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Abstract This chapter includes a brief description of the current frame-
work and challenges related to Early Childhood Education and Care
(ECEQ). It discusses the diversity of the existing terms regarding carly
childhood education and recent research findings in regard to the effects
ECEC quality has on children’s development and well-being. The chapter
also deals with the professional development of early childhood educators
and the policies adopted around the world to promote it. Finally, it focuses
on the current momentum in efforts to improve the quality of ECEC as a
result of the various policies being developed and implemented.
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e ECEC in the twenty-first century: International policies, profes-
sional development, and the pursuit of quality

2.1  Wny EarrLy CHILDHOOD EDUCATION? FRAMEWORK,
SIGNIFICANCE, AND QUALITY EFFECTS

2.1.1  Early Childhood Education and Care Framework

Early childhood is recognized today as one of the most important peri-
ods in human life. The time from birth to eight years of age is crucial for
the healthy physical, emotional, and cognitive growth a child (UNICEF,
n.d.). A consolidated body of research acknowledges that the early expe-
riences of young children form the basis for their subsequent devel-
opmental potential and lifelong learning. Early childhood is typically
defined by professional organizations that relate to young children as
lasting from birth to eight years or to primary school entry age (which
is not the same in all countries) (Rao & Sun, 2010). It is during those
years that children are introduced to early childhood education services.
Early childhood education (ECE) is a broad term used to describe
all types of services for children ranging in age from birth to six years.
The term is used interchangeably with Early Childhood Education and
Care (ECEC), Preschool Education (PSE), Early Care and Education
(ECE), and Pre-Primary Education (PPE) (Rao & Sun, 2010) and basi-
cally describes all types of services and pre-primary educational programs
that prepare children for formal primary education (Choi, 2006). Apart
from being a preparatory period that assists children’s transition to for-
mal schooling, UNESCO (n.d.) also uses the term Early Childhood Care
and Education (ECCE) to emphasize the overall development of children
and their well-being. The different terms associated with early childhood
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education that are found in the literature and are being used by various
institutes, organizations, and researchers reflect the diverse foci of services
for preschool children and the age group covered (Rao & Sun, 2010).

The present chapter uses the term Early Childhood Education and
Care (ECEC) when referring to pre-primary education services. It is
used extensively in the literature and is also a term that is employed in
most of the countries that participated in the Early Change project (see
Chap. 4 for more details on the project). A relatively adequate defini-
tion of ECEC is provided in a Eurydice/EACEA (2014) report, which
describes it as “provision for children from birth through to primary
education that is subject to a national regulatory framework, i.c., it must
comply with a set of rules, minimum standards and/or undergo accredi-
tation procedures. It includes: public, private and voluntary sectors; cen-
tre-based as well as home-based provision” (p. 3).

2.1.2  Recent Findings About the Importance of ECEC

In an era of great economic, social, political, and cultural changes such
as those we are living today, various international institutes and organi-
zations such as UNESCO (United Nations Educational, Scientific
and Cultural Organization), OMEP (World Organization for Early
Childhood Education and Care), and OECD (Organization for
Economic Co-operation and Development) have repeatedly highlighted
the need to implement more serious and comprehensive policies in
order to provide high-quality ECEC for every child. For example, the
Education for All Global Monitoring Report (UNESCO, 2006) out-
lines compelling reasons for investing in the early years, but the develop-
ment of effective ECEC programs and strategies requires evidence-based
policies. Hence, systematically conducted and methodologically rigorous
research about the quality of early childhood education settings and chil-
dren’s experience must provide the bases for national and international
educational and social policies (OECD, 2015).

Toward this end there has been significant progress in recent years. An
extended body of scholarship has focused on how the quality of ECEC set-
tings impact children’s development and well-being and has emphasized
methodological rigor. Studies on ECEC quality in the last fifteen years have
been characterized by increasing sophistication in the research designs (e.g.,
longitudinal, observational, and quasi-experimental studies) used to examine
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the potential confounding effects of the impact of ECEC settings (Burchinal,
Magnuson, Powell, & Soliday Hong, 2015). Recent research has docu-
mented the beneficial effects of ECEC services for the communities, the fam-
ilies, and especially the preschool children (Eurofound, 2015). A constantly
accumulating body of research findings (e.g., Sylva, Melhuish, Sammons,
Siraj-Blatchford, & Taggart, 2010) has shown that the quality of ECEC set-
tings and experiences is associated with children’s enhanced (a) academic, (b)
social, and (c) health outcomes in developed and developing countries.

(a) When it comes to academic gains, research attests that high-quality
ECEC settings and experiences impact almost all aspects of children’s
outcomes and intellectual development (Peisner-Feinberg & Burchinal,
1997). In a longitudinal study, van Tuijl and Lesseman (2007) showed
that attending preschool and experiencing high-quality ECEC influences
children’s general cognitive abilities, even in the case of disadvantaged
children from low-income and ethnic-minority families. Sabol, Soliday
Hong, Pianta, and Burchinal (2013) note that early childhood educa-
tion programs with enriched settings and supportive teacher-child inter-
actions promote children’s learning and school readiness, and point to
the fact that in the United States most children from low-income back-
grounds attend programs that are not of the highest quality. In another
study, Sabol and Pianta (2014) show that high-quality ECEC programs
contribute significantly to children’s readiness for school, especially in
the case of disadvantaged children. Analogous findings reported by
Burchinal et al. (2008) show that publicly funded pre-kindergarten and
kindergarten programs promote school readiness and predict the acqui-
sition of language and pre-academic skills. Similarly, in a large-scale
study with 6250 children three to five years old, Keys, Farkas, Burchinal,
Duncan, Vandell, and Howes (2013) found associations between the
observed quality of ECEC settings and children’s school readiness skills.

In many U.S. studies, ECEC quality has been linked to modest but
statistically significant benefits in connection with cognitive and social
skills as well as in language (e.g., Burchinal etal., 2015). Robust evi-
dence from experimental and quasi-experimental studies revealed that
high-quality ECEC programs have modest to causal effects on chil-
dren’s outcomes. A recent analysis that included evaluations of 84 pre-
school programs concluded that, on average, young children gain
about a third of a year of additional learning regarding language, read-
ing, and math skills (Yoshikawa etal., 2013). During secondary analyses,
Keys etal. (2013) reported small but statistically significant correlations
between the quality of ECEC programs and their effects on language
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and mathematics outcomes. Similarly, Auger, Farkas, Burchinal, Duncan, and
Vandell (2014) found modest causal links between gains in language and
math and the quality of ECEC measured by global quality indicators (Early
Childhood Environment Rating Scale-ECERS-R; Caregiver Interaction
Scale-CIS). In a seminal meta-analysis, Burchinal, Kainz, and Cai (2011)
reviewed 20 early education and care projects that reported 97 associations
among globally accepted measures of quality and child outcomes. The pur-
pose of this meta-analysis, according to its authors, was to estimate the level
of association between widely used measures of observed classroom quality
(e.g., ECERS-R, ECERS-E, CLASS, ITERS) and well-established measures
of child outcomes (Burchinal et al., 2011). The results of this study demon-
strated the extent to which high-quality ECEC programs contribute to chil-
dren’s better outcome scores in reading, vocabulary, math, etc.

(b) When it comes to social skills, the effects of ECEC programs on
socioemotional development (e.g., positive behaviors such as showing
empathy and cooperation or behavior problems such as aggressive, with-
drawn, hyperactive, antisocial behaviors) have been documented in sev-
eral studies. Two classic projects from previous years have revealed the
long-term effect of high-quality ECEC services on children’s socioemo-
tional development.

The first project was the Perry Preschool project (Schweinhart et al.,
2005), an experiment that highlighted short- and long-term effects of a
high-quality ECEC program for young children and especially for those
living in poverty. In a randomized control trial, the project was found
to have reduced children’s externalizing behavior problems in primary
school and later (Heckman, Pinto, & Savelyev, 2012). The second pro-
ject was the Abecedarian project (Ramey & Campbell, 1991), which
included an early child development initiative in a low-income African-
American area in Chapel Hill, North Carolina. This randomized control
trial involved 111 children whose mothers had a low intelligence quo-
tient (IQ) and low income divided into two groups. The results showed
that children who participated in a high-quality ECEC program displayed
improved social behaviors, which were still in evidence at age twenty one,
compared to the children in the control group (Melhuish, 2004 ).

Additional support for ECEC quality effects on children’s outcomes and
socioemotional development was provided by a meta-analysis that focused
on the evaluations of 20 early childhood programs involving experimental or
quasi-experimental designs (Karoly, Kilburn, & Cannon, 2005). The authors
found evidence of significant effects of ECEC settings on both academic and
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social outcomes for the majority of the programs evaluated. In a more recent
study with 2028 pre-kindergarten and kindergarten children, Curby et al.
(2009) reported that based on classroom observations, academic and social
development can be predicted from the quality of the interactions between
teachers and children and that children benefit from high-quality ECEC
experiences. Another study with classroom-based observations (Pianta et al.,
2005) showed that ECEC programs with positive classroom climates and
supportive interactions benefit children’s social skills, classroom adaptation,
and development. In a longitudinal study in Norway (Borge & Melhuish,
1995), results showed that good-quality preschool experience from age four
upward tends to reduce behavior problems. Similarly, Burchinal, Vandergrift,
Pianta, and Mashburn (2010) found that the quality of teacher-child interac-
tions is a stronger predictor of fewer behavior problems and increased social
competence in ECEC settings with higher quality. The authors also sug-
gested that high-quality ECEC programs are a prerequisite for improving
social and academic outcomes of young children, especially low-income chil-
dren. Moreover, Yoshikawa et al. (2013) showed that supportive and stim-
ulating interactions help young children acquire new knowledge and social
skills and foster engagement in learning.

(c) In terms of the effects on health, there is a relative dearth of studies
on the relationship between ECEC quality and its impact on children’s
health. Head Start was one of the few programs that directly examined
the effects of preschool on children’s health. According to Gordon,
Fujimoto, Kaestner, Korenman, and Abner (2013), Head Start increased
child immunization rates and enhanced the health screening of young
children (e.g., for measles, diabetes, respiratory difficulties). The Perry
Preschool project, discussed above, also identified a correlation between
health gains among young children and high-quality ECEC services.
In this project pointed to various short-term gains (e.g., better health
in children) and long-term advantages (e.g., significantly reduced use of
sleeping pills, sedatives, and heroine in 40-year olds). In another study,
one of the characteristics attributed to a high-quality ECEC setting
was the promotion of awareness of a healthy lifestyle in young children
(Underdown, 2007). Since most healthy habits are more easily adopted
during the pre-primary years, it is considered essential that ECEC set-
tings introduce new attitudes and behaviors to prevent obesity and a sed-
entary way of living early in life (Birch, Parker, & Burns, 2011).

Most of the studies described thus far took place in developed and
wealthy countries, but the positive impact of high-quality ECEC pro-
grams has been well established in less affluent countries as well. Preschool
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center-based ECEC has been linked with improved academic and social out-
comes for children in underdeveloped as well as developing countries and
is often considered to be an effective way to reduce the gap in schooling
between high- and low-income children (Burchinal et al., 2015; Engle et al.,
2011). For example, in countries such as Chile (Urzua & Veramendi, 2010)
and Kenya, Uganda, and Zanzibar (Mwaura et al., 2008) children with expe-
rience in ECEC settings evidenced better academic outcomes in comparison
with those that did not. In other countries such Mauritius (Rain, Mellingen,
Liu, Venables, & Mednick, 2003) and Bangladesh (Moore, Akhter, &
Aboud, 2008), children in ECEC settings were reported as having fewer
behavior problems than those who did not have access to similar services.

2.1.3 ECEC and Large-Scale Studies

Apart from all the research findings that have been noted so far, what is
perhaps even more significant regarding the recent developments and the
advances in research regarding quality in the ECEC field is that large-
scale studies mostly in the United States and the United Kingdom are
looking at all the elements involved in ECEC together. Children’s learn-
ing and development, cognitive, language, academic, and social skills,
family characteristics, and the child’s well-being are considered as form-
ing an interconnected network that has to be understood in its totality.
Large-scale studies, such as the U.S. National Institute of Child Health
and Development (NICHD) project and the U.K. Effective Preschool
and Primary Education (EPPE) project have shifted the researchers’
interest from investigating the simple effects of early education to inter-
preting the complex familial and educational processes that occur during
a young child’s development (Sylva & EPPE Team, 2010a).

The NICHD study was a longitudinal project that followed 1300
children from ten different areas in the United States from the moment
they were born. The findings revealed both quantitative and qualitative
effects of ECEC programs. In particular, the NICHD study (2002a)
showed that the quality of ECEC settings has a bearing on the social
competence of young children. Factors such as time spent in group care,
maternal sensitivity, and time devoted to childcare were partially medi-
ated by the quality of the ECEC services (NICHD, 2003). Despite some
criticism about the sampling procedures, which may have underrepre-
sented low-quality ECEC settings (Melhuish, 2004), the NICHD study
has provided strong evidence that the quality of ECEC services offered
to young children is important (NICHD, 2002b).
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The EPPE project was a multilevel longitudinal study that collected a wide
range of information about children’s cognitive and socioemotional devel-
opment, their parents, their home learning environments, and the ECEC
settings they attended. The national sample for the project included more
than 3000 children ages 3 and 4 from various ECEC settings in England
(Sammons, 2010a), and is the first-large scale project to produce evidence
about the lasting effects of ECEC services on children’s intellectual and
socioemotional development (Sylva, Melhuish, Sammons, Siraj-Blatchford,
& Taggart, 2010). Moreover, the EPPE project in the United Kingdom
and the Effective Provision of Preschool in Northern Ireland (EPPNI)
revealed that high-quality ECEC programs were related to stronger aca-
demic and social skills at school entry age and improved students’ English
and math scores, referring especially to students from disadvantaged families
(Melhuish, 2010; Melhuish et al., 2006; Sylva et al., 2004).

Another large-scale project called SEED (Study of Early Education
and Development) is just starting to produce outcomes, and it shows
how childcare and early education can help to give children a better start
in life. SEED, which was commissioned by the Department of Education
(U.K.), is updating the evidence from EPPSE (Eftfective Primary, Pre-
School and Secondary Education). A major new longitudinal study that
is following more than 5000 children two years of age till they reach
the age of seven, SEED is attempting to determine the factors that are
important for the provision of high-quality childcare (SEED, 2017).

To summarize, Sect. 2.1 discussed in brief the diversity of exist-
ing terms regarding early childhood education and provided a defini-
tion of the term and the notion of ECEC. It also presented the latest
research findings regarding the impact high-quality ECEC settings can
have on children’s well-being, academic and social outcomes, and life-
long learning. Most importantly, it described the crucial role ECEC
has on children’s development and subsequent trajectory. As sev-
eral researchers have noted (e.g., Bumgarner & Brooks-Gunn, 2015;
Sammons etal., 2008), children who lack strong foundations early
in their lives are unlikely to overcome this dearth and the disadvan-
tage remains over time. Hence, it is of primary importance that policy-
makers and academic communities focus their attention toward the goal
of providing high-quality early childhood education and care settings for
young children. Clearly, the first and most basic prerequisite for such an
ambition is to define and comprehend in depth the notion of quality in
ECEC.
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2.2 ECEC N THE TWENTY-FIRST CENTURY:
INTERNATIONAL POLICIES, PROFESSIONAL DEVELOPMENT,
AND THE PURSUIT OF QUALITY

2.2.1 International Perspectives and Policies on ECEC

Most of the resecarch on ECEC quality has focused primarily on the
potential effect this quality can have on the intellectual and social devel-
opment and the well-being of children. As was noted above, the diffi-
culty in separating the effects of ECEC from those of other factors (e.g.,
family SES, maternal education) led to large-scale studies utilizing more
rigorous methodology. Studies such as EPPE have shown that the qual-
ity of ECEC experiences is directly associated with cognitive, social,
and behavioral development when children attend ECEC programmes
or attend higher-quality ECEC programmes compared with children
not attending or attending lower quality programmes (Taggart, 2010).
Findings from the EPPE study even go so far as to suggest that “the
difference in child development between having preschool and not hav-
ing preschool is 4-6 months of development. For the highest-quality
integrated centers, the difference can be as much as nine months” (Her
Majesty’s Treasury, 2004, p. 66). Findings of this nature could and
should have a considerable impact on policy.

It is likely that results such as these have led to the unprecedented
attention focused on early childhood education in the public and politi-
cal sphere in recent years. Several governments have adopted ambitious
policies to improve both the quality and the quantity of ECEC provi-
sion (Urban, 2009). ECEC holds a central position on the current
policy agenda of many OECD countries (OECD, 2015). Of course,
the motives behind these political agendas are mainly economic (e.g.,
employment, competitiveness) and on a secondary level social. However,
there are other rationales behind the policy agendas of stakeholders,
policy-makers, and early childhood institutions. Apart from pursuing
gender equality in an economy-dominated society, the goal to expand
the quantity and quality of ECEC is viewed as necessary for educa-
tional attainment, for lifelong learning, and for social inclusion (Urban,
2009). ECEC is often viewed as a social investment strategy in social
welfare models owing to its contribution to facilitating parental employ-
ment (Campbell-Barr, 2016). The most basic goals of the policies
adopted in various OECD countries are to support female labor market
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participation, reduce the inequality and social gap for the more disadvan-
taged social groups, and address childhood poverty (OECD, 2006).

The three most important challenges ECEC faces today are access to,
enrollment in, and quality of the provided services. In the majority of the
so-called developed countries, most children have access to education
before they are five years old. For many of the OECD countries, enroll-
ment rates continue to increase for children above 3 years of age (OECD,
2015). Still, there is a long way to go before every child has equal access
to high-quality ECEC provision, at least in the European Union (EU).

In recent years, the international policies at the EU level have increas-
ingly emphasized the advantages of investing in high-quality and acces-
sible ECEC provision. The EU’s initial interest in improving access to
ECEC can be traced back to 1992, when the Council Recommendations
on Childcare published specific proposals for a Ten-Year Action Program
(European Commission Childcare Network, 2004). Subsequent actions
included the Barcelona European Council agreement (European
Council, 2002) that “Member States should remove disincentives to
female labour force participation, taking into account the demand for
childcare facilities and in line with national patterns of provision, to pro-
vide childcare by 2010 to at least 90% of children between three years
old and the mandatory school age...” (p. 12). At this point, it is worth
mentioning that there was no reference to “quality” and that it was
not set as a goal in the EU agenda (European Commission Thematic
Group on ECEC Quality, 2014). In 2009, the European Council devel-
oped a framework for cooperation in education and training called
“Strategic Framework for European Cooperation in Education and
Training-ET2020” (European Council, 2009). The ET2020 strat-
egy (European Commission, 2016) set four common EU objectives to
address challenges in education and training systems by 2020:

Making lifelong learning and mobility a reality.

Improving the quality and efficiency of education and training.
Promoting equity, social cohesion, and active citizenship.
Enhancing creativity and innovation, including entrepreneurship, at
all levels of education and training.

In addition, one of the benchmarks of the ET2020 strategy that was
set for education was increasing access to high-quality ECEC by achiev-
ing at least a 95% participation of children between the age of 4 and
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compulsory school age in ECEC settings by 2020. It is only within
the last few years that quality was officially recognized as an impor-
tant pursuit for ECEC. In 2011, the European Council decided that
whereas substantial attention was being given to the quantity of ECEC
settings, the quality of the settings was neglected and that the latter
was equally significant (Council of the European Union, 2011). The
European Commission responded to these Council conclusions and to
requests of member states by setting up a Thematic Working Group on
Early Childhood Education and Care (Eurofound, 2015). This initia-
tive, which was launched within the context of the Strategic Framework
for European Cooperation in Education and Training-ET2020 (ibid.),
created a European Quality Framework (EQF) for ECEC (European
Commission Thematic Group on ECEC Quality, 2014). EQF includes
eight quality statements, two of which (Statements 3 and 4) refer to
the role of the ECEC workforce in contributing toward promoting
and supporting pedagogical quality of services for young children and
improving their academic and social outcomes. The statements are as
follows:

1. Provision that is available and affordable to all families and their children.

2. Provision that encourages participation, strengthens social inclu-
sion, and embraces diversity.

3. Well-qualified staff whose initial and continuing training enables
them to fulfill their professional roles.

4. Supportive working conditions including professional leadership
which creates opportunities for observation, reflection, planning,
teamwork and cooperation with parents.

5. A curriculum based on pedagogic goals, values, and approaches
which enable children to reach their full potential in a holistic way.

6. A curriculum which requires staff to collaborate with children, col-
leagues and parents and to reflect on their own practice.

7. Monitoring and evaluating produces information at the rel-
evant local, regional, and/or national level to support continuing
improvements in the quality of policy and practice.

8. Monitoring and evaluation which is in the best interest of the
child.

(European Commission Thematic Group on ECEC Quality, 2014,
pp- 9-10)
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2.2.2  ECEC Quality and Professional Development

With these statements, the European Commission Thematic Group
on ECEC Quality (2014) acknowledged the role played by the ECEC
workforce in improving the quality of services for young children. As
Campbell-Barr (2016) notes, “the discursive formation of quality ECEC
... has identified the ECEC workforce as central to quality” (p. 2). Such
an admission seems rather obvious, since early childhood educators who
work in ECEC will obviously influence the quality of provision based on
their actions and attitudes, their pedagogical practices, their interactions
with children, etc. (ibid. p. 2). That being so, how can stakeholders and
educational policies support early childhood educators in their roles?

International policy organizations such as the OECD (2012a) and
UNESCO (20006) are recognizing the working conditions of the ECEC
workforce and their professional development as important determinants of
ECEC quality. Moreover, there is a broad consensus in the recent literature
that the quality of ECEC services is directly associated with the profession-
alization of its workforce (e.g., Lazzari, Picchio, & Mussati, 2013; Mathers,
Singler, & Karemaker, 2012). In the quest for high-quality services, vari-
ous studies and reports (e.g., Eurofound, 2015; Oberhuemer, 2013) con-
firm that improving the working conditions and promoting the professional
development of ECEC staft will improve the quality of provision as well.

A set of recent research findings on professional development and
staff qualifications highlights the fact that early childhood educators
with good qualifications are more likely to offer stimulating learning
environments and high-quality pedagogy (Eurofound, 2015; OECD,
2012b). But is improving the ECEC quality only a matter of improving
the qualifications of the ECEC workforce? Staff qualifications by them-
selves are not necessarily sufficient to predict the quality of ECEC provi-
sion (European Commission Thematic Group on ECEC Quality, 2014).
Conclusions about any potential causal links must be made with caution.

In a large-scale study, Early et al. (2007) showed that more initial educa-
tion of staft is not, on its own, adequate for improving the quality of ECEC.
Rather, Urban, Vanderbroeck, Peeters, Lazzari, and van Laere (2011) pro-
pose that it is both the initial and continuing training that enables practi-
tioners to fulfill their professional roles. Additionally, Fukkink and Lont
(2007) suggest that while ongoing professionalization of staft is an essential
factor for improving children’s outcomes, professional development in itself
does not necessarily have a direct impact on children’s outcomes.
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Based on these arguments, specific questions arise about early child-
hood educators’ continuing professional development (CPD), such as:
“Which CPD model is the most effective?” “Which type of professional
knowledge is the most fundamental?” (Pirard & Barbier, 2012). Eraut,
(1994) suggests possible answers by noting that apart from the type of
professional knowledge being acquired, the context through which it is
acquired and the educational environment in which the early childhood
educators have their CPD experiences are equally important. Likewise,
Nuttall, Coxon, and Read (2009) also describe CPD as a complex and
rather context-specific procedure.

Moreover, according to the European Commission (2012):

[T]eaching competences are complex combinations of knowledge, skills,
understanding, values and attitudes, leading to effective action in situation.
[...] The range and complexity of competencies required for teaching in
actual societies is so great that any one individual is unlikely to have them
all, nor to have developed them all to the same high degree. [...] Teachers’
continuing professional development (CPD) is, thus, highly relevant both
for improving educational performance and effectiveness and for enhanc-
ing teachers’ commitment. (pp. 8-9)

To conclude this discussion about early childhood educators’ pro-
fessional development in relation to ECEC quality, it is important to
note that although a substantial number of in-service training pro-
grams still adopt a format that offers generalized knowledge and infor-
mation through courses and training days (Gregoriadis, Papandreou, &
Birbili, 2016; Pianta, 2000), there are emerging schemes of professional
development that promote concepts where social, cognitive, and practi-
cal involvement co-exist and are co-dependent (Day, 2004). For exam-
ple, the combination of various training methodologies such as lectures,
workshops, small-group project work, supervised practice in ECEC
settings, and collective analyses of practices has been found to create
appropriate interplay between theory and practice and is apparently a
critical factor for effective professional development programs (European
Commission Thematic Group on ECEC Quality, 2014). In another sem-
inal review (Eurofound, 2015), it was concluded that the most success-
ful types of CPD interventions in terms of improving ECEC quality are
those that are integrated into the ECEC center’s practice and focus on
reflecting educators’ practices. In other words, in order to achieve a stable
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connection between high-quality ECEC and workforces’ professional
development, CPD programs must provide modern early childhood edu-
cators with opportunities to reflect on their work, to evaluate it, and to
adapt accordingly (OECD, 2014).

2.2.3  In Pursuit of ECEC Quality

The European Union’s ultimate goal for ECEC seems to be to ensure
that all young children have access to and benefit from high-quality edu-
cation and care (European Commission/EACEA/Eurydice/Eurostat,
2014). However, despite the fact that the EU is a global leader in pro-
viding ECEC services, more efforts are required to increase the quality
and accessibility of provision in all member states (Eurofound, 2015;
NESSE, 2009).

Moving beyond the simple insight that “ECEC matters,” there is a grow-
ing recognition that the magnitude of the benefits of ECEC for children’s
future learning, cognitive and non-cognitive development depends on
“quality.” Furthermore, it is being acknowledged that many of the benefits
may be lost unless the gains from quality ECEC are being sustained by
quality primary schooling, especially in the earliest years. (OECD, 2015,
p. 20)

In recent years the notion of quality has held a central position and
seems to be dominating all of the EU’s educational policies and inter-
ventions. This development is somehow expected, as much of the benefit
of ECEC is highly dependent on “quality” (OECD, 2012a). However,
in pursuing high-quality ECEC stakeholders, both at an EU and a mem-
ber state level, face some very serious challenges, with the most impor-
tant being the effort to reach a consensus about how quality ECEC
should be defined, what are its basic features, and how is it best meas-
ured or monitored.

ECEC settings are exceptionally varied across the member states,
including kindergartens, creches, child care centers, and family day care
facilities, and the attempts to monitor quality and to adopt common
policies are as diverse and challenging as the provision of ECEC itself
(OECD, 2015). More importantly, this diversity extends to the con-
cept of quality ECEC itself and the lack of consensus among research-
ers, practitioners, and policy-makers regarding a common definition of
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quality ECEC and a generally accepted way to measure it. The debate
about the concept of “quality” is not new; on the contrary it has been
going on among researchers for years (Sylva & EPPE Team, 2010Db).

Even from a brief literature review, one can conclude that there are
two dominant lines of scholarly argument about defining and measur-
ing the quality of ECEC. The first approach includes attributing of a set
of solid measurable characteristics to quality ECEC (Soucacou & Sylva,
2010), a rather global approach to what constitutes quality and the use
of global ratings scales (e.g., ECERS-R, ECERS-E, CLASS) to measure
it. Dalli (2014, p. 1) suggests that this approach reflects the modernist
paradigm (Campbell-Barr, 2016), “using multi-level modelling and sta-
tistical analysis to untangle the impact of various childcare variables on
child outcomes.” The second approach includes a more culturally ori-
ented methodology that attributes different characteristics to the concept
of quality ECEC at a local or country level, depending on the cultural
context in which it is being measured. The latter is “a critical, philo-
sophical and multi-perspectival debate about the meaning of quality”
(Dalli, 2014, p. 1). It reflects a poststructuralist approach, where qual-
ity acquires its meaning and interpretation based on information gleaned
from different peoples and cultures (Campbell-Barr, 2016).

However, this debate about quality ECEC is not without any com-
mon ground. A positive step that indicates that common trends are
emerging is the OECD’s Starting Strong III Report (2012a), which
identifies five areas of quality that can be leveraged by policies for
improved child development: (1) quality goals and minimum standards,
(2) curriculum and learning standards, (3) workforce quality, (4) fam-
ily and community engagement, and (5) data, research, and monitor-
ing. The debate about the definition and interpretation of the concept
of quality ECEC is a complex and ongoing matter, which is discussed in
detail in Chap. 3.

REFERENCES

Auger, A., Farkas, G., Burchinal, M. R., Duncan, G. J., & Vandell, D. L. (2014).
Preschool center care quality effects on academic achievement: An instrumen-
tal variables analysis. Developmental Psychology, 50(12), 2559-2571.

Birch, L. L., Parker, L., & Burns, A. (Eds.). (2011). Early childhood obesity
prevention policies. In Committee on obesity prevention policies for youny chil-
dren, Institute of Medicine of the National Academies. Washington, DC: The
National Academies Press. doi:10.1037,/a0037995.


http://dx.doi.org/10.1007/978-3-319-64212-3_3
http://dx.doi.org/10.1037/a0037995

22 A. GREGORIADIS ET AL.

Borge, A., & Melhuish, E. C. (1995). A longitudinal study of childhood behav-
iour problems, maternal employment and day care in a rural Norwegian com-
munity. International Journal of Behavioural Development, 18, 23-42.

Bumgarner, E.; & Brooks-Gunn, J. (2015). The association between early care
arrangements, quality, and emergent bilingual Latino America children’s math
and literacy skills in English. Early Childhood Research Quarterly, 30, 32—44.

Burchinal, M., Howes, C., Pianta, R., Bryant, D., Early, D., Clifford, R., et al.
(2008). Predicting child outcomes at the end of kindergarten from the qual-
ity of pre-kindergarten teacher—child interactions and instruction. Applied
Developmental Science, 12(3), 140-153. doi:10.1080,/10888690802199418.

Burchinal, M., Vandergrift, N., Pianta, R., & Mashburn, A. (2010). Threshold
analysis of association between child care quality and child outcomes for low-
income children in pre-kindergarten programs. Early Childhood Research
Quarterly, 25(2), 166-176. doi:10.1016 /j.ecresq.2009.10.004.

Burchinal, M., Kainz, K., & Cai, Y. (2011). How well do our measures of qual-
ity predict child outcomes: In M. Zaslow, I. Martinez-Beck, K. Tout, & T.
Halle (Eds.), Quality measurements in early childbood settings (pp. 11-31).
Baltimore, MD: Paul H. Brookes.

Burchinal, M., Magnuson, K., Powell, D., & Soliday Hong, S. (2015). Early
childcare and education. In M. H. Bornstein & T. Leventhal (Eds.),
Handbook of child psychology and developmental science (Vol. 4, pp. 223-258).
Ecological settings and processes. Hoboken, NJ: Wiley.

Campbell-Barr, T. (2016). Quality ecarly childhood education and care: The
role of attitudes and dispositions in professional development. Early Child
Development and Care. doi:10.1080,/03004430.2016.1150273.

Choi, S. H. (2006). ECCE—The main concepts involved. International Institute
of Educational Planning Newsletter, 24. Retrieved from http://www.unesco.
org/iiep/eng/newsletter,/2006/jane06.pdf.

Council of the European Union. (2011). Council Conclusions on Early Childhood
Education And Care: Providing All Our Childven with the Best Start for the
World of Tomorrow (2011,/C 175/03). 3090th Education, Youth, Culture
and Sport Council Meeting: Brussels, May 19-20, 2011. Retrieved from
https: //www.consilium.europa.cu/uedocs/cms_data/docs /pressdata/en/
educ/122123.pdf.

Curby, T. W., Casale-Crouch, J. L., Konold, T. R., Pianta, R. C., Howes, C.,
Burchinal, M., et al. (2009). The relations of observed pre-K classroom qual-
ity profiles to children’s achievement and social competence. Early Education
and Development, 20(2), 346-372. doi:10.1080,/10409280802581284.

Dalli, C. (2014). Occasional paper 4-quality for babies and toddlers in early years
settings. London: TACTYC. Retrieved February 15, 2016, from http://tac-
tyc.org.uk /wp-content/uploads /2014 /04 /Occ-Paper-4-Prof-Carmen-Dalli.
pdf.


http://dx.doi.org/10.1080/10888690802199418
http://dx.doi.org/10.1016/j.ecresq.2009.10.004
http://dx.doi.org/10.1080/03004430.2016.1150273
http://www.unesco.org/iiep/eng/newsletter/2006/jane06.pdf
http://www.unesco.org/iiep/eng/newsletter/2006/jane06.pdf
https://www.consilium.europa.eu/uedocs/cms_data/docs/pressdata/en/educ/122123.pdf
https://www.consilium.europa.eu/uedocs/cms_data/docs/pressdata/en/educ/122123.pdf
http://dx.doi.org/10.1080/10409280802581284
http://tactyc.org.uk/wp-content/uploads/2014/04/Occ-Paper-4-Prof-Carmen-Dalli.pdf
http://tactyc.org.uk/wp-content/uploads/2014/04/Occ-Paper-4-Prof-Carmen-Dalli.pdf
http://tactyc.org.uk/wp-content/uploads/2014/04/Occ-Paper-4-Prof-Carmen-Dalli.pdf

2 EARLY CHILDHOOD EDUCATION AND CARE ... 23

Day, C. (2004). A passion for teaching. London: Routledge Falmer.

Early, D., Maxwell, K., Burchinal, M., Alva, S., Bender, R., Bryant, D., etal.
(2007). Teachers’ education, classroom quality, and young children’s aca-
demic skills: Results from seven studies of preschool programmes. Child
Development, 78(2), 558-580.

Engle, P. L., Fernald, L. C. H., Alderman, H., Behrman, J., O’Gara, C.,
Yousafzai, A., ... the Global Child Development Steering Group. (2011).
Strategies for reducing inequalities and improving developmental outcomes
for young children in low-income and middle-income countries. The Lancet,
378, 1339-1353. doi:10.1016,/50140-6736(11)60889-1.

Eraut, M. (1994). Developing professional knowledge and competence. London:
Falmer Press.

Eurofound. (2015). Working conditions, training of early childbood care workers
and quality of services: A systematic review. Luxembourg: Publications Office
of the European Union.

European Commission. (2012). Supporting the teaching professions for better
learning outcomes. Retrieved from http://ec.ecuropa.cu/education/school-
education/doc/teachercomp_en.pdf.

European Commission. (2016). Key European action supporting the 2030 agendn
and the sustainable development goals. European Commission staft working
document. Retrieved from http://ec.curopa.cu/europeaid/sites/devco/
files /swd-key-european-actions-2030-agenda-sdgs-390-20161122_en.pdf.
Accessed January 27, 2017.

European Commission Childcare Network. (2004). Quality in early learning
and child care services: Papers from the European commission childcare network.
Toronto: University of Toronto, Childcare Resource and Research Unit.

European Commission Thematic Group on ECEC Quality. (2014). European
quality framework: Research evidence. Presented at the Conference of the
Greek EU Presidency in Athens, June 19-20.

European Commission/EACEA /Eurydice/Eurostat. (2014). Key data on early
childhood education and care in Europe (2014 ed.). Eurydice and Eurostat
Report. Luxembourg: Publications Office of the European Union.

European Council. (2002). Barcelona European council presidency conclu-
sions-part 1. Barcelona European Council Presidency, March 15-16, 2002.
Retrieved from http://www.consilium.curopa.cu/uedocs/cms_data/docs/
pressdata/en/ec/71025.pdf.

European Council. (2009). Council Conclusions of 12 May 2009 on a strategic
framework for European cooperation in education and training-ET2020 (O] C
119 of 28.5.2009, pp. 2-10). Retrieved from http://eur-lex.curopa.cu/legal-
content/EN/TXT /?uri=URISERV%3Aef0016.

Eurydice/EACEA. (2014). Ewurydice policy brief: Early childhood education and
care. European Commission: Education, Audiovisual and Culture Executive
Agency. http://eacea.ec.europa.eu/education/eurydice /documents /thematic_
reports/Eurydice_Policy_Briet ECEC_EN.pdf doi: 102797 /52737.


http://dx.doi.org/10.1016/S0140-6736(11)60889-1
http://ec.europa.eu/education/school-education/doc/teachercomp_en.pdf
http://ec.europa.eu/education/school-education/doc/teachercomp_en.pdf
http://ec.europa.eu/europeaid/sites/devco/files/swd-key-european-actions-2030-agenda-sdgs-390-20161122_en.pdf
http://ec.europa.eu/europeaid/sites/devco/files/swd-key-european-actions-2030-agenda-sdgs-390-20161122_en.pdf
http://www.consilium.europa.eu/uedocs/cms_data/docs/pressdata/en/ec/71025.pdf
http://www.consilium.europa.eu/uedocs/cms_data/docs/pressdata/en/ec/71025.pdf
http://eur-lex.europa.eu/legal-content/EN/TXT/%3furi%3dURISERV%253Aef0016
http://eur-lex.europa.eu/legal-content/EN/TXT/%3furi%3dURISERV%253Aef0016
http://eacea.ec.europa.eu/education/eurydice/documents/thematic_reports/Eurydice_Policy_Brief_ECEC_EN.pdf
http://eacea.ec.europa.eu/education/eurydice/documents/thematic_reports/Eurydice_Policy_Brief_ECEC_EN.pdf

24 A. GREGORIADIS ET AL.

Fukkink, R., & Lont, A. (2007). Does training matter: Meta-Analysis and
Review of Caregiver Training Studies, Early Childhood Research Quarterly,
22(3),294-311.

Gordon, R. A., Fujimoto, K., Kaestner, R., Korenman, S., & Abner, K. (2013).
An assessment of the validity of the ECERS-R with implications for meas-
ures of child care quality and relations to child development. Developmental
Psychology, 49(1), 146-160. doi:10.1037 /20027899.

Gregoriadis, A., Papandreou, M., & Birbili, M. (2016). Continuing professional
development in the Greek early childhood education system. Early Years. doi:
10.1080,/09575146.2016.1265486.

Heckman, J., Pinto, R., & Savelyev, P. A. (2012). Understanding the mechanisms
through which an influential early childhood program boosted aduit outcomes
(NBER Working Paper No. 18581). Cambridge, MA: National Bureau of
Economic Research.

HM Treasury. (2004). Choice for pavents, the best start for childrven: A ten year
strateqy for childcare. Norwich: HMSO. Retrieved from http://www.hmtreas-
ury.gov.uk/media/8F5 /35 /pbrO4childcare_480.pdf.

Karoly, L. A., Kilburn, M. R., & Cannon, J. S. (2005). Early childhood inter-
ventions: Proven vesults, future promise. Santa Monica, CA: The RAND
Corporation.

Keys, T. D., Farkas, G., Burchinal, M. R., Duncan, G. J., Vandell, D. L., Li, W,
etal. (2013). Preschool center quality and school readiness: Quality eftects
andvariation by demographic and child characteristics. Child Development,
84(4),1171-1190. doi:10.1111 /cdev.12048.

Lazzari, A., Picchio, M., & Musatti, T. (2013). Sustaining ECEC qual-
ity through continuing professional development: Systemic approaches to
practitioners’ professionalisation in the Italian context. Early Years, 33(2),
133-145. doi:10.1080,/09575146.2012.758087.

Mathers, S., Singler, R., & Karemaker, A. (2012). Improving quality in the early
years: A comparison of perspectives and measures. Oxford: Daycare Trust,
Oxford University and A+ Education.

Melhuish, E. C. (2004). A literature review of the impact of early years provision
on youny childven, with emphasis given to childven from disadvantaged bock-
grounds. London: National Audit Office. Retrieved from http://ro.uow.edu.
au/sspapers,/1679/.

Melhuish, E. (2010). A linked study: Effective pre-school provision in Northern
Ireland. In K. Sylva, E. Melhuish, P. Sammons, I. Siraj-Blatchford, &
B. Taggart (Eds.), Early childbood wmatters: Evidence from the effective pre-
school and primary education project (pp. 192-205). London: Routledge.

Melhuish, E., Sylva, K., Sammons, P., Siraj-Blatchford, I., Taggart, B., & Quinn,
L. (2006). Effective pre-school provision in Northern Ireland (EPPNI) sum-
mary report. Northern Ireland: Department of Education. Available at www.
deni.gov.uk.


http://dx.doi.org/10.1037/a0027899
http://dx.doi.org/10.1080/09575146.2016.1265486
http://www.hmtreasury.gov.uk/media/8F5/35/pbr04childcare_480.pdf
http://www.hmtreasury.gov.uk/media/8F5/35/pbr04childcare_480.pdf
http://dx.doi.org/10.1111/cdev.12048
http://dx.doi.org/10.1080/09575146.2012.758087
http://ro.uow.edu.au/sspapers/1679/
http://ro.uow.edu.au/sspapers/1679/
http://www.deni.gov.uk
http://www.deni.gov.uk

2 EARLY CHILDHOOD EDUCATION AND CARE ... 25

Moore, A., C., Akhter, S., & Aboud, F. E. (2008). Evaluating an improved
quality preschool program in rural Bangladesh. International Journal of
Educational Development, 28, 118-131. doi:10.1016/j.jjedudev.2007.05.003.

Mwaura, P. A., Sylva, K, & Malmberg, L.-E. (2008). Evaluating the
Madrasa preschool programme in East Africa: A quasi-experimental study.
International Journal of Early Years Education, 16, 237-255.

NESSE. (2009). Early childhood education and care: Key lessons from research for
policymakers. Brussels: European Commission.

NICHD National Institute of Child Health and Human Development Early
Child Care Research Network. (2002a). Early child care and children’s devel-
opment prior to school entry: Results from the NICHD Study of Early Child
Care. American Educational Research Journal, 39(1), 133-164.

NICHD National Institute of Child Health and Human Development Early
Child Care Research Network. (2002b). Child care structure-process-
outcome: Direct and indirect effects of child care quality on young children’s
development. Psychological Scienc, 13(3), 199-206.

NICHD National Institute of Child Health and Human Development Early
Child Care Research Network. (2003). Does amount of time spent in child
care predict socioemotional adjustment during the transition to kindergarten?
Child Development, 744), 976-1005.

Nuttall, J., Coxon, L., & Reid, S. (2009). Structure, agency and arte-
facts: Mediating professional learning in early childhood education. In S.
Edwards & J. Nuttall (Eds.), Professional learning in early childhood settings
(pp. 97-113). Rotterdam: Sense Publishers.

Oberhuemer, P. (2013). Continuing professional development and the early
years workforce. Early Years, 33(2), 103-105. doi:10.1080,/09575146.2013
.793483.

OECD. (20006). Starting strony II: Early childbood education and care.
Organisation for Economic Co-operation and Development. Paris: OECD
Publishing.

OECD. (2012a). Starting strong I11: A Quality toolbox for early childhood educn-
tion and care. Paris: OECD Publishing. doi:10.1787 /9789264123564 -¢n.
OECD. (2012b). Encouraging quality in early childhood education and care
(ECEC)—Research brief: Qualifications, education and professional develop-

ment matters. Paris: OECD Publishing.

OECD. (2014). Talis 2013 results: An international perspective on teach-
ing and learning, OECD Publishing. Retrieved from http://dx.doi.
org/10.1787 /9789264196261 -en.

OECD. (2015). Starting strong IV: Monitoring quality in early childbood educn-
tion and care. Paris: OECD Publishing. doi:10.1787,/9789264233515-en.
Peisner-Feinberg, E. S., & Burchinal, M. R. (1997). Relations between preschool
children’s childcare experiences and concurrent development: The cost, qual-

ity, and outcomes study. Merrill-Palmer Quarterly, 43, 451-477.


http://dx.doi.org/10.1016/j.ijedudev.2007.05.003
http://dx.doi.org/10.1080/09575146.2013.793483
http://dx.doi.org/10.1080/09575146.2013.793483
http://dx.doi.org/10.1787/9789264123564-en
http://dx.doi.org/10.1787/9789264196261-en
http://dx.doi.org/10.1787/9789264196261-en
http://dx.doi.org/10.1787/9789264233515-en

26  A. GREGORIADIS ET AL.

Pianta, R. C. (2006). Standardized observation and professional development:
A focus on Individualized Implementation and practices. In M. Zaslow & 1.
Martinez-Beck (Eds.), Critical issues in early childhood professional develop-
ment (pp. 231-254). Baltimore, MD: Brookes.

Pianta, R. C., Howes, C., Burchinal, M. R.; Bryant, D., Clifford, R. M., Early,
D. M, etal. (2005). Features of pre-kindergarten programs, classrooms, and
teachers: Prediction of observed classroom quality and teacher—child interac-
tions. Applied Developmental Science, 9, 144-159.

Pirard, F., & Barbier, J. M. (2012). Accompaniment and quality in childcare ser-
vices: The emergence of a culture of professionalization. Early Years, 32(2),
171-182. doi:10.1080,/09575146.2011.642852.

Raine, A., Mellingen, K., Liu, J., Venables, P., & Mednick, S. A. (2003). Effects
of environmental enrichment at ages 3-5 years on schizotypal personality and
antisocial behavior at ages 17 and 23 years. American Journal of Psychiatry,
160, 1627-1635. doi:10.1176/appi.ajp.160.9.1627.

Ramey, C. T., & Campbell, F. A. (1991). Poverty, carly childhood education,
and academic competence: The Abecedarian experiment. In A. C. Huston
(Ed.), Children in poverty: Child development and public policy (pp. 190-221).
Cambridge, MA: Cambridge University Press.

Rao, N., & Sun, J. (2010). Early childhood care and education in the Asin
Pacific vegion: Moving towards goal 1. Hong Kong: UNESCO, Comparative
Education Research Centre (CERC), The University of Hong Kong.

Sabol, T. J., & Pianta, R. C. (2014). Do standard measures of preschool quality
used in statewide policy predict school readiness? Education Finance & Policy,
9,116-164.

Sabol, T. J., Soliday Hong, S. L., Pianta, R. C., & Burchinal, M. R. (2013). Can
ratings of pre-K programs predict children’s learning? Science, 341, 845-846.
doi:10.1126//science.1233517.

Sammons, P. (2010a). The EPPE rescarch design: An educational effective-
ness focus. In K. Sylva, E. Melhuish, P. Sammons, I. Siraj-Blatchford, &
B. Taggart (Eds.), Early childhood matters: Evidence from the effective pre-
school and primary education project (pp. 24—43). London: Routledge.

Sammons, P. (2010b). Does pre-school make a difference? Identifying the impact
of pre-school on children’s cognitive and social behavioural development at
different ages. In K. Sylva, E. Melhuish, P. Sammons, I. Siraj-Blatchford, &
B. Taggart (Eds.), Early childhood matters: Evidence from the effective pre-
school and primary education project (pp. 92-113). London: Routledge.

Sammons, P., Sylva, K., Melhuish, E., Siraj-Blatchford, I., Taggart, B., & Hunt,
S. (2008). Effective pre-school and primary education 3-11 Project (EPPE
3-11): Influences on childven’s attainment and progress in key stage 2: Cognitive
outcomes in year 6 (veseavch report DCSF-RR048). London: Department for
Children, Schools and Families.


http://dx.doi.org/10.1080/09575146.2011.642852
http://dx.doi.org/10.1176/appi.ajp.160.9.1627
http://dx.doi.org/10.1126//science.1233517

2 EARLY CHILDHOOD EDUCATION AND CARE ... 27

Schweinhart, L. J., Montie, J., Xiang, Z., Barnett, S., Benfield, R., & Nores, M.
(2005). Lifetime effects: The high/scope Perry Preschool study through age 40.
Ypsilanti, MI: HighScope Press.

SEED. (2017). Study of early education and development: Help us and the DfE
understand the impact of early education. Retrieved June 15, 2017, from
http://www.seed.natcen.ac.uk /professionals.

Soucacou, E. P, & Sylva, K. (2010). Developing instruments for assessing ‘dif-
ficult to measure’ aspects of quality in early childhood practice. In E. Tucker,
G. Walford, & M. Viswanathan (Eds.), The Sage handbook of measurement:
How social scientists generate, modify, and validate indicators and scales.
Thousand Oaks, CA: Sage Publications.

Sylva, K., & EPPE Team. (2010a). Introduction: Why EPPE? In K. Sylva, E.
Melhuish, P. Sammons, 1. Siraj-Blatchford, & B. Taggart (Eds.), Early child-
hood matters: Evidence from the effective pre-school and primary education pro-
gect (pp. 1-7). London: Routledge.

Sylva, K., & EPPE Team. (2010b). Quality in early childhood settings. In K.
Sylva, E. Melhuish, P. Sammons, I. Siraj-Blatchford, & B. Taggart (Eds.),
Early childbood matters: Evidence from the effective pre-school and primary edn-
cation project (pp. 70-91). London: Routledge.

Sylva, K. Melhuish, E., Sammons, P., Siraj, 1., & Taggart, B. (2004). The effective
provision of pre-school education (EPPE) project: Final report. DfE Research
Report.

Sylva, K., Melhuish, E., Sammons, P., Siraj-Blatchford, I., & Taggart, B. (Eds.).
(2010). Early childbood matters: Evidence from the effective pre-school and pri-
mary education project. London: Routledge.

Taggart, B. (2010). Making a difference: How research can inform policy. In
K. Sylva, E. Melhuish, P. Sammons, I. Siraj-Blatchford, & B. Taggart (Eds.),
Early childbood matters: Evidence from the effective pre-school and primary edu-
cation project (pp. 206-222). London: Routledge.

Underdown, A. (2007). Youny childven’s bealth and well-being. New York: Open
University Press.

UNESCO. (20006). EFA global monitoring report 2007: Strong foundations—
Early childhood care and education. Paris: UNESCO Publishing.

UNESCO. (n.d.). Early childhood care and education. Retrieved from https://
www.unicef.org/dprk/ecd.pdf.

UNICEEF. (n.d.). Early childhood development: The key to a full and productive life.
Retrieved from https: //www.unicef.org/dprk /ecd.pdf.

Urban, M. (2009). Early childhood education in Europe. Achievement, challenges and
possibilities. Education International Report. Retrieved from https: //download.
ei-ie.org/Docs/WebDepot,/2009_EarlyChildhoodEducationInEurope_en.pdf.


http://www.seed.natcen.ac.uk/professionals
https://www.unicef.org/dprk/ecd.pdf
https://www.unicef.org/dprk/ecd.pdf
https://www.unicef.org/dprk/ecd.pdf
https://download.ei-ie.org/Docs/WebDepot/2009_EarlyChildhoodEducationInEurope_en.pdf
https://download.ei-ie.org/Docs/WebDepot/2009_EarlyChildhoodEducationInEurope_en.pdf

28 A. GREGORIADIS ET AL.

Urban, M., Vandenbroeck, M., Peecters, J., Lazzari, A., & van Laere, K. (2011).
CoRe: Competence requivements in early childhood education and care.
European Commission: DG Education and Culture. http://ec.europa.cu/
education/more-information/doc,/2011 /core_en.pdf.

Urzua, S., & Veramendi, G. (2010). The impact of out-of-home childcare centers
on early childhood development. Prepared for the Inter-American Development
Bank. Retrieved from http://www.iadb.org/research /files /6224 /pdf/ecd/
chile.pdf.

van Tuijl, C., & Lesseman, P. P. M. (2007). Increases in the verbal and fluid cog-
nitive abilities of disadvantaged children attending preschool in Netherlands.
Early  Childhood — Research Quarterly, 22, 188-203. doi:10.1016/j.
ecresq.2007.02.002.

Yoshikawa, H., Weiland, C., Brooks-Gunn, J., Burchinal, M. R., Espinoza, L.
M., Gormley, W. T., Ludwig, J., Magnuson, K. A., Phillips, D., & Zaslow,
M. J. (2013). Investing in our furure: The evidence base on preschool education.
New York: Foundation for Child Development. Retrieved from http://fcd-

us.org/resources/evidence-base-preschool.


http://ec.europa.eu/education/more-information/doc/2011/core_en.pdf
http://ec.europa.eu/education/more-information/doc/2011/core_en.pdf
http://www.iadb.org/research/files/6224/pdf/ecd/chile.pdf
http://www.iadb.org/research/files/6224/pdf/ecd/chile.pdf
http://dx.doi.org/10.1016/j.ecresq.2007.02.002
http://dx.doi.org/10.1016/j.ecresq.2007.02.002
http://fcd-us.org/resources/evidence-base-preschool
http://fcd-us.org/resources/evidence-base-preschool

2 Springer
http://www.springer.com/978-3-319-64211-6

Professional Development and Quality in Early
Childhood Education

Comparative European Perspectives

Gregoriadis, A.; Grammatikopoulos, V., Zachopoulou, E.
(Eds.)

2018, ¥V, 145 p., Hardcover

ISBM: 978-3-319-64211-6



	Chapter 2 Early Childhood Education and Care Today: Impact, Policies, Quality 
	Abstract  
	2.1  Why Early Childhood Education? Framework, Significance, and Quality Effects
	2.1.1  Early Childhood Education and Care Framework
	2.1.2  Recent Findings About the Importance of ECEC
	2.1.3  ECEC and Large-Scale Studies

	2.2  ECEC in the Twenty-First Century: International Policies, Professional Development, and the Pursuit of Quality
	2.2.1  International Perspectives and Policies on ECEC
	2.2.2  ECEC Quality and Professional Development
	2.2.3  In Pursuit of ECEC Quality

	References


