different childhoods in Peru, in terms of ethnic,
cultural and language identity. These case stud-
ies also show us different (and longer) early
childhood transitions than those observed in the
previous chapter, since children in this commu-
nity attend a community-based day care centre

(known as Wawa Wasi) from the very earliest

months of life.

Chapter 4 sets the study of educational tran-
sitions in a broader context. It focuses on

the changes in roles and responsibilities that
children experience in the context of their
families and communities, and shows that other
transitions are taking place in parallel with the
beginning of their school life which may be
impacting on it. Finally, Chapter 5 discusses our
main findings and the implications they have

for policy and research.



Chapter 1: Who goes to pre-school... and who does not?

An overview of early childhood
education in Peru

In Peru, although enrolment for primary educa-
tion is almost universal (94 per cent), this is not
the case for pre-school and secondary school (64
per cent and 75 per cent, respectively), although
both are also considered to be part of a basic
education (MED 2009). The education system
offers basic education from 0 to 16 years old
(although pre-school is only compulsory at five
years old). Table 2 shows some key features of

the structure of the education system.

Currently, basic education includes provision
for children under two years old by the Minis-
try of Education in a variety of programmes.
There is also an important Early Childhood
Care and Education (ECCE) programme run

by the Ministry of Women and Social Devel-

opment, called Wawa Wasi, which operates in
community-based day care centres for children
from six months to four years old. However,
the degree of access that young children have to
ECCE services is still very limited. Only 4.9 per
cent of children up to two years old have access
to educational services offered by Ministry of
Education (MED 2009). As for the Wawa Wasi
programme, it caters for 4.2 per cent of their

target population (Cueto et al 2009).

Pre-school education for children age three

to five years is offered mainly through formal
pre-schools (similar to kindergartens) and
non-formal, community-based programmes,
called PRONOEL’ The main difference between
these two services is the administrative arrange-
ments and the degree of community emphasis.
Pre-schools have a certified pre-school teacher

whereas PRONOEIs have an ‘animator’, usually a

Table 2. Data on the structure of and enrolment in the Peruvian educational system

Educational level

Normative age | Number of

compulsory years

Pre-school 0-2 0

3-5 1
Primary 6-11 6
Secondary 12-16 5

Source: Global Education Digest 2007. UNESCO-UIS

Enrolment % girls in relation | % enrolment in private
to absolute education against total
enrolment enrolment

no data no data no data
1,114,885 49 21
4,077,361 49 16
2,691,311 50 22

7 Programa No Escolarizado de Educacién Inicial (Non schooled programme of preschool education).

11
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woman from the community who is trained by
a pre-school teacher. The community provides
the building and furniture for this programme.
PRONOFEIs are located in poor rural and urban
areas and are a cheaper alternative to formal
pre-schools. The cost per student in a PRONOEI
is less than half than the cost per student in a
formal pre-school (Uccelli 2009). Coverage for
pre-school, either formal or non-formal, is not
yet universal; currently just 64 per cent of chil-
dren aged three to five have access to pre-school
education (MED 2009).}

Nevertheless, availability of, and access to,
educational services, have improved greatly in
recent years in Peru, especially for pre-school
education. Indeed, between 1998 and 2007, the
number of pre-schools (both formal and non-
formal) has increased by 22 per cent, although
the population of children from 3 to 5 years
old —the age range to attend pre-school- have
decreased both in absolute and relative terms

(-4 per cent of children aged 3 to 5 appear in the

2007 national census versus the 1993 census).’
Formal pre-schools show a higher growth rate
(30 per cent) than non-formal ones (15 per
cent), whilst primary schools only grew by

10 per cent (Table 3) but have shown almost
universal enrolment since the end of the 1990s
(MED 2009).1°

This expansion allowed for greater access, and
enrolment in pre-school has been rising steadily,
as shown in Figure 2. There has been a signifi-
cant growth in the last two decades. In 1985 only
24 per cent of children between three and five
years old were enrolled in pre-school but twenty-

two years later this figure rose to 64 per cent.

In all but two of the communities being studied
pre-school, primary and secondary education
was available for children living in the village
within a short walking distance of their homes.
The two communities which did not have a
secondary school were rural (next to Rioja),

and were located about 30 minutes walk from

Table 3. Increase in the number of schools 1998-2007 by type

Pre-school 31140
Formal pre-school 14812
Non-formal pre-school 16328
Primary school 32,734

38077 22
19373 30
18704 15
36,006 10

Source: ESCALE — Estadistica de la Calidad Educativa. Cifras de la educacion en el Pert 1998-2008

8 Net enrolment rate.

9 Calculation based in the data from the National Statistics Institute (INEI).

10 Children’ population from 6 to 11 years old —the age range for attendance at primary school-, increased by 2% from 1993 to 2007.




Who goes to pre-school ... and who does not?

Figure 2. Evolution of pre-school enrolment (%) among children 3-5 years old 1985-2007
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Source: ESCALE — Estadistica de la Calidad Educativa. Indicadores de la Educacién en el Perd 1998-2007

a village that had one. One of these two com-
munities had a PRONOEI instead of a formal
pre-school. In the urban areas visited, access to
education was relatively good. Although not all
levels of education were always available in the
same neighbourhood, they were accessible in a

nearby neighbourhood within walking distance.

Although there was a pre-school service in every
community within our sub-sample, not all com-
munities in the whole sample have such services.
In contrast to primary school education which
is available in 93 per cent of the communities

in the whole sample (and is located nearby

for a further five per cent), formal pre-school

is available in just 76 per cent of them, and is
located nearby for another 13 per cent. However,

as we will see later, ‘nearby’ may be not near

enough for young children to be able to attend.
Non-formal pre-school education (PRONOEI)
is available in 50 per cent of the communities
within the full sample, and may be located in
the same area as formal pre-schools, especially
in urban areas. These figures show that the
availability of pre-school services is still lower

than that of primary education services.

Access to pre-school services is far from equal
and varies according to social groups. Figure 3
shows the variations of pre-school enrolment
among the population, in the full Young Lives
sample of nearly 2000 children. This figure shows
that pre-school enrolment, although high in
general for the full sample (81 per cent), is higher

in urban than rural areas. In the latter, patterns

of residence are dispersed and settlements are

13
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Figure 3. Pre-school enrolment according to area of residence, gender and mother tongue
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Figure 4. Enrolment in public and private pre-schools according to wealth quintiles (Q)
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smaller, factors that, taken together with lower
provision, help to explain a lower enrolment
rate. Pre-school enrolment is also higher among
Spanish-speaking children in contrast with
indigenous children. Gender differences appear
to be small overall but, as we will see later, they
are significant when they are considered along
with other factors. This is consistent with trends

in national statistics.

Furthermore, poverty strongly influences access
to pre-school, as shown in Figure 4. Once we
examine the YL sample according to poverty
quintiles (five groups of the same size), the
inequity in access is evident.!" The poorest quin-
tile of the population (Q1) shows an enrolment
rate 36% lower than the less poor group (Q5),
where access is almost universal. It is also clear
that one-third of children are enrolled in private
pre-schools in the more economically advan-
taged quintile (Q5) - a situation that is extremely

rare for the poorest quintiles (Q1 and Q2).

The three most important factors which influ-
ence children’s access to pre-school are poverty
levels, ethnicity and location, as we will see in
more detail in this paper. The issues surround-
ing inequity in early schooling and differences
in the quality of education services are also
explored in more depth in another paper in this
series (Woodhead et al 2009).

Who goes to pre-school ... and who does not?

In summary, despite the evidence of the increas-
ing importance of pre-school education in Peru,
about one-third of children between three and
five years old are not attending pre-school.

Our research shows that pre-school enrolment
is subject to several factors, which are related

to availability and access to pre-school services,
the hidden costs associated with pre-school
enrolment, and the perceived need (or not)

for an earlier and more continuous educational
experience. The rest of this chapter addresses
these issues through the case studies of two
girls, Carmen and Cecilia, who are the same
age, but live in contrasting settings and face
different kinds of obstacles in accessing pre-

school education.

Barriers to pre-school access — case
studies in rural and urban sites

Three of the households we visited as part of
this study included children (all girls) who have
not had any pre-school experience. Two are
from a rural village in Rioja and one is from a
major city in the Andes, San Roman. Although
few, these cases clearly revealed the different
type of obstacles children and their families
living in poverty must face in order to gain
access to pre-school education. We selected one
case in each setting to show the different factors
that produced the lack of enrolment at

pre-school level.

' Poverty is measured here through a composite index which combines three different variables: a) household materials, b) home basic

services -electricity, drinking water, cooking fuel, and c) durable goods.
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‘T don’t want to have her walking alone’: Carmen

and the little girls in rural areas

Two girls in the rural village did not attend
pre-school for the same reason - physical access
— which is a common problem in rural areas.
This and the availability of services are impor-
tant issues for pre-school education, especially
considering the age of the children and the
legitimate concerns their parents may have
about their safety. In the previous section we
showed that for the full sample, availability of
pre-school services was still lower than that of
primary education services. In rural areas, the
presence of a pre-school in the village and strat-
egies to guarantee access are even more critical
because of geographical characteristics and
settlement patterns characterised by dispersion.
If we check enrolment rates, we see that whilst
89 per cent of urban children in the overall
sample are enrolled in pre-school, only 73 per
cent of rural children are enrolled.'” Within the
full Young Lives sample, gender disparities were
not wide overall. However, if considering gender
along with location of residence, we find that

it is rural girls who show the lowest enrolment

rate of all groups, at 69.9 per cent, a trend also

identified in national statistics, where rural girls

show even a lower figure (52 per cent).

In our sub-sample, all the children with no pre-
school experience are girls.”” Rural girls’ educa-
tional trajectories are especially prone to delays
and issues of age, as several studies have shown
(Montero 1995; Oliart 2004; Ames 2005; Montero
2006). Rural girls who experience delays in their
school trajectories (such as late entry to first
grade or repetition during primary years) are
more at risk of dropping out of primary school
early, or of completing primary education only.
This is expressed in a popular saying, ‘the age
overcomes them), which means that they have
already reached an age and maturity status that
conflicts with school demands."* If more rural
girls than any other group are entering school
without pre-school experience, which may cause
delays or repetitions in their school trajectories,
this will have significant consequences for their
ability to finish their primary education and go

on to attend secondary school."

The case of Carmen, who lives in a rural village
in the Upper Amazon, shows there are indeed

strong reasons for not sending her to pre-school,

2 Gaps of enrolment in pre-school in urban and rural areas are wider in national statistics: 72 per cent vs. 53 per cent net enrolment rate

for urban and rural children respectively (MED 2009).

13 Although two are rural girls and one is urban, the latter is from a family with a rural background.

" Indeed, as we have seen when researching the older cohort, older girls are in charge of several important domestic activities, from

caring for siblings to cooking and cleaning. In addition, they participate more intensively in economic activities, such as herding the

flock, sowing and harvesting, and even selling of agricultural products. Demands from home compete with school time, but also create

a contrasting status, as they are grown-up in one scenario and little girls in the other.

13 Despite the outstanding figures of almost universal primary school enrolment, a large proportion of rural girls and teenagers remain

excluded from the educational system and risk becoming functional illiterates. An expression of recognition of this problem is Law

27558 for the Promotion of Rural Girls’ and (Female) Teenagers’ Education, approved in 2001.




but demonstrates nicely the ways the family tries

to compensate for this.

When we visited her for the first time in 2007,
Carmen was five years old and spent her time

at home, eagerly waiting to attend school the
following year. She lived with her parents and
teenage sister. Her house is about 20 minutes
walk along the main road from home to pre-
school. Carmen’s mother considered this to be
too dangerous for a little girl wal