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Résumé

Cette publication contient les exposés presentés au cours d'un séminaire
sur Ia relation entre l'éducation préscolaire et primaire qui a été tenu a
Bogota, Colombie, en mai 1981, sous les auspices du CRDI et de Ia Fonda-
tion Ford. Le séminaire a réuni des chercheurs en education préscolaire
venus de diverses regions du monde et spécialisés dans différentes disciplines.
L'éveil précoce des enfants fut examine a Ia lumière des etudes de cas et des
programmes nationaux présentés, et analyse en fonction des effets a court et
a long terme qu'il peut avoir sur le développement de l'enfant et son succès
lors de son entrée dans le système scolaire. Les travaux sont groupés sous
trois grands themes : recherche et action en education préscolaire et pri-
maire; considerations sur le problème de l'éducation préscolaire et primaire;
et discussions et recommandations générales.

Resumen

Esta publicación contiene las ponencias presentadas en un seminario
sobre la relación entre educación preescolar y primaria, celebrado en
Bogota, Colombia, en mayo de 1981 bajo los auspicios del CIID y Ia
Fundación Ford. El seminario reunió a investigadores de Ia educación
preescolar procedentes de diversas regiones del mundo y con diferentes
formaciones disciplinarias. La estimulación infantil temprana fue vista a Ia
luz de los estudios de caso y los programas nacionales presentados, y
analizada en función de los efectos que a corto o largo plazo puede tener
sobre el desarrollo del niño y su éxito al ingresar al sistema educativo formal.
Tres amplias secciones agrupan los trabajos de acuerdo con los temas
tratados: investigaci6n y accidn en educación preescolar y primaria; conside-
raciones sobre Ia problemática preescolar y primaria; y discusiones y reco-
mendaciones generales.



Contents

Preface 5

Participants 7

Introduction 9

Acknowledgments 10

Part I: Research and Action in Preschool and Primary Education

Introduction 12
Development of intervention strategies for young children in Jamaica
Sally M. Grantham-McGregor 13
Pilot program of early stimulation: follow-up of children at six years of
age Sonia Bralic E. 20
Psychosocial stimulation and complementary nourishment during the
first three years: its repercussions on scholastic achievement Nelson
Ortiz P. 29
Primary school progress after preschool experience: troublesome issues
in the conduct of follow-up research and findings from the Cali, Colom-
bia study Arlene McKay and Harrison McKay 36
Lasting effects of preschool education on children from low-income
families in the United States John R. Berrueta-Clement, Lawrence J.
Schweinhart, and David P. Weikart 42
Early childhood education in Brazil: trends and issues Maria Carmen
Capelo Feijó 52
Relationship between preprimary and grade one primary education in
state schools in Chile Johanna Filp, Sebastian Donoso, Cecilia
Cardemil, Eleonor Dieguez, Jaime Torres, and Ernesto Schiefelbein 58
Relationship between preschool education and first grade in Argentina
Pilar Pozner 73
Education and social class formation: the case of preschool education in
Kenya 0.N. Gakuru 85
Fostering readiness for primary grades: innovative action programs with
municipal schools in India Veena R. Mistry 93
Preschool services in Thailand Nittaya Passornsiri 103
Early childhood education and preschool intervention: experiences in the
world and in Turkey Cigdem Kagitcibasi 108
Sociocultural correlations involved in the cognitive and physical devel-
opment of children from urban Guatemala Yetilt de Baessa 117

3



Summary and Conclusions 123

Part It: Some Considerations on the Preschool and Primary Problem

Introduction 126
Early childhood programs in Latin America Robert G. Myers 127
Conceptual issues in preschool and early primary education Kenneth
King 136
From child to pupil: winning the game but losing the match? Norberto
Bottani 141
Compensatory measures in poor areas: some possibilities for preschool
education Carmen Luz Latorre 153
Summary of some years of preschool research Hernando Cómez
Duque 163

Summary and Conclusions 170

Part III: Discussion and General Recommendations

Program Objectives, Research Prospects, and Policy Formulation 172

4



Primary School Progress After Preschool Experience:
Troublesome Issues in the Conduct of Follow-Up Research

and Findings from the Cali, Colombia Study

Arlene McKay and Harrison McKay!

The Cali study is to date the only systematic
research program in the developing world that
has worked with children of extreme poverty
conditions for varying durations of time during
the preschool years, providing them with inte-
grated programs of attention to foster both phys-
ical and psychological development, and mea-
sured the outcome for a follow-up period of more
than 3 years. We believe that it is important to
document not only the quantitative results but
also the experiments that characterized the
follow-up study. This paper will focus on one
quantitative aspect of that research, school suc-
cess during the first 3 academic years, and de-
scribe the context irs which the study was initiated
and carried out; the latter is important for the
interpretation of present data as well as for the
clarification of the complex relationship that
exists between preschool and primary level pro-
grams and may be of value in helping define
future studies. Also presented are some of the
reasons that prompted research at the preschool
stage as well as the follow-up phase.

The initial research in Colombia grew out of a
concern about the effects of malnutrition on the
psychological and physical development of pre-
school age children. The research of the late
l960s was aimed at measuring the impact of
nutritional intervention on the cognitive devel-
opment of children to, as one medical doctor
phrased it, find a direct relationship between kilo-
grams of weight gained and intelligence quotient
(IQ) points raised. However, none of the studies
was able to isolate a clear effect of nutritional
rehabilitation on children's cognitive perfor-
mance. Early work in Cali was designed to
determine the degree to which malnourished
children from extremely poor backgrounds

'Department of Psychology. Northwestern Univer-
sity, Evanston. Illinois, USA.
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might respond to short-term interventions
designed to improve their cognitive and motor
ability as well as their health and nutritional
status. Initial results indicated that preschool age
children, as they were recuperating physically,
could improve their cognitive abilities in the
short term; a finding consistent with the first
results of experimental preschool programs for
disadvantaged populations in the United States.

Information about programs for preschool
children from poor backgrounds around the
world documents many kinds of action under-
taken for them or their families. It is also clear
that demand is growing for preschool programs
for a number of reasons including the need for the
mother to work, the increase in single parent
families, and the growing desire for the children
to have a sound basis for future success, which
the parents believe preschool programs provide.
However, for information about the long-term
effectiveness and the relationship between pre-
school and primary education, apart from the
studies being presented at this seminar, reference
must be made primarily to basic North American
data. The preschool movement there flourished
in the aftermath of efforts to acquire greater
social equality through the provision of educa-
tional experiences for young people from the
lowest socioeconomic levels, who appear to be
disproportionately represented in the statistics
on school failure, repetition, dropouts, and spe-
cial education. Head Start, the first extensive
government program for preschool age children
was born out of naiveté, political pressure, and
the characteristic North American belief that
most problems can be overcome in a short time if
enough money and effort are directed into them,
but there was barely any indirect scientific basis
for the optimism that short-term preschool pro-
grams could overcome 3-5 years ofa background
of poverty and "innoculate" children against any



further harmful effects of such a background
including the primary schools they attend.

Now, a decade and a half later, it is clear that
helping disadvantaged children to develop their
potential to be productive and constructive
members of society requires a deep commitment
on the part of society and the major institutions
they are in contact with and that both the tech-
nology and the theory underlying successful pro-
grams are still in the development stage.

There have been relatively few published
results, but hundreds of reports on the outcomes
of preschool interventions. A small proportion of
this material deals with the effects into primary
school and beyond. Relatively few of these stu-
dies have been random field experiments and
even fewer were longitudinal in design following
the children who participated and those who did
not as far as primary school and further. The
results of these research projects repeatedly dem-
onstrate that the effects of preschool intervention
on cognitive ability, as measured by standard
intelligence tests, diminish over time so that after
tO years of age there is no significant effect of
treatment. Our own data show that although dif-
ferences between groups lessen over time until
age tO, they do not disappear and are more
apparent for cognitive tasks that require reason-
ing ability than for those that require the contin-
ual acquisition of basic information. Findings
about the effects on school achievement during
primary school years have been mixed. For
example, some programs show improvements in
math, others in language; others show achieve-
ment differences between girls and boys but no
consistent pattern has emerged. Methodological
problems also make the interpretation of these
various results unclear.

A consortium of US preschool research pro-
jects (the Consortium for Longitudinal Studies)
has followed their children not only through
primary school but, in some instances, through
high school. The most promising results were
among the combined results of seven of these
experimental or quasiexperimental studies show-
ing that children participating in preschool pro-
grams are less likely to fall short of school
requirements used to determine whether a child
must repeat a year, attend special education
classes, or drop out. This indicates that despite
minor differences in the results obtained on cog-
nitive aptitude tests, after a few years of primary
school there is a lasting effect of treatment; one
that appears related in part to cognitive skills but
also to the learning of behaviour that is appro-
priate for academic success.

Although these results are encouraging the fact
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remains that preschool education, even in
extremely well-designed and well-managed stu-
dies, has not been the sought-after antidote for
the educational problems of children from poor
backgrounds. For those concerned with the
needs of children in developing countries, the US
results provide glimmers of hope, although
serious difficulties remain as school systems vary
greatly and assistance such as psychological ser-
vices and special education is almost never avail-
able, special education being almost nonexistent.

Through the years efforts have focused on try-
ing to identify the variables that give rise to the
problems of children in primary school and the
strategies that might be implemented to over-
come these problems. Theoretical causes were
linked to the patterns of interaction between the
child and the family and that led to solutions
being directed at the child and his or her family.
When these strategies did not yield sufficiently
satisfactory results, efforts to modify the schools
by developing new curricula and different teach-
ing methods more consistent with the principles
of child development were increased.

Special attention was given to the design of
educational programs that would provide conti-
nuity between preschool and primary school
because it was hypothesized that the main cause
of the inability to sustain the measured effects of
preschool programs through the primary school
years was the lack of continuity between the two
types of experiences. For some this meant mak-
ing preschool a downward extension of primary
school; for others making primary school an
upward extension of preschool. The experimen-
tal programs that studied this matter of conti-
nuity in the US by designing new primary school
curricula and methods based on preschool
methods did not demonstrate that the continuity
of the experiences results in better academic per-
formance in primary school; in most instances,
the children whose preschool experiences were
similar to the educational style of their primary
years showed no significant long-term effects of
their preschool years.

It would seem that the primary school years
and the experiences that comprise the world of
the child during this period have a powerful and
direct effect capable of overcoming many of the
measurable outcomes of preschool or at least of
transforming them such that the effects are diffi-
cult to assess by current means of measurement.
Although no one would deny that the founda-
tions set in the early childhood years are highly
influential, the best of child hoods cannot guaran-
tee a trouble-free middle childhood and adoles-
cence if conditions combine to undermine the



child at a given time; even less can be promised by
preschool intervention programs, no matter how
excellent, of only a few hours a day. Certainly the
results reported by the Consortium for Longitud-
inal Studies and notably the work of Dr David
Weikart indicate that some effects last and may
become apparent in later childhood and early
adolescence. However, the data urge a clearer
and deeper understanding of the primary school
experience to design different phases of the edu-
cational experience that would reinforce, rather
than neutralize or even counteract, each other.

Longitudinal data make it possible to assess
the effects of treatment with a degree of certainty
that cross-sectional data cannot provide and
enable us to see the rates of human growth that
are often obscured in other experimental designs.
in preschool programs for disadvantaged chil-
dren, the short-term results often are positive and
demonstrate that children respond to educa-
tional environments that stimulate them. Indeed,
most data show that when those children who
have not participated in preschool programs
enter kindergarten or first grade they respond to
the educational setting with slightly better than
expected progress in cognitive growth. In studies
where interventions have been conducted with
the same children for two or more consecutive
treatment periods, the data indicate that the
children's responses are greater during the first
period and then remain relatively constant or are
consolidated. Some have argued that this finding
is a product of testing, but the Cali data as well as
other experimental research data from studies
whose testing has been consistent for all groups
indicate that treatment has an effect over and
above any familiarity with testing procedures.
The data also indicate that it is very difficult to
sustain increases in cognitive development after
the initial spurt, even in highly stimulating
environments.

The follow-up study of the Cali preschool
nutrition, education, and health intervention
program was designed to assess the stability of
treatment effects over time and their relation, if
any, to the duration of treatment before primary
school. In addition, the evaluation design used
the same strategy as the initial 4-year study and
included measures of cognitive ability compati-
ble with those applied during the preschool inter-
vention, medical and nutritional assessments,
parental observations of school performance,
children's perceptions of the primary school
experience, and school success as indicated by
grade level placement and grades. Only a small
portion of this will be discussed here, albeit the
most complicated: school performance.
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Figure 1, taken from a Science article describ-
ing the Cali study, shows the effects of the pre-
school intervention program on IQ as measured
by the Stanford-Binet intelligence test, at the end
of the first primary school year (age 8). What we
will be depicting here is the pattern of school
success and failure as it relates to the different
groups of children in the study. That the pre-
school education, health, and nutrition program
had a positive effect upon cognitive abilities, and
that the longer program improved cognitive abil-
ity, was an unequivocal finding. The effect upon
school performance, however, was somewhat less
clear.

Although the children of the Cali study are
now nearing 14 years of age, the data we are
presenting here are only until 10 years of age
when normal school progress would place them
at the beginning of fourth grade, if primary
school were to begin at the minimum legal age of
7 and continue for 3 years without a grade failure.
The data show averages representing the grade
level reached at the beginning of each school
year. If normal progress were made, the first
grade should have begun in 1974, the second in
1975, the third in 1976, and the fourth in 1977.
This was not the case for many of the children as
there were instances of late starting, dropouts,
and grade failure for a number of reasons.

Table 1, also from the Science article, outlines
the preschool intervention phase of the study.
Tables 2 through 5 show the deviations from the
no-failure trend, how intervention was related to
these deviations, and at least two major factors
that may diminish the effects of intervention.

Table 2 illustrates a major problem encoun-
tered in our follow-up research that is faced by
others as well in urban programs. The high
number of schools poses the difficulty of not
being able to assess differential responses against
constant backgrounds. What seems clear from
these data, and extremely difficult to deal with
through observation, is the fact that many of the
schools are privately run, allowing families to
find establishments nearby suitable for children
who have not been able to find a place in the
official system, who have failed or been expelled
from public school, or who simply wish to be
nearer to home. The problem this presents for
any program designed for the use of teachers'
grades or ratings as criteria for school perfor-
mance, is that in some cases the children least
likely to succeed in public school will be precisely
those attending schools where higher ratings are
normally given.

Related to this high number of schools is the
expected high mobility of children in search of a
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Sinisterra. L., McKay, A., Gomez, H., and Lioreda, P. 1978. improving cognitive ability in chronically deprived
children. Science, 200:270-278).

better situation, with the result shown in Table 3
that grade failure is related to mobility. The cau-
sation is in both directions. There are cases of
children who change schools after successful
completion of a school year only to fail in the new
school, although in most cases failure or other

Table I. Basic selection and treatment variables of the groups of children in the study.

Note: SES is family socioeconomic status.
Source: See reference Fig. I (N4cKay ci al. 1978).
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unpleasant experiences expected to result in fail-
ure have prompted the move. In either case, anal-
yses of results using placement as a primary fac-
tor are faced with a serious problem of variation
that may not only be random error but may well
produce systematic effects opposite to those pro-

Characteristics

Low SES. Subnormal weight and height. One treat-
ment period between November 1973 and August
1974 (75 - 84 months of age).
Low SES. Subnormal weight and height. One treat-
ment period between November 1973 and August
1974 (75 - 84 months of age, with prior nutritional
supplementation and health care).
Low SES. Subnormal weight and height. Two treat-
ment periods between November 1972 and August
1974(63-84 months of age).
Low SES. Subnormal weight and height. Three
treatment periods between December 1971 and
August 1974(52-84 months of age).
Low SES. Subnormal weight and height. Four treat-
ment periods, between February 1971 and August
1974(42-84 months of age).
High SES. Untreated, but measured at the same
points as groups Tl-T4.
Low SES. Normal weight and height. Untreated.

Number

Group 1971 1975

Tl(a) 57 49

Tl(b) 56 47

T2 64 5!

T3 62 50

T4 62 SI

HS 38 30

TO 116 72



Table 2. Number ofdifferent schools attended by study
children by academic year.

1974-75 1975-76 1976-77 Total
(Grade I) (Grade 2) (Grade 3) schools

Table 3. School changes in the first 3 school years
(1974-77) and grade achievement at the beginning of
the fourth year of schooling, with all study groups

combined.

Number of schools
attended

One school all 3 years

Two schools in 3 years

Three schools in 3 years

Table 4. School failure each academic year from
1974-77 by study group.

Table 5. Average grade level at the beginning of each
school year for study group children with continuous

attendance, 1974-77.

lQ ranking
at age 8

Top 25%

Mid 50%

Bottom 25%

Grade level
(fall 1977)

3.4

2.7

2.5

Table 6. Relation of attained grade level by 1977 (age
10) to Stanford-Binet intelligence quotients at age 8.

Proportion of children in each
grade level at age 10
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duced in a stable school situation.
In spite of these difficulties, and others to be

mentioned later in this paper, patterns in the
relationship between school progress and the var-
ious interventions of the study groups emerge,
although very faintly.

School failures are inversely related to the
amount of intervention, especially in the 1975-76
(second) year, as shown in Table 4. In Table 5, the
differences in the grade levels of the intervention
groups appear to be very small, but they are
consistent with the expectation that more inter-
vention, begun earlier, has a positive effect upon
subsequent grade achievement, at least until the
third grade.

Finally, for the data in Fig. 1 (IQ results at age
8) to be meaningful in terms of school aptitude
rather than simply as an abstract concept of intel-
ligence, some relationship must be determined
between these data and our criteria for school
progress. Table 6 does this, showing quite clearly
that higher test scores are related to subsequent
grade level achievement. Of course there are
striking enough contradictions in the data (chil-
dren with very low IQ scores achieving high grade
levels and vice versa), for us to hypothesize that
this is a result of changes in schools mentioned
earlier as well as other common causes of varia-
tion, such as inaccurate measurement.

What is possible with all three sets of basic data
(IQ versus grades; grades versus intervention;
intervention versus lQ) is to confirm the exist-
ence of a preschool effect upon school perfor-
mance. What we want to stress here, further-
more, is the importance of acknowledging that
there are many uncontrollable social factors at
work in follow-up studies that can seriously
hamper the ability to detect the effects of inter-
vention. To further emphasize this point by way
of illustration, we cite two examples from the
Cali experiment.

As we finalized the design for the follow-up
phase of the longitudinal study the amount of
evidence that indicated that the effects of treat-
ment on cognitive ability disappeared once the
children who had participated in the preschool
programs entered the regular educational system
made us eager to explore the theory regarding
educational continuity mentioned earlier. The
now-defunct Instituto Colombiano para Ia Edu-
caci6n (ICOLPE) was interested at the time in
developing a new curriculum and considered the
children of the Cali study to be an ideal group to
work with because so much information had
been collected about their psychological growth
from the age of 3. We saw this as an opportunity
to test the continuity hypothesis and, therefore,

Group
1974-

75
1975-

76
1976-

77
1977-

78 No.
T4 1.0 1.8 2.5 3.2 45
T3 1.0 1.8 2.4 3.2 41
T2 1.0 1.7 2.5 3.' 37
TI 1.0 1.7 2.3 3.0 76

TO 1.0 1.7 2.3 2.9 37

Proportion of children failing the year
Group 1974-75 1975-76 1976-77

T4 0.18 0.24 0.27
T3 0.39 0.26 0.23

T2 0.32 0.27 0.30
TI 0.26 0.37 0.24
TO 0.32 0.41 0.35

Schools 48 58 63 93

Number of
children
in school 274 274 263

Grade 1 Grade 2 Grade3 Grade4
0.02 0.05 0.37 0.56

0.09 0.24 0.38 0.24
0.21 0.32 0.40 0.07



entered into an agreement with them. Unfortu-
nately, ICOLPE was never able to undertake the
planned experiment in curriculum development.
However, a school was established with four
teaching positions providing places for more
than 100 children, mostly from the preschool
study. The program offered was in keeping with
earlier experiments in that health care and food
supplements were provided; however, the educa-
tional experience was not an extension of the
preschool methodology but rather a repetition of
patterns found in the regular schools in the area.
Traditional teaching models, rote learning, and
remote relationships with parents and children
were some of the characteristic elements of the
teachers' styles and broke the continuity of the
earlier experiences of the preschool program as
did the educational experiences in the other
schools attended by children involved in the
study. However, this school that we called the
"pilot school" was relatively understanding of the
children, and the teachers in time came to under-
stand the goals of our program and to develop an
interest in the needs of the children. The continu-
ing relationship we had with these teachers
helped us gain an understanding of the problems
facing educators dealing with children whose
previous educational experiences developed abil-
ities and childadult interaction styles that dif-
fered from those that are familiar and comforta-
ble to the primary school teachers and call for
behaviour on their part for which they have
received no preparation or training.

Another problem that shaped the design of the
follow-up study and the complexity of the anal-
yses was the shortage of places in area schools for
all children old enough to enter first grade. This
shortage often resulted in a I- or 2-year delay
before entering first grade while the family
attempted to find a space for the child. Our spe-
cial efforts and support from several sources
resulted in classrooms being opened and addi-
tional places for all the study participants, but it
called more attention to them than we had
wanted. The nature of the research plan was not
disclosed so that the teachers did not know how
much preschool experience their students had
had, but the children were classified as having
come from a well-known and supposedly inten-
sive program before first grade. It soon became
clear, especially from parents' comments to us,
that the teachers' reactions did not always sup-
port the early preschool experience and that, in
general, the teaching style differed from what the
children had been exposed to previously, espe-
cially with respect to disciplinary measures and
lack of encouragement.

We were often able to detect a marked dispar-
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ity between the teach.ers' stated preferences
regarding their students' behaviour and their
responses to examples of this behaviour in the
classroom. Many teachers voiced a desire to have
active, curious, and verbally expressive children
in their class; in reality they found it difficult to
deal with such behaviour patterns and after a
while tended to describe the children as undisci-
plined, inattentive, talkative, aggressive, and
impolite. In the pilot school, we could actually
observe outbursts of aggressivity among first-
grade children who hadn't been like that, at least
in the program context, during the preschool
years. The goal became that of achieving a simil-
iarity of behaviour between the preschool chil-
dren and their nonpreschool classmates. Our
data would suggest, as have US data, that the
teachers could be quite successful at this or, if the
children did not modify their behaviour to meet
the teacher's standards, they were failed even
when they were performing at grade level. Our
experiences bring to mind the comments of US
kindergarten teachers that it took many months
before the Head Start children were finally
"settled in" and of fourth-grade teachers who
believed that they had to train the children from
the follow-up program to sit still and pay atten-
tion before they could begin learning.

There would appear to be some teacher reac-
tions to accepting children from special programs
that must be better understood if we are to know
how to interpret the results of long-term studies.
An understanding of the interaction between
children from preschool programs and their
primary school teachers is essential if we are to
develop an effective relationship between the two
systems. Although it is not always easy to win the
confidence of primary school teachers to observe
this interaction, it is of the utmost importance
that those working in preschool programs be able
to do so if we are to understand the reality of the
primary schools and how much they are in need
of or capable of change in any given period of
time.

Finally, we should consider the objectives of
preschools in terms of both assessing the primary
school system and how much we can actually
expect preschool interventions to contribute to
the development of cognitive, social, and per-
sonal skills that justify the investment of limited
government and private resources.

We are encouraged by the increased emphasis
on community-oriented preschool programs and
greater parental participation. Our experiences
with such programs lead us to endorse them but
they also need to be assessed for their long-term
effectiveness in helping children meet the impor-
tant social demands of the school system.


