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A Message from the State
Superintendent of Public Instruction

cation providing administrators, teachers, and college instructors with guidance on

the essential elements of high-quality preschool programs. A better preschool pro-
gram will ensure success in our efforts to close the school-readiness gap. This publica-
tion complements and builds upon policies adopted by the State Board of Education
and recent publications by the California Department of Education, Early Education
and Support Division. The guidelines in this publication present a broad picture of
high-quality preschool programming, based on the most recent research available, that
optimize our ability to meet the needs of children in California’s diverse preschool set-
tings and communities.

Iam pleased to present the California Preschool Program Guidelines, a critical publi-

The Preschool Program Guidelines draw both upon current research and the collec-
tive professional wisdom of California’s numerous early childhood educators who have
contributed to the creation of the California Early Learning and Development System.
This publication features three main sections: Part One: Setting the Stage for Program
Quality; Part Two: Supporting Young Children’s Learning and Development; and Part
Three: Program Guidelines. This publication is best used in conjunction with other
California Department of Education publications in the California Early Learning and
Development System. Of particular note is a chapter on research-based program ap-
proaches and practices that best support the learning and development of young dual
language learners. Considerations for inclusion of children with disabilities or other
special needs are integrated throughout the publication, and a chapter on using tech-
nology and interactive media in preschool settings is included. To highlight key points
from the California Preschool Program Guidelines, a companion DVD set is available to
deepen professional knowledge and understanding.

The guidelines and examples in this publication offer to preschool professionals a
comprehensive view of policies and practices that establish a solid foundation on which
to build high-quality preschool programs for California’s future. The California Pre-
school Program Guidelines speaks to new early childhood administrators and teachers
as well as experienced ones. The publication recognizes the best practices already in
place in many preschool programs while providing new insights and strategies to opti-
mize the enduring positive impacts of high-quality preschool learning experiences that
help ensure the well-being and successful development of our state’s young children.

o Jonfakesan.

Tom TORLAKSON
State Superintendent of Public Instruction
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Introduction

[ jallfornia Preschool Program Guide-
lines provides the detailed guidance
needed by administrators! and

teachers to offer high-quality preschool

programs that prepare children to arrive
in kindergarten with the foundational
skills necessary for school success. The
purpose of this publication is to present
an overview of key issues to be considered
in planning and implementing a high-
quality preschool program.

The primary audience for this publica-
tion is early childhood education (ECE)
professionals who are responsible for
preschool program planning. When the
document is used in combination with
other resources (detailed below) offered by
the California Department of Education
(CDE), it can also be helpful and informa-
tive to a broader audience of policymak-
ers, school administrators, teaching staff,
parents, and others who are committed to
high-quality preschool education for all of
California’s children.

Need for the Guidance

This publication responds to the need for
a common understanding about what con-
stitutes high-quality programming across
a broad spectrum of curriculum and
practice for preschools. It also takes into
account what high-quality preschool pro-
gramming means in the context of Cali-
fornia’s move toward higher expectations
for all students at the elementary and
secondary school levels. It complements
and builds upon policies adopted by the
State Board of Education and documents
published by the CDE.

The guidelines in Part Three present a
broad picture of high-quality program-
ming that should be used to meet the
needs of children in California’s diverse
preschool settings and communities. Al-
though the guidelines are not mandatory,

1. Terms in boldface are defined in the glossary.

they represent the best practices based on
current scientific evidence in early child-
hood education and are strongly recom-
mended by the CDE for all preschool
programs.

This publication recognizes that one of
the great attractions for professionals in
early childhood education is the potential
to make a significant and lasting impact
on the lives of young children and their
families. Rather than attempt to prescribe
exactly what should be happening in a
program at any given time or specifically
what should be taught and what methods
should be used, it proposes principles and
related practices for developing preschool
programs that support the diverse learn-
ing needs of young children in California.

Organization of the Content

This publication is divided into three
main parts:

e Part One—Setting the Stage for Pro-
gram Quality

¢ Part Two—Supporting Young Chil-
dren’s Learning and Development

e Part Three—Program Guidelines

Part One, Setting the Stage for Pro-
gram Quality, consists of chapters 1-4.
Chapter 1 presents key background
information and the many resources
available to preschool administrators and
early childhood educators in California,
highlighting resources developed by the
CDE that are cited in this publication.

It presents the background and context
of early childhood education, especially
recent developments in the field in Cali-
fornia. Chapter 2 focuses on the major
advances that occur during the preschool
years in the areas of physical, cognitive,
language, and social-emotional develop-
ment. The chapter uses the five essential
domains of school readiness and the Cali-
fornia Preschool Learning Foundations to
organize what is known about children’s



learning and development. Chapter 3 dis-
cusses the role of the preschool teacher
in supporting children’s high-quality early
learning experiences. Chapter 4 focuses
on the role of the preschool program ad-
ministrator in designing and implement-
ing a high-quality preschool program.

Part Two, Supporting Young Chil-
dren’s Learning and Development,
consists of three chapters about best
practices in preschool settings. Chap-
ter 5 provides readers with an overview
of the California Preschool Curriculum
Frameworl, highlighting aspects of cur-
riculum planning that are most relevant
for program directors or administrators.
Chapter 6 addresses program practices
and approaches that support the learning
and development of young dual language
learners. Chapter 7 has suggestions on
how to integrate the use of technology
into preschool programs to support chil-
dren’s learning and development.

Part Three, Program Guidelines,
consists of a single chapter (8) covering
guidelines for operating preschool pro-
grams. Considerations regarding practices
that best support young dual language
learners,? as well as children with disabili-
ties or other special needs, are attended
to throughout the following 10 guidelines:

(1) Aspiring to Be a High-Quality
Program

(2) Addressing Culture, Diversity, and
Equity

(3) Supporting Relationships,
Interactions, and Guidance

(4) Engaging Families and Communities

(5) Including Children with Disabilities
or Other Special Needs

(6) Promoting Health, Safety, and
Nutrition

(7) Assessing Children’s Development
and Learning

(8) Planning the Learning Environment
and Curriculum

2. Dual language learners are young children learning
two or more languages at the same time, as well as
those learning a second language while continuing to
develop their first (or home) language.

(9) Supporting Professionalism and
Continuous Learning

(10) Administering Programs and
Supervising Staff

Appendixes A through K offer a variety
of resources for program implementation
and improvement.

The guidelines and examples in this
publication offer clear directions on the
best practices for preschool professionals.
This material draws on current research
and on the collective professional experi-
ence of California’s numerous early child-
hood educators who have contributed
to the creation of the California Early
Learning and Development System. The
guidelines represent a solid foundation
on which to build high-quality preschool
programs for California’s future.

Related Publications

This publication is a resource to be
used in conjunction with other publica-
tions developed by the CDE to support
early childhood education professionals.
Over the past 10 years, the CDE’s Early
Education and Support Division (formerly
called the Child Development Division)
developed the California Early Learning
and Development System. The system
provides early childhood education pro-
fessionals with an integrated set of pro-
grams, publications, and initiatives based
on state-of-the art science of early learn-
ing and development and best practices
in education: “Each component area in
the system provides resources that focus
on a different aspect of supporting pre-
school teachers and links to the resources
provided in every other component of the
system” (CDE 2010b, 30). The following
section provides an overview of the com-
ponents of the California Early Learning
and Development System, highlighting
those resources in the system that sup-
port preschool programming. The sec-
tion also introduces readers to resources
related to the California Early Learning
and Development System and designed to
be used in conjunction with the California
Preschool Program Guidelines.



xiv

1. California Learning and
Development Foundations

At the center of the California Early
Learning Development System are the
California preschool and infant/toddler
learning and development foundations.
The preschool foundations describe
competencies—knowledge and skills that
all children typically learn between the
ages of three and five with appropriate
support. Three volumes of the California
Preschool Learning Foundations (CDE
2008, 2010c, and 2012c) have been
developed that, taken together, cover
nine developmental domains. Volume 1
includes foundations in the domains of
Social-Emotional Development, Language
and Literacy, English-Language Develop-
ment, and Mathematics. Volume 2 covers
the domains of Visual and Performing
Arts, Physical Development, and Health.
Finally, volume 3 focuses on the domains
of History—Social Science and Science.
Together, the foundations present a
comprehensive view of what preschool
children learn through child-initiated play
and teacher-guided experiences within
the context of emotionally supportive
environments that are well supplied with
engaging and appropriately challeng-
ing learning materials. The foundations
describe major areas of learning in which
intentional teaching can support young
children’s progress in preschool (adapted
from CDE 2010b, 30).

2. California Curriculum Frameworks

California’s curriculum frameworks
offer guidance on how teachers and
programs can support the learning and
development that are described in the
foundations, through environments,
routines, and interactions, and teaching
strategies that are developmentally appro-
priate as well as individually and cultur-
ally meaningful and connected. In the
field of early education, the CDE created
the California Infant/Toddler Curriculum
Framework (CDE 2012b) and the three-
volume California Preschool Curriculum
Framework (2010b, 2011, and 2013a).
The preschool curriculum framework
consists of

resources in the early learning system
that pertain to planning for children’s
learning. Each volume of the curricu-
lum framework addresses domains in
the corresponding volume of founda-
tions. Volume 1 has chapters on each of
the domains addressed in the California
Preschool Learning Foundations, Volume 1:
social-emotional development, language
and literacy, English-language develop-
ment, and mathematics. The curriculum
framework presents an integrated ap-
proach to the planning of environments,
interactions, and strategies to support
young children’s learning in those do-
mains. (CDE 2010b, 31)

Volume 2 has chapters on each of the
domains addressed in the California Pre-
school Learning Foundations: Visual and
Performing Arts, Physical Development,
and Health. Finally, volume 3 focuses
on planning children’s learning in the
domains of History-Social Science and
Science.

3. Program Guidelines and Other
Resources

The California Early Learning and
Development System also includes the
California Preschool Program Guidelines,
as well as Guidelines for Early Learning in
Child Care Home Settings (CDE 2010a);
Preschool English Learners: Principles and
Practices to Promote Language, Literacy,
and Learning (PEL Resource Guide) (CDE
2009b); Inclusion Works! (CDE 2009a);
California Striving Readers Comprehen-
sive Literacy Plan: A Guidance Document
(CDE 2013c); and The Alignment of the
California Preschool Learning Founda-
tions with Key Early Education Resources
(CDE 2012a). These publications provide
recommendations for program elements
that lead to the creation of high-quality
preschool programs.

Guidelines for Early Learning in Child
Care Home Settings. An adaptation of
the original Prekindergarten Learning and
Development Guidelines, the CDE publica-
tion Guidelines for Early Learning in Child
Care Home Settings (CDE 2010a) was
designed to help home-based child care
providers offer high-quality early care and
learning experiences to the children and
families they serve. The publication covers
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topics such as the roles and relationships
involved in home-based child care; how to
create safe, inclusive environments that
foster early learning and development;
ideas for implementing appropriate curric-
ulum; professional development for home-
based providers; and things to consider
when infants and toddlers receive care in
mixed-age group settings.

Preschool English Learners: Principles
and Practices to Promote Language,
Literacy, and Learning. The publication
Preschool English Learners: Principles and
Practices to Promote Language, Literacy,
and Learning (PEL Resource Guide) pro-
vides guidance on how to support pre-
school children who are learning English
as a second language. This resource
guide highlights the role of families in
language and literacy development as
well as the importance of connecting
preschool and the home language. It

is organized around 10 principles and
accompanying practices. For example,
Principle 2 states, “Children benefit when
their teachers understand cultural dif-
ferences in language use and incorporate
them into the daily routine.” It goes on

to state, “Culturally responsive teaching
practices in the preschool classroom cre-
ate a positive learning environment. They
incorporate the linguistic and cultural
resources that children bring with them
and thereby promote their learning and
overall growth.”

The PEL Resource Guide works in tan-
dem with the preschool learning founda-
tions. It provides expanded information
about the domain of English-language
development. It also provides details on
strategies to support children’s ongoing
learning and use of their home language
as well as their English-language develop-
ment. Teachers can draw on these strate-
gies as they engage in curriculum plan-
ning (CDE 2010b, 35).

Inclusion Works! This publication (CDE
2009a) is designed to provide informa-
tion and proven strategies that promote
belonging and inclusion for all children.
Building on research and the experience
of years of effective implementation, this
handbook contains stories and examples,
as well as background information and
resources that support strategies for suc-
cessful inclusion. Suggestions for ways



to adapt the environment are provided,
along with examples of inclusive strate-
gies. A glossary and appendixes make
this handbook a practical tool for care
providers.

The Alignment of the California Pre-
school Learning Foundations with Key
Early Education Resources: California
Infant/Toddler Learning and Develop-
ment Foundations, California Content
Standards, the Common Core State
Standards, and Head Start Child Devel-
opment and Early Learning Framework.
This online publication presents the
developmental continuum of learning for
children from birth through kindergarten
(an abbreviated version is included as
an appendix in the California Preschool
Learning Foundations, Volume 3 [CDE
2012c]). It shows the connections that
the nine domains of the California Pre-
school Learning Foundations have with
the content of these other important
resources. This alignment demonstrates
that early learning is a significant part
of the educational system and that the
knowledge and skills of young children
are foundational to all future learning.
Of particular note is the alignment of
the preschool learning foundations with
the California content standards and the
California Common Core State Standards
for kindergarten. The vertical alignment
between the areas of learning and devel-
opment at the preschool and kindergar-
ten levels supports children’s transition
from preschool to early elementary school
and provides for continuity in the build-
ing of children’s knowledge and skills
across those settings.

4. Professional Development, Supports,
and Competencies

Professional development is provided
through the state’s extensive higher edu-
cation system, the California Preschool
Instructional Network, the Faculty Ini-
tiative Project, and other CDE activities.
The California Early Childhood Educator
(ECE) Competencies were developed to
describe educators’ knowledge and skills
and to inform professional development
learning outcomes (see appendixes A and
B for a comprehensive list).

California Early Childhood Educator
Competencies. The California Early
Childhood Educator Competencies serve
several interrelated purposes. First, the
competencies provide coherent structure
and content to foster the professional
development of California’s early childhood
workforce. Second, they inform the course
of study that early childhood educators
follow as they pursue study in institutions
of higher education. Third, they provide
guidance in the definition of ECE
credentials and certifications. And fourth,
they give comprehensive descriptions of
the knowledge, skills, and dispositions
that early childhood educators need to
support young children’s learning and
development across program types. The
competencies were developed for early
childhood educators and for people who
are responsible for ECE professional
development—such as higher-education
faculty, training organizations and
consultants, and human resources
departments of large agencies that provide
early care and education services.

5. Desired Results Assessment System

The Desired Results assessment sys-
tem is designed to document the progress
made by children and families in achieving
desired results and provides information
to help practitioners improve their child
care and development services. Desired
Results for Children and Families are the
outcomes (or results) that California wants
for all children and families. Please see
chapter 1 for more detail on the Desired
Results for Children and Families.

Complementary Resources

California Content Standards and Com-
mon Core State Standards. The Califor-
nia academic content standards and the
Common Core State Standards (CCSS) fit
within a broad approach to K-12 stan-
dards. The standards are considered
educational goals at each grade level. The
curriculum and instruction at a given
grade support students’ learning of the
knowledge and skills established for that
grade level. The content standards were
formally adopted by California’s State
Board of Education. Standards for kin-



dergarten cover English Language Arts,
Mathematics, English-Language Develop-
ment, Health Education, History/Social
Science, Physical Education, Science, and
Visual and Performing Arts. The CCSS
provide standards for every grade level,
from kindergarten through twelfth grade,
for English Language Arts and Literacy

in History/Social Studies, Science, and
Technical Subjects; and for Mathematics.
California stands among numerous states
that have adopted the CCSS (CDE 2012a,
9-10).

Head Start Child Development and Early
Learning Framework. The Head Start
Child Development and Early Learning
Framework (U.S. Department of Health
and Human Services 2010) outlines the
developmental building blocks essential
for children’s school and long-term suc-
cess. This framework is intended for early
care professionals who work with children
three to five years old, covering all as-
pects of child development and learning.
Head Start programs use the framework
to establish school-readiness goals and
to guide teachers in curriculum, assess-
ment, and program planning. The Head
Start Child Development and Early Learn-
ing Framework takes a broad approach to
early development and learning. It is or-
ganized into 11 domains: Physical Devel-
opment and Health, Social and Emotional
Development, Approaches to Learning,
Logic and Reasoning, Language Develop-
ment, English-Language Development,
Literacy Knowledge and Skills, Mathemat-
ics Knowledge and Skills, Science Knowl-

edge and Skills, Creative Arts Expression,
and Social Studies Knowledge and Skills.
These domains stem from the history of
Head Start research and practice. There
is considerable overlap between this
framework and the content standard do-
mains typically used for the kindergarten
level, but the framework also has some
distinct ways of identifying young chil-
dren’s developing knowledge and skills.
The framework covers areas generally
addressed by a comprehensive preschool
curriculum (CDE 2012a, 9-10).

California Striving Readers Comprehen-
sive Literacy Plan. The California Striving
Readers Comprehensive Literacy (SRCL)
Plan is a comprehensive literacy develop-
ment and education program to advance
literacy skills for students from birth to
grade twelve. The goal of the SRCL Plan is
to provide every child with the instruction
and support to achieve advanced literacy
skills that traverse academic disciplines
and translate into meaningful personal,
social, civic, and economic outcomes. The
plan extends California’s literacy focus
and addresses the state’s current urgent
literacy needs, which have been identified
through a review of state assessment data
collected over the past 15 years (CDE
2009c and DataQuest 2014). For school-
age children, California’s plan places a
particular focus on underachieving stu-
dents: English learners, African American
and Hispanic students, students with dis-
abilities, and those who are socioeconomi-
cally disadvantaged (CDE 2013b).
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Chapter 1

Current Issues in
Early Childhood Education

his chapter consists of two major
I sections. The first elaborates on is-
sues that are central to early child-
hood and preschool education throughout
the United States. The second focuses
specifically on recent developments in
early childhood and preschool education
in California.

General Issues

The general issues in this section cover
the benefits of high-quality preschool
programs, societal benefits of investing
in early childhood education (ECE) pro-
grams, research on brain development
and its implications for supporting young
children’s learning and development, and
key features of preschool that have been
shown to be important to young children’s
school readiness and long-term achieve-
ment.

Evidence from Research

The preschool years are critically impor-
tant for children’s later development, sub-
sequent performance in school, and later
success in life. High-quality preschool
programs make significant contributions
to gains in children’s academic, language,
and social skills. This premise has been
substantiated over the past 25 years by a
wide body of research:

e Children who attend high-quality
child care and education programs
show significant cognitive gains
during early childhood and perform
better academically compared with
children in low-quality programs
(Mashburn et al. 2008; Gormley et al.
2011; Curby et al. 2009). In particu-
lar, cognitive and language gains are
most evident when teachers engage in
high-quality instructional practices,
including responsive and stimulat-

ing interactions around learning.
Research suggests that the benefits of
high-quality early childhood programs
extend into the early school years
(Belsky et al. 2007; Peisner-Feinberg
et al. 2001).

e Children who experience high-quality
preschool programs, as indicated by
high-quality teacher—child interactions
and a positive emotional climate, dem-
onstrate greater social competence
and display fewer behavior problems
(Howes et al. 2008; Mashburn et al.
2008; Peisner-Feinberg et al. 2001).

e Although studies find that all young
children potentially benefit from high-
quality preschool programs, benefits
tend to be the most pronounced for
children from economically disadvan-
taged backgrounds.

Longitudinal studies of high-quality
early childhood programs reveal that
the positive effects may persist well into
adolescence and adulthood. A 36-year
follow-up study of the Perry Preschool
Program in Ypsilanti, Michigan, showed
that children from low-income families
who attended preschool as four-year-olds
were more likely to graduate from high
school, hold a job, have higher earnings,
and have committed fewer crimes than
those adults who had not attended pre-
school as four-year-olds. Remarkably, it
is estimated that this preschool program
yielded more than $9 in benefits for every
S1 invested (Heckman 2009).

Most studies of ECE program features
and children’s outcomes have either not
included dual language learners or admin-
istered cognitive and social-emotional as-
sessments exclusively in English. Conse-
quently, a comparable research base that
can offer guidance on how to design early
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childhood programs that provide effec-
tive and high-quality education for young
dual language learners is only beginning
to emerge. Some of the elements of early
care and education settings that have
been shown to be salient for dual lan-
guage learners are (1) attendance/partici-
pation rates, (2) language of instruction,
(3) global quality of the ECE environment
(including the positive emotional climate
of the setting), (4) specific instructional
and assessment practices, (5) teacher/
provider qualifications and language abili-
ties, and (6) home-school collaboration
practices (Espinosa 2013).

Research on the elements of quality
in inclusive preschool classrooms that
predict positive outcomes for children with
disabilities or other special needs is lim-
ited. Even so, there is emerging evidence
to suggest that individualization, as a
measure of high-quality inclusive practice,
is positively associated with children’s de-
velopmental outcomes in the areas of cog-
nition, communication, and motor skills
(Odom, Buysse, and Soukakou 2011).

Houw is quality in preschool measured?

Preschool quality is typically measured
according to two dimensions—structural
quality (teacher education, class size,
length of day, teacher—child ratio) and
process quality (teacher—child interac-
tions, appropriate learning activities and
materials, and effective instructional
practice). The structural quality of the
early childhood program plays an impor-
tant role in influencing process features
of the program environment. For in-
stance, low adult-child ratios likely make
it more possible for teachers to engage
in the responsive interactions known to
contribute to positive child outcomes.

Research findings from a large study
of approximately 700 randomly selected,
state-funded preschool prekindergarten
classrooms (Howes et al. 2008) revealed
the following findings about preschool-
ers who had experienced high-quality
instructional practices and high-quality
teacher—child relationships:

e greater proficiency in language and lit-
eracy skills

e higher ratings on social competence

4 | Chapter 1

e fewer reported behavior problems

Additionally, the National Institute of
Child Health and Human Development
(NICHD) Study of Early Care and Youth
Development (Vandell et al. 2010), one of
the most exhaustive recent national stud-
ies of early childhood care and education
(between birth and four and a half years
of age), found that

e quality of child care is important,
whether at a child care center, family
child care home, or other early child-
hood setting;

¢ high-quality care was predictive of high-
er academic achievement at age fifteen
with more positive effects associated
with higher levels of child care quality;

¢ high-quality care predicted less ex-
ternalizing behavior, as indicated by
self-reports of the children during ado-
lescence;

e the number of hours in nonrelative care
mattered. More hours in care predicted
greater risk taking and impulsivity at
age fifteen. However, those children who
attended programs of higher quality
had fewer behavior problems than those
who attended low-quality programs.
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The Need for High-Quality
Preschool Programs

Despite growing evidence of the im-
portance and long-term benefits of early
childhood education, a number of stud-
ies have shown that the quality of typical
child care programs in the United States
is, at best, mediocre (Helburn 1995).

A recent report, Prepared to Learn: The
Nature and Quality of Early Care and
Education for Preschool-Age Children in
California, suggests that “center-based
ECE programs fall short on key quality
benchmarks, particularly those related to
early learning environments that foster
school readiness and later school suc-
cess” (Karoly et al. 2008).

Further, although preschool program
quality is a necessary condition for pro-
moting positive outcomes for all young
children, the field’s understanding of the
essential elements of preschool program
quality continues to evolve.

For example, Castro, Espinosa and Paez
(2011, 268) have made a strong case for
the following expanded definition of high-
quality ECE for dual language learners:

Providing high-quality early education ex-
periences to young dual language learners
will require a revision of the indicators of
quality being used. Regarding structural
quality, adult—child ratios may need to be
smaller to allow educators time to conduct
small-group and one-on-one activities with
dual language learners. Also, to imple-
ment classroom activities in the children’s
primary language, to conduct valid and
reliable assessments in children’s primary
language and English, and to plan ac-
tivities that are responsive to young dual
language learners’ individual develop-
mental and learning needs, programs will
need to increase the number of bilingual
and qualified staff, as well as offer ongoing
professional development.

Early Childhood Program Effectiveness

. Effective services build supportive relationships
and stimulating environments.

. Effective interventions address specific develop-
mental challenges.

. Effectiveness factors distinguish programs that
work from those that don’t.

. Effective early childhood programs generate ben-
efits to society that far exceed program costs.

Source: Center on the Developing Child at Harvard University, n.d.

There is also a growing realization that
the definition of high-quality early care and
education needs to include serving chil-
dren with identified disabilities, learning
or behavioral difficulties, or other special
needs (Odom, Buysse, and Soukakou
2011). The Division for Early Childhood
and the National Association for the
Education of Young Children (2009) joint
position statement on inclusion highlights
the concern that high-quality inclusion
extends beyond the way in which program
quality is typically conceptualized. Thus,
high-quality inclusive practice should be
an integral part of high-quality care.

Early Childhood Investments and
Societal Impacts

Current statistics on early child care
and education suggest that approximately
7.5 million children, or 68 percent of chil-
dren under the age of five in the United
States, experience some type of routine
nonparental child care. Approximately
48 percent of these young children spend
some time in organized care settings (Na-
tional Association of Child Care Resource
and Referral Agency [NACCRRA] 2010).
Because of the large numbers of children
in the United States experiencing nonpa-
rental child care, researchers parents, and
policymakers have sought to understand
the effects of early child care experiences
on children’s long-term developmental
outcomes (Belsky et al. 2007; NICHD
Early Child Care Research Network 2003;
Greenspan 2003).

Current Issues In Early Childhood Education | 5
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Studies conducted over the past 30
years indicate that early childhood invest-
ments can yield substantial benefits for
young children when programs intention-
ally support young children’s develop-
ment and early learning. Cost-benefit
analyses conducted by Heckman (2006)
suggest that investing in the preschool
years yields the highest rates of return
on investment as compared to any other
period of human development.

Recent Research on Brain
Development

Research on brain development in the
early years further substantiates soci-
ety’s need to ensure that children’s early
experiences are of high quality. Recent
research on brain development suggests
that while all children come to the world
with their own biological and genetic
makeup, early experiences also contrib-
ute to shaping their developing brain and
who they are. In particular, the quality
of care that a child receives both in early
childhood settings and at home plays an
important role in influencing how specific

genes are expressed in behavior. It fol-
lows that what is expressed in children’s
behavior can neither be determined by
“nature” (genes, biology) nor “nurture”
(parenting influences, child care experi-
ences, neighborhood quality) alone, but
a complex interaction between the two
(Thompson and Virmani 2012).

Babies are born ready to learn. In a
review of research on early brain devel-
opment, Conboy states, “By the time an
infant is born, his or her brain possesses
most of the neurons it will ever have and
major sensory pathways have already be-
come organized to process visual and au-
ditory information and are thus ready to
learn from the external environment. Yet
the brain is far from fully formed at birth”
(State Advisory Council on Early Learn-
ing and Care 2013, Paper 1: Neuroscience
Research). Although a vast majority of
neurons are established by the time one
is born, connections between neurons, or
synapses, are a result of one’s experienc-
es. Connections made are solidified and
made more efficient by repeated use. Al-
though the brain continues to be shaped

NATIONAL FORUM ON EARLY CHILDHOOD POLICY AND PROGRAMS

Cost/Benefit Analyses Show Positive Returns
Early Childhood Programs Demonstrate Range of Benefits to Society

$9.20

Total Return per
$1 Invested

To Individuals

Break-Even
Point

Abecedarian
Project
(through age 21)

Partnership

Nurse Family

(High Risk Group)

Increased earnings

To the Public

Crime-cost, special
education & welfare
savings, increased

income taxes

Perry Preschool
(through age 40)

Source: Center on the Developing Child at Harvard University, n.d.
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The Science of Early Childhood Development

Research by the Center on the Developing Child at Harvard University
suggests that:

1. Brains are built over time, from the bottom up. Sensory pathways,
like those for vision and hearing, are the first to develop, followed
by early language skills, and then higher cognitive functions.

2. The interactive influences of genes and experiences shape the
developing brain. The “serve and return” relationships between
children and their parents and other caregivers in the family and
community play a central role in one’s early experiences.

3. The brain’s capacity for change decreases with age. The brain is
most flexible or plastic early in life to accommodate a wide range
of environments and interactions, but as the maturing brain
becomes more specialized to assume more complex functions, it
is less capable of reorganizing and adapting to new or unexpected
challenges.

4. Cognitive, emotional, and social capacities are inextricably
intertwined throughout life. The emotional and physical health,
social skills, and cognitive-linguistic capacities that emerge in the
early years are all important prerequisites for success in school
and later in the workplace and community.

5. Toxic stress damages the developing brain architecture, which
can lead to lifelong problems in learning, behavior, and physical
and mental health. Scientists now know that chronic, unrelenting
stress in early childhood, caused by extreme poverty, reported
abuse, or severe maternal depression, for example, can be toxic to

the developing brain.

Source: Center on the Developing Child at Harvard University, n.d.

by experiences throughout a life span, it
is the experiences children have in the
early years that help to lay the foundation
for later learning and development (CDE
2012c). Remarkably, an estimated 85
percent of children’s core brain structures
are developed by the age of four (Child
and Family Policy Center and Voices for
America’s Children 2005).

How are the brain and its related
functions studied?

Various brain imaging techniques
have been used successfully to increase
understanding of how the brain works.
Positron-emission tomography scans and

functional magnetic resonance imaging
have been used to map brain activity, and
event-related potentials are often used to
study changes in the brain’s electrical ac-
tivity as related to a specific event or stim-
ulus (Nelson and McCleery 2008). The
above-mentioned techniques are some

of the most widely used by researchers

to investigate, for instance, the negative
impacts of stress on the developing brain
and the positive impacts of early language
experiences on the developing brain.

Marian Diamond (Diamond and Hopson
1998) and a research team at the Univer-
sity of California, Berkeley, have found
that enriched environments can influence

Current Issues In Early Childhood Education | 7
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NIEER Preschool Policy Brief

Connecting Neurons, Concepts, and People:
Brain Development and Its Implications

Policy Recommendations

e Government and business should support prenatal and well-
child health care, good nutrition, efforts to eliminate children’s
exposures to harmful pollutants and toxins, and high-quality
preschool programs in striving to support healthy early brain
development.

e Early prevention is better and less expensive than later remedia-
tion. Health care services, early intervention programs, and pre-
schools should ensure that they provide early hearing, vision,
language, cognitive, and behavioral screenings, and link children
to necessary services.

¢ Sensitive interactions with adults do more to promote brain
development than any toy, CD, or DVD. Preschools should deliver
services that enable adults to have rich interactions with children.

e Preschools should embrace educational approaches that
encourage child-oriented discovery over adult-directed
instruction.

¢ Since social-emotional development and cognitive development
are intertwined, preschool programs should recognize and focus
on both.

e Exposure to chronic early stress is harmful. Mental health
experts can help preschool staff work with children who have
behavioral problems and learn to identify and refer children and
families to other services as needed.

Source: Thompson, n.d.

brain growth significantly. According to for children at their stages of develop-

Diamond, an enriched environment ment;

e includes a steady source of positive ¢ allows social interaction for a significant
emotional support; percentage of activities;

e provides a nutritious diet with enough e promotes development of a broad range
protein, vitamins, minerals, and calo- of mental, physical, aesthetic, social,
ries; and emotional skills and interests;

e stimulates all the senses (but not neces- e gives children an opportunity to choose
sarily all at once); many of their efforts and to modify

¢ has an atmosphere free of undue pres- them;
sure and stress but suffused with a e allows children to be active participants
degree of pleasurable intensity; rather than passive observers.

e presents a series of novel challenges When the impact of enriched environ-

that are neither too easy nor too difficult = ments on dual language learner popula-

8 | Chapter 1
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The Bilingual Brain: What Is Known from Neuroscience

Although bilingual learners share many characteristics of lan-
guage development with monolingual learners of each of the same
languages, differences across groups have been noted for various as-
pects of how the brain processes language. For example, there is evi-
dence that both languages are activated for the same concept, such
that a speaker needs to select from a wider range of words to retrieve
the correct word, using cognitive (executive) control mechanisms to
a greater extent than in monolingual word retrieval (for more infor-
mation, see Paper 2, Development Across Domains). There is limited
evidence regarding how the bilingual lexicon is organized in chil-
dren, but evidence from studies reviewed in this paper has suggest-
ed a greater use of attentional control processes than during mono-
lingual processing. This difference is noted as early as seven months
of age, even before vocabulary is developed, and is therefore prob-
ably induced by the need for bilingual children to pay attention to
different cues across languages. Thus, differences in the brain areas
used for dual versus monolingual language processing should not
be interpreted as delays or deficits; instead, they should be viewed,
as adaptations to the need for using additional cognitive resources.
In fact, many of the differences in cognitive control functions across
bilingual and monolingual individuals may be construed as bilingual
advantages. Such advantages might be made accessible to all chil-
dren through various degrees of bilingual programming (p. 34). . . .

The research [from cognitive neuroscience] . . . suggests that,
because experience shapes children’s learning mechanisms, models
of learning need to consider that bilingual children may learn differ-
ently from monolingual children. For example, monolingual models
do not account for the fact that the dual language learner needs
to discover different sound systems, stress patterns in words, and
grammatical rules. Although there is no evidence that dual language
learners become confused by learning different sets of language
rules, practitioners should recognize that language systems interact
during processing. While these differences may affect performance
on tests, they do not necessarily indicate a delay or deficit. (p. 35)

Source: State Advisory Council on Early Learning and Care 2013, Paper 1 (Neuroscience Re-

search), 34-35.

tions is considered, it is important to take
into account specific adaptations and
strategies, which are presented in chapter
6, in addition to those listed above.

Conversely, a stressful environment
and a lack of developmentally appropriate
experiences and learning opportunities
can impair healthy brain development.

One of the primary ways to buffer stress-
ful experiences for young children in
early childhood settings is to ensure that
teachers develop stable, predictable, and
secure relationships with children in their
care. To engage in cognitively complex
tasks, young children first need to feel
safe and emotionally secure.

Current Issues In Early Childhood Education | 9
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School Readiness

As the NAEYC'’s position statement on
school readiness suggests, school readi-
ness involves more than children being
prepared for school; it involves ensuring
that families, schools, and communities
are ready to support children’s success in
school. Past conceptualizations of school
readiness that focused primarily on chil-
dren’s specific skills in areas such as lit-
eracy and mathematics have recently been
broadened to include areas such as social
and emotional development and executive
functioning. The prevailing view today en-
visions children’s school readiness as the
development of skills and competencies
during early childhood that contribute to
children’s success in school later in life.
Readiness now reflects a range of dimen-
sions, such as a child’s physical well-
being and motor development, social and
emotional development, communication
and language use, cognition and general
knowledge, and approaches to learning
(NAEYC 2009; National Educational Goals
Panel 1995, 1998; CDE 1997).

In California, school-readiness programs
funded by First 5 use the First 5 California-
adapted National Education Goals Panel!
definition of school readiness:

1. National Education Goals Panel, “Getting a Good
Start in School” (Washington, DC: National Educa-
tion Goals Panel, 1997).

10 | Chapter 1

1. Children’s readiness for school

e Promoting physical well-being and
motor development

* Promoting positive social and emo-
tional development

e Developing approaches to learning
e Fostering language development

e Instilling cognitive development and
general knowledge

2. Schools’ readiness for children

e Creating a smooth transition be-
tween home and school

e Ensuring continuity between early
care and education programs and
elementary grades

e Focusing on helping children learn
through a student-centered environ-
ment

e Being committed to the success of
every child

e Using strategies that have been
shown to raise achievement for each
student

e Being willing to alter practices and
programs if they do not benefit chil-
dren

e Making sure that students have ac-
cess to services and support in the
community

3. Family and community support and
services that contribute to children’s
readiness for school success

e Providing access to high-quality and
developmentally appropriate early
care and education experiences

e Providing parents with access to
training and support that allows par-
ents to be their child’s first teacher
and promotes healthy, functioning
families

e Providing access to prenatal care
for mothers and nutrition, physical
activity, and health care to children
need so they arrive at school with
healthy bodies and minds to main-
tain mental alertness
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Many recent efforts at the national,
state, and local levels have focused on
putting the necessary supports in place to
ensure that families, schools, and com-
munities are prepared to support chil-
dren during early childhood to succeed in
school.

The California Context
Demographics

Compared with most other states,
California has an extraordinarily diverse
population of young children, particularly
those under the age of five. Of California’s
3.2 million children under the age of five,
approximately 53 percent are Latino, 28
percent are white, 10 percent are Asian,
and 6 percent are African American (Chil-
dren Now, n.d.).

Dual Language Learners

Young children with home languages
other than English make up the fastest-
growing segment of the population na-
tionwide, with California being at the
forefront of this trend (State Advisory
Council on Early Learning and Care
2013, Paper 3, Program Elements and
Teaching Practices). The California De-
partment of Education (CDE) reports that
25 percent of children in public schools
serving preschool through twelfth grade
are English learners (ELs).2

The diversity of families across the na-
tion reflects an increase in young dual
language learners (State Advisory Council
on Early Learning and Care 2013, Paper
4, Family Engagement).

2. As stated on page 91 of Paper 3, Program Ele-
ments and Teaching Practices (State Advisory Coun-
cil on Early Learning and Care 2013), “The term
English learner is commonly used in K-12 schools
to identify children who speak a language other
than English at home and are not yet proficient in
English. Preschoolers with a home language other
than English are often a distinct group, however,
since they are still developing the basics of oral lan-
guage in their home language even as they begin to
learn English. Therefore, many preschool programs
choose to use the term dual language learners to
describe children who are learning English while
also developing proficiency in their native language
(Severns 2012)” (State Advisory Council on Early
Learning and Care 2013, Paper 3, Program Ele-
ments and Teaching Practices).

What Is School Readiness?

School readiness involves more than just chil-
dren. School readiness, in the broadest sense,
is about children, families, early environments,
schools, and communities. Children are not in-
nately “ready” or “not ready” for school. Their
skills and development are strongly influenced by
their families and through their interactions with
other people and environments before coming to
school (Maxwell and Clifford 2004, 42).

Source: National Association for the Education of Young Children
(NAEYC) 2009.

Growth in dual language learners has
occurred predominantly among younger
children (National Center for Children

in Poverty 2010) and is reflected in early
childhood education (ECE) programs,
such as Head Start, in which 30 percent
of the children served nationwide are dual
language learners (Office of Head Start
2011). Despite immense growth in their
numbers, children who are dual language
learners are disproportionately from low-
income households (Fortuny, Hernandez,
and Chaudry 2010), and dual language
learners who have been educated in
American schools since preschool are
consistently outperformed by their peers
on achievement tests, and the gap wid-
ens at higher grades (Batalova, Fix, and
Murray 2007; Cannon and Karoly 2007;
Espinosa 2007; Hammer et al. 2009; Lee
and Burkham 2002; Paez, Tabors, and
Lopez 2007).

Socioeconomic Status

California’s young children live in
families of varying levels of socioeconomic
status. In 2010, it was estimated that
approximately 45 percent of California’s
young children live in low-income families
(below 200 percent of the federal poverty
level) and that 22 percent live in poverty
(National Center for Children in Poverty
2010). According to the National Center
for Children in Poverty, young children of
immigrant parents are more likely to live
in a low-income household as compared
with children of native-born parents.
Moreover, 60 percent of young children
of immigrant parents live in low-income
families. Young Latino, African American,

Current Issues In Early Childhood Education | 11



Part One: Setting the Stage for Program Quality

Native American, and Asian children in
California are more likely to live in low-
income families compared with white
children. In California, 50 percent of
four-year-olds are children of immigrant
parents, and 20 percent of these children
live in linguistically isolated households
(Cannon, Jacknowitz, and Karoly 2012).

Children with Disabilities or Other
Special Needs

It is estimated that between 5 and 14
percent of the population under age five
has a special health care need (U.S. De-
partment of Health and Human Services
2007, 57) as defined by having or being at
risk for “chronic physical, developmental,
behavioral, or emotional conditions that
have lasted or are expected to last at least
12 months.” There are approximately
45,000 children with identified disabili-
ties in the CDE preschool system (see
appendix C, California Children Enrolled
in Special Education). This number does
not include children at risk of disability or
developmental challenges. Three-, four-,
and five-year-old children with identified
disabilities have individualized education
programs (IEPs). These IEPs must reflect
the CDE’s preschool learning founda-
tions. Under the Individuals with Disabili-
ties Act (2004), all children must have ac-
cess to the general preschool curriculum,
and their progress measured accordingly
(CDE 2010a, 5).

Readiness Gap

California’s young children vary sub-
stantially in their progress toward becom-
ing ready for school. Likewise, schools
and communities vary in their readiness
to support children toward this aim.
“Achievement data for students in kin-
dergarten through grade twelve confirm
a persistent gap between white students
and African American students, Hispanic
students, socioeconomically disadvan-
taged students, English learners and
students with disabilities” (CDE 2013al).
Further, information in the 2011-12 Cali-
fornia Report Card confirms that

Latino and African American students,
economically disadvantaged students and
other vulnerable young, such as those
in foster care, are much more likely to
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lag behind their peers in school. These
students often lack sufficient support
from an early age. By third grade, Latino
and African American students are half
as likely as Asian and white students to
score proficient or advanced on the Eng-
lish Language Arts portion of the Cali-
fornia Standardized Testing and Report
(STAR) test (Children Now n.d., 32).

Although the readiness gap in Califor-
nia persists, as a part of the American Re-
covery and Reinvestment Act of 2009, the
Race to the Top-Early Learning Challenge
(RTT-ELC) program is designed to close
the achievement gap for children with
high needs. As one of nine states to win
the competitive RTT-ELC federal grant
in 2011, California has received funding
to work toward narrowing the readiness
gap and improving the early learning and
development of young children by

1. increasing the number and percent-
age of low-income and disadvantaged
children in each age group of infants,
toddlers, and preschoolers who are
enrolled in high-quality early learning
programs;

2. designing and implementing an in-
tegrated system of high-quality early
learning programs and services;

3. ensuring that the use of assessments
conforms to the recommendations of
the National Research Council’s re-
ports on early childhood.

Desired Results for Children and
Families

The Early Education and Support
Division of the CDE has established
the Desired Results assessment system
(http: / /www.desiredresults.us [accessed
June 27, 2014]) to improve program qual-
ity in early care and education programs
across the state. The system includes the
Desired Results Developmental Profile
(DRDP), which is an observational assess-
ment instrument of children’s progress in
development and learning; the Environ-
ment Rating Scale, which assesses global
program quality according to a program’s
arrangement of space, materials and ac-
tivities, interactions, daily schedule, and
support given to families and staff; and
the Desired Results Parent Survey.
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Profile of Preschool Children in California

e Number of preschool-age children in California ages three, four, and
five years old in 2011: 1,546,310 (Annie E. Casey Foundation 2011)

e Total number of children from birth through age five estimated to be
served in state and federal programs (FY 2011-2012):*

State-funded: 436,936
Early Head Start (birth to three years old): 16,480
Head Start (three to five years old): 95,479

e Ethnic breakdown of children from birth to five years old (estimated
for 2011 [Children Now, n.d.])

Hispanic 53%
White 28%
Asian /Pacific Islander 10%
African American 6%
e Number of English learner students in kindergarten (FY 2011-12):
186,717t

e Number of children aged three, four, and five years old (FY: 2011-
2012) with Disabilities or Other Special Needs within California State
Funded Preschool Programs: 73,720"

* Based on California Department of Education, Child Development Division, Child Care Annual Ag-
gregate Report (CD-800). Number of Children Served by Program Type During Fiscal Year (2009-
2010) (CDE 2010c) and Early Head Start and Head Start information from the Administration
for Children and Families, U.S., Department of Health and Human Services, Head Start Bureau,
2011-2012,

fThe source of these figures may be found at the Ed-Data Web site

The number of children with disabilities or other special needs can be found in appendix C
(California Children Enrolled in Special Education).

Note: Demographics that refer to the number of dual language learners in California’s preschool
programs are not included because it is common for programs not to track the specific enrollment
of dual language learner students (NIEER 2011).

Background of Desired Results for The Desired Results for Children and
Children and Families Families are as follows:

The CDE’s Desired Results (DR) sys- DRI1. Children are personally and so-
tem is designed to improve the quality cially competent
of programs and services provided to all DR2. Children are effective learners
children, birth through twelve years of
age, who are enrolled in early care and DRS3. Children show physical and motor
education programs and before- and after- competence
school programs, and their families (see DR4. Children are safe and healthy
appendix D). Desired Results are defined
as conditions of well-being for children DRS5. Families support their child’s
and families. Each Desired Result defines learning and development

an overall outcome. The DR system was
developed based on six Desired Results—

four for children and two for their families. The DR system implemented by the
CDE is a comprehensive approach that

DR6. Families achieve their goals
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facilitates the achievement of the De-
sired Results identified for children and
families. California is one of the very few
states in the nation that has developed its
own system for measuring child progress
toward desired outcomes. The system is
aligned with both the state’s learning and
development foundations for early care
and education programs and the content
standards for kindergarten.

To assess dual language learners’
English-language development in pre-
school, the DRDP has four measures in
the domain of English-language develop-
ment (ELD)—comprehension of English,
self-expression in English, understanding
and response to English literacy activities,
and symbol, letter, and print knowledge
in English. Furthermore, in the DRDP
training documents (CDE 2010d, viii), the
instructions state:

e Children who are dual language
learners may demonstrate mastery
of developmental levels in their home
language, in English, or in both.

e The teacher who completes the as-
sessment for a child who is a dual
language learner should speak the
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child’s home language. If not, the
teacher must receive assistance from
another adult, such as an assistant
teacher, director, or parent, who does
speak the child’s home language. It is
important that the program plans for
time during the day when the child
and adult have time to interact if the
adult is not the child’s parent or the
assistant teacher in the child’s class-
room.

e Overall, the development of language
and literacy skills in a child’s first
language is important for the develop-
ment of skills in a second language,
and therefore should be considered as
the foundational step toward learning
English.

This guidance to teachers is intended to
ensure that the assessors of dual language
learners have the capacity to judge the
child’s abilities in any language, not just
English. Especially for children who are in
the early stages of English acquisition, it is
crucial that someone who is proficient in
the children’s home language determines
their understanding of mathematical con-
cepts, their social skills, and their prog-
ress in the other developmental domains
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(more information on this system appears
in appendix D).

Overview of Preschool Learning
Foundations

The California preschool learning foun-
dations (CDE 2008, 2010c, 2012a) out-
line key knowledge and skills that most
children can achieve when provided with
the kinds of interactions, instruction, and
environments that research has shown to
promote early learning and development.
The foundations provide early childhood
educators, parents, and the public with
a clear understanding of the wide range
of knowledge and skills that preschool
children typically attain when given the
benefits of a high-quality preschool pro-
gram (http://www.cde.ca.gov/sp/cd/re/
psfoundations.asp [accessed June 27,
2014]).

The foundations were developed us-
ing an inclusive and deliberative input
process, including statewide stakeholder
meetings, public input sessions held
throughout the state, public hearings,
and public comment. The materials were
developed with the principles of universal
design, so as to be inclusive of children
with disabilities and other special needs.
Input from the reviews was considered
and incorporated as appropriate.

The California preschool learning foun-
dations are divided among three volumes.
Volume 1 focuses on the domains of so-
cial-emotional development, language and
literacy, English-language development,
and mathematics. Volume 2 focuses on
the domains of visual and performing
arts, physical development, and health.
Volume 3 focuses on the domains of his-
tory-social science and science.

The English-language development (ELD)
foundations are specifically designed for
children entering preschool with a home
language other than English. Unlike the
other foundations, in which the foun-
dations are linked to age, the English-
language development foundations are
defined by three levels of development—
Beginning, Middle, and Later. Depending
on their prior experience with using their
home language and English to communi-

cate with others, preschool dual language
learners will go through these levels at
different paces. Once children reach the
Later level, they will still need support to
continue acquiring English and to apply-
ing their developing linguistic abilities in
every domain. (CDE 2008, xiii)

Closing Thoughts

The benefits of high-quality preschool
are powerful and far-reaching. Research
on the impact of quality includes signifi-
cant economic benefits. Investments in
early education have been shown to lead
to students’ success in school and long-
term positive financial returns. In addi-
tion, research on early brain development
illuminates the crucial importance of early
experience. This research makes clear
that, in order for young children’s brains
to develop and function well, children
need sensitive interactions with adults
and protection from toxic stress.

Recent research findings also indicate
that early bilingual experience, if prop-
erly supported, enhances children’s early
development and learning. Moreover, the
benefits of early intervention are particu-
larly strong for children from low-income
backgrounds and children with disabili-
ties or other special needs. Yet knowledge
alone has not remedied the readiness gap
that persists in California. As the number
of young dual language learners, children
in low-income families, and children who
live in stressful environments continues
to increase, so does the readiness gap for
these groups of children.

This publication, along with other
resources in an aligned, research-based
system of support, has been developed
by the CDE to offer guidance on how to
enhance the quality of preschool programs
in California. Research and practice on
how to foster early learning and develop-
ment have increased understanding of the
value of early education. There is now an
opportunity to invest in high-quality early
education and take necessary steps to en-
sure that all of California’s young children
develop well and become ready for success
in early elementary school and beyond.
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Chapter 2

The Preschool Child

he preschool years are a time of

major physical, cognitive, language,

and social-emotional growth. Re-
cent research indicates that brain devel-
opment in the early years is foundational
to all later development. Brain develop-
ment in the preschool years builds on the
dramatic changes in brain structure and
functioning that occur during the first
three years of life. In the preschool years,
the brain changes most significantly in
the area of the prefrontal cortex (see
figure 2.1). In particular, growth in the
prefrontal cortex is related to the develop-
ment of executive function skills, which
lay the foundation for children’s emerging
abilities to inhibit impulses (inhibitory
control), hold and use information (work-
ing memory), and adjust to changing

demands of the classroom environment
(cognitive flexibility) (Diamond et al.
2007).

The executive function skills of inhibi-
tory control, working memory, and cogni-
tive flexibility appear to be particularly
important to school readiness because
they affect children’s capacity to engage
in learning activities, to persist when
doing challenging tasks, and to regulate
their behavior when frustrations arise in
daily interactions with peers (Vitiello et al.
2011). As social relationships influence
brain development, children’s daily experi-
ences with family members, teachers, and
peers play a central role in the develop-
ment of social-emotional and cognitive
skills that are needed to thrive in school
and life.

Figure 2.1. Brain Areas and Functions

Prefrontal Cortex
e Executive function
e Attention

e Self-control

e Planning

Brainstem and
Cerebellum

¢ Heart rate

e Breathing

e Balance
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Young children’s growing social-
emotional, cognitive, and language skills
are inextricably linked, with development
in one domain affecting development in
the other domains. For instance, in the
context of social interactions with adults
and peers, children develop language
that enables them to communicate their
needs, desires, and ideas. For children
whose home language is English, ex-
panded language learning opportunities
in both the preschool and home settings
strengthens their language development.
Additional considerations come into play
for children who are dual language learn-
ers. When supported to communicate and
use language in a preschool environment,
children begin to use their growing lan-
guage skills to interact and build positive
relationships with peers and adults. For
example, during play with peers, one child
asks another, “Why are you crying?” The
question demonstrates both the child’s
growing social-emotional skills as well
as a developing ability to communicate
effectively with others. Moreover, experi-
ences with language contribute to the
growth of children’s social-cognitive skills,
including executive function capacities.

It is noteworthy that research has found
that young dual language learners have
an advantage over monolingual children
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in several areas of cognitive and social
development (see State Advisory Council
on Early Learning and Care 2013, Paper
2, Development Across Domains).

For young dual language learners,
there is scientific consensus that children
have the capacity to learn two languages
from birth and that this early dual lan-
guage exposure does not confuse children
or delay development in either language.
In fact, dual language learning provides
children with many cognitive benefits
across multiple domains (e.g., execu-
tive function and executive control skills,
measures of creativity, mental flexibility,
interpersonal skills, and long-term mem-
ory). The cognitive and social advantages
of bilingualism appear strongest when
children are proficient in both languages.
No discernible benefits to dual language
learning have been found when children’s
experience with one of the languages is
limited (see State Advisory Council on
Early Learning and Care 2013, Paper 2,
Development Across Domains). Because
dual language learners are developing
language proficiency in two languages si-
multaneously during the preschool years,
both languages need to be supported and
fostered for all children, including those
with special needs.
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As young children engage with adults
and peers, they learn through play and
exploration. Rich learning environments
with a variety of activities enhance young
children’s learning and development. In
an environment in which children have
the opportunity to make observations,
ask questions, plan investigations, gather
and interpret information, and commu-
nicate findings and ideas (CDE 2012b,
53), they explore concepts in domains
such as science, math, and history-social
science. Dance, music, and drama not
only introduce children to the arts, they
provide opportunities for children to learn
to regulate their behavior and take the
perspective of another person.

Children’s physical development is a
critical aspect of children’s overall devel-
opment, allowing them to engage with
others, to explore, to learn, and to play
(CDE 2010b, 37). Preschool-age children
develop and refine fundamental move-
ment skills, including gross and fine mo-
tor manipulative skills, that enable them
to move confidently through space; man-
age finer, more complex tasks; and take
care of personal needs, such as going to
the toilet and getting dressed. Together,
children’s physical, cognitive, language,

and social-emotional capacities enable
them to observe, investigate, and engage
with the physical and social environment
in new ways. To ensure that children
with disabilities, or other special needs,
have opportunities to use their capaci-
ties to their fullest and benefit from what
high-quality preschool programs offer,
programs and teachers make appropriate
adaptations of the environment, curricu-
lum, and instructional strategies.

Culture, age, and individual differ-
ences, as well as socioeconomic status
and availability of learning opportunities,
affect the learning and development of
preschool-age children. Typically develop-
ing children of the same age vary widely in
their mastery of various social, cognitive,
and physical skills; nevertheless, progres-
sions of skill development are common to
all children. The young three-year-old is
markedly different from the five-year-old
across all developmental domains. Most
three-year-olds are more interested in
unstructured play, for example, than in
organized games with rules, whereas five-
year-olds show an emerging interest in the
challenge of more structured games that
involve strategies and rules. Another way
three-year-olds differ from five-year-olds
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is that they are typically not yet develop-
mentally ready to engage in activities that
build skills in phonological awareness,
such as blending and segmenting com-
pound words. In contrast, five-year-olds
often find such activities engaging and
are ready to make progress with building
phonological awareness. Research-based
information on the learning and develop-
ment that occurs during the preschool
years in each domain can deepen families’
and parents’ understanding of who the
preschool child is and how best to nurture
and support the preschool child.

The Five Essential Domains of
School Readiness

Over the past several years, federal,
state, and local organizations have used
the five essential domains of learning and
development to organize school-readiness
goals and assess children’s learning and
development (National Education Goals
Panel [NEGP] 1995). The five essential
domains of school readiness, as identified
by the NEGP are

(1) Social and Emotional Development;
(2) Language and Literacy Development;
(3) Cognition and General Knowledge;

(4) Physical Well-Being and Motor
Development;

(5) Approaches Toward Learning.

In addition to the work of the NEGP,
two national initiatives—the Common
Core State Standards (K-12; does not in-
clude pre-K) and the Head Start Child De-
velopment and Early Learning Framework
(Head Start Learning Framework)—have
contributed to early childhood educa-
tors’ understanding of children’s learn-
ing and development in the early years.
Collectively, the NEGP, Common Core
State Standards, and Head Start Learn-
ing Framework have helped to define the
knowledge and skills that children ac-
quire during the first years of life that are
essential for later success in school.

Mirroring the national initiative, Califor-
nia has created early learning and devel-
opment foundations to describe knowledge
and skills that align with the California
kindergarten content standards, the Com-
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mon Core State Standards, the Head Start
Learning Framework, and the NEGP (see
The Alignment of the California Preschool
Learning Foundations with Key Early Edu-
cation Resources [CDE 2012a]). The de-
velopment of content standards for K-12
education established the context for the
development of the early learning founda-
tions. Specifically, over the past 15 years,
the California Department of Education
(CDE) has collaborated with academic
content experts, K-12 educators, and
other stakeholders to define what children
are expected to learn in California public
schools from kindergarten through twelfth
grade. From this collaborative effort, con-
tent standards for grades K-12 emerged.
In 2006, experts were convened to write
foundations that describe the learning
and development of children during the
years from birth to age three. The publi-
cation California Infant/Toddler Learning
& Development Foundations (CDE 2009)
emerged from this work. After creating the
infant/toddler learning and development
foundations, the CDE organized research-
ers, early childhood educators, and other
stakeholders to conceptualize and delin-
eate preschool learning foundations. As a
result of this effort, the three-volume set
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of the California Preschool Learning Foun-
dations was published.

The California preschool learning foun-
dations describe knowledge and skills
that most children, with appropriate
support, can be expected to demonstrate
as they complete their first and second
years of preschool. Foundations in eight
of the nine domains focus on learning and
development at around 48 months of age
and at around 60 months of age. Unlike
the other foundations, in which the foun-
dations are linked to age, the English-
language development foundations are
defined by three levels of development—
beginning, middle, and later. Depending
on their prior experience with using their
home language and English to communi-

cate with others, dual language learners
will go through these levels at different
paces. The following nine domains make
up the preschool learning foundations:

e Social-Emotional Development
e Language and Literacy

¢ English-Language Development
e Mathematics

e Visual and Performing Arts

e Physical Development

e Health

e History-Social Science

e Science

Table 2.1. Alignment of the Five Essential Domains of School Readiness with
Nine California Preschool Learning Foundations

Five Essential Domains of School
Readiness

California Preschool Learning
Foundations

1. Social-Emotional Development

+ Social-Emotional Development

2. Language and Literacy Development

* Language and Literacy
« English-Language Development'

3. Cognition and General Knowledge

+  Mathematics

+ Science

+ History-Social Science

+ Visual and Performing Arts

4. Physical Well-Being and Motor
Development

+ Physical Development
* Health

5. Approaches Toward Learning

+ Social-Emotional Development
+ Science

Taken together, the preschool learning
foundations provide administrators with

a profile of the preschool child across all
domains of development as he or she pro-
gresses developmentally. The foundations
offer preschool teachers and administra-
tors a comprehensive look at the develop-
ing child and what the child learns during
the preschool years.

Both the federal Head Start programs
and the U.S. Department of Education
underscore the importance of early learn-
ing and development through the five

essential domains of school readiness.
The alignment between the five essential
domains of school readiness and the nine
California preschool learning foundations
is shown in the table above.

As table 2.1 indicates, some domains of
the California preschool learning founda-
tions completely overlap with an essen-
tial domain of school readiness. In other
cases, a domain of the preschool learning
foundations covers an aspect of one of

1. Although English-language development cuts across all do-
mains of learning and development, it is most closely associated
with the Language and Literacy domain.
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the five essential domains. Starting with
Social-Emotional Development, the next
section of this chapter delineates how the
content of the California Preschool Learn-
ing Foundations addresses each of the five
essential domains of school readiness.

Social-Emotional Development

Social-emotional development is foun-
dational to children’s learning in all other
domains. Through children’s experiences
in close relationships with parents and
teachers, children develop and learn the
social-emotional skills necessary to act
and interact with self-confidence, regulate
their behavior, and be successful in the
early school years and beyond. With the
guidance of responsive and caring adults,
“young children develop an understand-
ing of other people’s feelings and needs,
are encouraged to feel empathy and
caring, learn to manage their own behav-
ior as responsible group members, and
acquire a variety of other capabilities that
will be directly related to their success in
managing the classroom environment of
kindergarten or the primary grades” (CDE
2008, 4).

Social-Emotional Foundations

The California preschool learning foun-
dations? are organized according to the
following strands of children’s social-
emotional development: Self, Social
Interactions, and Relationships. In the
strand of Self, between the ages of 48
and 60 months, preschoolers grow in
five areas (substrands): their capacity
for self-awareness, self-regulation, social
and emotional understanding, empathy
and caring, and initiative in learning. In
the area of self-regulation, for instance,
at around 60 months of age, preschool
children more consistently regulate their
attention, thoughts, feelings and im-
pulses, yet they still rely on adults to help
guide pro-social interactions with peers.

2. The preschool learning foundations are organized by do-
mains. Each domain is divided into strands that define its scope.
Each strand is further divided into substrands. Each substrand
section includes a brief overview of the substrand; sample inter-
actions and strategies (e.g., conversations, activities, experienc-
es, routines) for helping children make progress in the specific
area of learning identified by the substrand; and vignettes that
illustrate the strategies in action.
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For example, with a teacher’s prompt, a
preschooler remembers to use words to
convey strong feelings (e.g., “It makes me
mad when you push!”).

In the strand of Social Interactions, the
substrands focus on children’s interac-
tions with _familiar adults, interactions with
peers, skills in group participation, and co-
operation and responsibility. For instance,
at around 60 months of age, in the area
of group participation, children partici-
pate positively and cooperatively as group
members, sometimes sharing spontane-
ously and thinking of turn-taking without
adult prompting.

In the Relationships strand, the sub-
strands include children’s attachment
relationships to parents, and their close
relationships with teachers and caregiv-
ers. By the end of the preschool years, at
around 60 months, the friendships sub-
strand describes children’ friendships as
becoming more reciprocal, exclusive, and
enduring. In the area of friendships at
the end of the preschool years, children’s
skills include engaging in recurrent, fa-
miliar, and cooperative role-play activities
with one or more favorite friends.

Language and Literacy

Similar to their functioning in all other
domains, children’s functioning in the
Language and Literacy domain depends
on their learning and development in
other domains (CDE 2008, 47). An under-
standing of the influence of learning and
development in one domain on functioning
in other domains is particularly important
in supporting dual language learners.

Over the past two decades, the number
of young children in California who have a
home language other than English has in-
creased dramatically (CDE 2006a, b). The
California preschool learning foundations
in English-language development provide
an overview of how dual language learners
make progress in learning English. These
foundations specifically focus on children’s
progress with learning English, while the
language and literacy foundations help
classroom teachers understand children’s
progress in the Language and Literacy
domain whether the child is monolingual
English or a dual language learner.
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asked, “What word do you get when you
put ‘hair’ and ‘brush’ together?” Even
though phonological awareness is defined
as an oral language skill, it is also impor-
tant for children who are deaf or hard of
hearing (CDE 2012b, 64).

In the case of dual language learners,
knowledge and skills in the Language
and Literacy domain may be demonstrat-
ed in the home language or in English or

in both languages. Taken together, the
In the Writing strand, preschoolers dem-

onstrate increasing emergent writing skills
in substrand areas, such as writing letter-
like shapes to represent words or ideas
and writing their first name neatly and

language and literacy foundations and
English-language development founda-
tions address the needs of all learners,
regardless of their home language.

Language and Literacy Foundations

The Language and Literacy domain
of the preschool learning foundations
consists of three broad categories (or
strands): Listening and Speaking, Read-
ing, and Writing.

The Listening and Speaking strand
focuses on preschool children’s increasing
competence in the substrands of language
use and conventions, vocabulary, and
grammar. While preschool children’s
language and literacy development tends
to follow a general developmental progres-
sion, their early experiences with lan-
guage and communication often vary. By
60 months of age, those with appropriate
support tend to speak clearly enough to
be understood by both familiar and unfa-
miliar adults and children. For example,
in order to understand a 60-month-old
child, most listeners do not to ask the
child to say something a second time.

In the Reading strand, children grow in
substrand areas that include understand-
ing of concepts about print, phonological
awareness, alphabetics and word/print
recognition, comprehension and analysis of
age-appropriate text, and literacy interest
and response. Phonological awareness, or
“an individual’s sensitivity to the sound
(or phonological structure) of spoken lan-
guage,” has been identified as a particu-
larly important skill that children start
to acquire in preschool. It contributes to
learning to read in elementary school. By
the end of preschool, at about 60 months
of age, children develop age-appropriate
phonological awareness. For instance,
while playing in the dramatic play area,

a child may respond “hairbrush” when

correctly, although they may make a few
mistakes, such as omitting some letters.

English-Language Development
Foundations

The foundations describe preschool
English learners’ developmental progres-
sions in four general strands: Listening,
Speaking, Reading, and Writing. These
foundations illustrate a progression for
children who enter preschool knowing
very little, if any, English. As children
make progress in learning English, they
are developing the underlying linguistic
knowledge needed to learn from a cur-
riculum that is taught in English (CDE
2008, 108). The structure of the English-
language development foundations is
defined by a continuum of levels: begin-
ning, middle, and later. At the begin-
ning level, young dual language learners
communicate in their home language and
nonverbally. They may understand a few
English words. At the middle level, young
dual language learners continue to rely
heavily on their home language to under-
stand communication and express them-
selves. In addition, they start to express
themselves in English using telegraphic
and formulaic speech and may mix their
home language and English. At the later
level, dual language learners understand
and use English, but they continue to
need support to build their knowledge and
skills in English and occasionally may mix
their home language and English.

The Listening strand addresses various
aspects of children’s attending to English
language. Listening to English and under-
standing it depend on children’s receptive
comprehension in their home language.
In other words, children apply listen-
ing strategies in their home language to
strategies for learning English (Bialystok
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2001). In particular, this strand addresses
listening with understanding to beginning
words, requests and directions, and basic
and advanced concepts.

The Speaking strand addresses three
substrand areas: the use of nonverbal
and verbal strategies to communicate with
others, including communication of needs,
vocabulary production, conversation, ut-
terance length and complexity, grammar,
and inquiry; understanding and using
social conventions in English; and using
language to create oral narratives about
personal experiences.

In the Reading strand, the foundations
cover the substrands of appreciation and
enjoyment of reading and literature, which
children gain through participating in
read-aloud activities and demonstrating
interest in books and reading; and an
increasing understanding of book read-
ing, which children learn through mak-
ing personal connections to the story and
focusing on story structure. The Reading
strand also addresses the substrands of
the demonstration of an understanding of
print conventions, which children mani-
fest through book handling; the demon-
stration of awareness that print carries
meaning, which involves the recognition
of environmental print; demonstrating

progress in knowledge of the alphabet in
English, which focuses on showing let-
ter awareness and letter recognition; and
demonstrating phonological awareness,
which children acquire through rhym-
ing, recognizing onset (initial sound), and
sound differences in the home language
and English.

Finally, the Writing strand consists of
the substrand areas of the use of writing
to communicate ideas, the use of writing
as communication, writing to represent
words or ideas, and writing one’s name.

Cognition and General Knowledge

Areas in which preschool-age children
expand their cognitive skills and general
knowledge of the world are mathemat-
ics, history—social science, science, and
visual and performing arts. The preschool
learning foundations address the various
domains of cognitive development across
volumes 1, 2, and 3 (CDE 2008, 2010,
2012b).

Mathematics Foundations

During the preschool years, children
are motivated to use informal math in
sophisticated ways in their everyday envi-
ronments. They continue to develop their
understanding of Number Sense, Algebra
and Functions (or Classification and Pat-
terning), Measurement, Geometry, and
Mathematical Reasoning.

In the Number Sense strand, between
48 and 60 months of age, preschoolers
expand their understanding of numbers
and quantities in their everyday environ-
ments, and understanding of number rela-
tionships and operations in their everyday
environments. For instance, in the area
of numbers and quantities, preschool-
ers can recite numbers in order to 20
with increasing accuracy. At around 60
months of age, one child may skip a few
numbers when reciting 1-20 (e.g., “One,
two, three, four, five . . . nine, ten, eleven,
twelve, thirteen, fifteen, seventeen, eigh-
teen, twenty,” whereas another child the
same age might chant one through twenty
without skipping any numbers.

In the Algebra and Functions (Clas-
sification and Patterning) strand, chil-
dren between 48 and 60 months of age
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increase their understanding of sorting
and classifying objects in their everyday
environment and their understanding of
simple, repeating patterns. For instance,
at around 60 months of age, children be-
gin to extend and create simple repeating
patterns such as by clapping, “clap, clap,
hop, hop” in rhythm to a song.

In the Measurement strand, children
at 60 months of age expand their under-
standing of comparing, ordering, and mea-
suring objects, for instance, by ordering
four or more objects by size. In the Geom-
etry strand, children at around 60 months
identify and use a variety of shapes in
their everyday environment, and under-
stand the positions of objects in space. For
instance, in the substrand of understand-
ing positions in space, a child follows
along with the directions, “Simon Says,
put your hands in front of your legs.”

In the Mathematical Reasoning strand,
children continue to develop their use of
mathematical thinking to solve problems
that arise in their everyday environment.
They identify and apply a variety of math-
ematical strategies to solve problems,
such as predicting the number of small
balls in a closed box and then communi-
cating to a peer, “Let’s count.”

Science Foundations

Preschool-age children are naturally cu-
rious. They explore and experiment with
things in their environment in inventive
ways. By offering a planned, play-based,
supportive environment, teachers give
children ample opportunities to observe
and investigate objects and events in their
daily environment (CDE 2012b, 49). The
California Preschool Learning Foundations,
Volume 3, organizes Science into four
strands. The first strand, Scientific In-
quiry, addresses language and skills that
are fundamental to the process of doing
science. The other three strands focus on
age-appropriate ideas and concepts in the
areas of Physical Sciences, Life Sciences,
and Earth Sciences that children develop
during the preschool years through every-
day interactions and activities.

During the preschool years, children
develop skills of Scientific Inquiry through
observation and investigation and docu-
mentation and communication (substrands).
In the observation and investigation sub-
strand, at around 60 months of age chil-
dren can compare and contrast objects
and events and describe similarities and
differences in increasing detail. A child
distinguishes objects that can roll down
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a ramp (e.g., balls, marbles, wheeled
toys, cans) from objects that cannot roll
down (a shovel, block, book). Pointing to
the objects that can roll down the ramp,
the child may communicate, “These are
round and have wheels.”

In the Physical Sciences strand, the
substrands address children’s ability to
understand the properties and characteris-
tics of nonliving objects and materials and
of changes in nonliving objects and materi-
als. For instance, at around 60 months
of age, children demonstrate knowledge
of the difference between animate and
inanimate objects, recognizing that living
things undergo biological processes such
as growth, illness, healing, and dying. The
child may communicate, “This roly-poly is
alive. It looks like a little ball when I hold
it in my hand, but when I put it on the
ground, it starts moving.”

In the Life Sciences strand, the sub-
strands cover how children identify prop-
erties and characteristics of living things
and changes in living things. For example,
children identify characteristics of an
increasing variety of plants and demon-
strate an increased ability to categorize
them. They may sort fruit such as man-
goes, avocados, apples, grapes, peaches,
and apricots based on whether one seed
or many seeds are inside. One child may
point to an avocado and apricot and say
in her home language, “Look! They both
have one big seed.”

In the Earth Sciences strand, the sub-
strands involve children’s understanding
of properties and characteristics of earth
materials and objects and changes in the
earth. Between the ages of 48 and 60
months, children demonstrate increased
ability to investigate and compare char-
acteristics of earth materials such as
sand, rocks, soil, water, and air. A child
may investigate surfaces of different
rocks and sort the rocks based on how
shiny they are and then communicate,
“Here are very shiny rocks, and here are
not-so-shiny rocks.”

History—Social Science

Between the ages of 48 and 60 months,
children grow in their understanding of
the social world in which they live. In the
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Self and Society strand, children dem-
onstrate developmental progress in the
substrand areas of culture and diversity,
relationships, and social roles and occupa-
tions. For instance, in the area of culture
and diversity, preschoolers at around 48
months of age start to develop a sense of
self that incorporates the culture, ethnic,
and racial identities of their families. Chil-
dren also display curiosity about diver-
sity in human characteristics, but tend

to prefer those of their own group. They
demonstrate a sense of their cultural, eth-
nic, and racial identities in their everyday
interactions with their peers. For example,
while patting play dough, a child may

tell a friend, “My abuela makes tortillas.”
Children share their understanding of
how their families do things and how this
might be different from or similar to what
other families do.

Children learn about the strand of Be-
coming a Preschool Community Member
(Civics). As they learn, they are developing
skills_for democratic participation, respon-
sible conduct, demonstrating fairness and
respect for other people, and conflict resolu-
tion (substrands). In the area of conflict
negotiation, children at around 60 months
of age are more capable of negotiating,
compromising, and finding cooperative
means of resolving conflict with peers or
adults. For example, when two children
want to use the same tricycle, one child
might suggest that they take turns.

During the preschool years, children’s
Sense of Time becomes more sophisticat-
ed. This strand consists of understanding
of past events, anticipating and planning
Juture events, understanding of their own
personal history, and understanding of
historical changes in people and the world.
For instance, in the area of personal his-
tory, at around 60 months of age children
compare their current abilities with their
skills when they were younger, sharing
autobiographical stories about recent ex-
periences. Along these lines, a child may
share with other children that he was
once little and that soon they will be big
like him.

In addition, preschool children develop
a Sense of Place (Geography and Ecology).
The Sense of Place strand pertains to nav-
igating familiar locations, demonstrating
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an interest in caring for the natural world,
and demonstrating understanding of the
physical world through drawings and
maps. For instance, at around 60 months
of age, children show an interest in a wide
range of natural phenomena and increas-
ing concern about caring for the natural
world. A child may tell a teacher, “Mommy
does not like plastic bags because they
are bad for the environment.”

Young children also develop an under-
standing of Marketplace (Economics),
demonstrating understanding of some
complex economic concepts at around 60
months, such as the concept that more
money is needed for things of relatively
great value. For example, one preschool
child may tell a friend that her family
needs a new car, but they need lots of
money first.

Visual and Performing Arts
Foundations

Visual and Performing Arts foundations
reflect the many ways in which young
children experience the joys of learning,
creativity, self-expression, and playful
exploration. The arts provide varied and
meaningful opportunities for all children,
including children with disabilities or
other special needs, to engage in integrat-
ed learning experiences that contribute to
their development in all domains. During
the preschool period, the arts are more
about the process (in the sense of par-
ticipation, engagement, and involvement)
than about the product, or the end result,
of artistic activity.

The Visual and Performing Arts domain
in the preschool learning foundations
comprises four strands: Visual Art, Music,
Drama, and Dance. Within the strands
of Visual Art, Music, and Drama, young
children’s developmental progress is simi-
larly organized across three substrand ar-
eas, children: notice, respond, and engage;
develop skills; and create, invent, and ex-
press themselves. In contrast, the Drama
strand consists of two substrands: notice,
respond, and engage and develop skills to
create, invent, and express through drama.

In the Visual Art strand, at around 60
months age, children demonstrate notic-
ing, responding, and engaging by commu-

nicating about elements appearing in art
and describing how objects are positioned
in the artwork. A child who is visually im-
paired may describe art in sensory terms
that relate to his experience—for example,
“This ____ feels smooth.”

In the Music strand, at around 48
months of age, children display develop-
ing skills in music by exploring vocally
and singing repetitive patterns and parts
of songs alone or with others. For ex-
ample, early in the preschool years, a
child may sing “De Colores” while holding
hands with other children and swaying
from side to side.

Within the Dance strand, at around
48 months of age children invent dance
movements, for example, by striking a
pose and then jumping while dancing. At
around 60 months of age, children com-
municate and express feelings through
dance (for example, a girl circles slowly
with a stealthy movement, indicating she
is a cat trying to catch a mouse).

In the Drama strand, children develop
substrand skills to create, invent, and
express through drama— for instance, at
around 60 months children demonstrate
extended role-play skills with increas-
ing imagination and creativity. A group
of older preschoolers might create an
extended sequence of a dialogue when
improvising with peers in a role. One
child may act as a tiger expressing, “Let’s
hide the woodcutter’s ax!” Another child
may act as a parrot saying, “He can buy
another one.” Tiger: “I'm a tiger, I can eat
him up!” Parrot: “That’s not nice. Let’s
jump down from a tree and scare him
away.” Tiger: “Okay.”

Physical Well-Being and Motor
Development

During the preschool years, children’s
physical activity and health are central
to their overall development. Preschool
programs that provide opportunities for
young children to be physically active
offer them the opportunity to develop a
foundation for physical development and
well-being that can last a lifetime (CDE
2010, 37). Volume 2 of the California
Preschool Learning Foundations states,
“In partnership with parents preschool
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programs can have an important impact
on the health knowledge, skills, attitudes,
and practices of the children and families
they serve” (page 70). That volume ad-
dresses important aspects of children’s
physical development and health.

Physical Development Foundations

As with all domains of learning and
development, there is great variability in
physical development among children
of the same age. Even so, research on
this domain has identified developmen-
tal progressions in the skill development
of children from ages 48 months to 60
months. Development depends on ap-
propriate support from adults. Because of
the central importance of physical activ-
ity and development for preschool chil-
dren’s overall growth, effective preschool
programs provide regular and frequent
periods of active play across all areas of
the curriculum.

The Physical Development founda-
tions are organized according to three
broad strands: Fundamental Movement
Skills, Perceptual-Motor Skills and Move-
ment Concepts, and Active Physical Play.
Children demonstrate improvements in
Fundamental Movement Skills during the
preschool years by making developmental
progress in the following substrand areas:
greater balance and enhanced locomotor
skills, more fine-tuned gross motor manipu-
lative skills, and fine motor manipulative
skills. For instance, at around 60 months
of age, preschool children demonstrate in-
creasing ability and body coordination in a
variety of locomotor skills such as gallop-
ing, sliding, hopping, and leaping. During
play with peers, a preschooler may leap
over a “river” represented by two ropes by
starting with a run, taking off with one
foot, and landing on the other foot.

In the Perceptual-Motor Skills and
Movement Concepts strand, preschoolers
exhibit increasing knowledge and skills in
the substrand areas of body awareness,
spatial awareness, and directional aware-
ness. In the area of body awareness, at
around 60 months of age children demon-
strate knowledge of an increasing number
of body parts. For example, while draw-
ing, a child may name and add body parts
to his drawing.
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The third strand of the Physical De-
velopment foundations, Active Physical
Play, is an essential part of early learning
and development and has been linked to
enhanced social competence and cognitive
performance (Lobo and Winsler 2006; Coe
et al. 2006; also see CDE 2010b, p. 39 for
more references). The Active Physical Play
strand includes the substrands of active
participation, cardiovascular endurance,
and increased muscular strength, endur-
ance, and flexibility. In the area of active
participation, at around 60 months of age,
a preschooler is likely to initiate increas-
ingly complex physical movements for a
sustained period of time, riding a tricycle
for an extended period of time alone or in
a made-up game with another child who is
also riding a tricycle.

Health Foundations

The Health foundations consist of three
broad strands: Health Habits, Safety, and
Nutrition.

By developing health habits, preschool
children begin to contribute to their own
sense of well-being, although they may
have trouble understanding that their
actions can contribute to their health.
The Health Habits strand consists of the
substrands of basic hygiene, oral health,
knowledge of wellness, and sun safety. In
the area of basic hygiene, at around 60
months of age, children demonstrate more
knowledge of the steps in the handwash-
ing routine than at around 48 months of
age. For example, during toileting, a child
may show a friend how to wash hands
properly while singing the handwashing
song and then may communicate, “Oops!
I forgot to dry my hands.”

Safety is another important aspect of
well-being and health that children learn
about in preschool. With adult support
and supervision, preschoolers can follow
basic safety rules, such as injury preven-
tion (1.0). For instance, at around 60
months of age children demonstrate in-
creased ability to follow transportation and
pedestrian safety rules, with adult support
and supervision. Following the model of an
accompanying adult, a child stops at the
curb, looks both ways, and keeps looking
for cars while crossing, staying within the
lines of the crosswalk.
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) Vegetables

During the preschool years, children’s
understanding of Nutrition grows in the
substrands of nutrition knowledge, nutri-
tion choices, and self-regulation of eating.
In the area of self-regulation of eating, at
around 60 months of age children indi-
cate increased awareness of their own
hunger and fullness. For example, at
snack time, a child may communicate,
“I'm not hungry anymore, so I'm going to
go play.”

Approaches Toward Learning

Research indicates that children who
approach learning in more positive, effec-
tive ways tend to be more likely to suc-
ceed in preschool and elementary school
in the areas of early math and literacy, as
well as demonstrate more positive inter-
actions with their peers (Fantuzzo, Perry,
and McDermott 2004; McWayne, Fantuz-
zo, and McDermott 2004). Young chil-
dren’s curiosity and initiative are funda-
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mental to their ability to take advantage
of learning opportunities presented to
them in the classroom (Thompson 2002).
When preschool-age children ask “why”
questions, they demonstrate their initia-
tive in learning and their curiosity about
how the world works.

Some foundations within the Social-
Emotional and Science domains of the
preschool learning foundations address
approaches to learning as identified by
the NEGP.

In the Social-Emotional Development
domain, under Self, section 5.0 de-
scribes how initiative in learning changes
through the preschool years. At around
48 months of age, children enjoy learning
and are confident in their ability to make
new discoveries, although they may not
persist at solving difficult problems. By
around 60 months of age, children take
greater initiative in making new discover-
ies, identifying new solutions, and persist-
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ing in figuring things out. They are self-
confident learners who become actively
involved in formal and informal learning
opportunities by asking questions, pro-
posing new ways of doing things, and
offering their ideas and theories. For in-
stance, at 60 months of age a preschooler
demonstrates initiative in learning and
curiosity about the way things work by
asking “why” questions fairly often. For
instance, a preschooler may ask, “Why is
the worm doing that?” (CDE 2008, 10).

The strand Scientific Inquiry, in the
Science foundations, addresses preschool
children’s curiosity, a fundamental com-
ponent of approaches to learning. For
example, in the substrand of observation
and investigation, between around 48
months and 60 months of age, children
demonstrate curiosity and an increased
ability to raise questions about objects
and events in their environment. Along
these lines, while on the playground, a
child at about 60 months of age may look
up and ask the teacher, “How come I can
see the moon in the daytime?” Ample op-
portunities to make discoveries, identify
solutions, and try to figure things out
develop children’s initiative in learning
and helps them to become self-confident
learners (CDE 2012b, 49).

The Role of Play in Children’s
Learning and Development

Preschool programs use numerous
strategies to support children’s play, such
as planning the learning environment,
providing engaging and appropriately
challenging materials, and being respon-
sive to children’s interest in engaging in
play. Through observations of children’s
play, teachers can deepen their apprecia-
tion of the value of play in early learning.
For example, imaginary play is an impor-
tant means of exploring ideas and social
behavior and roles among preschool-age
children. While older infants and toddlers
engage in solitary imaginary play, such
as feeding a stuffed animal or making a
roaring sound while pushing a toy truck
across the carpet, preschoolers engage
with one or more peers in the more
complex and elaborate form of imaginary
play called “sociodramatic” play. In this
type of play, children cooperate with one
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another to create a story and “script,”
assume various roles, figure out appropri-
ate “costumes” and “props,” and negotiate
new ideas for play, such as, “I want to be
a wolf, not a dog!”

Because imaginary play holds such
rich potential for promoting children’s
cognitive, linguistic, social, and physical
development, high-quality preschool pro-
grams recognize play as a key element of
the curriculum. Children’s spontaneous
play is a window into their ideas and feel-
ings about the world. As such, it is a rich
source of ideas for curriculum planning
(Lockett 2004). For example, if a teacher
observes a group of children repeatedly
engaging in imaginary play about illness
or hospitalization, she or he might decide
to convert the playhouse area into a veter-
inary clinic for a week or two. The teacher
might also read children stories involv-
ing doctors, hospitals, getting sick, and
getting well. The teacher’s observations
of children’s resulting conversations and
activities would suggest ways to deepen or
extend the curriculum further. In thinking
of ways to extend the curriculum, it will
be important that teachers ensure that
the materials used and themes built upon
are culturally familiar to the children and
value children’s cultural heritage. Refer
to chapter 3 (The Role of the Preschool
Teacher) and chapter 5 (Use of the Cali-
fornia Preschool Curriculum Framework)
for a more in-depth discussion of how
teachers can use their observations to
build on children’s play experiences.

While involved in play, children are
challenged to meet the language, problem-
solving, and social competencies of their
peers. When play is interesting and im-
portant to children, they are eager to learn
the new vocabulary, new physical skills,
and new social behaviors that will allow
them to stay engaged in play (Jones and
Reynolds 2011). Many three-year-olds, for
example, have not yet mastered socially
appropriate ways to enter other children’s
play. Coaching by a sensitive, observant
teacher on appropriate language for ask-
ing to join play can help a child overcome
this hurdle, thereby opening a new area
for learning.

When teachers regularly observe and
document brief, subtle moments of chil-



Part One: Setting the Stage for Program Quality

dren’s learning through play, those re-
cords can help parents and others under-
stand how useful and important play is

in helping children to learn and grow. For
example, a teacher might report a child’s
language and social development to the
parent of a three-year-old: “I watched Sar-
ah standing outside the playhouse area
today. Instead of just watching the other
children or wandering through their play
without getting involved as she often does,
she brought the children a book to read

to the ‘baby’ in the family. They asked her
if she wanted to be the big sister, and she
said yes and joined right in. I have been
thinking about ways to help her learn how
to use her language to get involved in play
with other children, but she figured out
her own, creative way to join them.”

Closing Thoughts

During the preschool years, children
grow markedly in their knowledge and
skills in all areas of development. The
dramatic increase in their emotional,
social, cognitive, and language knowl-
edge and skills occurs hand in hand with
development of key areas of the brain,
particularly the prefrontal cortex and
its connections with the limbic system.
Preschool-age children are naturally
curious and driven to learn about the
way the world works and often develop
and test hypotheses through observation
and experimentation. Their learning and
development in all domains progresses
well when they are provided with ap-
propriately challenging opportunities for
play and exploration, with the support
of skilled teachers who scaffold learning
experiences.

Excerpts from an Interview with Alison Gopnik

How might your research influence the work of
preschool teachers?

“Preschoolers are extremely well designed for
learning. They are naturally curious. We now have
evidence that actually confirms what | think a lot of
preschool teachers already know intuitively —that
children learn through exploring and playing.”

Could you elaborate on what your research shows
about the value of play?

“One of the things we’ve learned is that when
children engage in pretend play, have imaginary
friends, or explore alternative worlds, they are
learning what people are like, how people think,
and the kinds of things people can do. This helps
children learn to understand themselves and other
people. We also have evidence that this kind of
understanding leads to social adjustment in school
and social competence in life.”

Source: NAEYC 2009.

The five essential domains of school
readiness and the content of the pre-
school learning foundations provide a
comprehensive overview of children’s
learning and development during the
preschool years. In particular, the pre-
school learning foundations identify for
preschool administrators and teachers
what children come to know and are able
to do as they make progress in learning
and development and move toward entry
into early elementary school.
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Chapter 3

The Role of the Preschool Teacher

in ensuring the preschool program

is of high quality. They bring a wide
range of skills and qualities to the job of
guiding young children’s learning and
development. Teachers promote school-
readiness skills by striking a skillful bal-
ance of engaging in sensitive and warm
interactions with children and actively
scaffolding children’s developing skills,
providing them with frequent and relevant
feedback (Howes et al. 2008). Effective
teachers engage collaboratively with one
another, drawing upon their collective
experience with the children in their care
to paint a more complete picture of who
each child is. Preschool teachers who
work with dual language learners also
need to engage in sensitive and warm
interactions with them while promot-
ing school-readiness skills. In addition,
teachers need to understand the process
of second language acquisition during
the preschool years and how to intention-
ally support home language development
while promoting English-language de-
velopment (ELD). Teachers who take the
time to learn about the children’s home
background, culture, and language are
able to connect learning activities to the
child’s world and create a meaningful
context for learning. Knowledge about the
child’s stage of English-language develop-
ment is crucial for setting realistic lan-
guage goals.

As stated in the California Early Child-
hood Educator Competencies,

Preschool teachers! play a central role

an effective early childhood educator must
be knowledgeable about child development,
skillful at observing and assessing learning,
and intentional in planning experiences to

1. Ateacher is defined as an adult with education and care
responsibilities in an early childhood setting. Teachers include
adults who interact directly with young children in preschool
programs.

support children’s exploration, play, and
learning. . . . Intentional early childhood
educators are mindful about the daily
schedule, the materials available to children,
adaptations that individual children may
need, indoor and outdoor play environments,
and the engagement of families in supporting
children’s learning.” (California Department
of Education and First 5 California 2012, 3)

The major responsibilities of preschool
teachers are to

¢ build and maintain positive relation-
ships with children;

¢ build and maintain positive relation-
ships with families;

e create an environment for social and
emotional learning;

¢ be responsive to children’s cultural
and linguistic experiences;

e understand children’s needs and
capabilities;

e plan the learning environment and
curriculum in the domains of school
readiness;

e balance child-initiated and teacher-
initiated activities;

e assess how well the program meets
children’s needs.

Build and Maintain Positive
Relationships with Children

Teachers build meaningful relationships
with children during day-to-day interac-
tions with them. Since relationships are
central to young children’s learning and
development, effective preschool teach-
ers engage in consistent efforts to develop
positive and nurturing relationships with
each child they serve. Preschool teachers
understand the importance of consis-
tency, continuity, and responsiveness in
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supporting children’s healthy social and
emotional development (adapted from
California Department of Education and
First 5 California 2012, 121). In cases in
which children display challenging be-
haviors, teachers can focus even more
directly on cultivating a relationship with
the children during less stressful times
(when children behave appropriately)
and rely on additional support through
ongoing mentoring and coaching (e.g.,
reflective supervision, early childhood
mental health consultation) to put in
place effective strategies to establish and
sustain positive relationships with young
children. When teachers engage in posi-
tive, nurturing relationships with young
children, children feel safe and confi-
dent to engage deeply in exploration and
learning. For those children who come

to the classroom displaying challenging
behaviors, nurturing, stable, and positive
relationships with teachers often help to
provide them with the emotional support
needed to develop future positive relation
ships with teachers and peers (Buyse et
al. 2008). Additionally, when a child with
a disability is enrolled, it is crucial that
the teacher develop a relationship with
the child and see the child as “a member
of the class” in order to promote authentic
belonging.

It is especially important for teachers
to foster close, positive relationships with
children who are dual language learn-
ers. There is some evidence that when
teachers and children do not speak the
same language, children are perceived to
be less socially competent, and children
receive fewer language learning opportu-
nities (Chang et al. 2007). When a teacher
does not speak the language of a child in
the classroom, it is often possible to re-
cruit family members, community volun-
teers, or other support staff members who
are fluent in the child’s home language to
provide read-alouds, enriched conversa-
tions, or targeted literacy activities. Thus,
even though a teacher may not under-
stand the language a child is using, she
or he must still engage the child in fre-
quent responsive, nurturing interactions
on a daily basis.
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Build and Maintain Positive
Relationships with Families

Honest, caring, understanding, and re-
spectful exchanges with family members
lead to their sharing important informa-
tion with teachers that help to inform how
to care and support each child’s learn-
ing and development. Taking the time to
find out from family members about their
child’s unique characteristics and needs
plays an important role in providing
teachers with the information needed to
set up appropriate learning environments
for individual children. Establishing posi-
tive relationships with families helps to
bridge children’s experiences between
preschool and home, and it fosters chil-
dren’s sense of belonging in the early
education setting.

Teachers view families as children’s
first teachers and seek their assessments
of a child’s needs, interests, and abilities.
Different families and communities have
different views and expectations of three-
through five-year-olds. The effective pre-
school teacher recognizes, understands,
and respects the values of children’s
families and communities and attempts
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to make the preschool environment as
congruent with those values as possible.
In high-quality preschool programs, the
teacher speaks frequently with family
members and, whenever appropriate,
strengthens the links between the home
and program. Frequent communication
between preschool program staff and
family members is important, especially
in the case of children with disabilities or
other special needs. Through collabora-
tion with families, preschool teachers can
gain insight into ways in which they can
be important contributors to the child’s
learning and development. To support
children’s learning across home and
school contexts, the program can encour-
age family participation in activities at the
early care and education program.

Create an Environment for Social
and Emotional Learning

Teachers in a high-quality preschool pro-
gram ensure that all the children feel safe
and nurtured. They know how to create a
classroom climate of cooperation, mutual
respect, and tolerance and support chil-

dren in developing skills needed to solve

problems and resolve conflicts with peers.

Uu frm—
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“Family engagement with schools has been
linked to important outcomes for children of all
families, including families with children who are
dual language learners . . . Numerous positive
developmental child outcomes have been
associated with family engagement, including
early literacy skills, cognitive and language
development skills . . . socio—emotional skills . . .
and academic achievement.”

Source: State Advisory Council on Early Learning and Care 2013,
Paper 4, Family Engagement, 121.

Social and emotional learning is central to
young children’s development in the pre-
school years and works hand in hand with
cognitive and academic learning. To learn
well, they need to feel safe, to feel comfort-
able with their preschool teacher, and to
be supported in their play with other chil-
dren. All these factors interact with each
other and either promote or detract from
children’s learning and well-being.
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Be Responsive to Children’s
Linguistic and Cultural Experiences

Creating an environment that reflects
the cultural and linguistic diversity of the
children and families served in the pre-
school program is essential to providing
a safe and welcoming place for children
to thrive. When preschool teachers draw
upon children’s experiences at home
and integrate those familiar experiences
into the classroom, children and fami-
lies will feel seen and heard and develop
a strong sense of belonging. Including
teachers who share a common language
with the children is essential to creating
an environment that supports continued
development of the home language and
progress toward English-language devel-
opment.

Ideally, all the children’s home lan-
guages and cultural backgrounds will
be represented in the program staff-
ing. When this is not possible, there are
many instructional strategies that sup-
port home language development while
also promoting ELD and incorporate the
cultural knowledge and strengths of the
family. These strategies are described
in more detail in chapter 6 (Support for
Young Dual Language Learners).

42 | Chapter 3

Include Children with a Wide Range
of Abilities and Approaches to
Learning

Effective preschool teachers do not
expect all children to be ready for a
learning activity according to the same
developmental timetable. Teachers ac-
tively encourage acceptance of children
with disabilities or other special needs
by promoting positive social interactions
among all children through the adapta-
tion of the environment, curriculum, and
instructional practices. They follow guid-
ance from families and service providers
to support the learning of all children and
respond sensitively to children’s cues and
unique preferences (for example, those of
a child with sensory processing needs). In
cases in which a child has a special need
or disability, teachers use people-first
language, referring to a child first, rather
than the disability or special need. Teach-
ers adapt the environment to include
children with disabilities or other special
needs in all learning activities, as well as
support the development of friendships
with other children in the group.

Teachers respect each child’s need to
move away from an activity, approach it
in a new way, or be encouraged to persist.
Sometimes a preschool child who has
been doing well in a particular activity for
two or three days will lose focus, wander
aimlessly, and want to sit or play alone.


http://www.cainclusion.org/teachingpyramid
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At the same time, other children in the
group may persist in the activity because
they find it stimulating and satisfying.
Essential to accommodating a wide range
of abilities and approaches to learning is
the teacher’s recognition that the goal is
not just to get the children to do what the
teacher wants them to do. More important
is understanding what children can do
and need to do at any particular time and

making adaptations as necessary to sup-
port children’s individual learning needs.
In the case of a child with an individual-
ized education program (IEP), adaptations
and accommodations should be made in
collaboration with the child’s IEP team
and be consistent with the Americans
with Disabilities Act recommendations for
reasonable accommodations.

Role of the Preschool Teacher as a Part of the IEP Team

education environment;

* assist in determining:

K225—26.

The role of the preschool teacher as a part of the IEP team is to:

* provide information regarding the child’s current level of performance in the preschool

* provide information on the preschool foundations, curriculum, and expectations;

* participate in discussions about how best to teach the student;

- appropriate positive behavioral interventions and strategies;
- special education services, activities, and supports needed by the student;

- support needed for preschool personnel.

Dual Language Learners with Disabilities or Other Special Needs

Research indicates that many families of preschoolers with special needs value home lan-
guage maintenance and bilingualism for their children. Given the significance of the culture
of a family, parent—child interactions, a child’s sense of identity and belonging, and the
parents’ sense of competence and confidence, families should be encouraged to maintain
the home language with their children. . . . [I]t is most noteworthy that emerging research
suggests that children with a wide range of abilities and language difficulties can learn more
than one language. This is a significant message to share with practitioners and families of
young dual language learners with special needs.

Source: State Advisory Council on Early Learning and Care 2013, Paper 6, Early Intervention and Special Needs,

/

Understand Children’s Needs
and Capabilities

Based on their understanding of child
development, preschool teachers engage
in a process of assessing children’s learn-
ing and development and work closely
with children’s families and colleagues
to articulate goals for children’s learning
and development in all domains. Through
the process of observing, documenting,
and reflecting on children’s learning and
development, teachers can plan and
structure all aspects of the environment,
curriculum, and instructional strategies

to support these learning goals. Whether
children are learning about conservation
of volume during free play at the water ta-
ble or are increasing phonological aware-
ness through teacher-guided rhyming and
word-play activities, the effective teacher
is aware of children’s progress toward
learning goals—for individual children
and for the group as a whole. Continuing
observation of children’s learning helps
the teacher make needed changes in the
environment and curriculum.

The effective preschool teacher under-
stands how young children think, feel,
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and reason. Teachers work together to
provide learning experiences that involve
experimentation, inquiry, play, and explo-
ration to guide children’s learning. They
support children’s development as inde-
pendent thinkers by asking open-ended
questions and helping children extend
their thinking with thoughtful follow-up
comments or questions. Teachers have
realistic expectations of what young
children can do and offer them activities
that are interesting and stimulating and
promote growth.

“As teachers, we ask ourselves
every day, every hour—What
questions should we be answering,
and what questions should we not
answer?”

Source: Journal entry of Bryn Potter, early childhood educator at
Cow Hollow School in San Francisco, 2013.

Plan the Learning Environment
and Curriculum in the Domains
of School Readiness

Because preschool children are natu-
rally curious and learn best in meaning-
ful contexts, teachers responsible for
planning the learning environment and
curriculum will best support children’s
learning and development when they use
a variety of strategies to support chil-
dren’s learning—such as focusing on
interactions, scaffolding learning experi-
ences, engaging in explicit instruction,
changing the environment and materials,
and making adaptations to the learning
environment. As discussed in Guideline 8,
“Planning the Learning Environment and
Curriculum,” in chapter 8, teachers can
set up play-based interest areas to sup-
port children’s learning across a variety of
domains, capitalizing on children’s natu-
ral curiosity.

In planning and implementing the
learning environment and curriculum, ef-
fective preschool teachers simultaneously
attend to all five domains of children’s
school readiness: (1) Social and Emotion-
al Development (2) Language and Literacy
Development, (3) Cognition and General
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Knowledge, (4) Physical Well-Being and
Motor Development, and (5) Approaches
Toward Learning. Please refer to chapter
2 for a more detailed discussion of how
to effectively use the California Preschool
Learning Foundations to facilitate under-
standing of growth across these develop-
mental areas.

Teachers make use of daily routines as
an important context for learning, inte-
grating engaging learning opportunities
into the everyday routines of arrivals,
departures, mealtimes, naptimes, hand-
washing, setup, and cleanup, both in-
doors and outdoors. Children enthusiasti-
cally practice and apply emerging skills
when they are helpers who ring the bell
to signal it is time to come inside; when
they count how many are ready for lunch;
when they move a card with a child’s
photo and name from the “home” column
to the “preschool” column of a chart near
the room entry; when they put their name
on a waiting list to paint at the easel; or
when they help set the table for a meal,
making sure that each place has a plate,
utensils, and a cup. Such routines offer
opportunities for children to build lan-
guage skills, to learn the rituals of shar-
ing time with others, and to relate one
action in a sequence to another” (adapted
from CDE 2010, 18).

The skilled teacher is a thoughtful
observer of young children and makes
use of her observations, in collaboration
with colleagues, to implement a curriculum
planning process that builds upon the
interests children are actively pursuing
(see chapter 5 for further guidance on a
curriculum planning process). The effec-
tive preschool teacher observes, listens,
documents, and reflects on learning.
Documentation serves many purposes.
A primary purpose is to share it with the
children so they can reflect on their past
engagement in learning and revisit those
experiences in multifaceted ways.

In collaboration with children’s families
and in conversation with colleagues and
specialized professionals (when appropri-
ate), teachers also reflect on documenta-
tion to assess what children know and
use this information to inform how to set
up the learning environment and plan
instructional activities and interactions
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with children in their classroom. Based
on teachers’ assessments of individual
children’s learning, the teachers might
add materials to play-based interest
areas, decide to read books with small or
large groups, adapt activities to meet the
diverse learning needs of children in the
classroom, and think of a particular topic
area that children would be interested in
investigating. Guided by the California
preschool learning foundations, teach-
ers use their understanding of children’s
learning and development as a way to
ensure they adequately support children’s
development across all domains. With
clear ideas or objectives in mind, teachers
plan curriculum that includes strategies
to enhance the learning of all children in
a group, as well as strategies to support
the learning of individual children (adapt-
ed from CDE 2010a, 21). Please refer to
chapter 5 for a closer look at the curricu-
lum planning process.

Balance Child-Initiated and
Teacher-Initiated Activities

The preschool curriculum should offer
a carefully considered balance between
child-initiated and teacher-initiated learn-
ing activities. When preschool teachers
collaboratively plan and implement learn-
ing activities for young children, one of
the most fundamental questions should
always be, How much of my direct involve-
ment, guidance, or explicit instruction is
needed to male this activity the most ben-
eficial for children’s learning? The nature
of the activity; the personality, skills, and
interests of the child involved; or even the
time of day can influence this decision.

For many open-ended activities in-
volving materials that are easy to ma-
nipulate—for example, sand or water
play—only minimal teacher intervention
or guidance may be necessary to achieve
the teacher’s goals. As learning activi-
ties become more complex or abstract,
the teacher’s skilled guidance or explicit
instruction may help a child build under-
standing or skill in a particular area. For
example, an older four-year-old who has
shown no interest in early literacy skills
may benefit from an engaging teacher-
initiated and teacher-guided activity
focusing on alphabet letters in children’s

names. If a teacher notices that few girls
are working in the block or puzzle areas,
she or he might augment the materials in
those centers or structure a small-group
activity to attract more girls to these im-
portant learning activities.

Whether an activity is principally child-
initiated and child-directed, teacher-
initiated and teacher-guided, or
somewhere in between, the effectiveness
of teachers’ interventions may vary.
Effective intervention requires knowledge
of the individual child and the child’s
learning needs, knowledge of the parents’
educational goals for their children, and
appropriate instructional goals for both
individual children and the group.

Throughout an activity, flexibility is key
to the teacher’s effectiveness in meeting
goals. An activity may start out to be
child-initiated, but if children have dif-
ficulty in focusing, they may need ad-
ditional teacher guidance. Similarly, a
teacher-guided activity may not meet the
teacher’s original goals, but it may change
and improve as a result of children’s
interaction with it. A variety of strategies
that teachers can use to facilitate chil-
dren’s learning and development (e.g.,
scaffolding, explicit instruction, model-
ing, demonstration, and environmental
adaptations) are discussed in chapter 8,
Guideline 8, “Planning the Learning Envi-
ronment and Curriculum.”

The Role of the Preschool Teacher | 45




Part One: Setting the Stage for Program Quality

Assess How Well the Program Meets
Children’s Needs

Effective preschool teachers are contin-
ually aware of the effects of the program
structure, the learning environment, ac-
tivities, and the routines on the children.
Teachers are also attentive to the influ-
ence of their behavior and other adults’
behavior on the children. The program
environment should be stimulating with-
out being overwhelming and offer learn-
ing activities that are challenging without
being frustrating. While helping children
choose and stay engaged with activities,
the effective teacher is a close observer of
which activities are especially engaging or
of the ways in which a particular activity
may be frustrating for children. In addi-
tion, the effective teacher is familiar with
a wide range of assessment procedures
that help in understanding the progress
and development of individual children
and the group throughout the year.

Becoming a Reflective Teacher
“A reflective teacher. ..

e examines his or her own reactions to children or their actions
to understand their source

e is curious about children’s play and watches it closely
¢ documents details of children’s conversations and activities

¢ takes time to study notes and photos to puzzle out what is
significant

¢ eagerly shares stories about children’s learning with families
and co-workers

¢ asks co-workers and children’s families for their insights
¢ reads professional literature to learn more

e shows children photos and stories of themselves to hear their
views

e changes the environment and materials to encourage new play
and learning possibilities”

Source: Carter et al. 2010.
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Thinking Lens

1. Know yourself

e What captures my attention as the children engage, explore, and talk
with each other and with me?

e What delights me as I watch and listen?

e How might my background and values influence how I respond to the
children?

e What adult perspectives (e.g, standards, health and safety, time, goals)
are on my mind?
2. Find the details that touch your heart and mind
e What do I notice in the children’s faces and actions?
e Where do I see examples of children’s strengths and abilities?
e What are the children learning from this experience?

3. Seek the child’s perspective
e What is the child drawn to and excited about?
e What might the child be trying to accomplish?
e Why might the child be talking to and playing with others this way?
e What ideas might the child be exploring?

4. Examine the physical and social-emotional environment

e How do schedules, routines, the physical space, and materials support
or limit the children’s play?

e What changes or additions to the space or materials would help to
strengthen children’s relationships?

e How do schedules and routines influence this experience?

5. Explore multiple points of view

e How might the child’s culture and family background be influencing this
situation?

e What questions could I ask to get the perspective of the child’s family?
e Who else or what other perspectives should I consider?

e What child development or early learning theories apply to this
experience?

e How does this child’s play (or other activity) demonstrate desired early
learning outcomes or standards?

6. Consider opportunities and possibilities for next steps

e What values, philosophy and desired outcomes do I want to influence my
response?

e What new or existing relationships could be strengthened?

e Which learning goals could be addressed?

e What other materials and activities could be offered to build on this
experience?

e What new vocabulary can teachers introduce?

Source: Adapted from Carter and Curtis 2009, 359.

. J
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Closing Thoughts

Preschool teachers play a vital role in pro-
viding high-quality learning opportunities
and environments for young children. At
the heart of the role is building and main-
taining positive relationships with children
and families and creating environments
for social and emotional development. An
essential part of supporting social and
emotional development is being respon-
sive to children’s cultural and linguistic
experiences and understanding individual
children’s needs and capabilities. To help
prepare children for kindergarten entry,
effective preschool teachers plan and
implement the environment and curricu-
lum to support learning in all five domains
of school readiness in an integrated way.
They balance teacher-initiated activities
with child-initiated play and learning.
Then they assess how well the program ad-
dresses children’s interests and needs and
help children make progress toward school
readiness. Reflective, intentional teaching
based on knowledge of child development;
sensitive observation; and documentation
of learning can have a positive impact on
children’s well-being and success in the
preschool years and beyond.
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Chapter 4

The Role of the Administrator

ffective administrative practices are
Eessential for ensuring high-quality

outcomes for young children and
their families. Research has documented
strong relationships between observed
program quality and directors’ beliefs,
leadership, and management practices
(Rohacek, Adams, and Kisker 2010).
When directors are well prepared for their
positions and their program decisions
are guided by well-informed beliefs, their
programs’ classrooms demonstrate higher
observed quality. Key practices of effective
administration include communication of
high expectations, respect, and support
for staff; integration of new learning to
inform decision making; an emphasis on
sound financial management; prioritiza-
tion of staff wages, benefits, and profes-
sional development; and the establishment
of program practices that exceed minimum
licensing requirements (McCormick Center
for Early Childhood Leadership 2011).

The role of the program administrator is
complex and requires specialized train-
ing and expertise in addition to a solid
grounding in child development knowl-
edge and best practices in early childhood
education. An early childhood “adminis-
trator” may hold a wide variety of titles
and positions: sole center director in a
small, single-site program; site supervi-
sor within a large, multiple-site program;
or a program coordinator for a network of
centers. Regardless of the particular size
or characteristics of a program, the same
issues and concerns must be addressed
at all levels.

Administrative responsibilities may be
divided into two general categories: lead-
ership and management. It is critical to a
successfully managed child development
program that the administrator be able to
perform the following functions:

e Manage budgets, including an internal
system of oversight to ensure appropri-
ate expenditures.

e Maintain accurate attendance and fiscal
reports.!

e Document compliance with health and
safety licensing regulations.

e Abide by applicable contract funding
terms and conditions, laws, and regula-
tions.?

¢ Record program inventory and follow a
bid process for acquisition of new equip-
ment.

e Enroll children by applying appropriate
priority and eligibility requirements.

e Maintain family files with accurate
documentation.

¢ Develop and implement a system to en-
sure the administration of management
responsibilities is effectively maintained
over time.

¢ Conduct evaluations and provide on-
going observation and feedback.

e Communicate policies, schedules, and de-
cisions to the program'’s staff and families.

1. Refer to the Early Education and Support At-
tendance & Fiscal Reporting & Reimbursement
Procedures for information about attendance, fiscal
reporting, and reimbursement procedures for CDE
contractors. This document, also known as the
Greenbook, is updated by the Fiscal and Alministra-
tive Services Division of the California I2partment of
Education

2. Each California Department of Education (CDE),

Early Education and Support Division (EESD) con-
tractor must adhere to the funding terms and condi-
tions of its contract in addition to all other appli-
cable laws and regulations . Title 5 regulations
define the requirements for program operations in
order to ob-tain child care services funds made
available by the California Department of Education
(http://www. cde.ca.gov/sp/cd/Ir [accessed July 8,
2014]).
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Each of these tasks generally falls
within the administrator’s scope of work;
together they represent the management
category of responsibility. Although cru-
cial to a program’s day-to-day functioning
and overall effectiveness, competent man-
agement alone is not enough to ensure
high-quality outcomes for young children
and their families.

Leadership is also essential. It is widely
acknowledged that any successful orga-
nization’s administrator must be, above
all else, a leader (Bloom 2003). Although
the context of early childhood program
leadership is different from that of corpo-
rate leadership, many core principles and
practices are shared. The effective leader
in each setting articulates the organiza-
tion’s mission (i.e., its purpose for exist-
ing) as well as its vision (i.e., what it will
achieve if successful in accomplishing its
goals). The leader sets the tone, or organi-
zational climate, of the program for all the
participants. In an early childhood set-
ting, this climate begins with the leader’s
own attitudes, values, and competence
and translates into the recruitment and
selection of well-qualified teaching staff,
the provision of sufficient resources and
guidance to enable them to teach effec-
tively, and the collaborative support they
need to design and implement a program
that exemplifies best practices in all areas.
An effective leader demonstrates cultural
competence, the willingness and ability to
partner with children’s families and com-
munities, and strong support for dual lan-
guage learners and children with special
needs. All of these aspects of the role are
discussed in detail later in this chapter
(also refer to chapter 8, Guideline 10).

Professionals with many different
backgrounds and personal styles can
be effective program leaders. They can
demonstrate their commitment to their
teaching staff in a variety of ways, while
affirming the diverse strengths each per-
son brings to their shared work. “Leaders
are those who provoke or nudge or elevate
others into thinking, feeling, or behaving
in ways they would not otherwise have
demonstrated” (Espinosa 1997). A leader’s
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positive regard, expressed consistently
through words and actions, establishes
and maintains a warm and trusting orga-
nizational climate for all staff members. A

skilled program leader employs strategies
that motivate everyone to contribute to
achieving the program’s goals. For many
experienced directors, this entails visiting
the program’s classrooms regularly and
incorporating experiences and impres-
sions gathered there into reflective con-
versations with the teaching team. En-
gaging with the staff in assessment and
planning conversations based on shared
experiences builds and supports a collab-
orative community.

Within the broad range of individual
styles, several specific traits and disposi-
tions are shared by many effective lead-
ers. These include a passion for their
work and a focus on goals, willingness to
take risks and consider different perspec-
tives, unwavering commitment to their
core values, and the capacity to under-
stand and manage their own emotions
and to support others in managing theirs
(Bloom 2003). Professionals who commit
themselves to leadership in the field of
early childhood education often exhibit
these qualities.
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Reflective Curriculum
Planning

One formative way in which the admin-
istrative leader shapes an early childhood
program is by establishing the curriculum
approach? it will adopt. This approach
will align with the California Preschool
Learning Foundations, and the program’s
curriculum planning and teaching strate-
gies will be guided by the accompanying
preschool curriculum framework. Both
resources address all early childhood
developmental domains and curricu-
lum content areas. They can be used by
program administrators and teachers as
a guide for building a curriculum tailor-
ed to an individual program’s context
and needs. Alternatively, they can steer
program leaders to select an established
curriculum judged to be a good fit for the
program’s children, families, teachers,
and community.

The selection of a curriculum approach
is one of the most significant decisions a

3. Curriculum approach can be defined as “a con-
ceptual framework and organizational structure
for decision making about educational priorities,
administrative policies, instructional methods, and
evaluation criteria” (Goffin 2000, 1).

“Family engagement with schools has been
linked to important outcomes for children of all
families, including families with children who are
dual language learners . . . Numerous positive
developmental child outcomes have been
associated with family engagement, including
early literacy skills, cognitive and language
development skills . . . socio emotional skills . . .
and academic achievement.”

Source: State Advisory Council on Early Learning and Care 2013,
Paper 4, Family Engagement, 121.

program administrator will make. It will
be informed by the program’s mission and
vision and should reflect the developmen-
tally appropriate philosophy and practices
outlined by the CDE’s Early Education
and Support Division’s guidance in the
preschool learning foundations and the
preschool curriculum frameworks. Active
play and exploration, guided by children’s
interests and choices within a thought-
fully planned environment and with the
skilled, responsive support of teachers,
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will be valued as a primary avenue for
young children’s learning. These key
elements of best practice can be found
within a variety of curriculum approaches
grounded in current understanding of
early developmental processes. They can
and must be individualized to reflect

the cultural context, values, personal
strengths, and learning needs of the chil-
dren the program serves.

The choice between selecting a packaged
curriculum and designing a program-
specific curriculum will depend on several
factors. These include the level of experi-
ence and demonstrated skill of the teach-
ing staff in environment and curriculum
design, the staff’s ability to access and
adapt a wide variety of teaching resources
as needed, and the amount of time avail-
able for the teaching staff, often with the
guidance of an administrator or instruc-
tional coach, to devote to curriculum
planning and preparation.

A well-designed curriculum provides a
general structure for organizing daily rou-
tines and activities, as well as guidelines
for equipping a classroom’s various learn-
ing centers, while allowing for flexibility.
It suggests academic content and learn-
ing objectives for teacher-led and child-
led portions of each preschool session.

A high-quality product provides multiple
options that teachers can use or modify
based on their assessment of children’s

54 | Chapter 4

learning needs, as well as the teachers’
skills and preferences. Many teachers,
especially those who are beginning to
build their skills, will find that this level
of detailed guidance enhances their own
professional growth. The program admin-
istrator will assess whether this will be
an appropriate route to take and provide
teachers with additional professional
development in implementing the lesson
plans, activity instructions, materials
templates, and book suggestions.

Developing a curriculum based on the
administrator’s and teachers’ shared phi-
losophy and knowledge base and tailored
to the children and community can also
be a rewarding choice. Success will de-
pend, in large part, on the expertise of the
administrator and teachers, their willing-
ness to experiment while still maintaining
high standards, and the opportunities
they have to plan, prepare, observe, and
evaluate as a team. Allotting ample time
for staff members to engage in each of
these steps is essential to developing a
high-quality curriculum. A program that
is rich in all of these areas can excel in
designing an approach that is tailored to
those it serves. Innovation in early child-
hood education results from the creative
efforts of leaders willing and able to ex-
periment with novel ways to engage young
children in the learning process.



Part One: Setting the Stage for Program Quality

As children from diverse cultural,
ethnic, and linguistic backgrounds are
a significant proportion of all children
served in California’s early childhood
education (ECE) programs, administra-
tors will need to adopt policies and choose
or develop program approaches for pre-
school dual language learners, including
curriculum and instructional practices
that are culturally and linguistically ap-
propriate (see chapter 6; and State Advi-
sory Council on Early Learning and Care
2013, Paper 3, Program Elements and
Teaching Practices). In general, high-
quality ECE practices benefit young dual
language learners, but may not be suf-
ficient for achieving learning outcomes
comparable to those of other children.
Specific instructional adaptations are
critical aspects of a quality environment
for young dual language learners. Meth-
ods of supporting home language develop-
ment and classroom enhancements are
described in chapter 6 (Support for Young
Dual Language Learners) and Paper 3,
Program Elements and Teaching Practices
(State Advisory Council on Early Learning
and Care 2013). Administrators will need
to facilitate the development of policies for
supporting dual language learners, adopt
a program approach that supports those
language policies, monitor the language of
instruction, and continually evaluate the
progress of all children in their programs,
including dual language learners (see
chapter 6). The English-language develop-
ment foundations provide a description
of the typical developmental progres-
sion of preschool dual language learners
and should be used in combination with
the other preschool foundations and the
Desired Results Developmental Profile to
document children’s progress and thus
inform curriculum planning (see State
Advisory Council on Early Learning and
Care 2013, Paper 5, Assessment).

As described in chapter 6 and in
Paper 3, Program Elements and Teach-
ing Practices (State Advisory Council on
Early Learning and Care 2013), two basic
program approaches are appropriate for
preschool dual language learners in dif-
ferent local contexts: (1) English-language
development with home language sup-
port, and (2) balanced English and home
language development. These program ap-

proaches vary in their goals, use of home
language, and certain features of instruc-
tion. It is important for administrators to
work with both program staff and local
communities, including family members,
in selecting the specific program approach
that is most appropriate for children and
families. This decision will be based on
many factors (e.g., program resources
and capacity, local values and priori-
ties, and characteristics of the children
enrolled); however, all preschools that
serve dual language learners will need to
intentionally promote English-language
development while building on the home
language knowledge and skills of young
dual language learners and promote bi-
lingual development as possible.

When a curriculum approach is select-
ed and designed, children with disabilities
or other special needs should be consid-
ered. These children often require some
type of accommodation or adaptation due
to differences in learning, mobility, or
behavior. In order to modify or adapt the
curriculum, it is crucial that the underly-
ing goals, objectives, and concepts for the
activities are thoroughly understood. The
administrator plays a key role in clearly
articulating the various goals and con-
cepts and is often relied upon to support
modifications for children with disabilities
or other special needs. More information
on typical modifications can be found in
chapter 8 (Guideline 5) and in Inclusion
Worlks! (CDE 2009). The Americans with
Disabilities Act (ADA) and accompanying
state laws (such as the Unruh Civil Rights
Act in California) provide protection for
people with disabilities.* This law protects
children in child care settings as well as
employees. More information is available
in appendix E (State and Federal Laws
Regarding People with Disabilities).

Many children with special needs are
not diagnosed until they enroll in early
childhood settings. At that point, teach-
ers may notice delays or differences in
development from that of the children’s
peers. Administrators should be familiar

4. Turning children away from a child care program
solely because they have a disability or other special
need is a violation of the ADA and accompanying
state laws, such as the Unruh Civil Rights Act in
California.
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with steps for screening and referral in the
community. Some children may qualify for
services through the Individuals with Dis-
abilities Education Act (IDEA), the federal
legislation for early intervention and spe-
cial education services (see appendix E for
more information). Generally, a child who
is receiving special education services will
have an individualized education program
(IEP). As stated in chapter 1, these IEPs
must reflect the CDE’s preschool learning
foundations. Under IDEA 2004, all chil-
dren must have access to the general pre-
school curriculum and have their progress
measured accordingly (CDE 2010, 5).

Regardless of the specific curriculum
approach and overall program approach
chosen, it is the administrator’s respon-
sibility to ensure that the philosophy,
including the core principles and strate-
gies outlined in the preschool foundations
and frameworks and other documents in
the California Early Learning and Devel-
opment System, is clearly articulated to
staff members. The program’s curriculum
approach may be introduced during an
initial orientation period, but also ad-
dressed on an ongoing basis through
group collaboration, individual observa-
tion and coaching, and times set aside for
professional development, discussion, and
reflection. A large portion of an effective
program leader’s time and energy will be
devoted to working with staff members in
the context of their teaching while provid-
ing constructive feedback and engaging in
collaborative instructional improvement.

Setting the Conditions for Work

Many factors influence how staff mem-
bers perceive their working conditions.
Although some perceptions are based on
prior experiences and personal prefer-
ences, staff members’ positive or negative
ratings of an organization’s overall cli-
mate are usually widely shared. Collective
perceptions are based on the following
elements: the work environment’s attrac-
tiveness and adequacy of physical facili-
ties and supplies; quality of supervisory
support; clear communication of expec-
tations and policies; opportunities for
professional growth, challenge, and ad-
vancement; fairness of the reward system:;
degree of professional autonomy and par-

56 | Chapter 4

ticipatory decision making; effectiveness
of organizational functioning; openness
to new ideas; and a spirit of collegiality
among staff members (Bloom 2010).

All of these program elements are
strongly influenced by the program
director’s leadership. An administrator
may have to work with a less-than-ideal
physical setting, limited funds for equip-
ment and materials, and some policies
that were set by the organization spon-
soring the program. Even within these
constraints, much can be done to create
a positive, effective workplace environ-
ment that leads to greater job satisfaction
for staff.

The first step is to create a culture of
open sharing of information about every-
thing that affects people’s workplace lives.
Being transparent and specific with staff
members about budgets, accountability
requirements, personnel policies, and
broader organizational structures and
priorities builds trust and collaboration
between the administrator and teaching
staff. Additionally, the administrator’s
willingness to answer questions from
staff and engage in ongoing discussion
reinforces a sense of teamwork. Even
when some substantive changes cannot
be made, open team discussions with a
supportive administrator help staff mem-
bers work together within organizational
realities and move on to collaboration on
important program areas where decision
making and management can be shared.
Although some aspects of a program
cannot be changed, those that can be
changed may be strengthened.

Participative management is now widely
practiced in both corporate and non-
profit settings. This democratic leadership
model recognizes that job satisfaction
increases when employees have a voice in
making decisions that affect their lives. It
increases their perception that they are
respected and treated fairly, and conse-
quently it strengthens their commitment
to the organization. When teachers have
a meaningful role, for example, in solv-
ing a staff scheduling problem, planning
a school community event, addressing
adult needs in the physical environment,
or choosing new equipment and materi-
als, they more fully understand and have
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a greater commitment to implementing
the decisions that are made (Bloom 2011).
Being recognized for regularly making
positive contributions to improve a pro-
gram’s functioning reinforces early child-
hood educators’ perceptions of themselves
as professionals.®

A critical area in need of improvement
is the compensation of early childhood
educators. Compensation for those pro-
viding education for young children is
much lower than compensation for almost
every other profession requiring postsec-
ondary training, including teaching in
the K-12 educational system. Salaries of
early childhood teachers with a college
degree are about two-thirds of what other
women college graduates earn (Brandon,
Stutman, and Maroto 2009). Only 25
percent of prekindergarten teachers
nationally receive health benefits (Herzen-
berg, Price, and Bradley 2005). Teacher
aides and other early childhood workers
earn far less—$9.73 per hour on average
(United States Bureau of Labor Statistics
2008). The combination of low pay and
often-challenging working conditions can
compromise the quality of early child-

5. Additional information about examining, assess-
ing, and improving the working environments of ear-
ly childhood educators can be found in the SEQUAL
tool developed by the Center for the Study of Child
Care Employment (Whitebook and Ryan 2012).

hood educators’ work with children (Gil-
liam 2008). These factors also contribute
to high rates of staff turnover in many
programs, even though it is well estab-
lished that the youngest children need the
most consistency in adult caregiving. To
address this situation, attention must be
paid to the entire employee compensation
package, beginning with establishing a
formal salary scale with increases based
on education, performance, and additional
professional activities. Health and retire-
ment benefits should be included in an
agency’s fair and reasonable compensation
package for its teaching staff.

Although program administrators often
lack the fiscal authority to increase all
wages and benefits in their programs, they
can be strong voices for better support of
early childhood education and systemic
change. They can work within their spon-
soring organizations to place high priority
on improving staff compensation as well
as funding for credit-bearing course work
and other specialized professional develop-
ment and training. As visible leaders in the
field, they can also educate policymakers
at all levels about the inadequacies and
potential harmful effects of the current
system for families with young children,
for the early childhood workforce, and for
a society looking to prepare its youngest
members for future productivity.
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Creating a Collaborative Work
Environment and Learning
Community

High-quality early childhood education
always stems from collaboration. Col-
laboration with sponsoring organizations
is essential for obtaining the space and
resources necessary to build a program’s
infrastructure and to ensure ongoing sup-
port. Collaboration with members of the
particular community whose children and
families are served is essential for creating
a program that reflects the community’s
culture and values. Collaboration with
each family is essential for designing a
program that meets their child’s learning
needs and supports their own parenting
efforts, while bridging learning environ-
ments at home and in the classroom. All of
these collaborations will involve the ongo-
ing attention of the program administrator.

Collaboration with a program’s commu-
nity and a sponsoring agency most often
includes an administrator’s active engage-
ment with a board of directors, or at least
a community advisory board or commit-
tee. A board can provide a major source of
support, as well as expertise, to a program
administrator. A board usually includes
members of the community served, rep-
resentatives of the sponsoring agency,
children’s adult family members, and oth-
ers with specific areas of expertise related
to the program’s needs or context, such as
a pediatric health care provider or social
worker (Sciarra and Dorsey 2009). In oral
and written communications with a board,
the administrator functions as the official
“face” of the program. Effectiveness in this
role requires regular reports and discus-
sions that document both responsible
management practices and competent
program leadership. In this sense, the
administrator is accountable to the board.
Equally important is the board’s poten-
tial as a resource for the administrator.
Along with reports and business-oriented
decisions, an effective director brings
to the board or, at times, to its commit-
tees, broader or deeper topics for focused
discussion. These sometimes relate to
ways to enlist the community’s support
for aspects of the program’s mission or
questions about how to better achieve
specific desired outcomes for children and
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families. This kind of active collaboration
between administrator and board can
strengthen a program considerably.

Ongoing collaboration between program
staff and families is crucial to ensure
high-quality outcomes for children and
their family caregivers. A program’s
leader and teaching staff will need to be
thoroughly familiar with the community
contexts and cultural frameworks of the
families they serve. Ideally, this will begin
with including qualified members of the
community on the teaching team. It can
continue through staff efforts to invite
children’s adult family members to work
with the staff in building a strong school
community that values cultural and
linguistic diversity. Adult family mem-
bers should be invited to share thoughts,
informally or in group gatherings, about
their goals for their children.

It is especially important for families
that do not speak English in the home
to have opportunities to express their
language preferences for their children.
Conversations with families with dual
language learners about how the program
supports both English-language develop-
ment and home language development
will facilitate collaboration to create rich
language learning at preschool and at
home. All families can be encouraged
to bring or suggest culturally authentic
items and activities from their own lives
to enrich the preschool’s physical en-
vironment and the curriculum. Family
members can assist or take leadership in
planning events that will promote a sense
of belonging for everyone, including book
readings and other literacy activities in
the home language. Most importantly, all
adults in the program can be engaged to-
gether in a reciprocal learning model, one
in which both adult family members and
teachers are viewed as givers and receiv-
ers of important information in ways that
are respectful, honorable, and instructive
(Paratore 2005). A program leader who
takes the time to build strong relation-
ships with families will set the tone for
mutual engagement throughout the year.

Collaboration within the program’s
teaching staff is essential for ensuring
high-quality outcomes for children and
families and for ensuring job success
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and satisfaction for the teachers them-
selves. Like the children in a high-quality
early education program, the adults also
see themselves as learners. Professional
development often will consist of gather-
ings intended for collaboration in which
teaching teams share ideas, use their
observational data to inform curriculum
planning, seek and receive support in
addressing challenging situations, and
exchange other information helpful for
everyone to know. Additional blocks of
time are scheduled for periodic reassess-
ment of the program’s indoor and outdoor
classroom environments and materials so
that all staff members who use the spaces
have opportunities to contribute to design
and purchasing decisions.

Effective collaboration requires careful
planning by the program administrator.
Full-scale staff meetings may be difficult
to build into the schedule on a weekly ba-
sis, but regular meetings, held as often as
possible, are crucial to maintaining and
improving program quality. During these
gatherings, a program administrator can
set the tone for collaborative inquiry and
problem solving and reinforce a message
of inclusive teamwork across job classifi-
cations. Staff members can assume vary-
ing roles in any group setting; however, in
a culture of consistent collegial support
and collaboration, most will become con-
fident enough, in time, to actively par-
ticipate. It is the program administrator’s
responsibility to adapt communication
strategies to meet the diverse language
and literacy abilities of staff members.
Many excellent books and online resourc-
es are available to guide leaders in facili-
tating collaborative learning communities
(see appendixes A and B).

Integrating Reflective Practice,
Reflective Supervision, and
Mentorship

An administrator who structures the
early childhood program as a learning
community for the adults as well as the
children views staff supervision through
the lens of a mentor and coach. The goal
is to encourage reflective practice—
approaching the educational setting
with the intention to observe mindfully,
respond thoughtfully, and take time

afterward to share reflections, thereby
deepening one’s own understanding and
improving one’s own work. Reflective su-
pervision is a way of guiding teachers to
draw lessons from their own experiences
that will influence their next steps (Hef-
fron and Murch 2010).

When the administrator is also the per-
son evaluating or rating the teacher’s per-
formance, it can be challenging to act in
the role of mentor or coach. Through re-
flective practice, teachers may feel vulner-
able as they examine their own actions,
impacts, and experiences. The ability to
reflect may be impeded by fear or concern
over what the supervisor wants to hear. It
is important to have an open discussion
with teaching staff regarding the desire to
separate the evaluative observations and
meetings from observations for reflective
practice and coaching sessions. Some
administrators have made the purpose
clear by having the meeting in a different
setting, or even wearing a hat to indicate
that they are in a coaching role. It is help-
ful if the administrator also has an oppor-
tunity to reflect in order to maintain the
neutral stance needed. In some cases, a
teacher will indicate that he or she cannot
separate the evaluation from the person.
In those cases, an administrator may
partner with a mental health consultant
for reflective practice meetings.

Use of the techniques of reflective
supervision with a teacher requires the
administrator to spend time observing the
teacher during periods of active engage-
ment with children. This builds familiar-
ity with the teacher’s context and enables
the administrator to tailor questions and
responses to the challenges observed as
well as to focus on the strengths dis-
played. The process of reflecting together
about the work afterward provides indi-
vidualized coaching and feedback that are
valuable to teachers at each stage of their
professional development. With time and
familiarity, it may not always be necessary
to precede reflective supervision meetings
with an observation. At times, reflective
supervision may take place during group
meetings where teaching team members
take turns providing and receiving reflec-
tive support. The kinds of concerns and
perspectives raised will vary depending
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on each teacher’s level of experience, but
the model of providing a regular setting for
reflection remains valuable.

not share the home culture and language
of all teaching staff members. In a di-
verse context, it is especially important to
recognize and respect the varied perspec-
tives teachers bring from their own back-
grounds. Although the early childhood
program must be built around shared
goals for child and family outcomes, each
person will contribute differently.

Mentoring is a related means of support-
ing professional growth. In a mentoring
relationship, a more experienced teacher
or administrator serves as a learning part-
ner in the work setting as a newer teacher
strives to grow in expertise. The mentor-
ing partnership can be formal or informal

and can involve modeling, observation, . .
View Teachers as Competent Thinkers

and coaching as the mentee learns new
skills. This kind of context-based profes-
sional coaching has been shown to lead to
more concrete changes in early education
practices than have other, more common
approaches to professional development
such as workshops or tutorials (Pianta et
al. 2008). Collaboration itself can serve as
a valuable mentoring tool. Research indi-
cates that early childhood teachers who
work in teams and have regular opportuni-
ties to make decisions about practice, to-
gether with more experienced team mem-
bers, demonstrate enhanced performance
(Leana, Appelbaum, and Shevchuk 2009).

A formal framework for individual
mentoring may be found in the California
Commission on Teacher Credentialing’s
Professional Growth Plan, a part of its
Child Development Permit Matrix system.
During the process of developing a Profes-
sional Growth Plan, a teacher meets with
an experienced early childhood educator
who serves as an ongoing adviser. Togeth-
er, they discuss professional goals, chal-
lenges, and possible ways of overcoming
barriers to further education or training.
They outline a plan and meet periodically
to discuss progress and next steps. Plan-
ning a path toward professional advance-
ment with the assistance of a mentor
increases the likelihood of successful prog-
ress toward goals. A teacher’s supervising
administrator can facilitate participation
in this program by making initial arrange-
ments with registered Professional Growth
Advisers in the program’s region and even
by scheduling times for initial meetings—
an important step for those teaching staff
members who are new to the field.

Professional development techniques
tailored to individuals are especially im-
portant in a culturally and linguistically
diverse workplace. An administrator may
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and Learners

“How you see teachers and the scope of their
work is critical to your success in helping them
develop. If you view your staff as people with
problems, only noticing their lack of skills and
knowledge to manage behavior or plan les-
sons for learning, you will most likely approach
your coaching with quick fixes, one-size-fits-all
techniques, and impatience rather than engage
with them in the dynamics of the teaching and
learning process. Most current approaches to
professional development reinforce remediation,
emphasizing techniques rather than reflective
practice. In contrast, if you acknowledge the
complexities of working with children and regard
your teachers as competent human beings with
rich life experiences, important perspectives, and
the potential to rise to their best selves, you will

invest the time, resources, and enthusiasm to
engage with them in their work.”

Source: Carter and Curtis 2010, 131.

When hiring teaching staff, the program
administrator must have in place a su-
pervision plan that will support the staff
members’ professional growth and the
development of competencies important
for successful job performance. If a teach-
ing staff member and program adminis-
trator or supervising teacher do not share
enough language in common to form an
effective mentoring partnership, the ad-
ministrator may contract with an outside
instructional coach or master teacher who
can provide these services in the teacher’s
home language while the staff member
works toward workplace-level English
proficiency. Pooling professional develop-
ment funds to hire a part-time mentor
teacher to provide this necessary coach-
ing and support programwide is often a
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more effective choice than spending funds
on conferences and workshops (Carter
and Curtis 2010). In order to enhance
actual teaching performance, it is advis-
able to provide supervision, coaching, and
mentoring within the teaching context to
all teaching staff members.

Accountability to Maintain
Program Quality

A successful program is one that accom-
plishes its mission in ways consistent with
its organization’s core values, beliefs, and
goals. For an early childhood education
program with the mission of enabling all
children to transition successfully to kin-
dergarten, for example, those values and
beliefs will include a clear statement that
“all children” truly means all. Its guid-
ing documents will also articulate beliefs
about the ways young children learn and
grow, the roles of teachers and families
in the early learning context, and goals
for partnership between the program and
its community. Finally, its leadership will
translate these guiding values, beliefs, and
goals into positive desired outcomes for
children and families and a well-outlined
plan for accomplishing them.

Integral to this work will be the use of
well-respected documents that outline
standards for high quality in the field,
such as the National Association for the
Education of Young Children’s (NAEYC’s)
Early Childhood Program Standards.
These standards include specific crite-
ria and indicators that measure qual-
ity across 10 broad domains of program
functioning. Other widely employed and
useful tools are more specifically targeted.
The Classroom Assessment Scoring Sys-
tem (CLASS) assesses the quality of inter-

NAEYC Early Childhood Program Standards

. Teachers

actions between children and classroom
adults within three domains: emotional
support, classroom organization, and in-
structional support (Pianta, La Paro, and
Hamre 2008). The Early Childhood Envi-
ronment Rating Scale (ECERS) assesses
a program’s interactions, activities, and
routines, in addition to focusing in detail
on the resources of the program’s physi-
cal environment and their effective use
(Harms, Clifford, and Cryer 2006). The re-
vised ECERS 2007 contains inclusive and
culturally sensitive indicators for many
items. The Program Administration Scale
(PAS) measures early childhood program
leadership and management (Talan and
Bloom 2004).

Each of these tools, used periodically,
can provide both assessments of current
program quality and goals for continuous
program improvement. All are research-
based and have been rigorously tested
within diverse program settings. As such,
they can serve as valid and reliable tools
to promote program accountability. In ad-
dition, specific tools developed to capture
the level of support for dual language
learners can be used to supplement the
information gathered by general indica-
tors of program quality (e.g., the Early
Language and Literacy Classroom Obser-
vation [ELLCO] Addendum for dual lan-
guage learners or the Head Start Program
Preparedness Checklist).

Program administrators will also need
to select a method for monitoring the
amount and quality of overall home
language support during different parts
of the day and for determining which
staff members provide home language
support. There are various tools to mea-
sure the quality of inclusive practice for
children with disabilities or other spe-
cial needs as well, including the Early
Childhood Inclusion/Universal Design for
Learning Checklist and Questions (Cunco-
nan-Lahr and Stifel 2007) from the Penn-

1. Relationships
2. Curriculum
3. Teaching

4. Assessment of
Child Progress

5. Health

sylvania Early Learning Keys to Quality,
a program at Northhampton Community
College in Pennsylvania. Each selected
assessment tool can provide stakehold-
ers with a view of the program’s areas of
strength and opportunities for growth.
In many programs, reports of the results
will be required on a regular basis.

. Families

. Community
Relationships

. Physical Environment

. Leadership and
Management
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Quality rating processes may also be em-
ployed at county and state levels.

Each assessment in a program con-
text can be a valuable starting point for
making improvement plans. The use of
assessment—with either standardized or
individualized tools—can be framed as
a collaborative effort when findings are
shared and discussed openly with teach-
ing team members and, as appropriate,
with families. Viewing the results of an
objective measure can often lead to more
constructive attention to specific elements
of a program’s environment or functioning
than can a less-formalized critique pre-
sented by an administrator.

An ECERS rating showing that a block
area should be redesigned to enhance
opportunities for collaborative building
projects, for example, may prompt cre-
ative problem solving by a teaching team.
A CLASS score that indicates a class-
room’s adults need to increase the qual-
ity of feedback they provide to children
can focus the work of a program’s men-
tor teacher or instructional coach. A PAS
rating that indicates budget planning as
a weak area may identify something that
an administrator needs to bring to the
attention of the organization’s board. A
low score on the ELLCO Addendum may
indicate the need to enhance learning
centers with more linguistically diverse
and culturally authentic materials. The
reflective questions from the Pennsylvania
Early Learning Keys to Quality checklist
may identify the need for more visuals to
support transitions.

Effective administrators take the lead
in using measures of program quality
and also in following up on their findings
based on self-assessments and program
reviews. Once findings are shared gen-
erally within the program community,
the next step is to make a plan based on
those findings. A plan that encompasses
all areas of program quality will most of-
ten indicate needs for targeted profession-
al development. It may focus on knowl-
edge, skills, and dispositions of teaching
staff members and support staff members
who assist with management tasks (e.g.,
intake specialists, data entry staff, office
assistants, and the like). One rating may
indicate a need for more knowledge of a
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specific area of child development, such
as the capacity of four-year-olds for per-
spective taking. Another assessment may
show a teaching team’s need to improve
their skills for working with children
with disabilities or other special needs.
Perhaps a particular teacher’s disposi-
tion toward working with families from
diverse cultural backgrounds is an issue,
or children who do not speak English may
need more individual language interac-
tions. In each case, an improvement plan
will take a different shape, and the ad-
ministrator should address the need by
using an evidence-based technique, such
as targeted professional development or
individual mentoring, each coupled with
coaching, that has been shown to lead to
more changes in teacher behavior than do
general requirements for training hours
(Pianta et al. 2008).

Maintaining program quality is an on-
going process. Improving program quality
requires commitment and intentional-
ity. An administrator leading by example
always approaches the day-to-day work
of early childhood education with values,
beliefs, and goals in mind. A program
leader who models commitment to excel-
lence helps others focus on the quality of
the experiences they provide to children
and families. Such leadership creates a
culture of active engagement as the or-
ganization works toward its goals. It also
strengthens the early childhood program’s
identity as a community of learners.

Closing Thoughts

The program administrator plays a
pivotal role in building and maintain-
ing a high-quality early learning setting.
Effective program administration encom-
passes both leadership and management
responsibilities. It is grounded in deep
understanding of child development and
early childhood best practices, combined
with expertise in leading and supervising
people and in employing accepted man-
agement and business practices.

The leader sets the tone, or organiza-
tional climate, of the program for all of
its participants. He or she recruits well-
qualified teaching staff, provides sufficient
resources and guidance to enable them to
teach effectively, and gives them the col-
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laborative support and reflective supervi-
sion they need to design and implement a
program that exemplifies best practices in
all areas and is tailored to be responsive
to the values and needs of the community
it serves. An effective administrator uses
ongoing program assessment to ensure
that the early learning program continues
to accomplish its mission and improve its
outcomes in ways consistent with its core
values and goals.
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Chapter 5

Use of the California
Preschool Curriculum Framework

imilar to chapter 2, each volume
Sof the California Preschool Curricu-

lum Framework opens by focusing
on the preschool child. The curriculum
framework underscores young children’s
sense of wonder and love of learning. As
the framework states: “[Young children]
have an insatiable appetite for knowledge
when they have learning experiences that
are engaging and enjoyable” (CDE 2011,
2). To help children build their compe-
tence and confidence, the framework
emphasizes providing them with positive
learning experiences in which they can
make choices and explore. Along these
lines, the framework poses several ques-
tions that guide the overall approach to
curriculum:

e How can we offer children engaging,
enriching, and enjoyable learning ex-
periences that fuel their intellectual
engines and build their confidence?

e How can we connect children’s fas-
cination with learning to the nine
domains covered by the three volumes
of the California Preschool Learning
Foundations (namely Social-Emotional
Development, Language and Literacy,
English-Language Development,
Mathematics, Visual and Performing
Arts, Physical Development, Health,
History-Social Science, and Science)?

e How can we integrate learning in
those nine domains and make the
most of children’s time in preschool?

The three volumes of the framework
address those questions by exploring
the meaning of curriculum planning for
the nine domains and by presenting how
planning in each one connects with plan-
ning in the other eight.

Offering children learning opportuni-
ties that are attuned to their developing

abilities and connected with their experi-
ences at home and in their communities
is at the heart of curriculum planning. In
the National Association for the Education
of Young Children’s (NAEYC’s) accredita-
tion criteria, it is stated that a curriculum
includes the goals for the knowledge and
skills to be acquired by children and the
plans for learning experiences whereby
such knowledge and skills will be acquired
(Epstein 2007). A preschool curriculum
typically defines a sequence of integrated
experiences, interactions, and activi-

ties to help young children reach specific
learning goals. In contrast to focusing on
specific learning sequences, a curriculum
framework provides general guidance on
planning learning environments and expe-
riences for young children. The California
Preschool Curriculum Framework (CDE
2010a, 2011, and 2013) provides

e principles for supporting young
children’s learning;

e an overview of key components
of curriculum planning for young
children, including observation,
documentation, and reflection;

e descriptions of routines,
environments, and materials that
engage children in learning;

e sample strategies for building on
children’s knowledge, skills, and
interests.

The framework is organized according
to the nine domains of the California
preschool learning foundations.

The California Preschool Curriculum
Framework works hand in hand with the
California preschool learning foundations,
which describe the knowledge and skills
that children typically demonstrate with
appropriate support. With an integrated
approach to planning learning activities
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and environments, each domain is the
focus of a chapter. Volume 1 of the Pre-
school Learning Foundations (CDE 2008)
covers the domains of Social-Emotional
Development, Language and Literacy,
English-Language Development, and
Mathematics. Volume 2 (CDE 2010b)
covers the domains of the Visual and
Performing Arts, Physical Development,
and Health. Volume 3 (CDE 2012) covers
History-Social Science and Science.

Thus, each chapter provides a look at
integrated curriculum through the lens of
a specific domain. For example, in Volume
2, “Foundations in Physical Development”
highlights how vocabulary development
relates to children’s physical development.
Information on strategies to support chil-
dren’s learning may appear in more than
one domain chapter because the same
strategy or similar strategies apply to

multiple areas of growth and development.

In essence, the curriculum framework is
designed to allow the reader to examine
the breadth and depth of each domain in
the context of integrated learning.

The framework presents ways of set-
ting up environments, encouraging and
building upon children’s self-initiated
play. selecting developmentally appropri-
ate materials, integrating learning experi-
ences across domains, and planning and
implementing teacher-guided learning
activities. It is based on eight overarch-
ing principles that are grounded in early
childhood research and practice. Those
essential overarching principles empha-
size individually, culturally, and linguisti-
cally responsive learning experiences and
environments (see figure 5.1).

Each domain chapter begins with an
overview of guiding principles and strate-
gies for supporting preschool children’s
learning in a particular domain (e.g.,
Mathematics) and presents information
about environments and materials that
promote optimal learning. Each domain is
divided into strands that define its scope.
Each strand is further divided into sub-
strands, which include

e a brief overview of the substrand;

e sample interactions and strategies
(e.g., conversations, activities, experi-
ences, routines) for helping children
make progress in the specific area of
learning identified by the substrand;

e vignettes that illustrate the strategies
in action.

The sample strategies presented range
from spontaneous to those that are inten-
tionally planned. Some sample strategies
focus on how teachers build on children’s
interests during interaction and instruc-
tion. Some rely on planning and teacher
initiation, and others reflect a combina-
tion of teacher planning and spontane-
ous responses to children’s learning.
Taken together, they offer a range of ways
in which early childhood educators can
support children’s learning and develop-
ment. The sample strategies are intended
to include a broad range of teaching ap-
proaches and a variety of ways to address
the individual needs of a diverse group
of children. However, the sample strate-
gies are neither exhaustive nor meant to
be used as recipes to follow. Instead, they
serve as starting points, or springboards,
to inspire teachers engaged in planning

Figure 5.1. Eight Overarching Principles
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and implementing their own strategies.
The fact that many strategies overlap
across domains reflects the integrated
nature of young children’s learning. The
curriculum framework offers rich exam-
ples of integrated learning and teaching
that support learning.

Each domain chapter includes “Teach-
able Moments” to address the balance
between planning for children’s learning
and being spontaneous and responsive
when a child or a small group of children
may be absorbed with solving a problem,
excited about a new idea, or show emerg-
ing understanding of a concept. Plan-
ning creates opportunities for teachable
moments. Intentional teaching includes
planning interactions, activities, environ-
ments, and adaptations. Teachers plan
such learning opportunities based on
their observations and assessments of
children and what they learn from chil-
dren’s families. When teachers plan learn-
ing opportunities, they have in mind how
the children might respond. But plans
need to be flexible so that teachers can
be responsive to how the children actu-
ally engage in learning. Teachers observe
children and listen for teachable moments
made possible by the plans.

Integrated Curriculum for Young
Dual Language Learners

The curriculum framework addresses
the need to give additional, focused sup-
port to young dual language learners
whose home language is not English. As
stated in the first volume of the California
Preschool Curriculum Framework (CDE
2010a, 178), “Children who are learn-
ing English as a second language form a
substantial and growing segment of the
preschool population in California served
by state child development programs.”

Children’s progress with learning
English varies greatly from child to child.
Some children entering preschool may
have little or no experience with English,
while others may be fairly sophisticated
in their understanding and use of Eng-
lish. Given the great variation among
California’s young dual language learn-
ers, their knowledge and skills in the
English-language development domain of
the preschool learning foundations are
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described across beginning, middle, and
later levels. In other words, the English-
language development foundations reflect
a continuum of second-language (Eng-
lish) learning regardless of an individual
child’s age, but based instead on the dual
language learner’s exposure to and ex-
perience with the English language. The
continuum shows that, while developing
their abilities to use their knowledge and
skills in their home language, young dual
language learners continue to make prog-
ress in all other domains. Dual language
learners also vary greatly in their under-
standing and use of their home language,
which, in turn, influences their progress
in English-language development.

In an integrated approach to curricu-
lum, the key to supporting all children is
to plan learning activities and environ-
ments based on an ongoing understanding
of each child’s interests, needs, and family
and cultural experiences. For teachers of
young dual language learners, this ap-
proach means a focus on each child’s
experiences in acquiring English and an
understanding of how to build on the
child’s knowledge and skills in the home
language. In applying an integrated ap-
proach, teachers take advantage of each
moment to provide children with oppor-
tunities to communicate with greater
understanding and skill while engaged in
self-initiated learning or in adult-guided
learning activities. The curriculum frame-
work’s approach to English-language
development is based on key consider-
ations for supporting young dual language
learners in preschool settings, including
the following:

¢ Young dual language learners possess
a home language on which effective
teaching strategies can be based.

¢ Young dual language learners may
demonstrate language and literacy
knowledge and skills in their home
language before they demonstrate the
same knowledge and skills in English.

¢ Young dual language learners may
need additional support and time
to make progress in all areas that
require English knowledge and skills;
therefore, the curriculum framework
presents strategies to support dual
language learners so that teachers
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can both scaffold children’s learn-
ing experiences and utilize multiple
modes of communication (e.g., non-
verbal cues).

e Young dual language learners will
demonstrate, in their home language,
competence in domains other than
English language and literacy.

e An intentional focus on the process
of learning English as a second lan-
guage is necessary at all times in an
integrated approach to curriculum in
early care and education settings.

The level of additional support and
amount of time that dual language learn-
ers may need to demonstrate knowledge
and skills in domains such as Mathemat-
ics, History—Social Science, and Health
will be influenced by their development
in both their home language and English.
The amount of rich experience the child
has in the home language will likely af-
fect the amount and type of support the
child needs.

The California Department of Educa-
tion’s DVD A World Full of Language:
Supporting Preschool English Learners
(CDE 2007) highlights the importance of
a climate of acceptance and belonging as
the starting point for giving dual language
learners additional support. Children
need to feel comfortable with everyone in
the preschool setting and with the use
of their home language and nonverbal
communication to express themselves
while learning and trying to use English.
As stated in volume 1 of the California
Preschool Curriculum Framework (CDE
2010a, 181), “Language is a tool of com-
munication used in all developmental do-
mains. Children who are English learners
need to be supported not only in activities
focused on language and literacy, but
across the entire curriculum.” Intentional
teaching requires an ongoing awareness
of the home-language development of
each dual language learner as well as an
understanding of the child’s ability to use
the home language and English as tools
for learning and communicating.

Universal Design

The guidance in the curriculum frame-
work applies to all young children, in-
cluding children with disabilities or other
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special needs. Preschool children with
disabilities or other special needs may
demonstrate their developmental progress
in diverse ways. Recognizing that children
follow different pathways to learning, the
framework incorporates a concept known
as universal design for learning. Univer-
sal design provides for multiple means of
representation, multiple means of engage-
ment, and multiple means of expression
(CAST 2007). Although the curriculum
framework presents some ways of adapt-
ing or modifying an activity or approach,
it cannot offer all possible variations to
ensure that a curriculum meets the needs
of a particular child. Of course, the first
and best source of information about any
child is his or her family. Some children
receive specialized services from a special
educator, therapist, or other professional,
and the specialist may also contribute
ideas and suggestions related to individu-
al curriculum planning, with the permis-
sion of the family. Additionally, there are
several other resources available to sup-
port inclusive practice for young children
with disabilities or other special needs.
The resources, Web sites, and books
listed in appendix D of the California
Preschool Curriculum Frameworl, Volume
1 (CDE 2010a) and in Inclusion Worls!
(CDE 2009) provide extensive information
on adapting to the diverse needs of chil-
dren in preschool programs.

The Curriculum Planning Process

The curriculum framework provides a
detailed explanation of the curriculum
planning process. Planning preschool
curriculum begins with teachers dis-
covering, through careful listening and
observation, each child’s developmental
level. Observation is an essential teaching
skill. When teachers mindfully observe,
they discover how individual children
make meaning in everyday moments of
play and interactions and how to deepen
their relationships with children (Jablon,
Dombro, and Dichtelmiller 2007). Obser-
vation for the purpose of assessing indi-
vidual children’s learning means carefully
watching and listening, with thought and
reflection. In this process, teachers often
find evidence of individual children en-
gaged in making meaning across several
developmental domains. The evidence



Part Two: Supporting Young Children’s Learning and Development

may pertain specifically to individual
children’s emotional, social, cognitive, or
physical development or may pertain to
multiple domains simultaneously. If the
evidence is clear and significant, teach-
ers hold it in memory with, for example,
a note, a photo, or a sample of a child’s
work. The evidence will often relate to the
descriptive levels of the Desired Results
Developmental Profile (DRDP), which
provides a full range of measures of chil-
dren’s developmental progress.

As teachers observe children’s play and
interactions, they also discover ways to
extend experiences in order to support
children in building more complex and
coherent ideas. The next steps in curricu-
lum planning emerge as teachers reflect

on how they might expand children’s
thinking, language, and interactions. The
process of observation, reflection while
observing, documentation, and reflection
on the documentation allows teachers
not only to gather evidence of children’s
progress in learning but also generate
curriculum plans within ongoing cycles of
mindful observation, listening, document-
ing, and reflecting on what might come
next (see figure 5.2). For monolingual
English-speaking teachers who have dual
language learners in their classrooms,
engaging in reflective curriculum plan-
ning will mean collaborating with other
staff members and volunteers who are
fluent in the children’s home languages
during all phases of the process.

4 N

Figure 5.2. The Reflective Curriculum Planning Process
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Observe, reflect

Observation means being present with
children and attentive as they play and
interact with others and the environment.
This mindful presence is different from
participating in children’s play or direct-
ing their play. Whether for one minute or
five, an attentive, mindful presence means
waiting to see what unfolds in order to

gain a complete picture of children’s play.
A teacher who observes children as a first
step in supporting learning discovers
small scientists at work—experimenting,
comparing, making assumptions, form-
ing theories about what things are like or
what they can do, testing ideas, and, over
time, building mastery of a wide range of
concepts and skills. While observing, a
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teacher actively reflects on the children’s
play and learning and determines what to
document.

Document

According to the curriculum frame-
work, documenting means gathering and
holding evidence of children’s play and
interests for future use. A common form
of documentation in early childhood set-
tings is a written note, often referred to
as an observation anecdote. Anecdotal
notes, along with other forms of docu-
mentation—photos, video recordings, and
work samples—serve several purposes.
First, they hold memories of a teacher’s
observations of children’s expressions of
feelings, thinking, and learning. Second,
sharing documentation with the children
allows them to revisit and think about
an idea or interest and explore it more
completely and deeply. Such reflective
engagement helps children develop the
ability to think about their approaches to
making sense of the physical and so-
cial worlds and solving problems. Third,
documentation can provide a useful guide
as teachers determine what might be the
next steps in day-to-day curriculum plan-
ning. And fourth, anecdotal notes and
other evidence can be used to support a
teacher’s periodic assessment of a child’s
progress toward reaching competencies
measured by the DRDP.

Reflect, discuss, plan

As teachers reflect on the documen-
tation of children’s play, they consider
ideas for possible next steps in the cur-
riculum—that is, ways to sustain and
add complexity to children’s learning.
Teachers’ reflections on the play and
interactions that they have observed and
documented will suggest several possibili-
ties. Teachers might discuss among them-
selves what a photo or an anecdote of
children’s play reveals. They also engage
the children’s families in thinking about
the documentation. At times, teachers
also read such stories back to the chil-
dren, as a way to engage the children in
thinking about a possible next step. Re-
flecting on documentation with children
and adults serves as a springboard for
developing ways to explore more deeply
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a topic that has engaged the interest of
the children, the teachers, and the fami-
lies. Further exploration might include,
among other things, materials to add to
interest areas, related books to read in
either large- or small-group gatherings, or
activities to do in small groups. With clear
ideas or objectives in mind, teachers plan
curriculum that includes strategies to
enhance the learning of all children in a
group, as well as strategies to support the
learning of individual children.

Implement

The next step in the curriculum-
planning cycle presented in the frame-
work is implementation. Once a plan is
written, teachers implement it, but the
planning continues even after the activity
or experience is under way. As children
encounter the activity or the materials
placed in an interest area, the teachers
check to find out how the children re-
spond to the materials. To do so, teachers
once again observe, reflect, and docu-
ment. The curriculum-planning cycle
that the framework presents is a continu-
ous cycle, as teachers watch to discover
children’s responses to the planned cur-
riculum and evidence of their developing
skills and concepts during the planned
learning encounters. As with every phase
in the planning cycle, teachers can ap-
proach this one with a sense of wonder.
They may be surprised and amazed by
what children actually do in response
once engaged with the materials or activ-
ity. To hold in memory significant parts of
what they observe, teachers record notes,
take a photo, or keep a work sample,
labeling and dating each. They can reflect
on these documents later, along with par-
ents and even with the children, as a way
to assess the impact of the curriculum
plans, to generate plans to further sup-
port children’s learning, and to assess
individual children’s learning.

Partnering with families in curriculum
planning

The curriculum framework describes
how families become active participants,
along with their children and the teach-
ers, in generating curriculum plans.
When teachers share documentation of
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children’s experiences and learning with
the children’s families, they invite the
children’s families to reflect together with
them on children’s learning and on ideas
for building the curriculum. Family mem-
bers offer unique insights and important
input for curriculum planning. They also
help teachers understand the expecta-
tions, values, and beliefs that influence
children’s behavior and ideas. Discussions
among teachers and children’s families
about class projects and learning experi-
ences add much to the curriculum plans.
Such discussions become a conduit for
the exchange of resources and ideas, from
home to school and from school to home.
Projects or investigations jointly planned
with families can bridge children’s experi-
ences at home and in the community with
their experiences at school.

Closing Thoughts

The concepts and strategies described
in the preschool curriculum framework
require thoughtful planning and imple-
mentation. They are grounded in evi-
dence-based practices that have evolved
in the early childhood education field
over decades. The ability to apply a broad
understanding of early learning and de-
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velopment in the preschool setting takes
time and experience. For programs and
teachers to gain the knowledge and skills
necessary to approach curriculum as the
framework envisions, opportunities for
professional development are essential.
The CDE’s California Preschool Learn-

ing Foundations (three volumes) and the
California Preschool Curriculum Frame-
works (three volumes) are well-researched
documents informed by practice that can
be used for both preservice and in-service
professional development. Those two
resources are part of the California Early
Learning and Development System, along
with this publication, Preschool English
Learners: Principles and Practices to Pro-
mote Language, Literacy, and Learning—A
Resource Guide, the California Early Child-
hood Educator Competencies, professional
development activities, and the Desired
Results assessment system. With appro-
priate professional development, preschool
program administrators and teachers can
use the curriculum framework to guide
their planning and implementation of
environments and experiences that allow
all young children to prosper during the
preschool years.
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Chapter 6

Support for Young
Dual Language Learners

s the number and diversity of

preschool dual language learners

DLLs) have grown dramatically
during the last decade, so has scientific
understanding of how growing up with two
or more languages influences development
across all domains. Research is illuminat-
ing both the challenges and complexities
of learning basic concepts through two
separate linguistic systems as well as the
enormous capacity of young children to
learn more than one language during a
critical period of cognitive development. In
addition, growing research evidence makes
clear the linguistic, social, cognitive, aca-
demic, cultural, and long-term financial
benefits of becoming bilingual.

This chapter presents recommenda-
tions on best practices for preschool DLLs
based on the latest findings from neuro-
science, cognitive psychology, psycholin-
guistics, educational evaluation, sociocul-
tural research, assessment research, and
special education. The recommendations
and research conclusions are drawn from
six research overview papers written by
leading experts across multiple disciplines
(State Advisory Council on Early Learning
and Care 2013). The papers were com-
missioned by the California Department
of Education (CDE), Early Education and
Support Division. The research reviewed
in the six papers confirms and updates
much of the information in the resource
guide Preschool English Learners: Prin-
ciples and Practices to Promote Language,
Literacy, and Learning (CDE 2009), and
at the same time, provides additional
insights into dual language develop-
ment.! Throughout this volume, special
considerations related to serving young
DLLs are described. This chapter focuses
on meeting the needs of young DLLSs in
preschool across all program areas and
considers specific recommendations for
program practices.

The CDE has taken clear and consis-
tent positions on the value of linguistic
and cultural diversity and the need to
promote principles and practices that
recognize and build upon every child’s
linguistic and cultural strengths (see the
green box on the next page). In this chap-
ter, 10 Guiding Principles for supporting
the learning and development of pre-
school DLLs offer a framework for inter-
preting the research findings and provide
a rationale for specific practices. Based on
the latest findings from the six commis-
sioned research overview papers, these
Guiding Principles are adapted and up-
dated from the resource guide Preschool
English Learners: Principles and Practices
to Promote Language, Literacy, and Learn-
ing (CDE 2009).

1. The full title, as well as a shortened one, and the
author(s) of each of the six research overview papers
are listed below. The shortened titles are used
throughout this chapter in references to each paper.

e “Neuroscience Research: How Experience with
One or More Languages Affects the Developing
Brain,” by Barbara T. Conboy (Paper 1, Neurosci-
ence Research)

¢ “Cognitive Consequences of Dual Language Learn-
ing: Cognitive Function, Language and Literacy,
Science and Mathematics, and Social-Emotional
Development,” by Catherine Sandhofer and
Yuuko Uchikoshi (Paper 2, Development Across
Domains)

¢ “Program Elements and Teaching Practices for
Young Dual Language Learners,” by Claude
Goldenberg, Karen Nemeth, Judy Hicks, Marlene
Zepeda, and Luz Marina Cardona (Paper 3, Pro-
gram Elements and Teaching Practices)

e “Family Engagement in Early Childhood Pro-
grams: Serving Families of Dual Language Learn-
ers,” by Linda Halgunseth, Gisela Jia, and Oscar
Barbarin (Paper 4, Family Engagement)

e “Assessment of Young Dual Language Learners in
Preschool,” by Linda Espinosa and Vera Gutiér-
rez-Clellen (Paper 5, Assessment)

e “Early Intervention and Young Dual Language
Learners with Special Needs,” by Deborah Chen
and Vera Gutiérrez-Clellen (Paper 6, Early Inter-
vention and Special Needs)
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“Being exposed to two or more languages at a young
age is a gift. It is a gift because children who are

able to learn through two or more languages benefit
cognitively, socially, and emotionally.”

“Exposure to more than one language should be
celebrated as a growth opportunity that offers many
learning and social advantages. Children who are
developing bilingual abilities are developing unique
strengths that will add to the cultural and linguistic
resources of California.”

Source: CDE 2010, 224.

Guiding Principles for Supporting
Young Dual Language Learners

1. All young DLLs have the capacity
to learn two or more languages and
benefit cognitively and socially when
they receive instruction that promotes
development of their home language as
well as English-language development
(ELD).

2. High-quality preschool programs ben-
efit all children but are not sufficient
for young DLLs to achieve equitable
outcomes.

3. Strong and mutually respectful part-
nerships with families with young DLLs
enhance the learning and development
of young DLLs.

4. Respect for the culture, values, and
language preferences of families with
young DLLs will benefit young DLLs’
adjustment to preschool.

5. DLLs’ knowledge and strengths in their
home language need to be recognized
and built upon in the preschool cur-
riculum.

6. The learning and development of young
DLLs must be supported and assessed
across all domains, including ELD.

7. Characteristics of preschool DLLs’ lan-
guage development need to be under-
stood by all program staff:

a. Young DLLs may take longer to
respond to instructional prompts
given in English.

b. Young DLLs will typically progress
through several stages of second-
language acquisition at different
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rates depending on their early expo-
sure and usage (see the California
Preschool Learning Foundations in
English-Language Development for
further information)

c. Young DLLs will likely employ code
switching (i.e., combining English
and home language words in the
same utterance), which is a typical
feature of dual language develop-
ment and should be considered a
linguistic strength (see the Califor-
nia preschool learning foundations
in English-language development
for further information).

8. To individuals without training in dual
language learning, some features of
language development may appear
delayed during the early stages of
bilingualism for young DLLs (e.g.,
vocabulary in each language, gram-
matical knowledge in second lan-
guage, expressive abilities in second
language), but when provided with a
linguistically enriched and balanced
program, young DLLs will become
proficient in both languages.

9. The executive function abilities of
young DLLs can be enhanced through
a balanced educational approach to
language.

10. All language development activities
and interactions should be interest-
ing and engaging for young DLLs and
should build upon young children’s
intrinsic desire to learn language to
communicate and participate in their
social and educational settings.

Characteristics of Preschool
Dual Language Learners

As stated previously in this document,
DLLs are young children learning two
or more languages at the same time, as
well as those learning a second language
while continuing to develop their first (or
home) language. They come from diverse
language and cultural backgrounds, a
wide range of family circumstances, and
many different countries of origin. These
children and their families represent the
growing diversity in this country and
provide a glimpse into the future of this
nation’s social fabric. Though diverse,
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young DLLs share a common trait: they
all are learning at least two distinct lin-
guistic systems during a period of rapid
cognitive, conceptual, and language
development. Mastering the fundamen-
tals of one language system during the
preschool years is a major developmental
accomplishment. Progressing in two is
remarkable but achievable when DLLs are
appropriately and effectively supported.
For the purposes of this chapter, children
are considered to be bilingual when they
are able to use two languages with com-
parable proficiency; most young DLLs
attending California preschools are not
yet equally fluent in both languages and
would be considered emergent bilinguals.

Research Paper 1 (Neuroscience Re-
search) and Paper 2 (Development Across
Domains) indicate that bilingual infants
and toddlers show some cognitive advan-
tages during the first year of life as well as
enhanced executive control skills by the
age of seven months. Conboy’s research
review (Paper 1: Neuroscience Research)

explains that bilingual infants process
information in ways that are different
from monolinguals. This difference leads
to enhanced attention during speech pro-
cessing, an adaptive strategy that might
facilitate further learning. Bilingual pre-
schoolers are also able to detect language
switching more quickly than do mono-
lingual children. This finding indicates
that a specific language-change response
develops when a young child is growing
up bilingually. As bilinguals must keep
two sets of linguistic rules in mind during
speech processing, they most likely de-
velop a heightened sensitivity to distinct
patterns of speech and develop increased
cognitive functioning. Conboy goes on to
say that the particular languages a child
is learning, as well as the amount of expe-
rience with each language, influence how
the brain processes each language.

Sandhofer and Uchikoshi’s research
review (Paper 2: Development Across
Domains) highlights the advantages in
executive control tasks that have been

What is executive function?

“Enhanced executive function abilities such as working memory, inhibitory control,
attention to relevant vs. irrelevant task cues, and mental or cognitive flexibility, as well as
improved language skills, have been linked to early bilingualism. These abilities have been
portrayed as the biological foundation for school readiness, providing the platform upon
which children’s capacities to learn (the ‘how’) educational content (the ‘what’) depends.

It has been found in multiple studies that there is a bilingual advantage when comparing
monolinguals and bilinguals on tasks that require selective attention, cognitive flexibility,
and certain literacy skills such as decoding when the two languages have similar writing
systems. Notably, these advantages have been found across all socio-economic, racial,
and ethnic groups.”

Source: Espinosa 2013, 54.

found during infancy for bilinguals.
Seven-month-old bilingual infants were
better able to anticipate a switch in learn-
ing conditions and respond correctly as
compared to monolinguals. This find-

ing indicates that very young bilinguals’
showed an advanced ability to inhibit
previous learning when the task demands

ing speech processing as described above.
Paper 2 (Development Across Domains)
further reviews studies that show pre-
school bilinguals demonstrating even
more advantages in executive function
than the advantages found for bilingual
infants. At the preschool age, bilingual
children show advantages in tasks that

changed. Since these tasks are also as-
sociated with speech sounds (syllables), it
is possible that the bilingual advantage is
related to their enhanced attention dur-

require selectively attending to competing
options and the ability to suppress inter-
fering information. These bilingual ben-

efits have been found across cultural and
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socioeconomic groups as well as across
different language combinations. Howev-
er, these cognitive advantages depend on
the extent to which the child is bilingual.
Children who are more balanced in their
bilingualism show larger advantages than
children who are more strongly dominant
in one language. Thus, both papers sug-
gest that when ECE services are provided
to young DLLs, the amount of exposure
and frequency of experiences in each
language is important for programs to
consider.

Another conclusion shared by both
papers is the scientific consensus that all
“children have the capacity to learn two

“Young children can successfully learn two
languages, and do not need to give up their home
language in order to learn English if it is the formal
language of the preschool setting. Practitioners
can enhance the language learning of dual
language learners by providing rich learning
opportunities in each language. For example,
they may support the home language at the

same time as the school language through family
involvement, bilingual materials, and activities and
interactions in the home language with teachers,
staff, and peers who speak that language.”

Source: Paper 1 (Neuroscience Research), 34.

languages from birth and that this early
dual language exposure does not confuse
children or delay development in either
language. In fact, dual language learn-
ing provides children with many cognitive
benefits” (Paper 2: Development Across
Domains, 32). These important findings
from cognitive neuroscience underlie the
first Guiding Principle for Supporting
Dual Language Learners. The fact that
preschool DLLs enter programs with some
degree of proficiency in their home lan-
guage and are primed to learn and benefit
from learning a second language (i.e.,
English) provides a compelling rationale
for designing programs that support both
languages.

Paper 1 (Neuroscience Research), by
Barbara T. Conboy, points out that while
infants are able to learn two linguistic
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systems and keep them separate—and
the cognitive processes required to man-
age this linguistic feat will have long-term
cognitive advantages—{requently, when
young children are exposed to English,
their dominant language shifts to English.
Although Conboy’s paper did not describe
this outcome as home language loss, or

a subtractive language experience, other
research has documented that in many
U.S. preschool settings, young DLLs show
home language loss as they become more
proficient in English. Because of such
effects, Conboy’s summary recommends
that “it is important for practitioners to
look at the long-term outcomes of those
effects, and also to consider children’s
experiences with both of their languages,
instead of focusing only on whether sec-
ond-language performance matches that
of native speakers” (p. 38). To summarize,
both Papers 1 and 2 cite findings that
show preschoolers have the capacity and,
indeed are neurologically prepared, to
learn more than one language—and they
gain cognitively from managing the lin-
guistic processing required when becom-
ing bilingual. However, learning a second
language should not come at the expense
of continued home language development.
The research highlights the importance of
sufficient exposure to both languages in
order to reap the benefits of bilingualism.

There are additional benefits to know-
ing two (or more) languages and encour-
aging children to maintain and develop
their home language as they learn Eng-
lish during the preschool years. Children
who know more than one language have
personal, social, cognitive, and economic
advantages throughout their lives. In
contrast, children who do not develop
and maintain proficiency in their home
language may lose their ability to commu-
nicate with parents and family members.
DLLs who are proficient in their home
language are able “to establish a strong
cultural identity, to develop and sustain
strong ties with their immediate and
extended families, and thrive in a global
multilingual world” (Espinosa 2006, 2).

Process of Second-Language Acquisi-
tion. As preschool children with little or
no experience with English progress in
their English-language abilities, they typi-
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cally go through several stages of second-
language development. In the California
Preschool Learning Foundations, Volume 1
(CDE 2008), these stages are character-
ized as follows:

¢ “Beginning”—Children may continue
to use their home language even
when no one in the preschool setting
speaks or understands them, and
over time they start to actively attend
to the new language, observing and
silently processing the features of the
English language.

e “Middle”—During this stage, young
dual language learners “typically
master the rhythm and the intona-
tion of the second language as well as
some key phrases, using telegraphic
and formulaic speech to communi-
cate” (CDE 2008, 105).

e “Later”—Children have stronger Eng-
lish comprehension skills and are
able to use English to express them-
selves and engage in most classroom
activities in English. However, even
during this later stage of English
development, the young DLL will
most likely not communicate with
the same fluency as a native speaker.
“The child may mispronounce words
as well as make errors in vocabulary
choice and grammar. Such errors
are indicative of the typical process
of learning a language” (CDE 2008,
106).

It is important to remember that the
rate at which preschool young DLLs
progress through these stages depends on
characteristics of the child and the child’s
language learning opportunities—as with
all domains of development, young DLLs
progress in their English-language devel-
opment at different rates.?

In other areas of development, preschool
bilinguals show either no differences or
function slightly less efficiently than do
monolingual children. For instance, Sand-

2. The California preschool learning foundations

in English-language development (see CDE 2008)
describe in detail the categories of typical English-
language development with multiple examples of
children’s language and behavior; the California Pre-
school Curriculum Framework, Volume 1 (CDE 2010)
presents curriculum and instructional adaptations
designed to meet the specific needs of young DLLs.

hofer and Uchikoshi’s research review
(Paper 2: Development Across Domains)
points out that studies have consistently
indicated bilingual children take longer
to recall words from memory. They have
slower word retrieval times in picture-
naming tasks and lower scores on verbal
fluency tasks. These findings underscore
the need for teachers to understand the
challenges a young DLL experiences when
processing language, particularly the
nondominant language, and the need to
allow sufficient time for the child to come
up with a response. Wait time is impor-
tant for all children, but critical for young
DLLs.

Both Paper 1 (Neuroscience) and Paper
2 (Development Across Domains) describe
the finding that bilingual preschoolers
tend to have smaller vocabularies in each
language when compared with English-
speaking and Spanish-speaking mono-
linguals. However, a DLL’s vocabulary is
distributed across two languages, and
when both languages are considered,
their vocabulary size is often comparable
to monolinguals. Conboy (Paper 1: Neuro-
science Research, 25) clearly makes this
point: “[Blilingual lexical learning leads
to initially smaller vocabularies in each
separate language than for monolingual
learners of those same languages, but
that total vocabulary sizes (the sum of
what children know in both their lan-
guages) in bilingual toddlers are similar
to those of monolingual toddlers (Pearson
and others 1997).” For more information
on this topic, refer to Paper 5 (Assess-
ment) and Paper 6 (Early Intervention and
Special Needs).

As vocabulary size is a key goal in pre-
school and very important to future read-
ing comprehension, this variation in dual
language learning is critical for preschool
teachers to understand. If a preschool
child does not know the English word for
book, the child often still understands the
concept of a book and may know a differ-
ent word—for example, libro. Summing
up what is known about this topic, Paper
2 (Development Across Domains) states,
“Thus, when examining the vocabulary
performance of DLLs, we need to consider
a number of factors, including the simi-
larities between the two languages, the

Support for Young Dual Language Learners | 79




Part Two: Supporting Young Children’s Learning and Development

language of the child’s school experience,
and the quality and quantity of the child’s
exposure to each language” (p. 63).

Oral language skills (e.g., vocabulary,
listening comprehension), grammatical
knowledge, and narrative production have
received particular attention from both
educators and researchers who are try-
ing to meet the learning needs of young
DLLs. Research with both monolingual
and bilingual populations recognizes that
vocabulary is one of the best predictors of
reading comprehension, that vocabulary
is a complex construct with many com-
ponents, and that vocabulary is learned
in multiple contexts both at home and at
school.

Recent research with young Spanish-
speaking children from low socioeconomic
backgrounds has found that these young
DLLs might be at risk for delays in their
early literacy development due to their
weaker oral language abilities. This re-
search with young DLLs demonstrates the
importance of oral language development
and supports instructional approaches
that focus on developing these skills by
providing rich and engaging language
environments in both languages, while
focusing on building early literacy skills.
In light of this research, it is essential
for preschool programs to recognize the
critical importance of oral language and
vocabulary development for young DLLs.

Throughout both Paper 1 (Neurosci-
ence Research) and Paper 2 (Development
Across Domains), a common theme is
the role of individual factors in predicting
second-language outcomes. Individual
difference, including the child’s home
language, cognitive abilities, previous
learning experiences, cultural back-
ground, and knowledge, can all play an
important role in the dynamic process of
learning a second language. Thus, pre-
school programs need to collect informa-
tion about young DLLs’ background, in-
cluding culture, language(s), knowledge,
and skills. Findings on individual factors
provide part of the rationale for Guiding
Principles 3 (partnerships with families)
and 4 (respecting the culture, values,
and language preferences of families with
young DLLs) referenced earlier in this
chapter.
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Program Approaches and
Teaching Practices

Goldenberg, Nemeth, Hicks, Zepeda,
and Cardona’s research overview in Pa-
per 3 (Program Elements and Teaching
Practices) points out that young children
who speak a language other than English
in the home make up the fastest-growing
segment of the population nationwide.
California is one of the most linguistically
and culturally diverse states in the coun-
try, with about 25 percent of its K-12
population identified as English learners.
This sizeable group of children (described
as dual language learners during the
first five years of life and English learn-
ers during the K-12 years) has histori-
cally struggled to become fully proficient
in English, lagged behind their native
English-speaking peers on most indica-
tors of academic achievement, and had
school dropout rates almost twice those
of native speakers of English. However,
as described above, DLLs have also been
shown to demonstrate social-emotional
strengths and, when supported in both
their languages, they demonstrate many
cognitive, linguistic, and social advan-
tages as compared with monolingual
children.

These demographic shifts and achieve-
ment trends are important to California’s
preschool programs for the following
reasons: (a) the proportion of the popula-
tion that enters early education programs
speaking a language other than English
has grown dramatically over the last de-
cade; (b) the educational success of young
DLLs is critical to the overall effectiveness
of the educational system; (c) increased
risk factors associated with poorer school
performance have been identified within
the DLL/English learner population—
particularly children from homes of low
socioeconomic status; (d) the preschool
years represent a time when children can
learn two languages rapidly and effec-
tively and gain the cognitive and social
benefits of becoming bilingual; and (e)
specific educational approaches that are
well implemented during the early years
of schooling have the potential to improve
the academic achievement and long-term
school success of a large and growing
group of diverse learners.
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Although many influential studies and
policy reports have documented the long-
term benefits of high-quality preschool on
children’s development and achievement,
very few empirical studies comprehen-
sively describe how to best teach young
DLLs. The value of quality preschool
and the need to make it available to all
young children is based on solid evidence
about the long-term impacts on outcomes
such as high school completion, reduced
juvenile delinquency, reduced crime, and
improved labor market participation.
Unfortunately, this research offers little
guidance on which program elements
were most effective for specific groups of
children, as it focuses almost exclusively
on native English-speaking children.

Because of the growing proportion of
children who are DLLs and the role of
high-quality preschool practices in pro-
moting young children’s school readiness
and long-term success, there is an ur-
gent need to carefully define, design, and
implement best practices for preschool
young DLLs. These recommended pro-
gram approaches and teaching practices
must be based on the most current and
valid scientific findings. Paper 3 (Pro-
gram Elements and Teaching Practices)
provides a thorough review of recent
research about “the effectiveness of pro-
gram elements and instructional strate-
gies currently available in California and
elsewhere to address the needs of the
diverse population of young dual lan-
guage learners” (p. 3). Thus, the following
sections detail specific program elements
and strategies to support young DLLs in
preschool.

The elements that make up high-quality
preschool are important for all children,
including young DLLs. However, repeated
research studies on both K-12 students
and preschool-age children show that
young DLLs need additional language
supports and instructional adaptations
in order to reach a comparable level of
academic success. High-quality early
childhood programs include such features
as the following: intentional teaching and
support of integrated learning, positive
teacher—child and home-school relation-
ships, play as a context for learning,
teacher planning time, qualified teachers,
appropriate child-teacher ratios, individu-

alized adult-child conversations that pro-
mote language and positive relationships,
opportunities for children to learn and
practice new vocabulary, frequent assess-
ment that documents individual progress
and informs instructional planning, and
parent engagement. All of those fea-
tures are important for young DLLs, but
are probably not sufficient for equitable
achievement. Goldenberg, Nemeth, Hicks,
Zepeda, and Cardona’s research overview
(State Advisory Council on Early Learning
and Care 2013, 96) states this point in the
following way:

Although all children benefit from high-

quality preschool, how do we further

supplement high-quality environments

for young dual language learners in

order to support language, cognitive, and

other developmental outcomes for these

children? The use of children’s home

language in addition to English—often

referred to as bilingual education—is

probably the most important and the

most controversial issue in the educa-

tion of dual language learners, whether in

preschool or throughout K-12. (Paper 3:

Program Elements and Teaching Prac-

tices)

A common recommendation across
all six research overview papers is to
recognize that young DLLs are learning
through two languages and that both
languages must be supported through
intentional instruction, specific language
interactions, frequent assessments of
children’s progress in both languages,
and culturally sensitive engagement with
families. Increasingly, researchers are
also discovering how critical the role of
the family is in maintaining the home lan-
guage (see Paper 4 for a discussion about
family engagement of families with young
DLLs and the resource guide Preschool
English Learners: Principles and Prac-
tices to Promote Language, Literacy, and
Learning, chapter 6, “Code Switching and
Language Loss”).

The next two sections of this chapter
describe recommended program ap-
proaches for supporting the integrated
learning and development of young DLLs
in preschool: (1) balanced English and
home language development, and (2)
English-language development with home
language support.
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Balanced-English-and-Home-Language-
Development Approach. Programs that
serve native speakers of English and
children who primarily speak one other
home language are able to implement an
approach that uses the home language
and English in balanced proportions.
Research has shown that instructional
use of the home language does not hinder
or stunt academic progress in English.
Goldenberg, Nemeth, Hicks, Zepeda, and
Cardona’s research reaches the opposite
conclusion: “On the contrary, there is
evidence that teaching children to read
in their home language can support their
literacy development in English. In other
words, when we systematically provide
learning experiences in children’s home
language along with learning experiences
in English, we promote home language
development without hampering Eng-
lish development (Lightbown and Spada
2006)” (Paper 3: Program Elements and
Teaching Practices, 98).

The balanced approach is intended to
maintain and develop the home language
while also promoting English-language
development. Programs that implement
this approach are frequently described as
dual language programs. Such programs
may provide all instruction and interac-
tion in both languages. The programs
have curriculum and language support
materials that are of equal quality in

both languages. They often have qualified
bilingual teachers, but at the least, there
are staff members with the capacity to
provide high-quality instruction across all
learning domains in the home language
and English. Of utmost importance is
that these programs devote sufficient time
in each language to promote bilingualism
and early biliteracy.

When programs choose a balanced Eng-
lish-and-home-language approach, care-
ful attention must be paid to the amount
of exposure and quality of instruction in
each language. There is evidence that if
programs do not have a systematic divi-
sion of time allocated to each language
and do not frequently monitor the alloca-
tion of time, they often tend to become
English-dominant (Paper 3: Program
Elements and Teaching Practices, p. 99).
Possible methods of balancing class time
between the two languages include, but
are not limited to, possible program struc-
tures described in table 6.1.

Each of those program structures for
balancing time between the two languages
has been successfully used in different
contexts and has led to growth in both
the home language and English. The
choice of how to balance home language
and English may depend on the number
of classrooms and children, the availabil-
ity of qualified bilingual early childhood
teachers, and the physical space avail-

Table 6.1. Program Structures for a Balanced English-and-Home-Language
Development Approach

Program Structures Relevant Features

All Spanish in morning or

afternoon. morning.

All English in afternoon or

Same bilingual teacher(s),
classroom materials, and
labeling in both languages

All Spanish day 1

All English day 2

Can use same classroom

and same bilingual teacher or
alternate between two teach-
ers (one Spanish-speaking,
one English-speaking) and
classrooms

All Spanish week 1

All English week 2

Children or teachers can alter-
nate between different class-
rooms: one room for Spanish,
one room for English
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able. In any case, it will be important for
programs to have clear goals in mind for
children in both languages throughout
their time in preschool and to monitor
those goals frequently. In particular, pro-
grams will need to assess children’s prog-
ress with both home language develop-
ment and English-language development
in all developmental and academic areas.
Programs will also need to help families
understand and support the program
philosophy and language goals. Family
members can work with program staff

to ensure the use of the home language
reflects the children’s cultural experiences
at home and in the community. Finally,
if a program has more than one teacher,
adequate time must be provided for joint
planning and joint professional develop-
ment on all aspects of the curriculum and
assessment methods.

English-Language-Development-with-
Home-Language-Support Program
Approach. In California and across the
country, most young DLLs attend pre-
school programs that provide instruction
in English and little intentional support
for home language development. Although
a balanced approach that promotes both
languages in roughly equal proportions
is ideal, many programs are not able to
implement such an approach. There are
many reasons why programs are not
actively integrating the use of children’s
home languages: teachers are monolin-
gual and speak only English; multiple
languages are represented by the chil-
dren and families, and there is a limited
number of bilingual teachers; program
resources are inadequate; and community
values, program priorities, and possibly
parental preferences may differ. However,
based on the research summarized above
and a growing understanding of how all
teachers can intentionally promote home
language development, even when teach-
ers are monolingual or bilingual resourc-
es are limited, programs can implement
a variety of strategies to support young
dual language learners appropriately and
effectively.

In programs where the only feasible
option is for interactions and instruc-
tion to be primarily in English, there are
many ways that teachers can still bring

the home language into the classroom so
that young dual language learners can
continue to grow in both languages. Some
recommended practices adapted from
Paper 3 (Program Elements and Teaching
Practices) are as follows:

e Read to children from books in the
child’s home language. This can be
done by teachers, families, or commu-
nity members. Books may be obtained
from local libraries or children’s
homes or made in the classroom and
saved from year to year. Parents can
record themselves reading or telling
a story in their native language, and
the audio recording can be available
in the listening center. If there are
adults in the preschool who speak
the child’s home language, ensure
that there are opportunities for those
adults and children to interact.

e Create books that include children’s
home languages. These can be class
books (about animals, for example,
where each animal is labeled in all of
the classroom’s home languages) or
individual books (e.g., about chil-
dren’s families, with many words or
labels in the home language).

e Teach children rhymes, letters, and
numbers in their home language.
There are many authentic children’s
books, compact discs, computer
programs, audiotapes, and printed
nursery rhymes available in multiple
languages that can be used indepen-
dently in centers or read by an adult.
This practice may require community
or parental support.

e Teach the entire class the expressions
for greetings in all of the home lan-
guages in the classroom.

e Summarize or provide key phrases
of a story in a book, finger play, or
song in the child’s home language
before introducing it in English. This
practice may also require recruiting
parents or community volunteers into
the classroom.

e Point out cognates (words in two
languages that have common roots,
such as elephant in English and ele-
Jante in Spanish; giant in English and
gigante in Spanish) and connections

Support for Young Dual Language Learners | 83




Part Two: Supporting Young Children’s Learning and Development

between words in the home language
and words in English. This may not
be possible for some languages, but
there are many cognates between
Spanish and English, for example,
that may be useful for helping young
DLLs understand connections be-
tween languages and quickly learn
new words.

¢ Let parents know what topics are go-
ing to be explored in the classroom
(e.g., insects, weather) so that families
can build conceptual knowledge in
the home language before children
are exposed to those concepts in Eng-
lish. For many families, programs will
need to use the skills of an experi-
enced interpreter or translator so that
information is presented in families’
preferred language.

¢ Allocate classroom time and space for
adults who speak the child’s home
language to interact with children
in that language. This can happen
during whole-group time to expose
English-only children to a new lan-
guage or during small-group time to
reinforce and expand young dual lan-
guage learners’ growth in their home
language.

e Display pictures and signs that rep-
resent the major languages, cultures,
and family practices of the children
enrolled in the classroom (include
greetings, alphabets, daily schedules
and routines and so on).

¢ Display family posters, cultural
artifacts, and “All About My Family”
projects (stories that children make
describing their family, home activi-
ties, favorite foods, and the like) in a
designated area throughout the year.
Teachers can also share and display
their own history and cultural heri-
tage to provide a model, share per-
sonal background, and build rapport
with children and families.

e Establish a partnership with families
and help them understand their role
in maintaining the home language.
Collaborating with families can help
ensure young DLLs hear and use suf-
ficient amounts of their home lan-
guage outside preschool.
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There are important language supports
to help young DLLs in English-dominant
preschool programs comprehend the
meanings of instructional activities and
promote English vocabulary growth. As
described earlier, when possible, teachers
can identify cross-language cognates and
intentionally use them to help activate
knowledge in the child’s home language
and apply it to the task of learning Eng-
lish. Young DLLs need to learn complex
narrative skills, listening comprehen-
sion, academic language, early literacy
skills, and the understanding of complex
grammatical structures, all of which will
contribute to improved reading compre-
hension in third grade and beyond. As
articulated in Paper 3 (Program Elements
and Teaching Practices), young DLLs are
more likely to comprehend lessons, de-
velop advanced oral language skills, and
grow in their English-language develop-
ment when teachers engage in the follow-
ing practices:

e Use many types of pictures of vocabu-
lary words to illustrate word mean-
ings.

e Use hand puppets, other realistic
props, and gamelike activities to il-
lustrate concepts and actions and to
engage children physically.

e Use multimedia-enhanced instruction
in the form of videos and computer-
ized animation to enhance vocabulary
instruction with nonfiction texts.

e Use books, themes, and resource ma-
terial with culturally familiar content
to promote comprehension and facili-
tate the learning of new concepts and
skills.

e Use pictorial, real-world objects and
concrete experiences to convey the
meaning of words and concepts.

e Use visual cues and physical gestures
and signals linked to specific content
vocabulary to imprint meaning.

e Integrate songs and physical move-
ment throughout academic instruc-
tion.

e Provide some explicit teaching (or
explanations) of features of English,
such as vocabulary and pragmatics.
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e Teach children rhymes, poems, and
songs, particularly those with repeti-
tive refrains;

e Pair children with different levels of
proficiency in English as supports for
each other, and occasionally present
tasks for those partnerships to com-
plete that do not depend on language
proficiency.

¢ Provide both safe havens where chil-
dren do not have to speak to anyone
and spaces in the classroom where
children can interact in small groups
and one-on-one.

In addition, teachers can meet with
families early in the school year to learn
critical information about the child and
family (see table 6.2 below for an example
of a “family languages and interests inter-
view” form). During these one-to-one fam-
ily conferences, teachers can learn about
the child’s early language learning experi-
ences as well as the parents’ preferences
and aspirations for their child’s language
and academic achievement. Programs
have recommended that this interview
form be used in a face-to-face discussion
with families to avoid potential misunder-

Table 6.2. Sample Family Languages and Interests Interview?®

Child’s Name

Date

First Middle
Date of Birth

Last

Gender:

Month Day

Male Female

Year

1. How many family members live with you and the child?

2. Who are the members of your family?

3. Who is the primary caregiver of your child?

4. What language does the primary caregiver speak most often with the child?

5. What language(s) did your child learn when he or she first began to talk?

6. Can you tell me what language(s) each of the following people in your household speak to
your child?

Only Mostly English, Mostly other Only other
English | with some other language (identify), language
language (identify) | with some English (identify)

Mother (or you)

Father (or you)

Older siblings

Grandmother

Grandfather

Aunt/Uncle

Others, after school,
community members

3. See appendix A of California’s Best Practices for Young Dual Language Learners (State Advisory Council on
Early Learning and Care 2013, 207-8). This family interview form was developed by Espinosa, Matera, and
Magruder for the California Transitional Kindergarten program in 2010.
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Table 6.2. Sample Family Languages and Interests Interview (continued)

7.  What are your feelings about maintaining your home language?

8. What special talents or interests does your child have?

9. Who does your child play with most often?

10. What are your aspirations for your child?

11. What are your expectations for the preschool year?

12. Do you have any hobbies or interests that you would like to share with your child’s class?

13. Would you be interested in volunteering in your child’s class?

14. If yes, preferred days and times:

standings and encourage ongoing com-
munication. This is also an ideal time to
find out if the family has any talents or
interests they would like to share with the
class and to recruit volunteers for home
language support.

Teacher-child relationships. All pre-
school children thrive academically and
socially when their teachers are sensi-
tive, positive, nurturing, and responsive
to the children’s emotional and social
needs. Teacher—child relationships ap-
pear to be central to healthy growth and
development and important to academic
outcomes as well (see chapter 2 for a
more complete discussion). Although
beneficial for all children, particular
benefits of teacher—child relationships
have been found for young DLLs. More
specifically, young DLL children who
speak Spanish and are taught in Span-
ish in emotionally supportive classrooms
make larger gains in math scores than do
their peers in less emotionally support-
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ive classrooms. Furthermore, low-quality
relationships between teachers and young
DLLs appear to compromise the benefits
of in-school literacy instruction for young
DLLs’ language and literacy development.
Researchers have concluded that positive
and nurturing relationships between chil-
dren and teachers require that teachers
establish a number of practices in their
classrooms:

e Teachers are physically near to chil-
dren.

e Teachers engage in social conversa-
tion with children.

e Teachers express affection verbally
and physically.

e Teachers use a warm, calm voice,
make eye contact when appropriate,
and use respectful language when
talking with children.

e Teachers are flexible with children
and allow children to make choices
and express themselves.
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Other research has also found that
teachers who spoke some Spanish to the
Spanish-speaking young DLLs viewed
the children’s behavior in a more positive
light than teachers who spoke only Eng-
lish. The research suggests that being in
preschool classes taught by English-only
teachers may contribute to the achieve-
ment gap of young DLLs. The findings
of this study highlight the value of home
language support not only for academic
benefits, but also for social and emotional
benefits as well. Thus, for many reasons
it is important for programs to recruit
both qualified staff and volunteers who
are able to provide some level of sup-
port for each child’s home language. (See
Paper 3, Program Elements and Teaching
Practices, pp. 102-3, for a discussion of
the quality of teacher-child relationships.)

Assessment of Young Dual
Language Learners

Preschool teachers and support staff
will be asked to accurately assess young
DLLs’ development and achievement in
order to individualize instruction, improve
the quality of education, and improve
academic school readiness. According to
Espinosa and Gutiérrez-Clellen’s research
overview in Paper 5, assessment is a multi-
step process that requires all program
staff to be knowledgeable about aspects of
the linguistic and cultural development of
young DLLs (see above discussion) as well
as the specific characteristics of the as-
sessment instruments they use. Those re-
sponsible for conducting assessments will
need to understand the stages of English-
language development for young DLLs
and the importance of home language
development for overall language develop-
ment and future academic achievement.
They also need to be skilled in implement-
ing authentic observational assessment
methods that are aligned with curriculum
goals and linking ongoing assessment
results to individualized instruction (see
chapter 8, Guideline 7; and Paper 5,
Assessment [State Advisory Council on
Early Learning and Care 2013] for further
discussion on the types of observation
and documentation as represented in the
Desired Results Developmental Profile).
Paper 5 (Assessment) includes figure 1,

a step-by-step diagram, and table 1, a

description of the assessment process for
a teacher to use with young DLLs.

As consistently stated by the research
(Paper 1 [Neuroscience Research], Paper
2 [Development Across Domains], and
Paper 5 [Assessment]) and summarized
in chapter 8, Guideline 7, it is inappro-
priate to expect young DLLs to learn and
demonstrate knowledge and skills in the
same manner as monolingual children.
The unique linguistic, social, and cultural
characteristics of young DLLs need to be
considered when assessments are con-
ducted and the results are interpreted.
First, program staff members need to as-
sess the proficiency level of a young DLL
in the child’s home language and in Eng-
lish-language development by using input
from various sources, multiple sources of
data collected over time, and a team that
includes at least one member who is flu-
ent in the child’s home language (Paper 5,
Assessment, in State Advisory Council on
Early Learning and Care 2013).

When reviewing assessment results,
teachers and other staff need to under-
stand the limitations of standardized
instruments used with young DLLs and
how to use professional judgment when
interpreting and applying the assessment
results (table 1 in Paper 5, Assessment,
includes a matrix for the language and lit-
eracy assessment of young DLLs). Assess-
ment in early childhood education is a
process that requires teams of individuals
who all contribute specialized information
about the child; therefore, teachers and
other staff must be skilled in team collab-
oration. Finally, all staff members must
be competent in working across cultures
to establish effective working relation-
ships with diverse families, who may hold
distinct parenting values and beliefs (see
Paper 4 for further discussion of collabo-
ration with families with young DLLs).

Family Engagement

In Halgunseth, Jia, and Barbarin’s re-
search review in Paper 4, Family Engage-
ment (State Advisory Council on Early
Learning and Care 2013), the authors
stress the importance of school-family
partnerships to improved outcomes for
children of all families, including those
with DLLs. Although prior research has
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reported lower levels of school engage-
ment among families with young DLLs,
programs can implement several practices
that can reduce the “language, cultural,
and social networking barriers that keep
DLL families from participating in their
children’s schools” (p. 135).These practic-
es include hiring bilingual staff and trans-
lating information into the home language
of DLL families (Halgunseth et al. 2009;
Ramirez 2003) and helping families to
recognize that their language and culture
are strengths that should be shared at
home and in the program. Because of the
mixed messages DLL families may receive
about their home language, some DLL
family members may adopt the miscon-
ception that their children should replace
their home language with English (Paper
4, Family Engagement, 136). Preschool
program staff members need to empha-
size to families with young DLLs that the
home language is a strength and should
be used in rich language interactions
throughout the day and across all kinds
of contexts. Further, programs should
adopt a strengths-based approach that
recognizes the linguistic and cultural con-
tributions families with young DLLs make
to their children’s learning and develop-
ment. “The entire program benefits when
educators incorporate diverse cultures,
languages, and talents of DLL families
into the program’s learning environment
and curriculum” (Paper 4, Family Engage-
ment, 144).

Programs can also work with families of
young DLLs in targeted literacy activities
in the home language (such as making
family books), doing joint or intergenera-
tional reading, purchasing or using books
in the home language (if possible), nar-
rating stories, and providing a collection
of multilingual books to lend to families.
Families can make significant positive
contributions to young DLLs’ oral lan-
guage development by talking with their
children about everyday experiences,
explaining concepts and events, pointing
out features of the natural environment,
and doing guided television watching.

All of these activities should occur in

the language in which the family is most
dominant or comfortable. Halgunseth and
other researchers (State Advisory Council
on Early Learning and Care 2013) also
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recommend that “Bilingual and bicultural
family liaisons, in particular, could serve
as an important resource for enhancing
communication between DLL families

and early childhood programs, and thus
maximize learning for young dual lan-
guage learners” (Paper 4, Family Engage-
ment, 42).

Family engagement practices that have
been proven to be effective for DLL fami-
lies and are recommended by the authors
of Paper 4, Family Engagement, and inte-
grated throughout chapter 8, Guideline 4,
are as follows:

1. Addressing the bilingual/bicultural
needs of DLL families

2. Developing warm and mutually
respectful relationships with DLL
families

3. Engaging in regular two-way commu-
nication

4. Approaching DLL families using a
strengths-based framework

5. Engaging families to support their
children’s development at home

6. Utilizing community resources to
support family engagement (see Pa-
per 4, Family Engagement, for fur-
ther detail and discussion)

Inclusion of Young Dual Language
Learners Who Have Special Needs

In Paper 6 (Early Intervention and
Special Needs), researchers Chen and
Gutiérrez-Clellen (State Advisory Council
on Early Learning and Care 2013) dis-
cuss recent findings that indicate young
children with special needs can also learn
more than one language and “there is
no available evidence that limiting these
children to one language will decrease
language difficulties or that dual language
learning will increase language delays
and problems” (p. 211). Although method-
ological limitations of current studies and
differences across samples make gener-
alizations difficult, the available research
suggests, “that speaking one language at
home and English at school does not pro-
duce language delays or difficulties among
children with a range of special needs.
Moreover, this research indicates that a
bilingual intervention approach actually
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facilitates these children’s language devel-
opment” (State Advisory Council on Early
Learning and Care 2013, Paper 6, Early
Intervention and Special Needs, 225).

In addition, research has found that
many families of young DLLs value home
language maintenance and bilingualism
for their children. As with the other DLL
research overview papers, Paper 6 (Early
Intervention and Special Needs) recom-
mends that programs encourage families
to maintain their home language and
learn strategies to support their children’s
language and early literacy development.
The most significant conclusion of Paper
6 is “that emerging research suggests
that children with a wide range of abilities
and language difficulties can learn more
than one language. This is a significant
message to share with practitioners and
families of young dual language learners
with special needs” (p. 226). For a more
complete discussion of this topic, see
State Advisory Council on Early Learning
and Care 2013, Paper 6 (Early Interven-
tion and Special Needs).

Support for the Transition
to Kindergarten

Young DLLs who benefit from the
classroom, family engagement, assess-
ment, and early intervention strategies
described in this chapter and the six
research overview papers (State Advi-
sory Council on Early Learning and Care
2013) will be better prepared for kinder-
garten. The important cognitive, social,
and language skills promoted by either a
balanced English-and-home-language ap-
proach or one involving English-language
development with home-language support
will provide them with the critical foun-
dations for a more academically oriented
kindergarten program. Even so, it is also
important for programs to carefully plan
for successful transitions from preschool
to kindergarten.

As with all children, preschool and kin-
dergarten teachers of young DLLs need
to schedule joint planning time to share
information about the child, services
provided, progress made, and any assess-
ment information. In addition, children
and families should have opportunities
to visit the new setting or classroom and

meet kindergarten teachers. By listening
to kindergarten teachers about what is
expected and sharing information about
their child and their language preferences,
families can begin the process of success-
ful transition.

Since a deeper understanding of the lan-
guage, culture, and family background of
young DLLs is critical in designing effective
instruction and interactions, these transi-
tion activities are essential to the contin-
ued learning and achievement of DLLs.

Early Childhood Educator
Competencies

The California Early Childhood Educa-
tor Competencies (California Department
of Education and First 5 California 2012)
provide standards for the knowledge,
skills, and dispositions that early child-
hood educators, including those work-
ing with young DLLs, need in order to
promote young children’s learning and
development. The Early Childhood Edu-
cator Competencies are an integral part
of a comprehensive system that includes
the early learning foundations for infants,
toddlers, and preschoolers and the cur-
riculum frameworks established by the
California Department of Education. The
competencies inform early childhood edu-
cators as they pursue study in institutions
of higher education, provide guidance
for working toward ECE credentials and
certifications, and establish standards
for the knowledge, skills, and disposi-
tions that early childhood educators need
to support young children’s learning and
development in all program types. Since
qualified and effective teachers are one
of the most important features of high-
quality early education for young DLLs
(and most California preschool classrooms
include young DLLs), it is imperative that
all early childhood educators in California
are qualified to meet the needs of children
from culturally and linguistically diverse
backgrounds.

As described in chapter 8, Guideline
9, these competencies can be learned
through effective preservice or in-service
education, professional development activ-
ities, and continuous learning experiences
such as mentorships, individual consulta-
tions, and coaching. A focus on improving

Support for Young Dual Language Learners | 89




Part Two: Supporting Young Children’s Learning and Development

practices and outcomes for young DLLs
needs to be systematic, continuous, and
of the highest priority. Programs need to
provide ongoing professional development
to staff on features of effective program-
ming for preschool DLLs that is drawn
from theory and supported by research.
Topics include the following:

e The role of home language develop-
ment in English-language develop-
ment during the early years

e Stages of English-language develop-
ment during the preschool years

e Early literacy development for young
DLLs

¢ Developmental consequences of
bilingualism for young children

¢ Effective teaching strategies for young
DLLs

e Early intervention strategies for
young DLLs with special needs

e Cross-cultural competence
¢ Assessment strategies for DLLs

¢ Interpretation and application of
assessment results

¢ Engaging families from culturally and
linguistically diverse backgrounds

¢ Reflective practices and teaching
dispositions
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Closing Thoughts

In summary, this chapter highlights the
important findings from the six research
overview papers to provide specific pro-
gram and instructional recommenda-
tions for preschool DLLs. The research
conclusions, as well as, the clearly stated
positions of the California Department of
Education, reinforce the value of promot-
ing bilingualism during the preschool
years. As cited in the opening of this
chapter, the California Preschool Curricu-
lum Framework, Volume 1, states, “Be-
ing exposed to two or more languages at
a young age is a gift. It is a gift because
children who are able to learn through
two or more languages benefit cogni-
tively, socially, and emotionally” (CDE
2010, 224). Paper 3 (Program Elements
and Teaching Practices) states that these
recommendations “represent the best of
the knowledge we possess for educating
young dual language learners. Programs
designed around these elements are the
most likely to provide the strongest pos-
sible foundation for children’s success
in kindergarten and into their schooling
careers” (State Advisory Council on Early
Learning and Care 2013, 110).
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Chapter 7

Using Technology and Interactive
Media with Preschool-Age Children

echnology and interactive media
I are integral parts of modern life.

The rapid development of techno-
logical devices such as computers, smart-
phones, tablets, and gaming systems has
dramatically changed people’s daily lives
at home and at work. New technologies
and electronic media provide tools for
communication and social-networking, for
searching and documenting information,
and for learning and entertainment.

Children and Electronic Media

Young children are growing up sur-
rounded by technology and electronic
media. At least two-thirds of homes with
children (birth to age six) have computers
and Internet access (Gutnick et al. 2010;
Roberts and Foehr 2008). Moreover, ac-
cording to a national survey by Common
Sense Media in 2011, 52 percent of young
children (birth to age eight) have access
to smartphones or tablets (Rideout 2011).
Young children are active media users
(Roberts and Foehr 2008). They acclimate
with ease to digital devices and show
confidence in using software (Clements
and Sarama 2008). With the prevalence of
technology and electronic media in their
environment, young children are spend-
ing an increasing number of hours in
front of screen technologies, particularly
television, but also computers and other
devices, with an average of 2.2 hours per
day of screen time for children between
the ages of two and five (Roberts and
Foehr 2008). Children from low-income
families, families with less education, and
black, Hispanic, and rural families are
less likely to have access to the newest
technologies and to broadband connec-
tions to the Internet (U.S. Department of
Commerce 2011). Inequality in access to
technology has narrowed over the years,
but the “digital divide” still exists (Roberts
and Foehr 2008).

The pervasiveness of electronic media in
the lives of many young children makes
educators, parents, and advocates ques-
tion the value of technology in children’s
development. Some electronic media such
as certain television programs, videos,
and DVDs are noninteractive and involve
passive viewing. Other forms of electronic
media such as software programs, appli-
cations, the Internet, e-books, and certain
television programs facilitate active and
creative use by young children. These
latter forms are referred to as interactive
media (NAEYC and FRC 2012). There is
limited research on the impact of newer
technology, such as computer software,
handheld devices, interactive applications
for mobile devices, and wireless technolo-
gy, on children’s development. Most of the
research on the impact of media on young
children has focused on television and
video. Studies of infants and toddlers sug-
gest that videos have no language benefits
for infant and toddlers.

Young children learn much better from
real-life experiences than from watch-
ing videos. Moreover, excessive exposure
to electronic media may have a negative
effect on attention development, particu-
larly for children younger than two (Kir-
korian, Wartella, and Anderson 2008).
Research indicates that the impact of
electronic media on older children de-
pends on the age of children, the context
in which they use media, the content of
the media, and the amount of time they
spend with screens (Kirkorian, Wart-
ella, and Anderson 2008; Campaign for
Commercial-Free Childhood, Alliance for
Childhood, and Teachers Resisting Un-
healthy Children’s Entertainment 2012).

By age three, children can benefit from
well-designed, age-appropriate electronic
media, especially when a caring adult
views the program with the child and is
actively involved in the child’s experience
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(Bittman et al. 2011). Research empha-
sizes the importance of developmen-

tally appropriate content being offered to
children, whether on television or other
interactive media software. Educational
television programs that were designed
around a curriculum with a specific goal
to communicate academic or social skills
were linked to various cognitive and
academic enhancements, with potentially
long-lasting effects (Fisch 2004). For
example, research demonstrates a posi-
tive association between early exposure
to Sesame Street television episodes and
school readiness (Zill 2001). However,
television and videos with entertainment
content, particularly violent content, were
associated with poor cognitive develop-
ment and lower academic achievement
(Kirkorian, Wartella, and Anderson 2008).

Studies of preschool children’s com-
puter play demonstrated that young
children can use computers and software
to support their learning. Children can
understand, think about, and learn from
their computer activity (Clements and
Sarama 2008). Research has shown that
in children’s computer play with interac-
tive media software there is a period of
discovery, which is then followed by in-
volvement, self-confidence, and creativity
(Bergen 2008). Computer-play software
can offer children various possibilities, in-
cluding practice (self-directed repetition to
achieve mastery), pretense (symbolic play
in a “pretend to be” world), and games
(challenge and competition, either with a
peer, with oneself, or with an imaginary
opponent) (Kafai 2006).

There is limited research on how edu-
cational computer software may enhance
preschool children’s academic-readiness
skills. Some research suggests that soft-
ware with an educational curriculum may
have a positive influence on learning (Din
and Calao 2001). Overall, studies indicate
that, when used appropriately, technol-
ogy and media can enhance children’s
cognitive and social abilities (Kirkorian,
Wartella, and Anderson 2008). Even so,
additional research is needed to con-
firm the positive outcome of technology
on children’s language and vocabulary,
understanding of math concepts, self-
regulation, and social-skills development
(NAEYC and FRC 2012).
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Technology and Interactive Media
in the Preschool Environment

Technology has many uses in early
childhood settings. On any given day,
teachers may use technology to support
children’s learning, to record and docu-
ment children’s development, to expand
their own knowledge in different areas,
to maintain ongoing communication with
families, and to link homes with school.
The focus in this chapter is on the use of
technology and interactive media in pre-
school settings for the purpose of support-
ing and enhancing children’s learning.

A growing number of early childhood
educators use technology and interactive
media in their programs as tools to sup-
port children’s learning and development
(Wartella et al. 2010). In a recent survey
by the Fred Rogers Center (Wartella et
al. 2010) about technology in the lives of
teachers and classrooms, nearly 60 per-
cent of early childhood teachers reported
having a computer, and 45 percent have
computers with Internet access in their
classrooms. More than half of the early
childhood teachers indicated that children
should be introduced to technology in the
classroom between ages three and four,
and about one-third of the teachers re-
ported using computers with children on
a daily basis (Wartella et al. 2010). With
the increasing interest and use of technol-
ogy in preschool settings, early childhood
educators need guidance on how to use
technology and interactive media wisely
and effectively. Several important ques-
tions come to mind: Which technology and
media tools are effective tools for learning?
In which domains of development can the
use of technology be most effective? How
do early childhood educators appropri-
ately integrate technology and media into
preschool settings? How can technology be
used to support children’s learning?

A joint position statement issued in
2012 by the National Association for Edu-
cation of Young Children (NAEYC) and the
Fred Rogers Center (FRC) offers guidance.
Based on research, the statement ad-
dresses both the opportunities and the
challenges related to using technology
and interactive media in early childhood
programs. The following section presents
key messages from the NAEYC/FRC posi-
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tion statement on technology. A set of
strategies consistent with the approach
articulated in the position statement is
provided to guide administrators and
teachers in integrating technology and in-
teractive media into preschool programs.

The Benefits and the Challenges
of Using Technology and
Interactive Media

Technology and interactive media have
the potential to make many contributions
to early childhood education. Technol-
ogy can provide children with additional
ways to explore, create, communicate,
problem-solve, investigate, and learn.
Computer technology, for example, offers
young children a range of learning op-
portunities—from solving math problems
to listening to interactive stories, taking a
photo, recording a story, creating a digital
book, making music, and engaging in
other age-appropriate learning activities
(Blagojevic et al. 2010). Many educational
applications for young children are de-
signed to help children develop skills and
knowledge in specific domains, particu-
larly in areas such as language, literacy,
and mathematics (Buckleitner 2011).
Such programs can provide individualized

Using Technology and Interactive Media with Preschool-Age Children | 95

learning opportunities for children. In
mathematics, computer programs present
children with tasks, give feedback, and
help young children develop concepts and
skills in areas such as counting, number
relationships and operations, sorting and
patterning, measurement, and geometry
(Clements and Sarama 2008; McCarthy,
Li, and Tiu 2012). In language and lit-
eracy, computer software can enhance
vocabulary learning (Segers and Vermeer
2008) and support learning of listen-

ing, speaking, writing, and reading skills
(Guernsey et al. 2012). Dual language
learners can also use computers to en-
hance their home language and acquire
English (Blagojevic et al. 2010; Nemeth
2009).

The use of technology can also enrich
the science curriculum. Cameras and
recording devices provide valuable edu-
cational experiences by allowing children
to take photos and videos to document
objects and events and track changes in
objects and materials. Digital microscopes
allow children to save images of objects
they explore and to share and discuss
such images with their peers. Robot-
ics with manipulative motors and gears
engage young children in designing their
own robotic creations, providing them
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with opportunities both to be creative
engineers and to explore abstract math-
ematical and science concepts in concrete
ways (Bers 2008).

The use of technology in preschool
settings also creates opportunities for
equitable access to technology tools and
interactive media experiences for children
from different economic backgrounds,
including children in families with few
resources and little or no access to the
latest technologies (NAEYC and FRC
2012). Furthermore, technology has many
potential benefits in supporting inclusive
practices for children with disabilities
or other special needs (Mulligan 2003).

A variety of assistive and adaptive tech-
nologies (e.g., electronic communication
boards, switch-activated toys, recordable
devices) enhance children’s participation
and learning with peers. For example, a
child who enjoys playing with bubbles can
operate an electronic bubble-blower for
other children to chase (Mistrett 2004).
Another child can let a peer know which
game she wants to play by indicating it
on the electronic tablet that has photos
taken by her teacher. By using assistive
technology, early childhood educators can
help children with disabilities or other
special needs become more independent.
Children with special needs can use tech-
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nologies to support their ability to com-
municate and interact with others, move
throughout the environment, manipulate
objects, and participate in daily routines
and educational activities.

Overall, effective uses of technology and
interactive media can enhance and aug-
ment children’s learning in different do-
mains, extending children’s access to new
content. However, technology is effective
only when used appropriately. Although
the use of technology and interactive me-
dia provides programs with opportunities
to enhance quality and optimize young
children’s development, early childhood
educators should understand the limits of
technology and be aware of the challenges
of using technology and interactive media
in the preschool environment. As stated
in the NAEYC/FRC position statement,
“Technology and interactive media are
tools that can promote effective learning
and development when they are used in-
tentionally by early childhood educators,
within the framework of developmentally
appropriate practice, to support learning
goals established for individual children”
(NAEYC and FRC 2012, 5).

Technology and interactive media
should only supplement, not replace,
existing play-based materials and active
play, engagement with other children,
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and face-to-face interactions with adults.
Several professional and public health
organizations have raised concerns about
whether young children should have ac-
cess to technology and screen media in
early childhood programs (e.g., Campaign
for a Commercial-Free Childhood, Alli-
ance for Childhood, and Teachers Resist-
ing Unhealthy Children’s Entertainment
2012). The American Academy of Pediat-
rics (2011) recommends that programs
limit children’s exposure to screen time
and discourage any use of screen media
for children under the age of two. This
chapter follows the recommendations

of the NAEYC and the Fred Rogers Cen-
ter (2012) and is aligned with the public
health community in discouraging the
use of screen media for children under
the age of 24 months in early childhood
programs. Such guidance for educators
working with infants and toddlers may
change in the future as more research on
very young children’s active use of inter-
active media and its effect on children’s
learning and development continues to
emerge (e.g., Zack et al. 2013).

Monitoring the content of interactive
media is as important as setting limits
on the time young children spend with
technology. Although there are valuable
software, Web sites, and other forms of in-
teractive media for young children, some
have limited educational value or may
include content that is not safe or appro-
priate for children. The challenge for early
childhood educators is “to make informed
choices that maximize learning opportu-
nities for children while managing screen
time and mediating the potential for mis-
use and overuse of screen media” (NAEYC
and FRC 2012, 3). Educators should have
the knowledge, skills, and experience nec-
essary to select and use technology tools
and interactive media that suit the age
and developmental level of children and
can be integrated effectively in the envi-
ronment (NAEYC and FRC 2012).

The following guidelines identify key
considerations for programs and teachers
selecting, evaluating, integrating, and us-
ing technology in preschool programs.
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Selecting Technology and
Interactive Media to Enhance
Children’s Learning

The rapid development of technology
platforms, including computers, laptops,
multitouch tablets, and other handheld
devices, and the growing selection of avail-
able educational applications, Web sites,
and software present educators with many
choices for integrating technology into the
preschool environment. However, tech-
nology and media-based products may
vary widely in quality. Intentionality is
important. Thoughtful, advance planning
is essential for a responsible investment
in technology in early childhood settings.
Early childhood educators should apply
their expertise and knowledge of child
development in selecting appropriate
technology and media for the classroom
in the same way that they select any other
instructional materials (NAEYC and FRC
2012). Educators should take the time to
evaluate and select technology, to ob-
serve children’s use of the materials, and
to make appropriate adoptions based on
their observations. The Fred Rogers Center
(2012) proposed a framework for quality in
digital media (FRC 2012), recommending
that educators take into account the child,
the content, and the context in the selec-
tion of digital media for young children.

e Consider children’s developmental
level, interests, abilities, and cul-
tural and linguistic backgrounds.
Teachers must be intentional in
selecting the technology and interac-
tive media they offer children in their
classroom. In selecting appropriate
technology and interactive media,
educators make decisions that are
informed by developmentally appropri-
ate teaching practices, which means
that early childhood educators consid-
er the age, developmental level, needs,
interests, linguistic backgrounds, and
abilities of individual children in the
group (NAEYC and FRC 2012).

¢ Ensure equitable access to technol-
ogy and interactive media experi-
ences. In selecting technology and
interactive media, educators provide
opportunities for all children to partici-
pate and have access to these learning
tools. Educators should consider the
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cultural and linguistic backgrounds
of the children in their classrooms.
Technology resources can provide ac-
cess to children’s home language and
culture, especially when there are no
other ways to obtain such information
(NAEYC and FRC 2012). For example,
children can listen to electronic books
in their home language, record songs
and stories, and create digital stories
in their home language and English
(Blagojevic et al. 2010). Educators can
collaborate with family members and
colleagues who speak children’s home
language to gain access to appropriate
interactive media in children’s home
language.

Materials and equipment selected for
children with disabilities or other spe-
cial needs should be evaluated. Adap-
tive and assistive technologies are
available to support individual chil-
dren in their classrooms. Programs
should consider the level of technology
necessary and the child’s individual
needs to ensure that the technology
is best suited to the child’s unique
disabilities and to the demands of the
environment (Mulligan 2003). Not all
assistive devices are necessarily “high
tech” or custom designed for a par-
ticular child. In fact, the Individuals
with Disabilities Education Act defines
an assistive technology device as
any item, piece of equipment, or prod-
uct system, whether acquired com-
mercially off the shelf, modified, or
customized, that is used to increase,
maintain, or improve functional ca-
pabilities of a child with a disability
(Mistrett 2004).

Identify the underlying objectives
of the technology. Most electronic
media targeted at preschoolers are
intended to entertain rather than to
teach. Technology in the preschool
environment should be used only for
educational activities. In evaluating
any software programs, applications,
or other forms of interactive media, ed-
ucators should be able to identify the
overall goals or purpose of the prod-
uct: Is it to educate or to entertain? Is
it interactive? Is it to develop particu-
lar skills, to introduce children to new
information, or maybe a combination
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of these (FRC 2012; Campaign for
Commercial-Free Childhood, Alliance
for Childhood, and Teachers Resisting
Unhealthy Children’s Entertainment
2012)? Understanding the intent of a
digital program and the learning goals
for different children in the program
should guide educators’ intentional
decisions in selecting materials of
interactive media (FRC 2012).

Evaluate the quality of the content.
First and foremost, educators should
evaluate the quality of the content to
ensure that the use of such materi-
als would not harm young children’s
overall development or well-being in
any way (NAEYC and FRC 2012; FRC
2012). Interactive media products can
be used as tools to fulfill the needs

of individual children and to expand
children’s access to new content in
areas of interest to them. In the selec-
tion process, program administrators
and teachers should have information
and resources regarding the nature
of these tools and the implications for
use with children. Program adminis-
trators and teachers should also have
hands-on opportunities to explore
and directly experience the technol-
ogy that is being considered for use
with children. Educators can apply
their expertise and knowledge of child
development to ensure that digital
materials are developmentally and
culturally appropriate for the children
in the group. They should examine
the educational content, format, and
features and carefully consider any
implicit messages communicated
during the use of the software/appli-
cation. Some undesirable messages
(e.g., stereotypes, negative images

or actions) may be biased and fail to
promote social and emotional under-
standing in the early years (Tsantis,
Bewick, and Thouvenelle 2003).

Select technology and interactive
media that support children’s cre-
ativity, exploration, and problem
solving. In selecting activities with
technology and interactive media,
early educators should ask them-
selves: Does it encourage children to
explore, to think, to experiment and
predict, to be creative, and to problem-
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solve? Does it offer a range of experi-
ences and a high level of interactivity?
Is it open-ended or focused on skills?
Experiences with technology and
other media that engage children in
redundant practice and rote learn-
ing or involve passive use by children
are not desirable. Effective technol-
ogy and media empower children by
giving them control, offering chal-
lenges through “leveled” experiences,
and providing them with feedback
and adaptive scaffolds (Clements and
Sarama 2008).

e Use the best available evidence in
the selection process. More research
is needed to understand what young
children are able to do with differ-
ent digital devices and to assess the
short- and long-term effects of new
technologies on children’s learning.
Educators are encouraged to make
their decisions about the quality of
interactive media products based on
the best available evidence for any
given product (FRC 2012).

Integrating and Using Technology
in the Preschool Environment

Once the desired software or appropri-
ate technology devices for the program
are selected, educators should apply their
expertise and knowledge of child develop-
ment to make thoughtful decisions on
how to introduce and integrate the select-
ed forms of technology into the learning
environment. The teacher’s role is critical
in ensuring that technology is implement-
ed in ways that serve the teaching goals
and support children’s learning appropri-
ately and effectively.

e Technology and interactive media
are used within the framework of
developmentally appropriate prac-
tice. Developmentally appropriate
practice encourages hands-on explo-
ration; empowers children to reflect,
question, and create; and honors
the value of relationships between
children and the adults in their lives
(NAEYC 2009). Professional knowl-
edge of developmentally appropriate
practice informs and guides decision
making about how to introduce and
integrate any form of technology and
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interactive media into early childhood
programs. Technology and media
should not replace preschool activities
such as real-life exploration, physical
activity, social interactions, outdoor
and indoor play, and arts. Instead,
they should be used as additional
tools to encourage children’s problem
solving, exploration, and creativity.
They can also support children’s rela-
tionships with both adults and their
peers and foster children’s autonomy
(NAEYC and FRC 2012; Donohue and
Schomburg 2012; Nemeth and Simon
2012), particularly for some children
with disabilities (Mistrett 2004).

Technology and interactive media
are integrated into the environ-
ment, curriculum, and daily rou-
tines (NAEYC and FRC 2012). True
integration of technology and media
into the preschool environment in-
volves the use of different technology
resources throughout the classroom.
No period is set aside in the daily
schedule for “computer time,” when
technology and media are used as
isolated activities. Technology and
interactive media are woven into the
fabric of the day and are used as tools
for learning, rather than as the focus
or the goal of a learning activity. Tech-
nology is one of many ways to support
curriculum goals and needs, and the
program offers a balance of activities
to support children’s development

in all domains of learning. In using

a particular application or software,
teachers should consider how it sup-
ports objectives for individual children
in the group, how it fits into the class-
room’s current curriculum project or
theme of study, and how it extends
other activities in ways not possible
otherwise (Nemeth and Simon 2012).

Time spent with technology and
media is limited. Setting limits on
the time young children spend with
technology and interactive media is
important. As previously indicated,
the public health community dis-
courages the use of passive screen
media for children under two years of
age and recommends limited screen
time daily for children older than
two (American Academy of Pediatrics
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2011). Some of the public health
concern is that the overuse of media
takes time away from other activities
that involve physical exercise. Sed-
entary activities are potentially a risk
factor for childhood obesity (Wartella
and Heintz 2007). The position state-
ment by the NAEYC/FRC points to
the following recommendation in the
Early Childhood Obesity Prevention
Policies: “child care [and preschool]
settings limit screen time to fewer
than 30 minutes per day for children
in half day programs or less than

one hour per day for those in full day
programs (Birch, Parker, and Burns
2011).” Teachers play a critical role in
establishing clear boundaries on the
use of technology and screen time in
the preschool setting. They are also
encouraged to share information with
families on how to promote children’s
healthy use of technology at home
(Campaign for a Commercial-Free
Childhood, Alliance for Childhood,
and Teachers Resisting Unhealthy
Children’s Entertainment 2012).

The use of technology and interac-
tive media facilitates social inter-
actions and relationship building.
Effective use of technology and
interactive media in the classroom
environment allows joint engagement,
specifically viewing and participation
by both children and adults and chil-
dren and their peers (NAEYC and FRC
2012). Studies on the social dimen-
sion of preschool children’s computer
play found that preschoolers observe
each other while playing, comment on
others’ actions, share and help with
software-related problems, and have
conflicts over turn-taking (Heft and
Swaminathan 2002). The computer
and other digital devices should be
located in spaces that allow for joint
engagement of a group of children.
Some children may select technology
such as the computer because it is
familiar or even as a way of avoiding
interaction. Careful observation is
needed to monitor the use of technol-
ogy and determine individual appro-
priate use. Effective use of technology
and interactive media can promote
communication and collaboration
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among children (Wright 1994). It often
provides the context for information
sharing, language development, and
collaborative decision making (Tsan-
tis, Bewick, and Thouvenelle 2003).
Tech-savvy children may also become
computer mentors for their peers
(Blagojevic et al. 2010).

Teachers provide support while
children use technology and inter-
active media. As with any learning
activities, teachers play an important
role in facilitating children’s involve-
ment with technology and media.

The teachers introduce children to
the computer or another device (e.g.,
digital camera, printer, touch-screen),
and explain how it works. They ob-
serve what individual children do and
learn about children’s ability to use
technology. Children vary in the abil-
ity to use technology and interactive
media. Teachers also give children
time to freely explore new technol-
ogy tools, model appropriate use of
technology, and help children become
familiar with any new software activ-
ity. They establish rules and routines
with children to guide appropriate
handling and use of computer and
other technological devices (Blago-
jevic et al. 2010; Campaign for a
Commercial-Free Childhood, Alliance
for Childhood, and Teachers Resisting
Unhealthy Children’s Entertainment
2012). During technology-related
activities, teachers carefully observe
and document what children do and
assess children’s learning. Teachers
identify problems or opportunities

for teachable moments, extending
the media experience to other learn-
ing opportunities, and facilitating the
experience through language-rich
interactions. In addition, teachers
determine when the child is ready to
progress to the next level of knowl-
edge or skill development (FRC 2012).
They consider children’s varying
abilities to control and operate tech-
nology and media and support chil-
dren’s “technology-handling” skills, as
needed. Teachers make appropriate
adaptations, based on their observa-
tions, to promote positive outcomes
for individual children.
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Training and Professional
Development Opportunities

Teachers are the key to effective edu-
cational use of technology (Clements
and Samara 2008; Tsantis, Bewick, and
Thouvenelle 2003). They expose children
to technology and model appropriate and
safe uses of technology. Teachers’ knowl-
edge and competence in using technology
have a direct impact on how effectively
teachers integrate technology and in-
teractive media into the early learning
environment. There is evidence that the
more support teachers receive in using
computers, the more the children learn
(Clements and Sarama 2008). Teachers
need information and resources about the
nature of new technology tools in order to
understand how to use them effectively
with young children.

It is essential that programs provide
teachers with access to training and af-
fordable opportunities for professional
development to gain knowledge of tech-
nology and related skills (Guernsey 2012).
Some features of effective professional de-
velopment in early childhood educational
technology include hands-on training,
ample practice, interactions with learning
partners (communities of practice), and
opportunities for ongoing conversations
and reflections about practice with new
technology (Clements and Sarama 2008).
Teachers can also learn from technology
workshops in the community (e.g., local

library), online tutorials, and colleagues,
a coach or mentor, and other members of
their community.

With training and experience, educators
develop “digital literacy”—the knowledge
and competence to use technology, the
ability to think critically about the use
of technology and interactive media with
young children, and to evaluate technol-
ogy’s impact on children’s learning and
development (NAEYC and FRC 2012).
Two centers that opened recently provide
resources to early childhood teachers on
integrating technology into preschool set-
tings: the Technology in Early Childhood
Center at the Erikson Institute and the
Early Learning Environment established
by the Fred Rogers Center (http://
teccenter.erikson.edu/ [accessed July 29,
2014]). In California the SEEDS Work-
group on Early Education Technology
developed training materials and informa-
tion on infants, toddlers, and preschool
children with disabilities (http://
www.seedsofpartnership.org/

[accessed July 29, 2014]). Preschool
programs should encourage teachers’
ongoing professional development to gain
skills and knowledge of digital literacy.
With such knowledge, teachers become
prepared to make informed decisions
about how to effectively and appropriately
select, evaluate, use, and integrate tech-
nology in early childhood programs.
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http:/ /reviews.childrenstech.com
ctr/index.php (accessed July 29,
2014). Summarizes products and
trends in children’s interactive
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Fred Rogers Center for Early Learning
and Children’s Media
http://www.fredrogerscenter.org/
resources/database/ (accessed July
29, 2014). Key resources related to
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ment, and children’s media.
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http://
Www.joanganzcooneycenter.org
(accessed July 29, 2014). Advances
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Interest Forum
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community-home/digestviewer/
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52-68cf91b9f0b0&CommunityKey=f5
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young children with disabilities, to
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Tec Center at Erikson Institute: Technol-
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http://teccenter.erikson.edu/
(accessed July 29, 2014). Empowers
early childhood educators to use tech-
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Chapter 8

Guidelines for Operating
Preschool Programs

his chapter provides detailed guid-
I ance for administrators and teach-

ers in several areas of high-quality
preschool programming. After the intro-
duction to each guideline, specific prac-
tices of effective programs and teachers
are listed. Some redundancy exists across
guidelines in the lists of best practices;
this redundancy or overlapping content is
intentional, as many practices pertain to
multiple guideline areas. For a list of all
the guidelines, please see appendix F.

In efforts to align the current document
with the California Early Learning and
Development System, the practices listed
are consistent with the content and order
of the California Early Childhood Educator
Competencies (California Department of
Education and First 5 California 2012).
Please note that the numbering of the
guidelines does not indicate an order of
importance, as all guidelines are consid-
ered essential to high-quality preschool
programming.

Guideline 1: Aspiring to Be a
High-Quality Program

High-quality preschool programs are
thoughtfully designed and carefully
implemented to meet the needs of all chil-
dren in their programs. California’s young
learners are culturally, linguistically,
and socioeconomically diverse. Effective
program administrators are responsive
to the unique needs of the children and
families served in their program by es-
tablishing mutually respectful relation-
ships with families and maintaining deep
interest in each child and his or her
family. They support teachers in efforts to
establish collaborative relationships with
families so that teachers can organize the
preschool environment to be responsive
to the unique needs of children in their
classrooms. High-quality programs sup-

port the full range of abilities and poten-
tial of young dual language learners and
are intentional about language policies
and specific program approaches that
support these goals. Responsive programs
support teachers in creating the appropri-
ate learning environments for children
with disabilities or other special needs.
However, because programs are “con-
stantly changing—taking on new children,
new families, new teachers, and new
leaders”—maintaining program quality is
a continually evolving task. Aspiring to be
a high-quality preschool program involves
engaging in a process of continuous pro-
gram improvement. Program administra-
tors and teachers might ask the following
questions:

e What do we know about our preschool
children and families, and how are
we responsive to their developmental,
linguistic, and cultural strengths and
needs?

e How else might we gain feedback from
families about how to better meet
their needs and the needs of their
children?

e How can we use a variety of sources
(e.g., teacher observations, teacher—
child conversations, samples of chil-
dren’s work/performance, children’s
reflections on documentation, direct
assessment, parent reports, and input
from specialized service providers) to
inform program planning and im-
provement?

1.1 High-quality programs engage
in continuous program
improvement.

High-quality programs are account-
able for meeting quality standards; they
establish goals to meet quality standards.
Many programs must meet specific re-
quirements set by funding or regulatory
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agencies. They may also be required to
document their effectiveness through a
designated set of measures. In California,
the California Department of Education’s
Early Education and Support Division
(CDE/EESD, formerly the Child Develop-
ment Division) implements a statewide
assessment of children in state-funded
programs using the Desired Results
System for Children and Families. Fre-
quently, programs on a path of continu-
ous improvement and program excellence
will choose a system of accountability,
such as accreditation through the Nation-
al Association for the Education of Young
Children (NAEYC) or participation in a
quality rating and improvement system,
in addition to the required system.

High-quality programs actively engage
staff, family members, and community
stakeholders, sharing program evalua-
tion information and goals for program
improvement with them. Programs set
annual goals for program improvement,
provide resources and support for meet-
ing objectives, and assess progress to-
ward achieving program goals.

Five key ways in which programs can
engage in continuous program improve-
ment are to establish a program phi-
losophy, implement a program-planning
process, develop program policies and
procedures that are informed by family
input, implement a plan for continuous
program improvement, and make use of
external evaluation to inform program
planning.

Program Philosophy
Programs

e Provide leadership to early childhood
programs in articulating a statement of
philosophy and implementing philoso-
phy-driven practices.

¢ Recommend elements to include in
the program’s statement of philosophy
regarding child development, learning
and curriculum, families, diversity, and
inclusion.

e Strive to build staff composition reflec-
tive of families and the community.

¢ Collaborate with staff, colleagues, fami-
lies, early childhood educators, regula-
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tory agencies, and community leaders
to regularly review the program’s state-
ment of philosophy.

e Lead the program in ongoing analysis of
the philosophy and its implications for
practice.

e Describe the program’s philosophy to
prospective staff, colleagues, families,
funding agencies, and the community.

Program-Planning Process
Programs

e Develop methods that allow early
childhood educators, families, staff,
colleagues, regulatory agencies, and
community leaders to participate in the
program-planning process.

e Provide leadership to early childhood
educators on the principles of effec-
tive program planning and explain the
complex array of funding streams that
support early childhood education set-
tings.

e Lead staff, colleagues, families, early
childhood educators, regulatory agen-
cies, community leaders, the program’s
board of directors, funding agencies,
and other individuals, as appropriate,
in program planning—including the
recruitment and enrollment of children.

¢ Involve staff, colleagues, families, early
childhood educators, regulatory agen-
cies, community leaders, the program’s
board of directors, funding agencies,
and others who contribute to the pro-
gram in setting annual goals for pro-
gram improvement; provide resources
and support for meeting objectives; and
assess progress toward achieving pro-
gram goals.

Program Policies and Procedures
Programs

e Initiate and contribute to discussions
with professionals, families, regula-
tory agencies, policymakers, and other
service providers to design policies that
support high-quality services in early
childhood education settings, including
their own.
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e Help to develop flexible systems that
allow staff, colleagues, and families to
participate in the creation of program
procedures.

e Promote policies that enhance the qual-
ity of program components.

e Develop, document, assess, and moni-
tor program policies and procedures
for effectiveness, appropriateness, and
compliance with regulations and re-
quirements.

e Collaborate with families, staff, and
colleagues to adapt policies and proce-
dures to meet individual child and fam-
ily requirements, as appropriate.

e Provide professional development to
staff and colleagues on policies and pro-
cedures.

Continuous Program Improvement
Programs

e Apply organizational theory and leader-
ship styles—as they relate to early care
and education settings—to the process
of program evaluation.

Develop policies and standards, includ-
ing language policies for dual language
learners, to promote positive outcomes
for all children.

Examine the effectiveness of policies
and procedures for addressing concerns
about a child’s development, behavior,
or other area, such as health.

Plan and implement a program evalua-
tion and improvement plan to promote
positive outcomes for all children and
families.

Maintain a high-quality program based
on funding agency requirements and
standards.

Integrate learning and development
standards into program planning.

Promote high-quality standards and
practices among staff and colleagues,
families, the program’s board of direc-
tors, local leaders, and other individuals
who contribute to the ongoing operation
of the program.

Utilize internal data (staff surveys, par-
ent surveys, child outcomes) in program
improvement discussions.
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External Program Evaluation
Programs

¢ Provide resources to colleagues and en-
gage families in conversation about the
value of program evaluation and certifi-
cation for continuous program improve-
ment.

e Analyze the benefit and limitations of
pursuing relationships with organiza-
tions that offer evaluation services for
the purpose of program improvement
and certification.

1.2 Programs and administrators
use knowledge of child
development to create
and implement policies
and practices that support
children’s development in
all domains.

Being informed about child develop-
ment and using understanding of child
development to guide policies and prac-
tices are essential to supporting children’s
positive developmental outcomes. In
particular, understanding developmental
theory and research, all developmental
domains, their interrelatedness, and other
factors that contribute to development
is important. Additionally, having spe-
cific knowledge of preschool development
and learning, the importance of learning
through play, and individualizing develop-
mental expectations is central to support-
ing staff members so they can provide ap-
propriate learning experiences for young
children in the preschool program.

To make the important instructional
enhancements to the learning environ-
ment for dual language learners, all staff
members will need to understand the
layered and culturally rooted influences
on children’s development. It is important
for staff to understand how a child learns
a first language and then a second one
during the preschool years and how to
promote development in both. Knowledge
of the similarities and differences between
monolingual learners and dual language
learners is important when children’s rates
of progress are considered. Thus under-
standing general child development and
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the variations for dual language learners is
an important qualification for staff.

A deep understanding of child develop-
ment will also contribute to knowledge of
individual differences, which will enable
administrators to support staff members
who are concerned about a child’s devel-
opment or behavior. Screening tools, such
as the Ages & Stages Questionnaire (ASQ),
can be a great help for programs and
teachers in determining when individual
variation is outside the expected norms.
An early care and education setting is
often the one of the first places to identify
a child as having a need for more specific
assessment. As such, knowledge of child
development is critical when children
with identified disabilities or other special
needs are included in a program. Know-
ing where the child is on the developmen-
tal pathway will also guide the logical next
steps and possible adaptations that may
be needed.

Context of Developmental Theory
and Research

Programs

e Use an understanding of the context
of developmental research and theory
to inform decisions about policies and
practices for diverse groups of children
and families.

e Stay current on cross-cultural and dual
language developmental theory and
research.

e Apply an understanding of the context
of developmental theory and research to
work with diverse children and families.

Developmental Theory, Research,
and Practice

Programs

e Stay informed about current research
on children’s development, learning,
and curriculum and share pertinent
information with early childhood educa-
tors, demonstrating consideration for
their diverse educational, linguistic, and
practical experiences.

e Develop program policies and prac-
tices that reflect a strong foundation in
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developmental theory and current re-
search and are supportive of children’s
growth and development in all domains,
within the context of family, home, and
cultural considerations.

Design systems and strategies to help
early childhood educators increase their
understanding of development in all
domains, and of the role of early educa-
tion settings in supporting child devel-
opment and learning.

Introduce, explain, and apply new
terms or concepts as appropriate.

Engage staff, colleagues, and families to
discuss development in all domains and
in analysis of the cultural sensitivity of
developmental theories and research.

Factors That Contribute to
Development

Programs

¢ Stay informed about current research
and literature regarding the ecological
perspective and factors that contribute
to child development.

Interpret, synthesize, or distill research
so that it is accessible to teaching staff
members and applicable to their teach-
ing practice. Share pertinent informa-
tion often with staff.

Provide professional development for
staff, colleagues, and families on factors
that contribute to child development,
including topics such as plasticity, risk
and resilience, first- and second-lan-
guage development, and the importance
of relationships.

Obtain technical assistance and infor-
mation relevant to the children enrolled,
such as methods to increase speech and
language skills, or current approaches
for inclusion of children who have a dis-
ability on the autism spectrum.

Preschool Development
and Learning

Programs

e Provide leadership among early child-
hood educators and community lead-
ers to promote the understanding that

preschool development and learning are
integrated across domains and what
that means for the design and imple-
mentation of curricula and indoor and
outdoor learning environments.

Provide professional development for
staff, colleagues, and families to un-
derstand that preschool development
and learning and the role of nature in
children’s development are integrated
across domains.

Ensure that resources such as the Cali-
Jfornia Preschool Learning Foundations
(CDE 2008, 2010b, 2012) and the Cali-
fornia Preschool Curriculum Frameworl
(CDE 2010a, 2011, 2013) are available
to support the planning efforts of staff
members.

Learning Through Play

Programs

Stay informed about research concern-
ing scaffolding, intentional teaching,
and play.

Facilitate collaboration among early
education settings, schools, families,
and the community to achieve a bal-
ance between structured experiences,
enrichment activities, and play.

Provide leadership in creating safe,
developmentally appropriate indoor and
outdoor play spaces in the neighbor-
hood and communities.

Provide professional development for
staff, colleagues, and families that
focuses on play and its implications for
child growth and development.

Take individual family circumstances
and cultural preferences into consider-
ation when making recommendations
about play. For some families, talking
about their relationship and interac-
tions with their child may have more
relevance than play.

Individualized Developmental
Expectations

Programs
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is responsive to the learning strengths,
interests, and needs of individual chil-
dren.

¢ Create program policies and practices
that promote responsiveness to the
learning strengths, interests, and needs
of individual children.

e Facilitate implementation of develop-
mentally, individually, culturally, and
linguistically appropriate early child-
hood practices.

¢ Build awareness in the broader com-
munity of the importance of develop-
mentally, individually, culturally, and
linguistically appropriate early child-
hood practices.

1.3 Programs and administrators
use knowledge about the role
of culture in development and
the process of dual language
development to be responsive
to California’s young learners.

All children grow and learn in the
context of family, school, and community
influences. For dual language learners,
these contexts include a language other
than English as well as cultural practices
that may differ from mainstream norms.
Culture provides the lens through which
young children interpret the world, learn-
ing what is expected, what is appropriate,
and how to relate to the outside world.
Language becomes the essential tool for
learning across all contexts. Chapter 6
provides additional information about the
dual language learner, current research
findings about best practices, and practi-
cal recommendations about program ap-
proaches, instructional and assessment
strategies, and effective family engage-
ment.

Understanding Cultural Perspectives
of Self and Others

Programs

e Provide opportunities for early child-
hood educators to develop awareness of
cultural backgrounds, understanding of
the influence of culture on their prac-
tice, and appreciation of the cultural
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perspectives and strengths of children,
families, and communities. Promote
this awareness, understanding, and
appreciation throughout the early child-
hood profession.

e Design an overall programmatic ap-
proach that allows early childhood
educators to explore their own cul-
tural perspectives and appreciate the
cultural perspectives and strengths of
colleagues, children, families, and the
community they serve.

Program Strategies
Programs

e Facilitate discussion among staff mem-
bers, families, and other community
leaders about the appropriateness of
various educational programs designed
to support dual language learners in
early education settings.

e Identify and address the need for addi-
tional information, research, or support.

e Develop and implement hiring poli-
cies and job descriptions for staff that
include recruitment and retention of a
diverse workforce that reflects the lan-
guages and cultures of families and the
comrmunity.

e Facilitate the articulation of a clear,
consistent, evidence-based program ap-
proach that is culturally and linguisti-
cally appropriate to the site; collaborate
with families, staff members, and other
community members, as appropriate,
to build support for the program ap-
proach.

e Conduct ongoing evaluation of the pro-
gram approach being implemented.

e Support program staff members in
learning the language(s) spoken by the
children in the program.

Knowledge of Dual Language
Development

Programs

¢ Are knowledgeable about the process of
dual language development during the
preschool years, including the following
topics:
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o Simultaneous versus sequential/suc-
cessive dual language development

o Stages of second-language develop-
ment during preschool

o Differences in learning and develop-
ment between dual language learners
and monolingual children, including
cultural variations

o Developmental and cognitive impacts
of learning two languages

o Instructional strategies that support
English-language development while
also respecting, valuing, and incorpo-
rating home language development

o Linguistically and culturally appropri-
ate assessment approaches

o Methods of effective engagement with
families of young dual language learn-
ers

Communicate with the larger commu-
nity about how children develop both
their home language and English and
how this knowledge applies in early
education settings.

Provide professional development op-
portunities on dual language develop-
ment.

Make available to staff members and
families research-based evidence that
applies to supporting dual language
development.

Stay current on research and best prac-
tices.

Collaborate with families and colleagues
to design an educational program that
facilitates continued home language
and English-language development.

Conduct ongoing evaluation of the edu-
cational program.

1.4 Programs participate in efforts
to promote a high-quality
early care and education
system.

To promote a high-quality early care
and education system, program admin-
istrators benefit from understanding the
early care and education system as well
as theories about how systems work and
how organizational change takes place.

Systems Knowledge
Programs

e Understand both the shared and diver-
gent interests of early childhood stake-
holders, as well as how current policies
and proposals for change impact differ-
ent stakeholders.

e Understand alliances among stakehold-
ers within and outside the early care
and education profession.

e Articulate a range of strategies to influ-
ence policy and to analyze and evaluate
effective strategies for transforming the
system to one that is equitable and high

quality.

e Develop strategies to overcome barriers
to change.

Systems Theory and
Organizational Change

Programs

e Use positive, reflective inquiry strategies
as a leader when planning professional
development.

¢ Influence others to join in efforts for
continuous improvement and change.

e Facilitate the efforts of agencies to
develop and apply an understanding of
systems theory and factors that influ-
ence and impact functions of individual
organizations.

e Understand the role of research, data,
and storytelling as methods to impact
change in organizations, policies, and
people.
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Guideline 2: Addressing Culture,
Diversity, and Equity

Children in California schools come
from a wide variety of cultural, religious,
ethnic, linguistic, and socioeconomic
backgrounds. Encouraging all children
to value and respect the differences—and
also the similarities—among groups and
individuals should be a primary goal of
every preschool program.

Culture is the learned and shared knowl-
edge that specific groups use to generate
their behavior and interpret their experi-
ence of the world. It comprises beliefs about
reality, how people should interact with
each other, what they “know’ about the
world, and how they should respond to the
social and material environments in which
they find themselves” (Gilbert, Goode, and
Dunne 2007). Through culture children gain
a sense of identity, a feeling of belonging,
and beliefs about what is important in life,
what is right and wrong, and how to care for
themselves and others. When children are
raised only in their home culture, they learn
those lessons almost effortlessly. But when
they spend some of their formative years

in preschool and child care settings with
people who were not raised in their culture
and who do not necessarily share the same
family and community values, the learning
of those important early lessons becomes
more complex. (CDE 2013, 1)

The Culture of Families and
Communities

Effective preschool settings reflect the
importance of each child’s cultural back-
ground, respecting, acknowledging, and
building on families’ cultural experiences

Connecting Cultural Activities
to Concrete, Daily Life

“Culture is not an abstraction to young
children. It is lived and learned every day
through the way family members interact:

through language, patterns of communication,
family stories, family routines, religious
practices, music, household customs, and the
responsibilities of family members.”

Source: Derman-Sparks and Olsen Edwards 2010, 67.

and cultural rules for living. Programs
and teachers understand the fundamen-

tal security that children gain from being
a part of a community and use that cul-
tural base to strengthen children’s sense
of self and feeling of connection to oth-
ers. Programs and teachers demonstrate
an active interest in and acceptance of
children’s cultural backgrounds and work
consciously to integrate the experiences
that children have at home and in their
community into children’s experiences in
the classroom.

The Culture of the Early Care and
Education Setting

The early care and education set-
ting itself is a small society with its own
beliefs, values, and rules for living. The
culture of the early care and education
setting is always different from that of the
home culture, and this difference may be
more pronounced if the staff differs from
the families in ethnicity, language, social
class, or country of birth. When these dif-
ferences exist, the program should strive
to create bridges of understanding, com-
munication, and commonality. Ideally,
the cultural, linguistic, and ethnic compo-
sition of the staff will reflect the cultural,
linguistic and ethnic backgrounds of the
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children. Although representative staff-
ing may not always be possible, it can
contribute significantly to developing a
climate in the program that emphasizes
appreciation and respect for family diver-
sity. Recruiting new staff members whose
cultural, linguistic, and ethnic back-
grounds are representative of the children
and families should always be a goal that
programs actively pursue.

The California Early Childhood Educator
Competencies (California Department of
Education and First 5 California, 2012,
21) states,

Cultural perspectives of children, families,
staff, and colleagues vary widely on issues
such as differences in individual children’s
learning, strengths, and abilities; gender
identity and gender-specific roles; family
composition and member roles; generational
experiences and perspectives; communi-
cation styles; regulation and discipline;
coordination and physical development;

and acquisition and synthesis of informa-
tion. Early educators who learn to think
from a multicultural perspective are better
able to provide opportunities that reflect
each child’s culture and family experiences
(Banks 2006, 2008). Learning environments
are enriched when diversity among children,
families, and peers—as well as children’s
individual characteristics, values, cultures,
and temperaments—are respected and val-
ued in concrete ways.

2.1 Programs encourage and
support appreciation of and
respect for diversity among
individuals and groups.

An attitude of respect for others, what-
ever their differences, is essential in
creating a positive, accepting program
environment. This statement applies in
culturally, linguistically, and ethnically
diverse communities as well as in more
homogeneous communities. Families
differ in their beliefs and values about
child behavior, the role of academics,
appropriate discipline methods, school
aspirations, and when, how, and with
whom young children use language (see
State Advisory Council on Early Learning
and Care 2013, Paper 4, Family Engage-
ment). These culturally rooted differences
influence children’s development and
behavior. Effective ECE teachers make a
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commitment to learn from the children’s
families about the families’ values and
beliefs to better understand the children
and implement culturally responsive
practices.

Cultural Diversity of Families
Programs

e Develop and implement policies and
practices that promote inclusion of all
children and families in the program.

e Facilitate accommodations that address
the unique contributions and perspec-
tives, both cultural and generational, of
all families.

e Develop a climate statement that ex-
presses the program’s appreciation of
cultural and linguistic diversity and
share the statement with both staff and
families.

e Use family information to guide the
development of program policies and
practices.

e Work with families in need of special as-
sistance and collaborate with culturally
and linguistically appropriate support
services to ensure that families receive
them.

¢ Provide opportunities for family mem-
bers to become involved in the program
and to learn how to support their child
at home.

¢ Invite family members to plan and carry
out large- or small-group activities that
reflect the home culture.

e Develop curriculum and classroom
practices that create a welcoming atmo-
sphere for all families and children.

Involving Family Members
in Planning

Programs

¢ Encourage the participation of all fami-
lies and colleagues in curriculum plan-
ning throughout a program.

¢ Collaborate with families and staff mem-
bers to determine policies that support
the inclusion of families and colleagues
in planning program services.
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Teachers

e Respect and include the contributions
of all families in the planning of learn-
ing activities.

e Plan curriculum and activities collab-
oratively with families.

Cultural Diversity of Families
Teachers

e Attend to the culturally diverse attri-
butes of children and families. Work
proactively to support children and
families as they transition to the early
childhood setting.

e Communicate with family members to
ensure that they have the support and
information necessary to be full partici-
pants in the program.

e Embrace each child’s culture and see it
as an asset.

¢ Interact with families in a way that en-
courages their involvement.

¢ Report family concerns to the supervi-
SOr.

e Convey a warm welcome to all families,
including during visits and at drop-off
and pickup times.

e Communicate regularly with family
members to understand each family’s
current and ongoing concerns.

e Attend to all relevant issues or special
circumstances in a responsive and sen-
sitive manner.

e Promote family engagement in the pro-
gram.

¢ Gather information about each family’s
child-rearing practices and goals, and
share that information with staff mem-
bers to support and encourage family
engagement and to inform program cur-
riculum planning.

e Understand the importance of providing
a learning environment that is welcom-
ing for all families.

2.2 Programs and teachers are
responsive to cultural and
linguistic diversity.

When teachers follow the form and style
of interaction that children experience at
home—for example, incorporating familiar
ways of using language—those children
are likely to feel more secure and comfort-
able in preschool. At times, cultural con-
sistency between the home and preschool
may be difficult to attain, or the teacher
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may feel that it is beneficial to introduce
new strategies and practices. In doing
so, culturally sensitive programs support
teachers in their efforts to communicate
with parents about the preschool’s own
culture.

Culturally and linguistically responsive
programs celebrate each child’s cultural
and linguistic background as assets to
the classroom. All children bring prior
knowledge and experiences into the class-
room that will shape how they under-
stand concepts and interactions. The ECE
teachers’ attitude toward these differ-
ences is critical in setting the stage for an
inclusive, strengths-based, and respon-
sive classroom climate.

Staff Preparation for Communication
Practices

Programs

¢ Provide an orientation for early child-
hood educators about expressing respect
to families through reflective communi-
cation; facilitate professional develop-
ment that reinforces staff members and
colleagues’ understanding of principles
of communication with families.

e Promote policies and practices that
invite open communication with all
families.

e Promote and seek input from families.

e Ensure that all communications are
comprehensible to families when the
home language is not English.

Teachers

e Participate in staff orientation sessions
that focus on expressing respect to
families through reflective communica-
tion; develop related skills and knowl-
edge through these sessions.

¢ Demonstrate understanding of the
cultural implications of the roles and
expectations for relationships between
early educators and families.

e Apply skills and knowledge gained from
orientation sessions to communicate
respectfully with each family.

¢ Follow families’ culturally based com-
munication practices.
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e Implement concepts of intercultural
communication, including nonverbal
communication.

Family-Teacher Relationships
Programs

e Develop program policies and practices
that foster the development of effective
family-teacher relationships.

Teachers

e Use multiple strategies for building re-
lationships with families, such as seek-
ing family goals for the child, sharing
observations and documentation with
families, and being available to meet
with family members upon request.

¢ Attend family—educator meetings and
provide information, asking open-ended
questions and talking with families
about the child’s learning.

2.3 Programs and teachers
integrate home culture,
language and practices in
learning activities, materials,
and environments.

To align the program with the children’s
family and community cultures, staff
members need to ensure that the materi-
als, activities, and visual aids used in the
classroom reflect the child’s neighbor-
hood and world. Pictures displayed in the
classroom or center; artwork created by
the children; books housed in the library;
music, curricular activities, field trips, and
visitors provided for instruction; and the
food served in the center should reflect
the cultures, languages, and ethnicities
of the children. Photographs of the chil-
dren, families, and their homes; signs in
their native languages; and photographs
and pictures of their family customs are
displayed throughout the classroom.
Music, songs, stories, and literature from
the cultures and in the languages of the
children and families are integrated into
instructional activities. Special care is
taken to ensure that all materials authen-
tically reflect the cultures and languages
of the children and families.
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Considering the Military as
a Cultural Influence

“There are approximately 106,000 children
with at least one parent employed as an
active-duty military service member in
California” (Blanton 2013). The experiences
shared by members of the military and their
families contribute to their understanding

of the world around them. It is important to
understand the impact that the “culture” of
the military has on the child and family. Each
branch of the service is different, as are the
different rankings from enlisted member to
officer. When a military family enrolls a child
in the program, it will be useful to understand
some of the unique characteristics. Many
resources developed specifically for programs
serving military families are available at

Zero to Three (https://lwww.zerotothree.org/
our-work/military-family-projects” [accessed
July 31, 2014])).

Visual Representation of Diversity

Programs

e Create list of resources that offer devel-

opmentally and culturally appropriate
recommendations for the visual repre-

sentation of diversity in early childhood

settings.
¢ Include diversity of abilities.

e Promote the use of materials that au-
thentically reflect the cultures of the
children and families and assess the

visual representation of diversity in the

program.

e Collaborate with early educators and

families to design ways of reflecting the
families’ cultures and languages in gov-

ernance of the program.

Teachers

e Place photos, pictures, books, signs,
and other materials in the learning

environment that reflect the authentic
cultural, linguistic, ethnicity, ability,
and individual diversity of children and
families.

e Interact with families formally and
informally to ensure that the over-
all learning environment reflects the
cultural, linguistic, and generational
diversity of the children and families in
the program.

Language Diversity
Programs

e Develop and facilitate the implementa-
tion of program policies and practices
that honor and promote communication
in the home language of children and
families

e Implement procedures that strengthen
and monitor the support for both home
language maintenance and English-
language development within the class-
room environment (materials, books,
displays, and the like) and learning
activities and opportunities.

¢ Promote the effective use of interpreters
and translators.

e Ensure that all parents receive com-
plete and accurate information about
program options to support children’s
language development and, in particu-
lar, dual language learners.

¢ Identify tools and services to help com-
municate with families who speak lan-
guages other than English.

Teachers

e Are responsive to children and families
who use their home language (including
sign language) to communicate.

e Are able to identify when interpreters
and/or translators are needed. Create
a learning environment that supports
children’s and families’ communication
in their home language and in English.

e Articulate the importance of language
diversity.

e Use interpreters and translators effec-
tively.
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Assessment of Environments
Programs

e Support staff members in the use of as-
sessment data to continually study the
environment to ensure it reflects the di-
verse characteristics, abilities, cultures,
and languages of families.

¢ Individualize assessment procedures
and link results to curriculum planning
and make adjustments, as necessary,
for children with unique needs, includ-
ing children with disabilities or other
special needs, and each dual language
learner.

Teachers

e Contribute to the assessment process
to determine how environments can be
enhanced with an understanding of the
cultures, languages, and strengths and
abilities of the children and families.

e Articulate to families and colleagues the
importance of assessing environments
on an ongoing basis to ensure that the
cultures and languages of the families
are reflected.

2.4 Programs and teachers help
children learn strategies to
address social injustice, bias,
and prejudice.

Whether or not children are able to
verbalize about social injustice, bias, and
prejudice, they learn about those atti-
tudes at an early age. Many children in
preschool are learning about and expe-
riencing cultural differences for the first
time and have a natural curiosity about
them. In preschool classrooms every-
where, children enact and express the
biases of their society—biases related to
gender, race, ethnicity, social class, and
disability. The early care and education
center should be a setting that discour-
ages bias and promotes acceptance of
others and respect for diversity.
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Social Justice
Programs

e Understand the difference between
prejudice and simple curiosity about
others.

e Make diversity a part of the ongoing,
daily learning environment that is
shaped by the cultures of the children
and families in the classroom rather
than a tourist curriculum in which
children “drop in on” strange and exotic
people to celebrate their holidays and
taste their foods (adapted from Derman-
Sparks and Olsen Edwards 2010).

Teachers

e Understand that “it is not human differ-
ences that undermine children’s devel-
opment, but rather unfair treatment
based upon these differences” (Derman-
Sparks and Olsen Edwards 2010, 3).

Children’s Identity Development
Programs

e Develop curriculum that promotes chil-
dren’s sense of identity by integrating
home culture and language with learn-
ing activities and environments.

Teachers

e Actively communicate with children
about themselves and their families.

e Conduct activities that promote positive
identity development in young children.

e Focus on each child’s capabilities and
competence when describing the child,
particularly when responding to ques-
tions from other children. For example,
a child asks, “Why does he crawl? Is he
a baby?” Teacher responds, “He is four
years old, just like you! His legs work
differently than yours do, so he crawls
to move around when he is not in his
wheelchair. Do you want to play with
him? He enjoys doing puzzles just like

”

you.

¢ Use understanding of individual chil-
dren’s life experiences and home cul-
ture to promote healthy development.
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Guideline 3: Supporting Relation-
ships, Interactions, and Guidance

The quality of relationships children de-
velop with adults and peers is central to
children’s successful learning and devel-
opment. As stated in the California Early
Childhood Educator Competencies (Cali-
fornia Department of Education and First
5 California 2012), whether children’s
development is supported or compro-
mised by their participation in early care
and education programs is determined in
large part by the quality of their social-
emotional experiences in those settings,
including their relationships with both
adults and peers (National Research
Council and Institute of Medicine 2000).
Increasing evidence suggests that efforts
to promote children’s school readiness
should focus on supporting children’s
social-emotional development as well as
their cognitive development.

Clearly, all preschool children thrive
academically and socially when their
teachers are sensitive, positive, nurtur-
ing, and responsive to their emotional
and social needs. Teacher—child relation-
ships appear to be central to healthy
growth and development as well as im-
portant to academic outcomes. Although
teacher—child relationships are generally
beneficial for all children, the benefits
for dual language learners have been
found to be significant. In particular,
Spanish-speaking dual language learn-
ers who receive instruction in their home
language in emotionally supportive class-
rooms make larger academic gains than
their peers in less emotionally supportive
classrooms. Furthermore, low-quality
relationships between teachers and dual
language learners appear to compromise
the benefits of in-school literacy instruc-
tion for dual language learner language
and literacy development.

Thus, a fundamental part of the learn-
ing environments and curricula of early
childhood programs includes relation-
ships, interactions, and guidance (Center
on the Social and Emotional Foundations
for Early Learning [CSEFEL] 2009 and
2010, adapted from the California Depart-
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ment of Education and First 5 California
2012, 29). Fostering relationships at all
levels—adults with individual children,
adult with groups of children, between or
among children and adults, and adults
(e.g., teachers) with other adults (e.g., col-
leagues, family members)—is central to a
child and family’s sense of confidence and
competence in the early childhood setting.

3.1 Programs and teachers collab-
orate with families to create a
supportive emotional climate
for children.

Children learn best in environments
where they feel safe and cared about.
Creating early childhood programs that
are supportive of children’s social and
emotional well-being depends on how the
overall program is designed, the child’s
role in the learning environment, and
the kind of social interactions that occur
there (adapted from CDE 2011, 39-40).
Through the ongoing, daily interactions
that teachers have with children and their
families, children develop a sense of secu-
rity and safety. Effective preschool teach-
ers communicate with family members
regularly about children’s experiences
at home, so they can connect the chil-
dren’s home experiences with those in the
classroom. When children feel secure in
their relationships with consistent, caring
preschool teachers, they feel safe to learn
through play and exploration.

Thus, children need consistent relation-
ships with teachers. In addition, early
healthy emotional development depends
on adults’ alertness to children’s feelings.
Children benefit when adults acknowl-
edge those feelings as valid and respond
with empathy and compassion. A child
who displays fear, anger, or excitement
has difficulty engaging in learning unless
her emotional needs are met first. Emo-
tional support from caring adults helps
children resolve troubled feelings so that
they can reconnect in productive ways
with peers and adults and engage more
fully in learning experiences in the class-
room.
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Supportive Emotional Climate

Programs

Provide professional development, in-
cluding reflective supervision, mentor-
ship, and coaching, to staff members
on the relationship between the social-
emotional climate and the overall learn-
ing environment.

Ensure that assessments of program
quality include family input and the
evaluation of the social-emotional cli-
mate, providing access to interpreters
for families with dual language learners
when needed.

Develop staffing policies that help to
maintain stability and consistency in
the program environment.

Provide professional development op-
portunities to staff and resources to
families about the importance of rela-
tionships, attachment, responsiveness,
and respect.

Work to promote staff retention to
ensure continuity of relationships with
teachers for children and families.

Work to hire, retain, and support staff
members who represent the children
and families’ cultural and linguistic
backgrounds.

Provide professional development op-
portunities to staff about the ways
young children express their feelings
about separation and transitions, as
well as the importance of supporting
families during times of separation and
transition.

Establish program policies to minimize
the number of separations or transi-
tions that children experience and the
distress those occurrences may cause.

Teachers

Work with colleagues to plan a positive
social-emotional climate in the learning
environment based on the individual
strengths, cultures, languages, and
interests of the children in the group.

Provide a responsive and sensitive
social-emotional climate to support all
children.

Respond to children’s emotional needs

by providing individual attention in the
child’s home language to each child in

the group on a daily basis.

Organize the learning environment to
reflect the importance of consistency,
continuity, and responsiveness in sup-
porting children’s emotional develop-
ment.

Understand that it is important for chil-
dren to have stable relationships with
adults.

Oversee day-to-day transitions, being
sensitive to each child’s responses to
separations and transitions, and work-
ing with families to develop effective
support to children during transitions.

Expression of Emotions

Teachers
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Use a variety of terms to describe chil-
dren’s individual emotional experiences.

Respond appropriately to children’s
expression of emotion and facilitate
communication about emotional experi-
ences according to each child’s develop-
ment, language, and culture.

Model appropriate expression of emo-
tions and understand how adults’ emo-
tions affect children.

Establish an environment in which
children and adults feel safe to explore
their emotional experiences and to re-
ceive support as needed, incorporating
throughout the day discussions about
feelings with adults and other children.

Develop, in close collaboration with the
families, appropriate ways for children
to express strong emotions appropri-
ately.

Incorporate materials that help children
identify feelings.
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3.2 Programs support teachers’
implementation of strategies
to establish warm, nurturing
relationships with all young

children.

Nurturing relationships are essential to
children’s successful social and academic
learning in preschool. Ample research
now suggests that positive teacher—child
relationships are linked to positive devel-
opmental outcomes for young children. In
particular, positive teacher—child relation-
ships positively impact children’s ability
to get along with peers and children’s
ability to pay attention and engage in cog-
nitive tasks. Importantly, children whose
teachers establish warm, nurturing rela-
tionships with them are also less likely to
display behavior problems (Peisner-Fein-
berg et al. 2001; NICHD ECCRN 2001).

Nurturing Collaborative Relationships
Support Mindful Teaching

“A mindful approach . . . to education
involves a shift in our attitude toward the
individuals with whom we work. The active
involvement of the student in the learning
process enables the teacher to join as a
collaborative explorer in the journey of
discovery that teaching can be: We can
embrace both knowledge and uncertainty
with curiosity, openness, acceptance, and
kind regard.”

Source: Siegel 2007, 20.

learners is important for social and

emotional benefits as well as academic

achievement.
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Teachers who are able to speak the
home language to dual language learners
tend to view children’s behavior in a more
positive light (Chang et al. 2007). These
findings have led researchers to suggest
that being in preschool classes taught

by English-only teachers may contribute
to the achievement gap of dual language
learners. The ability of the staff to provide
home language support to dual language

Establishment of Warm,
Nurturing Relationships

Programs

¢ Provide professional development op-
portunities to staff and colleagues and
resources to families about the prin-
ciples of relationship-based practice.

Teachers

e Model positive relationships with each
other and other program staff and with
children and families, and encourage
children to develop and maintain posi-
tive relationships.

e Work with colleagues and families to
support positive relationships among
early childhood educators, between
early childhood educators and children,
and among children.

e Ensure that each child has develop-
mentally and individually appropriate
opportunities to interact with adults
and peers in meaningful ways.

e Implement strategies that establish
warm, nurturing relationships with all
young dual language learners.

3.3 Programs and teachers
collaborate with families
to identify challenges that
may affect children’s social-
emotional development and
offer resources to address
those challenges.

Both daily and ongoing experiences
in the family and community can affect
children’s social-emotional development.
Program administrators and teachers
need to work closely with families and one
another to identify stressors and any oth-
er factors at home or in the child’s com-
munity that may be negatively impacting
children’s social-emotional development.
Once stressors are identified, programs
and teachers can collaborate with families
to share knowledge and resources that
are supportive of children’s health and
well-being.

When program staff members do not
speak a dual language learner’s home
language, they may misinterpret or mis-
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understand the child’s behavior. It is im-
portant for staff to enlist a native speaker
of the child’s home language to assist
with the assessment of a dual language
learner’s behavior and contribute appro-
priate responses.

Collaboration to Address
Family Challenges

Programs

e Work with families to identify family
challenges that may affect children’s
emotional development.

e Work with families to identify family
resources that support children’s emo-
tional development.

e Establish ties with community agencies
that may meet the needs of families in
the program.

¢ Provide professional development for
colleagues and families related to the
impact of family stress on children’s
emotional development.

Teachers

e Understand that daily occurrences and
family and community stress may affect
children’s emotional development, and
respond to the needs of individual fami-
lies as appropriate, referring concerns
to other staff when necessary.

¢ Respect the confidentiality of children
and families with regard to stress and
other family circumstances.

e Plan with colleagues to adapt the pro-
gram and its environment to meet the
needs of all children and families.

e Share knowledge and resources with
families to support their health and
well-being.

3.4 Programs ensure teachers
have ample time to engage in
supportive, responsive interac-
tions with each child.

A preschool teachers’ job is multifac-
eted. Preschool teachers juggle many
responsibilities, including scaffolding
children’s learning experiences, assessing
children’s learning and development, re-

flecting on and planning learning environ-
ments and experiences to meet children’s
individual needs, debriefing with staff and
colleagues, and meeting with parents. It
is the role of the program administrator
to ensure teachers have the “release time”

needed to engage in activities outside the
classroom that are necessary to success
on the job, while still having sufficient
time in the classroom. It is not reasonable
to expect teachers to hold staff meetings
or meetings with family members during
classroom time if appropriate substitutes
are not provided for teachers. Program
administrators and teachers need to think
collaboratively and creatively about how
to ensure that teachers have ample time
to engage in supportive relationships with
each child in their program while still
holding meetings, assessing children’s
learning, and planning for their learning
experiences.

Time to Engage Children
Programs

e Develop program policies and practices
that allow early childhood educators
to have ample time for quality interac-
tion with each child in the child’s home
language.
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e Develop procedures to monitor the
quality and frequency of interactions
between staff and children.

e Work collaboratively and intentionally
to plan meetings with families during
times that would be least disruptive to
children.

3.5 Programs and teachers provide
positive guidance to promote
social-emotional competence
and prevent challenging
behaviors.

In the preschool years, children are
actively working on a variety of skills
that contribute to their growing sense of
social-emotional competence, such as
developing an understanding of other
people’s feelings and needs, empathiz-
ing with others, and learning to manage
their own behavior. Preschool children
are starting to learn about the reciprocal
nature of friendships and how to negoti-
ate conflict successfully. However, in all
their social-emotional learning, preschool
children rely on guidance from preschool
teachers to practice and eventually mas-
ter the complex skills required to navigate
social interactions with peers and adults.
With guidance from caring adults in their
environment, preschool children can de-
velop a sense of competence, learn devel-
opmentally appropriate ways to socialize
with peers, and resolve conflicts.

Social-Emotional Competence
Programs

e Collaborate with families to create a
program environment that supports the
emotional experiences of children and
adults.

e Provide resources to colleagues and
families about emotional development
in early childhood, including informa-
tion about variability in individual pref-
erences and cultural expectations for
the expression of emotion.
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Strategies for Socialization
and Guidance

Programs

e Facilitate sharing of observations of
children among appropriate staff mem-
bers, encouraging peer reflection of
observations to inform planning.

e Facilitate communication with fami-
lies to ensure that the program imple-
ments appropriate strategies to promote
healthy social-emotional development.

¢ Seek input from outside resources and
specialists and share it with program
staff and families.

¢ Provide guidance to other adults about
individual children’s temperament, lan-
guage, culture, communication skills,
and abilities that contribute to learning
and development.

e Explain individual and typical child
development to adult family members.

Teachers

e Implement, with family input, a variety
of developmentally appropriate strate-
gies for socialization and guidance.

e Plan experiences that incorporate a
variety of developmentally appropriate,
evidence-based strategies for support-
ing children’s social-emotional develop-
ment, based on observations of chil-
dren’s behavior and family input.

Challenging Behaviors
Programs

¢ Provide support and professional devel-
opment on the practices that are most
likely to prevent challenging behavior
in young children, including strong
relationships, supportive environments
(including carefully planned transitions,
schedules, and grouping), and teaching
social-emotional skills to children.

¢ Provide professional development op-
portunities to staff and resources to
families on the use of strategies to
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respond to challenging behaviors,
including support from behavioral or
developmental specialists, early inter-
ventionists, and mental-health profes-
sionals as necessary.

Teachers

Observe and identify the emotions un-
derlying challenging behaviors.

Gather input from colleagues, other
program staff members, and families

to gain a greater understanding of the
function or purpose behind children’s
challenging behaviors and to develop
strategies—including self-reflection and
peer -reflection—for addressing those
behaviors.

Share observations appropriately and
respect confidentiality when discus-
sions involve children and families.

Implement strategies designed by col-
leagues, families, and other specialists
to address children’s challenging behav-
iors.

Develop, modify, and adapt schedules,
routines, and the program environment
to positively affect challenging behaviors.

Conflict Resolution

Programs

Provide professional development op-
portunities to staff and resources to
families on the development of conflict-

resolution strategies, communication
skills, and factors that may influence
behavior in young children.

Teachers

e Support children in expressing their
emotions and negotiating conflict in
developmentally appropriate ways.

e Model appropriate behavior for resolv-
ing conflicts.

¢ Refine and implement developmentally
appropriate strategies to help children
learn how to express emotions, negoti-
ate conflict, and solve problems.

e Work with coworkers to utilize a similar
and consistent process with children in
the same classroom or environment.

e Engage colleagues and other program
staff, children, and families in discus-
sions around conflict resolution.

Appropriate Expectations
for Behavior

Teachers

e Respond adaptively to individual chil-
dren, considering each child’s age, tem-
perament, language, communication
skills, culture, interests, and abilities.

e Examine their own expectations of “ap-
propriate” and “safe” behavior, look-
ing for potential bias toward gender or
developmental skills.
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Guideline 4: Engaging Families
and Communities

“A growing body of research suggests
that meaningful engagement of families
in their children’s early learning supports
school readiness and later academic suc-
cess” (NAEYC 2009; Henrich and Gadaire
2008; Weiss, Caspe, and Lopez 2006).
Programs and teachers who strive to build
genuine partnerships with the parents,
guardians, and other primary caregivers
at home and encourage families to become
active participants in their child’s early
learning and development help families to
become advocates for their children. “High
levels of engagement often result from
strong program-family partnerships that
are co-constructed and characterized by
trust, shared values, ongoing bidirectional
communication, mutual respect, and at-
tention to each party’s needs (Lopez, Kre-
ider, and Caspe 2004; NAEYC 2009, 6).

In addition, ECE programs have learned
that when they can effectively partner
with families, young children benefit and
families are more likely to maintain in-
volvement with school settings across the
years. By strengthening family engage-
ment during the preschool years, par-
ticularly with families from diverse back-
grounds, families that have children with
disabilities or other special needs, and
families with dual language learners, early
childhood education (ECE) programs can
help to reduce the achievement gap. (See
State Advisory Council on Early Learning
and Care 2013, Paper 4, Family Engage-
ment, for a comprehensive discussion
on the research and recommendations
on engaging families with dual language
learners.)

Ways to Engage Parents

Effective preschool programs and teach-
ers strive to develop respectful relation-
ships with families by recognizing their
goals and values. Such relationships give
families confidence that their own goals
for their children’s development will be
valued. Thus, instead of conveying infor-
mation in one direction from the teacher
to the family member, the teacher makes
the effort to foster respectful two-way
communication (NAEYC 2009).
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Researchers have identified six compo-
nents to family engagement: joint decision
making, regular two-way communication,
collaboration and exchange of knowledge,
learning in the home and in the commu-
nity, joint family—program goal setting,
and professional development (see State
Advisory Council on Early Learning and
Care 2013, Paper 4, Family Engagement).
In essence, family engagement means
that families and ECE programs agree to
share responsibility for the well-being and
education of the children. They work col-
laboratively to bring elements of the home
into the preschool and elements of the
preschool into the home.

4.1 Programs and teachers build
trusting collaborative relation-
ships with families.

When programs strive to build trusting,
open, and collaborative relationships with
families and genuinely seek the family’s
input to inform program planning, family
members receive the message that they
play a key role in their child’s develop-
ment and learning. In efforts to establish
strong links between home and the early
care and education setting, programs and
teachers focus on developing strategies
for family collaboration and being respon-
sive to each family’s home language.

It is well documented that positive
interactions between the dual language
learner family and the school are impor-
tant for promoting dual language learn-
ers’ development and well-being and that
mutual respect is essential to fostering
collaborative relationships. Programs
need to make their centers warm and
welcoming for all families, so that families
with dual language learners feel comfort-
able, welcome, and enthusiastic about
getting involved in school activities.

Engaging and Collaborating
with Families

Programs

e Develop and implement program policies
that give families and staff members
opportunities to observe and discuss
children’s development and behavior.
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Support families by providing tools and
resources that help them contribute to
their children’s learning.

Invite families to participate formally
and informally in the development,
governance, and evaluation of program
services and policies, as appropriate.

Teachers

Recognize that working with families
promotes children’s development.

Build relationships with families to
ensure meaningful two-way collabora-
tion, supporting the children’s learning
and development and helping families
to understand child development.

Attentively greet family members when
they arrive and depart from the pro-
gram setting, and use those opportuni-
ties to exchange information about the
family’s child.

Contribute ideas and resources to pro-
mote each child’s learning and develop-
ment in the home and community.

Collaborate formally and informally
with families and colleagues to share
observations, describe children’s ac-
complishments, plan for children indi-
vidually and as a group, and address
concerns about children.

Support families as decision makers for
and educators of their children.

Actively solicit and listen to families’
goals, aspirations, and concerns about
their children’s development.

Home Language

Programs

¢ Create strategies to engage family mem-

bers from diverse linguistic and cultural
backgrounds and invite family members
to share goals and strategies for sup-
porting children’s home languages in
the group or classroom. This may re-
quire the use of interpreters and trans-
lators (please see table 6.2, “Sample
Family Languages and Interests Inter-
view,” in chapter 6 as a way to gather
important information from families).

Teachers

e Learn a few words in each child’s home
language, such as greetings, names of
family members, words of comfort, and
important objects or places. Parents
and other family members can be good
resources for learning their language.

e Seek and use resources to facilitate
communication with family members in
their home language, ensuring that all
families are included.

4.2 Programs and teachers value
the primary role of families
in promoting children’s
development.

The family is central in children’s lives,
as it is through their experiences with
their families that children learn about
themselves and the world around them
(adapted from CDE 2006, 56). In this
publication, family member is used to
define the people who are primarily re-
sponsible for a child, including extended
family members, teen parents, or foster
families (text adapted from CDE 2006,
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56). Programs support the healthy growth
and development of the child within the
context of the family by creating conti-
nuity between the home and the early
care and education setting. Programs are
responsible for learning about the chil-
dren’s home life through communication
with family members and, when possible,
home visits. As part of this process, pro-
grams will learn to work with diverse fam-
ily structures, including those headed by
grandparents, foster families, same-sex
parents, and teen parents. An essential
aspect of high-quality programs is finding
ways to support the growing relationship
between the child and the family, and
adapting to the strengths and needs of
each child—-family relationship (CDE 2006,
57). By getting to know families and un-
derstanding the importance of children’s
relationships with caregivers at home,
programs and teachers can support the
primary role of the family in children’s
learning and development.

Knowledge of Families
Programs

e Develop or adapt program policies,
based on knowledge of the families and
on their input and feedback, to support
family engagement in the program.

Teachers

e Gather information from family mem-
bers and engage in direct, effective
communication to learn about family
composition, values, and traditions to
support the primary role of families in
their children’s care and education and
to engage families in the early educa-
tion setting.

e Learn about each family’s values, be-
liefs, and practices by observing and
engaging family members in conversa-
tion or by communicating with other
staff members as appropriate.

¢ Find out about each family’s language
preferences and language goals for their
child.

e Refer to and use pertinent family in-
formation when responding to needs of
children and families.
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Parent-Child History and
Relationships

Programs

e Develop program policies that support
children’s relationships with their adult
caregivers at home.

e Provide professional development for
staff on facilitating parent-child relation-
ships and identifying areas of concern.

e Provide resources or consultation as
appropriate to address concerns related
to children’s relationships with adult
caregivers at home.

Teachers

e Understand that all children develop in
the context of relationships and that the
quality of children’s interactions with
adult caregivers at home has an impact
on child outcomes.

e Follow program policies or practices de-
signed to support relationships between
children and adult family members.

e Use a variety of techniques to facili-
tate and reinforce positive interaction
between children and adult family
members and support each adult family
member’s capacity to be responsive and
sensitive to the child.

e Understand that culture influences ap-
proaches to nurturing young children.

¢ Identify concerns related to children’s
relationships with adult family mem-
bers and follow up as appropriate.

4.3 Programs create a climate in
which family members feel
empowered and comfortable as
advocates for their children.

When programs and teachers engage
in open, respectful communication with
family members and strive to develop
positive, collaborative relationships with
them, family members feel included and
empowered. The experience of authenti-
cally contributing to their children’s expe-
riences in preschool helps family mem-
bers become advocates for their children
both within the program and in interac-
tions with other service providers. For
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example, they are more likely to seek or
request services for their children, such
as referrals to special education, when
needed or appropriate.

Programs can help families with dual
language learners recognize their fami-
lies’ cultural and linguistic strengths and
learn the skills to ask for the types of
services that they think will benefit their
children. Families should be encouraged
to share their strengths with the program
and be asked to participate in joint goal
setting and decision making about their
children’s education. The entire program
benefits when educators incorporate
diverse cultures, languages, and talents
of families with dual language learners
into the program’s learning environment
and curriculum. Once family members
feel their contributions and opinions are
valued, programs will benefit from their
knowledge and experience.

Empowerment of Families
Programs

e Develop an open-door policy that en-
courages family members to visit the
classroom or center at any time.

¢ Encourage families to offer recommen-
dations for the program’s structure and
curriculum and to observe the ways in
which their contributions are used in
the setting.

¢ Invite families to share their areas of ex-
pertise with the teacher, other families,
and the children in the program.

e Ensure all families have the opportunity
to participate in a policymaking capacity
or leadership role (e.g., as members of a
board of directors or advisory board).

e Develop a climate statement that ex-
presses the program’s appreciation of
cultural and linguistic diversity and
share the statement with both staff and
families.

e Invite families with young dual lan-
guage learners to participate formally
as part of groups that contribute to
decisions for the program (e.g., boards,
committees, and the like), and to share
on an ongoing basis their ideas on how
to support and engage with families.

Teachers

e Solicit help from family members in
solving problems their child may be
having in an early care and education
setting.

¢ Invite families to volunteer regularly in
the class and to participate in activities.

e Hold conferences regularly, not just
when there is a problem with the child.

4.4 Programs support teachers’
responsiveness to the families’
goals for their children’s
development and school
readiness.

The most successful opportunities for
parent engagement are those that address
the ideas of parents about their roles in
their children’s education and their sense
of efficacy in helping their children to
succeed in school (Hoover-Dempsey and
Sandler 1997). Working with parents to
define shared goals helps to strengthen
the home-school partnership. In particu-
lar, when programs and teachers work to
integrate school and family experiences,
implement school-readiness practices,
and identify strategies for school readi-
ness and transitions, both families and
their children benefit.

Researchers have found that preschool-
ers achieved at higher levels when fami-
lies and teachers shared similar child-
centered beliefs and practices. Thus, it is
important that programs ask all families
to collaborate and participate in joint
goal setting for their children, and to ask
families with dual language learners and
those families who have children with
disabilities or other special needs, about
effective strategies and the contexts in
which their children learn best.

Integrating School and Family
Experiences

Programs

e Explain the program’s philosophy on
school readiness to classroom staff and
families, with consideration for each
child’s level of development.
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¢ Incorporate the role of family members
in facilitating their children’s transition
from preschool to kindergarten.

e Ensure that families with young dual
language learners are included as
partners in their children’s education.
Families should be consulted regarding
their children’s early language learn-
ing experiences, their educational goals
for their children, and the educational
progress of their children.

e Ensure that families of young children
with disabilities or other special needs
are included as partners in their educa-
tion. Families should be consulted re-
garding their children’s unique learning
needs, their educational goals for their
children, and the educational progress
of their children.

e Invite families to collaborate with
program staff on long-term language
development and learning goals for
their children. Actively recruit families
to participate in classroom activities.

Teachers

¢ Respond to children and family mem-
bers in ways that encourage them to
share family experiences.

e Share information about children’s ex-
periences in the early education setting
with families.

e Support each child’s home language
and culture at home and at school.

e Maintain confidentiality of family and
child information as appropriate.

¢ Design early education environments
that reflect the diverse experiences of
children and families.

Implementation of School-
Readiness Practices

Programs

e Collaborate with local transitional kin-
dergarten and kindergarten programs,
schools, and support staff in prepar-
ing children and families for upcoming
transitions.

¢ Provide professional development activi-
ties for staff on school-readiness issues,
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including developmentally appropriate
practice, communication with families,
and social-emotional competence.

Teachers

e Describe the program’s philosophy on
school readiness and transitions.

¢ Engage in discussions with families
about children’s experiences in the
group or classroom as the experiences
relate to school readiness and transi-
tions.

¢ Respond to questions from families or
refer them to appropriate staff for inqui-
ries related to school readiness.

e Articulate that school entry is one mile-
stone in the context of a developmental
and educational continuum.

¢ Include all families as partners in the
education of their children with atten-
tiveness to families whose home lan-
guage is not English.

Strategies for School Readiness
and Transitions

Programs

e Coordinate developmentally appropriate
experiences to support children’s school
readiness in all developmental domains,
anticipating upcoming transitions to
new programs or schools.

Teachers

e Know the previous early care and edu-
cation experiences of children in the
group and plan for upcoming transi-
tions to new programs or schools.

¢ Identify indicators of school readiness
and developmental precursors of school
readiness, as appropriate, for the ages
of the children served.

4.5 Programs and teachers use
effective communication
strategies that reflect the
diversity of families served.

Honoring diversity strengthens relation-
ships with families and children, thereby
enhancing the quality of care and educa-
tion for preschool children (adapted from
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CDE 2006, 57-58). Being responsive to
cultural, linguistic, and economic differ-
ences and how these differences affect
the ways in which programs and teachers
communicate with families demonstrates
a program’s commitment to each family’s
unique strengths. Programs and teachers
can work to enhance their communication
strategies, attending carefully to individ-
ual differences in family preferences for
communication.

Two-way communication strategies have
been found to be particularly effective with
families with dual language learners who
may otherwise feel disconnected from the
program. Two-way communication allows
both parties to share information about
the learning progress and well-being of the
dual language learner and to collaborate
on ways to help the child reach important
learning goals. This type of communica-
tion works well during one-on-one meet-
ings with the teacher or in a more infor-
mal setting such as in the community or
in a group setting with other families with
dual language learners of similar linguis-
tic backgrounds. Regular two-way com-
munication may be the first step toward
increasing family engagement and key to
developing strong dual language learner
family—-program partnerships.

Communication Strategies
Programs

¢ Provide professional development for
staff on the principles of and strategies
for effective communication with fami-
lies.

¢ Ensure confidentiality and privacy in
communications throughout the pro-
gram.

e Develop a language and communication
policy that informs families with young
dual language learners on the possible
modes to communicate with staff.

Teachers

¢ Respect each family’s style and pre-
ferred method of communication and
interact with families in a transparent,
accountable manner.

e Interact with families in a timely and
professional manner to establish re-
lationships that encourage mutual,
two-way exchange of information about
children.

¢ Maintain confidentiality and ensure
privacy in communications regarding
children, families, and staff and col-
leagues.

Family Preferences for
Communication

Programs

e Interpret and apply communication
policies (as appropriate) to ensure that
diverse families are included and com-
plex situations are addressed.

e Help staff to understand and apply
communication styles based on each
family’s expressed needs and prefer-
ences.

e Ensure that all communications are ac-
cessible and comprehensible to families
(i.e., in the family’s preferred language).

Teachers

e Use various ways to communicate with
families (e.g., active listening, e-mail
and telephone contact, text messaging),
depending on each family’s preferences
and on the situation.

e Model for families effective strategies
for communicating with children, adapt
strategies for communicating with chil-
dren, and adapt strategies (as needed)
to meet diverse language and literacy
needs.

4.6 Programs provide a welcoming
space in the environment for
communication between staff
and family members.

Establishing a welcoming environment
is an important aspect of fostering family
engagement. “A welcoming environment
implies that a program has focused ef-
forts on maintaining an atmosphere that
is inviting to families and honors their
presence” (Constantino 2008, 25). In a
welcoming environment, families feel that
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they belong and seek ways to contribute
to the program. They become comfortable
with exchanging information with their
children’s teachers and open to explor-
ing ways to bring learning activities from
the preschool program to home. An es-
sential part of a welcoming environment
for families with dual language learners
is the program ensuring that they have
opportunities to communicate in their
home language. Encouraging communica-
tion between families with dual language
learners who share a home language,
hiring staff members (when possible) who
are able to communicate in the families’
home language, and providing transla-
tions help the families to feel welcome in
the preschool setting.

A welcoming environment also benefits
the children. The family members’ pres-
ence strengthens the children’s sense of
comfort and belonging in the preschool
setting. For young dual language learn-
ers, seeing that the program makes it
possible for family members to commu-
nicate in the home language helps the
children value their home language and
culture and appreciate the importance of
communicating in their home language.

Creating a Welcoming Space
Programs

e Express a warm welcome by having
staff and teachers greet families at the
door.

e Offer a family room, where family mem-
bers can mingle with one another and
find information on child development.

e Make a private space available for fami-
lies and staff to communicate with one
another.

e Arrange for support so families with
dual language learners can use the
home language to communicate with
teachers and other program staff mem-
bers.
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4.7 Programs regularly provide
family members with
information about their
children’s learning and
development, well-being, and
everyday experiences.

A key to building successful partner-
ships with parents is to make them true
partners by sharing with them the same
kinds of educational information and
ideas that are important to the teacher
and staff. In a high-quality program,
there is ongoing communication between
the home and the early care and educa-
tion center. As much as possible, what
the children learn in the program should
be supported and reinforced at home.

Family practices in the home are also
important for young dual language learn-
ers to learn, practice, and reinforce con-
cepts in their home language that were
initially introduced in school, such as
literacy-building skills. Recent research
suggests the use of families’ home lan-
guage is a protective factor for children of
immigrant families. When some amount
of the family’s native language is used
regularly in the home, young dual lan-
guage learners show improved cognitive
and social development. Thus, it is impor-
tant for preschool programs to encourage
learning at home in dual language learn-
ers’ home languages. This may be par-
ticularly beneficial in the realm of reading
and literacy-building skills.

Information about Learning
Programs

e Offer regular workshops for adult family
members that family members helped
to design and implement.

e Provide resources for educating the
children’s family members in various
media (print, audio, video) and in the
home languages of the families served
by the early care and education setting,
if appropriate to do so.

¢ Provide current information about the
role of the family in maintaining home
language skills.
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Teachers

¢ Inform parents regularly about the pur-
pose and benefits of the activities in the
program for their children.

e Provide information regularly to families
with dual language learners about the
benefits of developing both of the child’s
languages and promoting bilingualism.

4.8 Programs support and are
advocates for strong families.

The better that families are able to meet
their children’s basic need for shelter,
food, and clothing, the more that fam-
ily members will be available to support
their child’s learning. Effective preschool
programs provide support to families who
want it, usually by linking families with
resources in the community through re-
ferrals. To support family functioning and
promote resilience in families and young
children, programs and teachers can
establish community partnerships and
identify key resources for families, con-
necting them to those resources consid-
ered appropriate. In particular, services
that help families become self-sufficient
and prevent risk of stress or at least re-
duce ongoing, intense stress, allow family
members to become sources of support
for each other. Services that promote
positive, nurturing relationships among
family members enable families to become
more resilient and strengthen the chil-
dren’s capacity for learning. Once working
relationships with other service provid-
ers in the community are established,
preschool programs can work to ensure
that families receive needed services and
children experience continuity in their
learning and development.

Family Functioning
Programs

e Collaborate with staff, families, and so-
cial service providers to develop policies
and procedures related to family sup-
port.

¢ Respond to questions or concerns from
staff members or other adults and act
as a professional resource.

Strengthening Families:
Five Protective Factors

Five protective factors are the foundation of

the Strengthening Families Approach: parental
resilience, social connections, concrete support
in times of need, knowledge of parenting and
child development, and social and emotional
competence of children. Research studies

support the commonsense notion that when
these protective factors are well established in a
family, the likelihood of child abuse and neglect
diminishes. Research shows that these protective
factors are also “promotive” factors that build
family strengths and a family environment that
promotes optimal child and youth development.

Source: Center for the Study of Social Policy, n.d.

Provide professional development op-
portunities to staff on family function-
ing, protective and risk factors, and
community resources.

Teachers

Articulate an understanding that fami-
lies function in a variety of ways and
that children or families may require
support outside the program.

Demonstrate an understanding of risk,
stress, and resiliency factors related to
family functioning and how to support
all families appropriately.

Take steps for further inquiry when
concerns arise based on observations of
a child or family.

Communicate daily with families about
children’s well-being.

Refer questions or concerns to other
staff members when appropriate.

Work with colleagues to respond to
signs of risk or stress in children, as
developmentally appropriate and indi-
vidually meaningful.
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Community Partnerships

Programs

Establish effective relationships with
partners to ensure continuity of chil-
dren’s learning and development.

Maintain professional connections to
community and state partners.

Teachers

Understand the importance of commu-
nity partnerships in meeting children’s
needs.

Forms effective partnerships and col-
laborations with families, professionals,
and community representatives.

Support the needs of children, their
success, and their well-being by main-
taining professional connections to
community and state partners.

Connecting Families
with Resources

Programs

Support staff and families in the refer-
ral process as appropriate.

Work with community resources to
conduct outreach or provide services to
program families as appropriate.

Anticipate families’ needs for support
based on knowledge of the families’
circumstances or of current events that
may affect them (e.g., economic climate,
natural disasters).

Identify key community resources that
support program practices and family
needs, including services that support
families with dual language learners’
communication with the program.

Share information with colleagues and
develop connections to the program.

Teachers

Demonstrate familiarity with commu-
nity resources to support children and
families.

Respond to requests from families
about community resources and refer
questions to appropriate staff members.
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¢ Protect the confidentiality and privacy
of families.

e Engage in conversations with families
about referrals to community resources
and assist in identifying or gaining ac-
cess to services as needed, with con-
sideration for the diverse linguistic and
cultural experiences of families.

¢ Identify signs that children or families
may require support outside the pro-
gram, maintain documentation, and
initiate closer observation or further
inquiry, collaborating with families as
appropriate.

¢ Provide resources linked to classroom
instructions to assist families in sup-
porting continued development and
maintenance of the home language.

Use of Community Resources
Teachers

¢ Gain knowledge about the importance
of community resources that can en-
hance professional expertise and chil-
dren’s learning experiences.

e Use community resources routinely to
enhance their knowledge about families
and services and classroom learning
activities.

4.9 Programs and teachers engage
families in supporting contin-
ued development and mainte-
nance of the home language.

Programs and families with dual lan-
guage learners are critical to children’s
language development as the sheer
amount of words children hear and
the richness of the speech they hear is
strongly linked to their future language
and literacy abilities. Thus, it is critical
that programs communicate to families
with dual language learners the impor-
tance of speaking to children in their
home language and suggest that fami-
lies seize as many opportunities as pos-
sible to engage children in conversation.
Parents need to help families understand
the importance of dual language learn-
ing concepts in their home language and
engaging in extended language interac-
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tions in their home language. In addition,
preschool programs can provide families
with dual language learners with the nec-
essary provisions and resources to teach
new concepts at home in dual language
learners’ first language.

Home Language
Programs

¢ Collaborate with families and colleagues
to provide a variety of ways throughout
the program for young dual language
learners and their families to partici-
pate.

e Model one-on-one, group, and unstruc-
tured peer-to-peer activities.

e Collaborate with families and colleagues
to design an educational program
that incorporates each child’s home
language(s).

¢ Encourage families, colleagues, and
community members to use children’s
home languages and provide training or
support as needed.

e Conduct ongoing evaluation of pro-
grammatic support for children’s home
language(s) and use data to guide pro-
gram improvements.

Teachers
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Assist in offering a variety of devel-
opmentally appropriate, individually
meaningful, and culturally responsive
ways for young dual language learners
to participate in the group (CDE 2009).

Work with colleagues to create various
opportunities for young dual language
learners and their families to partici-

pate in the group throughout the day.

Demonstrate understanding that the
early education setting is often the first
place where young dual language learn-
ers encounter English and that honor-
ing each child’s home language fosters
positive social-emotional development
and the child’s development and learn-
ing in all other areas.

Support home language development.

Plan with families, colleagues, commu-
nity members, and others who support
children’s development and learning.

Incorporate practices that honor the
role of the home language as a vital
foundation in English-language devel-
opment.
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Guideline 5: Including Children with
Disabilities or Other Special Needs

This section provides a broad frame-
work for early childhood educators to help
in planning and implementing quality
educational programs for the inclusion of
young children with disabilities or other
special needs in regular early care and
education settings. Program approaches
for children who do not qualify for special
educational services but who have such
special needs as behavioral or communi-
cation issues are also offered.

For an overview of California’s system
for delivering services to children with
disabilities or other special needs, see ap-
pendix E and appendix G. For additional
resources related to core concepts and
recommended practices in early child-
hood special education, please refer to
the Early Childhood Special Education
Series developed by the Special Education
Division—SEEDS—in collaboration with
the California Department of Education
(http:/ /www.seedsofpartnership.org/
pdResources.html [accessed July 21,
2014]).

Inclusion as a Program Goal

Over the past 40 years, changes in both
state and federal laws and in pub-lic
policies and attitudes have resulted in
growing numbers of young children with
disabilities or other special needs
participating with peers who are typically
developing in early care and education
settings. Federal laws, such as the Indi-
viduals with Disabilities Education Act
(IDEA) and Americans with Disabilities
Act (ADA), protect the rights of children
with disabilities or other special needs.
The IDEA states that children should be
educated in the least restrictive environ-
ment. The ADA prohibits discrimina-tion
and ensures equal opportunity for
persons with disabilities. Additionally,
national associations such as the Divi-
sion for Early Childhood and the National
Association for the Education of Young
Children (DEC and NAEYC) (2009) have
developed position statements to address
inclusion in early childhood settings. In
their joint position statement on inclu-
sion, the DEC and NAEYC state:

Early childhood inclusion embodies the
values, policies, and practices that support
the right of every infant and young child
and his or her family, regardless of ability,
to participate in a broad range of activities
and contexts as full members of families,
communities, and society. The desired
results of inclusive experiences for chil-
dren with and without disabilities and their
families include a sense of belonging and
membership, positive social relationships
and friendships, and development and
learning to reach their full potential. The
defining features of inclusion that can be
used to identify high quality early childhood
programs and services are access, partici-
pation, and supports. (DEC and NAEYC
2009, 1)

Inclusion as an overarching program
goal supports the growth and develop-
ment of all children. This statement is
particularly true when educators hold
themselves accountable for the prog-
ress of all children, including those with
diverse learning or developmental needs.
When thoughtfully planned and imple-
mented, inclusive programs contribute to
a sense of community in early childhood
settings by creating places where all fami-
lies and children belong. Research indi-
cates that the most effective programs are
those in which all collaborators (families,
early childhood educators, special educa-
tors, and administrators) have shared val-
ues and goals for including children with
disabilities or other special needs. Inclu-
sion is understood to benefit all children,
families, and communities.
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Universal Design for Learning

To support inclusive practices, pre-
school programs should employ the prin-
ciples of a universal design for learning
(UDL) in the design of environments and
curriculum approaches.

UDL provides considerations for the wid-

est diversity of learners possible so that all
children benefit. These include children with
varying disabilities, linguistic diversities, and
varied learning styles. The concept of UDL
facilitates inclusive early childhood environ-
ments by ensuring equitable access and
meaningful participation through flexible
and creative approaches within a develop-
mentally appropriate setting . . . Curriculum
design must be responsive to diverse class-
rooms. Educators must share a commitment
that all children participating will be suc-
cessful in their development and learning.
Successful outcomes for all children are
characterized by diversity and individualiza-
tion. (Cunconan-Lahr and Stifel 2007)

Services for Children with Other
Special Needs

Some preschool-age children have spe-
cial needs that do not meet the eligibility
criteria for special education services,
but that nonetheless require modifica-
tions or adaptations to the environment,
curriculum, or instructional strategies so
that those children may function success-
fully in the classroom. Such adaptations
may include providing a footrest so that a
child’s feet are flat on the ground (provid-
ing stability when the child is seated),
offering choices between two objects for
a child with delays in language skills,
preparing a child to use a replacement
skill such as a gesture to request help, or
providing visual cues to prepare a child
for transitions.

Nearly two-thirds of children (65 per-
cent) identified by special education as
having a disability, have delays in com-
munication (see appendix C). There are
fewer children with more significant dis-
abilities like intellectual disability (for-
merly mental retardation), physical and
mobility impairments, or multiple disabil-
ities. When children do have significant
disabilities, they are likely to be receiving
specialized services to support success
in the preschool setting. Eligible children
who receive special education services
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have individualized education programs
(IEPs) that outline the goals and strategies
for preschool teachers to use.

An additional area that continues to be of
concern to early educators is providing re-
sponsive and caring educational settings for
children with behavioral concerns. Young
children’s behavior is their primary method
of communicating. Behavior communicates
what they want to express, obtain, or avoid
through their actions. Challenging behavior
often indicates that a child is experiencing
stress from a number of factors: internal
stress from fatigue, poor nutrition, illness,
pain or discomfort; external stress from a
mismatch in the classroom environment or
expectations, poor relationships with the
teachers or children, overly difficult or over-
ly simple tasks, limited social skills, trauma
in the home environment; or a combination
of these factors. A consistent and support-
ive teacher or other important adult can
provide support for the child during short
periods of stress. If challenging behavior
continues over longer periods of time, it may
be necessary to examine possible contribu-
tors to the behavior in the classroom and
from other sources. A tiered intervention
framework such as Response to Interven-
tion and Instruction (RtI?), or the Teaching
Pyramid, may be an appropriate response to
challenging behavior (see the box below).

Unfortunately, many children may have
challenges to or risks for their develop-
ment, but are not eligible for specialized
services. Early childhood educators have
two general goals for such children: (1) to
provide an environment where the child
feels safe, secure, and cared for; and (2)
to help the child develop coping skills to
decrease stress and promote learning and
development. As is the case with children
with disabilities, children with other types
of special needs must be assessed system-
atically and regularly so that staff mem-
bers are aware of each child’s progress
toward goals and provide timely interven-
tion if problems or concerns arise. In high-
quality early care and education programs,
staff members receive professional devel-
opment and training in areas of disabilities
and other special needs. Staff members
are also aware of community resources
available to children with disabilities or
other special needs and their families.
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rigure 8.1. Teaching Pyramid: Promoting Healthy
Social Emotional Development

Children with
persistent challenges

—

Intensive <+——  Positive behavior support
Intervention

Children at risk . Targeted social
Targeted Social < skills curricula

— > Emotional Supports

High-quality
early education

High-Quality Supportive Environments
All children

Nurturing and Supportive Relationships
Califc

CSEFEL Pyramid Model '
Partnership
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According to the California Collabora-
tive on Social and Emotional Foundations
for Early Learning (CA CSEFEL), funda-
mental to promoting social and emotional
competence in young children is guiding
children in their efforts to build positive
relationships with adults and peers and
creating supportive social and emotional
learning environments for all children.
For children at risk of developing behavior
problems, targeted social and emotional
strategies may be necessary, and for

those children who display very persis-
tent and severe challenging and behavior
problems, individualized intensive inter-
ventions are required, when the children
do not respond to typical preventive
practices, child guidance procedures, or
social-emotional teaching strategies that
would normally work with most children
(CA CSEFEL Teaching Pyramid, Promot-
ing Social and Emotional Competence,
Module 3a, 2013).

Addressing Children’s Challenging Behavior

Old Way

New Way

General intervention for all behavior
problems

¢ Intervention matched to purpose of the
behavior

Intervention is reactive

¢ Intervention is proactive

Focus on behavior reduction

¢ Focus on teaching the child new skills

Quick fix

¢ Long-term interventions

5.1 Programs and teachers ensure
a sense of belonging and
support full participation of
children with disabilities or
other special needs.

Teachers in high-quality preschool pro-
grams regard children with disabilities or
other special needs as children first and
as children with disabilities or other spe-
cial needs second. The child’s individual
personality, learning strengths, needs,
and interests are taken into account
in setting learning goals and planning
activities. Likewise, families of children
with disabilities or other special needs
are viewed as having the same kinds of
concerns for their child’s well-being and
progress as do families of typically devel-
oping children.

Being rated as a high-quality preschool
program may not be sufficient for ade-
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quately meeting the individual learning
needs of children with disabilities or
other special needs. Successful inclu-
sion involves collaboration among pro-
fessionals, specialized instruction, and
organizational supports such as ongoing
coaching and mentoring to ensure that
inclusion is of high quality. When these
supports are in place, teachers can suc-
cessfully include children with disabili-
ties or other special needs seamlessly
and thus contribute to children’s positive
social and academic outcomes such as
the development of peer relationship and
engagement in learning (Odom, Buysse,
and Soukakou 2011). Inclusion provides
benefits not only for children with dis-
abilities or other special needs and their
families, but also for typically developing
children in the program, who learn about
acceptance and appreciation of indi-
vidual differences (Diamond and Huang
2005; Odom et al. 2006).
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Sense of Belonging

Programs

Welcome and support children with dis-
abilities or other special needs.

Develop program guidelines to inform
developmentally appropriate practice;
collaborate with families and staff to
assess the program’s educational prac-
tices.

Offer professional development opportu-
nities to staff, in collaboration with spe-
cialized service providers, on meeting
the needs of diverse learners through
multiple approaches to learning.

Communicate with families about the
program’s approach to understand-
ing and meeting the needs of diverse
learners.

Develop program policies to support the
use of people-first language.

Provide professional development op-
portunities to staff and families on
people-first language.

Teachers

Actively encourage acceptance of chil-
dren with disabilities or other special
needs and positive social interactions
among all children through adaptation
of the environment, curriculum, and
instructional practices.

Follow guidance from specialized ser-
vice providers and parents to support
the learning and development of all
children, according to developmental
theory and program philosophy and
practices.

Respond to children’s cues and pref-
erences such as sensory processing
needs.

Follow guidance to support all chil-
dren’s active participation in learning
opportunities through the use of eas-
ily adaptable materials, strategies, and
techniques.

Use people-first language by referring
to the child first, not the disability or
special need. For example, refer to a
child with special needs rather than a
special-needs child.

Research Synthesis Points on
Early Childhood Inclusion

. Inclusion has multiple meanings but is
essentially about belonging, participating, and
reaching one’s full potential in a diverse society.

. Inclusion takes many different forms.

. Universal access to inclusive programs is not
yet a reality for all children (from birth to age
five) with disabilities.

. A wide variety of factors such as attitudes and
beliefs about inclusion, child and adult charac-
teristics, policies, and resources can influence
how inclusion is implemented and viewed by
families and practitioners.

. Collaboration is a cornerstone of high-quality
inclusion.

. Specialized instruction, interventions, and sup-
ports are key components of high-quality inclu-
sion and essential in reaching desired outcomes
for children and their families.

. Children in inclusive programs generally do at
least as well as children in specialized programs.

. Inclusion can benefit children both with and
without disabilities.

. Professional development is necessary to
ensure that practitioners acquire the knowledge,
skills, and ongoing supports for effective
inclusion practices.

Sources: Early Childhood Research Institute on Inclusion (Odom
2002), National Professional Development Center on Inclusion 2009,
Buysse and Hollingsworth 2009, and Odom, Buysse, and Soukakou
2011.

¢ Regularly provide children with dis-
abilities or other special needs with op-
portunities to develop friendships with
other children in the classroom (see
appendix H).
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5.2 Programs and teachers work
closely with families in an
educational partnership and
provide them with appropri-
ate community resources,
information, and support as it
relates to the child’s disability
or special needs.

Collaboration with families is key to
successful inclusion in early childhood
settings. Features of collaboration that
have been associated with successful
inclusion have been identified by Lieber
et al. (1997) as “joint participation in
planning, shared philosophies, shared
“ownership” of (i.e., responsibility for) all
children, communication, professional
roles, stability of relationships, and ad-
ministrative support” (Odom et al. 2011,
348). Although some effective inclusive
models may include coaching and mentor-
ing with the specialized professional (e.g.,
speech pathologist, physical therapist),
providing ongoing guidance and support
to the lead teacher, other models might
have preschool teachers and early child-
hood special education teachers engage in
a co-teaching model together. In all cases,
intervention that focuses on collaboration
among professionals and between profes-
sionals and families working in an equal,
respectful partnership to assess a child’s
strengths and needs, to make decisions,
and to set goals for the child’s learning
and development is likely to be the most
successful approach.

Partnership with Families
of Children with Disabilities or Other
Special Needs

Programs

e Express openness, sensitivity, and
caring in response to initial contact by
the family of a child with disabilities or
other special needs.

e Establish trust with the families of a
child with disabilities or other special
needs by being consistently available,
maintaining confidentiality, sharing
significant information, maintaining a
safe environment, and demonstrating
that the child is valued and liked (CDE
1996).
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¢ Provide staff members with information
and ongoing mentoring, coaching, and
reflective supervision that help them
address special or individual needs of
children in the programs.

Teachers

e Engage in ongoing daily communica-
tion with families. For example, teach-
ers might exchange a notebook with
information about the child between the
preschool setting and home.

e Work closely with specialized profes-
sionals to meet children’s individual
needs.

e Build relationships with community re-
sources available to families of children
with disabilities or other special needs.

e Ask open-ended questions about chil-
dren and engage in active listening to
gain information about children with
disabilities or other special needs.

e Operate within the bounds of profes-
sional knowledge and experience when
assessing the strengths or needs of a
child with disabilities or other special
needs, referring parents to appropri-
ate specialized service providers when
the child’s needs are beyond teachers’
expertise.

¢ Offer families opportunities to explore
with other families the common inter-
ests and concerns about child develop-
ment, parenting, or concerns specific to
special needs.

e Explore and respect cultural prefer-
ences in communicating with families
about children with disabilities or other
special needs.

5.3 Programs meet legal require-
ments related to the care and
education of children with
disabilities or other special
needs.

Federal legislation such as the Indi-
viduals with Disabilities Education Act
(the IDEA 2004) and the Americans with
Disabilities Act (ADA), along with state
specific mandates are in place to protect
the rights of children with disabilities or
other special needs. At a very minimum,
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programs need to meet the legal require- requirements in federal and state legisla-
ments related to the care and educa- tion and move toward honoring policies
tion of children with disabilities or other such as the position statement developed

special needs in their programs. However, by the Division of Early Childhood of the

programs should strive to develop policies Council for Exceptional Children and the

that extend beyond the bare minimum National Association for the Education of
Young Children (DEC/NAEYC 2009).

IDEA and ADA e Follow requirements regarding parents’
rights under the IDEA, ADA, and state
Programs law.
e Develop program policies and practices N

Refer questions to appropriate staff as

that meet legal requirements related to needed.
the care and education of young chil-
dren with disabilities or other special * Respect the confidentiality of children
needs, communicating these to families and families.
and staff.

e Develop program policies and practices 5.4 Programs provide sufficient
that meet the requirements of the IDEA release time, training,
and ADA, and state law related to par- information, and support for
ents’ rights. teachers to plan and consult

regarding children with

¢ Conduct ongoing monitoring of program
o going ’ g ol prog disabilities or other special

procedures to ensure compliance.

needs.
¢ Provide professional development op-
portunities to staff and families on Including children with disabilities or
parents’ rights. other special needs sometimes requires
additional teacher time. To promote the
Teachers success of such efforts, high-quality

programs provide release time and oppor-
tunities for training and reflection so that
teachers can gain the skills and infor-
mation they need. Teachers report that
one of their most common needs to help
make inclusion effective is regular access
to consultants (Scruggs and Mastropieri

e Plan the environment and learning
experiences in consultation with spe-
cialized service providers to meet the
legal requirements as well as children’s
individual needs and interests.
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1996). Early childhood teachers need
information about specialized resource
agencies and professionals, and they need
the time and support necessary to work
with such specialized service providers.
Information to support collaboration with
specialized service providers is included
in chapter 5, “Collaborating for Inclu-
sion,” of Inclusion Worlks! (CDE 2009Db).

Time to Support Inclusion
Programs

e Provide professional development activi-
ties and staff support sessions so that
teachers have ample time to meet and
to discuss the best ways to help chil-
dren with disabilities or other special
needs.

¢ Encourage staff to discuss assessments
or IEPs, plan instructional strategies,
and monitor individual children’s prog-
ress.

e Make meeting with parents and family
members a high priority and accom-
modate parents’ schedules by making
special arrangements, if necessary.

Inclusion Skills
Teachers

e Engage in professional development op-
portunities provided by programs and
in the community.

e Are open to ongoing coaching and men-
toring, working with specialized profes-
sionals to learn more about effective
ways to meet the needs of children in
their care.

¢ Use their knowledge and experience of
individualizing activities for children to
support inclusive practice and develop
questions for specialized service provid-
ers or coaches.
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5.5 Programs ensure teachers’
participation on an educa-
tional team that develops and
implements individualized
education programs (IEPs) for
children eligible to receive
special education services.

Children over the age of three who qual-
ify for special education must have an IEP
developed by an interdisciplinary team.
As required by federal and state laws, the
IEP contains clearly identified goals and
objectives that are regularly monitored
(see appendix E for more information).
This team includes the child’s parents
or guardians; the preschool teacher, as
required by the federal IDEA; special
education professionals; and the child.
The team approach has numerous poten-
tial benefits, including mutual support
and communication. Regular classroom
and curricular routines and activities for
many children with disabilities will re-
quire a minimal degree of modification.
For example, the program might already
be serving children who have a language
delay or a learning disability.

The team can support the early child-
hood staff in helping to meet the goals
and individual needs of the child within
the early care and education setting.
Cooperative teams can also help establish
a practice of staff planning and imple-
menting curricula to meet the needs of all
children. (See also chapter 3.)

IEP Participation
Programs

e Partner with families and specialized
service providers to assess and build
staffing capacity to support children
with disabilities or other special needs
and their families.

¢ Facilitate participation of program staff
members on teams with families and
specialized service providers.

e Use the California Preschool Learning
Foundations (CDE 2008, 2010b, 2012b)
and California Preschool Curriculum
Framework (CDE 2010a, 2011, and
2013) since the primary goal of the IEP
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is to ensure access to the general curric-
ulum. For children with developmental
delays, programs should be familiar with
the California Infant/Toddler Learning

& Development Foundations (CDE 2009)
and the California Infant/Toddler Cur-
riculum Framework (CDE 2012a) as that
information may be useful.

e Coordinate with other agencies or
specialized service providers to ensure
effective delivery of services to children
in the program who have disabilities or
other special needs.

e Participate in individualized education
program (IEP) teams and monitor imple-
mentation of recommendations at the
program level.

e Adopt an interdisciplinary team ap-
proach (i.e., teachers and specialized
service providers related to the child’s
learning needs) to address the complex-
ity of facilitating the language develop-
ment of young dual language learners
with disabilities and to provide coordi-
nated and comprehensive intervention.

Teachers

e Gather input from colleagues and fami-
lies to inform the work of the team.

Engage in two-way communication with
team members (inside and outside the
program) to ensure effective delivery of
services for children with disabilities or
other special needs and their families.

¢ Understand the range of services avail-

able to children with disabilities or
other special needs, the roles of spe-
cialized service providers, and different
models of support.

Listen to and implement recommenda-
tions from specialized service providers.

Understand the underlying goals of
the curriculum in order to provide ap-
propriate access to the curriculum for
children with different abilities.

As much as possible, integrate ap-
proaches for helping children with dis-
abilities or other special needs into their
regular daily classroom routines and
practices. For example, a child’s IEP
may include regular peer interaction as
a means to promote the development

of language skills. In this case, adults
might introduce strategies that promote
child-to-child communication through-
out the day, such as extending conver-
sation, asking questions, or helping to
interpret children’s communication.
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e Other parts of the IEP may consist of Sometimes classroom and instructional
the teacher following an instructional modifications are recommended by family
approach that is used with all children members or other consultants. The most
in the classroom. For example, for chil- effective practice results when staff, family
dren with low vision, a teacher needs to members, and specialized service provid-
provide spoken directions and informa- ers work together.

tion instead of requiring children to rely
on visual information. This strategy is
helpful for all children’s understanding
because it provides additional informa-
tion and direction.

Early childhood educators bring skills,
expertise, and knowledge about children
and contribute to an effective team effort
involving teachers, families, and special-
ized service providers.

5.6 Programs promote teachers’
collaborative work with
specialized service providers Programs
in implementing appropriate

Accommodation

e Plan the physical environment to sup-

modifications in the port access for children who move dif-
curriculum, instructional ferently or who use mobility equipment
methods, or classroom such as wheelchairs. Ensure that toys
environment. and materials are accessible, and all ac-

tivities can be accomplished in similar
positions—for example, sitting on the
floor, standing at the sensory table, or
sitting in a chair.

Children with disabilities or other spe-
cial needs may require modifications in
educational environments or instructional
activities in order to support full participa-

tion. Some children may also receive spe- e Ensure that strategies to enhance
cialized therapeutic services. Sometimes learning and autonomy take into con-
these services are delivered directly by a sideration the degree of visual and
specialized service provider—such as a sound stimulation present in the learn-
speech-language pathologist, an occupa- ing environment.

tional therapist, or a physical therapist—
who can offer ideas to support the child’s
use of skills in the preschool setting.

e Plan work areas and learning materials
to promote children’s interactions and

Related Services

Related services means transportation and such developmental, corrective, and other
supportive services as are required to assist a child with a disability in order to benefit from
special education. These related services are identified in a child’s individualized education
program (IEP) and may include the following:

Speech-language pathology and Counseling services, including
audiology services rehabilitation counseling

Interpreting services Orientation and mobility services

Psychological services Medical services for diagnostic or

Physical and occupational therapy evaluation purposes

School health services and school nurse

Recreation, including therapeutic -
services

recreation

Early identification and assessment of Social-work services in schools

disabilities in children Parent counseling and training
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play so that children can participate
in meaningful and relevant ways inde-
pendently, partially assisted, or totally
assisted.

Teachers

e Collaborate with family members and
specialized service providers to modify
activities in the curriculum to maxi-
mize participation and learning. For
example, include modified materials or
equipment, or break down an activity
into smaller steps.

e Are sensitive to the level and degree of
help required by each child. For in-
stance, teachers attend responsively
and consistently to children who require
more cues or prompting to interact with
materials, participate in activities, or
persist with activities.

5.7 Programs, teachers, and
specialized service providers
(e.g., special educators and
therapists) support dual
language learning in preschool
children with disabilities or
other special needs.

“Despite concern that dual language
input will confuse or delay the language
acquisition of young children with special
needs, emerging research indicates that
these children can learn and benefit from
learning more than one language. More-
over, there is no available evidence that
limiting these children to one language
will decrease language difficulties or that
dual language learning will increase lan-
guage delays and problems (Kohnert and
Medina 2009).” (State Advisory Council
on Early Learning and Care 2013, Paper
6, 211) for a comprehensive research
review and discussion of ECE for young
dual language learners with disabilities
or other special needs). Research on the
bilingual development of children with
autism, intellectual disabilities, and deaf
children with cochlear implants suggests
that children with a wide range of abili-
ties and language and communication
challenges can learn more than one lan-
guage. Just as with typically developing
preschoolers, classroom use of the home
language provides the child with various

social situations that support under-
standing of how to interact with others
and how to apply pragmatics when com-
municating with others (see chapter 6 for
a full discussion of classroom strategies).
The scientific findings suggest that speak-
ing the home language facilitates social
interactions and, in turn, language and
social development.

Recent research also underscores the
positive effects of a bilingual interven-
tion approach for children who have
limited English-language development.

In addition, based on the most current
research findings, a bilingual approach

is recommended for children with severe
disabilities. There does not appear to be
any research evidence for limiting expo-
sure to a single language when children
have disabilities. Furthermore, the need
to support the home language for these
children is critical: for many children, the
home language, rather than English, is
the only language in which the family can
communicate.

Research indicates that many fami-
lies of preschoolers with disabilities or
other special needs value home language
maintenance and bilingualism for their
children. Given the significance of the cul-
ture of a family, parent—-child interactions,
a child’s sense of identity and belonging,
and the parents’ sense of competence and
confidence, families who speak a language
other than English should be encouraged
to maintain their home languages with
their children. Therefore, all teachers,
even those who are monolingual, will need
to develop collaborative relationships with
family members, intervention specialists,
and other colleagues to provide interven-
tion that includes the use of both the
home language and English.

To effectively implement a bilingual ear-
ly intervention for young dual language
learners, bilingual teachers and staff will
need to be recruited and trained. As the
State Advisory Council on Early Learn-
ing and Care (2013, 225) made special
evident in Paper 6 (Early Intervention and
Special Needs):

[Tleachers and other practitioners should
be trained to facilitate the language develop-
ment of all young dual language learners,
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including those with special needs. This is
an important area for professional develop-
ment. There is also a critical need to recruit
and train bilingual teachers and speech-
language pathologists. In addition, an inter-
disciplinary team approach (i.e., teachers
and specialized service providers related to
the child’s learning needs) is required to ad-
dress the complexity of facilitating the lan-
guage development of young dual language
learners with disabilities and to provide co-
ordinated and comprehensive intervention.

Dual Language Learners with
Disabilities or Other Special Needs

Programs

Collaborate with specialized profes-
sionals to develop an understanding of
emerging research that suggests chil-
dren with a wide range of abilities and
patterns of language development can
learn more than one language.

Understand that speaking one language
at home and English at school does not
produce language delays or difficulties
among children with a range of disabili-
ties or other special needs.

Collaborate with specialized service
professionals to develop a shared un-
derstanding of the fact that families of
preschoolers with disabilities or other
special needs value home language
maintenance and bilingualism for their
children.

Encourage families to maintain their
home languages with their children as
the culture, family, parent—child inter-
actions, children’s sense of identity and
belonging, and the parents’ sense of
competence and confidence contribute
significantly to children’s learning and
development.

Involve families in their children’s
learning experience and provide par-
ent education opportunities when
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serving young dual language learners
with disabilities or other special needs.
Family members benefit from learning
strategies that support their children’s
language development through home
visits, coaching, and modeling. For
example, family members can be taught
to use interactive storybook reading
strategies such as dialogic reading and
responsive language interactions in
their home languages.

Teachers

e Understand that recent research find-
ings indicate that the use of the home
language in intervention does not slow
the second-language acquisition of dual
language learners who have various
disabilities or other special needs.

e Recognize that children with language
and communication disorders can apply
their home language skills when learn-
ing a second language and, in many
cases, this results in a greater rate of
English-language development.

¢ Recognize that dual language learners
with a range of disabilities or other spe-
cial needs, including autism spectrum
disorders or intellectual disabilities and
deaf children with cochlear implants,
can learn more than one language, and
when the first language is not stimu-
lated, these children are likely to experi-
ence limited potential for growth in the
second language.

¢ Collaborate with family members and
other interdisciplinary team members
to implement interventions that support
maintenance of the child’s home lan-
guage and English-language develop-
ment.

e Participate in ongoing professional
development to learn specific language
strategies and instructional adaptations
that support bilingual development.
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Guideline 6: Promoting Health,
Safety, and Nutrition

Children’s health includes not only
the absence of illness or injury, but also
encompasses children’s overall fitness
and well-being. Equally important is the
acknowledgment that children’s health
is related to family functioning as well
as the sociocultural context and the
emotional, social, and physical environ-
ments in which children live. Therefore
in promoting children’s health, safety,
and nutrition, preschool programs attend
to policies and regulations as well as a
relationship-based approach to support-
ing child and family well-being through
health promotion and prevention. Promo-
tion and prevention, such as following
sound health and safety practices, pro-
viding nutritious meals and snacks, and
offering several periods of outdoor play
each day, are important aspects of health,
safety, and nutrition.

While prevention is the primary focus
of this set of guidelines, interventions
(including emergency response and ad-
ministration of medication) are considered
essential components of promoting health
and safety in early childhood settings. To
implement health, safety, and nutrition
guidelines effectively, program admin-
istrators and preschool teachers should
consider ways to adapt health, safety, and
nutrition practices that are sensitive and
responsive to families’ cultural, linguistic,
and socioeconomic backgrounds (adapted
from California Department of Educa-
tion and First 5 California 2012, 79).
Being sensitive and responsive begins by
building trust with children and families
through nurturing and supportive rela-
tionships. Respectful, two-way relation-
ships with young children and families
developed over time lead to feelings of
safety and a sense of belonging. Such
relationships promote well-being and
become an important base for children’s
learning and development.

6.1 Programs and teachers
promote the physical health
and well-being of all children
and families.

Children and families’ physical health
and well-being is important to their over-
all day-to-day functioning. Promoting the
physical health and well-being of children
and families includes implementing rou-
tine health checks, encouraging regular
physical activity in the classroom and at
home, and attending carefully to each
child’s special health-care needs. See Title
5 and Title 22 of the Health and Safety
Code for related regulatory requirements.

Routine Health Checks

Programs

¢ Collaborate with staff to develop pro-
gram policies and procedures related to
daily health checks.

e Interpret and apply illness policies, as
needed, to ensure they are appropriate
for complex situations.

¢ Identify and respond to programwide
issues regarding illness or injury (e.g.,
lice) and report to a regulatory agency
as required.

e Monitor program requirements for
certification in child cardiopulmonary
resuscitation (CPR) and pediatric first
aid, providing professional development
to staff on CPR and pediatric first aid
on a regular basis.

Teachers

e Conduct daily individual health checks
for signs of illness or injury in children.

e Maintain documentation and respond
accordingly.

e Recognize and respond to sign of illness
or injury in children or alert other staff
as appropriate.

e Implement illness policies that include
following universal precautions to re-
duce the spread of infection and dis-
ease.

e Understand the criteria for excluding
children when they are ill.
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Physical Activity

Programs

Provide professional development to
staff on the importance of physical ac-
tivity and how to promote the develop-
ment of movement skills.

Plan and implement program services,
events, and regular assessment of the
outdoor space to promote physical ac-
tivity in children.

Ensure that the daily classroom sched-
ule includes a balance of quiet and ac-
tive times each day.

Provide adequate equipment (e.g.,
tricycles, scooters, and the like) and
materials that promote small and large
motor development.

Teachers

Plan schedules, environments, and
experiences to provide children with
ample opportunities for physical activ-
ity, including a variety of developmen-
tally appropriate and noncompetitive
games, making adaptations as neces-
sary to meet individual requirements.

Promote child health by ensuring that
children go outside for physical activity,
feel connected with nature, and follow
their own curiosity and interests during
child-initiated play in the outdoors.

Encourage children to engage in physi-
cal activities. For children with disabili-
ties or other special needs, including
health issues, discuss with the family
and specialized service providers (if
available) ways to encourage physical
activity appropriately.

Special Health-Care Requirements

Programs

Provide supervision and professional
development—including information
about community resources and use of
referrals—on how to support children
with special health-care requirements
and their families.

Ensure that staffing policies are de-
signed to meet children’s special health-
care requirements, create and maintain
a fully inclusive program setting, and
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protect the privacy and confidentiality
of children and families.

Collaborate with families and commu-
nity service providers (as appropriate)
to develop individualized daily plans for
children with identified special health-
care requirements.

Inform relevant staff about children’s
plans and requirements.

Adapt the environment as necessary
to meet children’s special health-care
requirements.

Ensure that staff members receive
professional development on the stor-
age and administration of medications,
regulatory requirements, and related
topics.

Work with families to develop individu-
alized plans for children who require
medication.

Teachers

Know individual children’s identified
special health-care requirements and
locate documentation as needed.

Refer concerns about children’s health
status to appropriate staff and partici-
pate in the referral discussions as ap-

propriate.

Protect the privacy and ensure the con-
fidentiality of children and families.

Support children’s understanding of
special health-care requirements, as
developmentally appropriate and indi-
vidually meaningful.

Know individual children’s current use
of medication and follow procedures to
label, store, and administer medication.

Locate and maintain documentation as
needed.

Knowledge of Health Practices

Teachers

Communicate with families daily about
children’s well-being.

Work with colleagues and families to
plan opportunities to support children’s
learning about health, as developmen-
tally appropriate.
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e Maintain certification in child CPR and
pediatric first aid, and respond accord-
ingly to children’s injuries or illnesses.

6.2 Programs and teachers ensure
the safety of all children.

One of the highest priorities for fami-
lies in selecting a preschool program is
to have the environment meet high stan-
dards for health and safety. California
has its own licensing requirements to en-
sure the safety of children in early child-
hood programs. However, many programs
go beyond minimum state requirements
to ensure children’s safety and the pre-
vention of accidents and injuries.

Child Safety
Programs

¢ Provide ongoing professional develop-
ment for health and safety policies and
practices, identifying and addressing
potential barriers to compliance.

e Report program-related injuries to regu-
latory agencies as required.

e Anticipate, investigate, and resolve
complex health and safety problems in
the immediate and broader environ-
ments (e.g., using monthly inventories
or checklists).

e Facilitate development of a program-
wide plan to ensure that children will
be adequately supervised at all times,
including procedures for safe drop-off
and pickup of children.

¢ Collaborate with staff on the develop-
ment of programwide emergency plans.

¢ Regularly review emergency plans,
including first-aid and CPR training, to
ensure they are current and effective.

¢ Maintain current emergency contact
information for families and staff.

e Implement emergency plans and as-
sign roles using systematic exchange of
information with families and staff to
ensure everyone is prepared to respond.

e Conduct emergency drills, maintain
documentation as required by regula-
tory agencies, and engage in ongoing

evaluation of the program’s emergency
preparedness.

Teachers

e Stay updated on policies and practices
that address indoor and outdoor envi-
ronmental health and safety and ensure
program compliance.

¢ Respond quickly to accidents involving
children and inform appropriate family
members, providing documentation as
appropriate.

e Model safe behavior.

e Engage children in learning about safe-
ty in indoor and outdoor environments,
as developmentally appropriate.

e Collaborate with staff and colleagues
to provide adequate supervision that
supports safe, fun, and challenging play
and prevents the intrusion of unauthor-
ized visitors.

e Provide direction to children and adults
during emergency drills.

6.3 Programs and teachers
ensure that children are
well nourished and enjoy
mealtimes.

Children’s nutritional needs change as
they develop and grow. In some cases, the
program provides meals; in others, family
members bring their child’s meals. Either
way, close communication with family
members about the child’s daily nourish-
ment is necessary to ensure a balanced
diet for each child. How meals are pro-
vided is also important. Mealtimes can
be wonderful opportunities for teachers
to nurture their relationships with chil-
dren and also to support developing peer
relationships. Eating together in a pleas-
ant environment contributes to a sense
of community, especially when mealtimes
reflect the practices and preferences of
the families. Mealtimes offer opportunities
for teachers to support the development
of healthful habits and attitudes toward
food and help to ensure that children
receive the nutrition they need to grow
(adapted from CDE 2006, 68-69).
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Nutrition
Programs

¢ Provide professional development for
staff on healthful food choices and
habits and food preparation within the
family and cultural context.

e Identify barriers to healthful behaviors.

¢ Provide resources and support to fami-
lies regarding healthful food choices
and habits and fresh foods, such as
information on outdoor green spaces for
families and farmers markets.

e Ensure program policies address issues
such as schedules, staffing patterns,
and how the program’s food service
supports children’s learning during
mealtimes.

e Collaborate with families and staff to
develop and implement specialized
plans to meet the dietary requirements
for individual children.

Teachers

¢ Follow principles of healthy food choices
and habits, including offering appropri-
ate portion sizes and a healthy selection
of fresh foods.

e Facilitate conversations about health-
ful food choices and habits, taking into
account individual family and cultural
preferences.

¢ Plan opportunities for children to learn
about healthful food choices and hab-
its, as developmentally appropriate, and
invite families to share strategies and
suggestions for selecting and preparing
healthful foods.

e Promote and adhere to policies regard-
ing celebrations, foods brought from
home, making sure healthful foods are
offered.

e Help to create a positive climate during
meals.

e Support children’s learning and social
development during mealtimes, as de-
velopmentally, linguistically, and cul-
turally appropriate.

e Adopt feeding practices that respect
children’s internal cues of hunger and
fullness.
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¢ Know and meet children’s individual
dietary requirements (e.g., regarding
food allergies) and locate information in
children’s records.

6.4 Programs and teachers
promote children’s positive
mental health.

A child’s mental health is affected by
social and emotional experiences; in
particular, the emotional responses the
child receives from other people. A child’s
mental health is inextricably linked to the
mental health of the family members who
are primary attachment figures, whether
they are parents, grandparents, or oth-
ers. From the child’s perspective, mental
health is a sense of well-being: Does the
child feel safe and comfortable? Does the
child trust that her needs will be met? So-
cial-emotional development and a child’s
progress in increasing self-regulatory
skills depend on the experience the child
has in personal relationships.

Programs that support early childhood
mental health as a health and safety is-
sue provide emotional as well as physical
safety and security for preschoolers. A
collaborative relationship with the family
members helps program staff members
understand the values that influence
the family’s interactions, expectations,
and beliefs. Social-emotional well-being
is necessary for a child to be mentally
healthy and is foundational to children’s
learning in all other developmental do-
mains (adapted from CDE 2006). Addi-
tional information can be found in chap-
ter 2 and Guideline 5.

Mental Health

Programs

e Take steps to reduce staff turnover in
the program and encourage positive
relationships between children and
teachers and among teachers.

e Maintain contacts with mental health
consultants and other mental health
professionals who can provide advice or
services when children, family members,
or staff members appear to be especially
sad, under stress, unpredictable, or
short-tempered over a period of time.
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Understand that the way children and
families express and manage emotions
is influenced by their culture.

Collect information on mental health
services and offer referrals to families or
staff members as appropriate.

Promote reflective practice and reflec-
tive supervision as a vehicle to support
teachers in their efforts to make sense
of their own emotional responses or re-
actions to children and respond inten-
tionally rather than reactively.

Teachers

Observe and reflect upon children’s
emotional responses to the day’s expe-
riences and take these responses into
consideration in all planning processes.

Guide and support children’s efforts to
engage in satisfying relationships with
adults and peers.

Discuss with family members children’s
emotional responses and family mem-
bers’ related interpretations.

Recognize the emotional nature of early
care and education, taking time to re-
flect on one’s own emotional responses
(both positive and negative) to particu-
lar children, interactions, or events.

Take a break or talk with a supervisor
or colleague, when needed, to avoid im-
mediately acting on difficult feelings.

Seek help when experiencing mental
health problems, such as depression or
anxiety.

Recognize cultural differences in under-
standing mentally healthy behavior.

6.5 Programs and teachers protect

all children from abuse and
neglect.

To protect children and prevent abuse

and neglect, programs should offer sup-
port to families to help lessen the stress
they may be experiencing. A positive
relationship with the family opens the

door for providing assistance. This sup-
port can come in the form of conversa-
tions, referrals to services, or information
on education or job opportunities. In
addition, program leaders need to foster
an environment in which teachers feel
comfortable engaging in confidential dis-
cussions with designated staff members

about concerns for a child, and, as appro-

priate, with the child’s family members.
Program leaders and staff members must
also comply with requirements for report-

ing child abuse and neglect (adapted from

CDE 2006, 71).

Child Abuse Prevention

Programs

e Develop programwide policies and prac-

tices to reduce the risk of child abuse
and neglect.

e Assess complex situations involving
concerns about child abuse or neglect,
making recommendations for action
and collaborating with personnel on
specific cases as appropriate.

e Provide professional development and
ensure that staff members understand
the role of a mandated reporter.

e Provide community resources for chil-
dren, families, and staff in situations
involving abuse and neglect.

Teachers

¢ Identify signs of child abuse or neglect,
addressing concerns about child abuse
or neglect according to regulation and
law; refer concerns to supervisor(s), as
necessary.

¢ Adhere to the role of a mandated re-
porter.

e Respond to stress and trauma experi-
enced by children, families, colleagues,
or staff members, seeking support from
colleagues or mental health consul-
tants, as appropriate.

e Honor the confidentiality of children,
colleagues, and families.
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Purposes of Assessment
Guideline 7: Assessing Children’s P

Development and Learning Assessments can be used for a variety
of purposes (Snow and Van Hemel 2008).

Assessment is the process of obtain- In the Principles and Recommendations for

Ing inforymation about various areas of Early Childhood Assessments (National
children’s development, learning, and Education Goals Panel 1998), four broad
progress. A primary purpose of ongoing purposes for early childhood assessment

assessment in early childhood settings
is to provide feedback to teachers about
children’s progress and guide instruc-
tional decisions. Assessment for the pur-

were established:

e To promote learning and develop-
ment of individual children

poses of curriculum planning, planning * To identify children who may have
of environments, and planning of other special needs and health conditions
early learning experiences is essential to e To monitor trends in programs and
ensuring high quality in early childhood evaluate program effectiveness

programs (see Snow and Van Hemel 2008
for a review). Screening, observations, and
frequent documentation are important
methods that teachers can use to under-

stand individual children and groups of One of the most important assumptions
children. underlying effective assessment of young

children is that their development is
continuing and complex. Although a one-
shot, easily administered assessment may
offer some information about children’s
development, it is better to use a variety
of instruments and methods over a period
of time to gain a more comprehensive
picture.

e To obtain benchmark data for ac-
countability purposes at the local,
state and national level

Engaging in some form of ongoing
assessment is essential for helping the
family and teacher know whether a child
is making progress and helps teachers to
set goals for learning and plan effective
instructional approaches for the program.
It is particularly important that early
childhood assessments used by programs
are developmentally appropriate, cultur-
ally and linguistically sensitive, and fully
cover the diverse learning needs of chil-
dren with disabilities or other special

needs. Informed assessment systems NAEYC Program Standard

provide teachers and families with valu- - : :

able information about what children The program is informed by ongoing systematic,
know and are able to do and contribute to formal, and informal assessment approaches to
the overall quality of a preschool program. provide information on children’s learning and
How.ever’ when asses.sment. systems are development. These assessments occur within the
not informed by considerations of de- : o : -
velopmental appropriateness or are not context of reciprocal communications with families
sensitive to the diverse learning needs of and with sensitivity to the cultural contexts in which
individuals, or groups of children, there is children develop. Assessment results are used to

a risk of ma!ﬂng. Chlldr(?n uncomfortable benefit children by informing sound decisions about
and generating insufficient and perhaps : ' .

inaccurate information. children, teaching, and program improvement.

At the preschool level, assessment Source: NAEYC 2008.
should be broadly focused, including
children’s knowledge, skills, behaviors,
personality, and health. As described in
this section, assessment is distinct from
program evaluation because it focuses on
children, not on programs or services.
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The Need for Formal Assessments
and Documentation

Teachers frequently assess children,
but often these assessments may not be
done formally or documented system-
atically. Carefully maintaining detailed
records of assessments provides a ba-
sis for well-considered judgments about
children’s progress in learning and de-
velopment. The records enable teachers
to analyze children’s strengths and areas
that may need improvement. Assessments
may be conducted through an array of
tools and a variety of processes, includ-
ing collections of children’s representative
work, records of teachers’ observations
or interviews with children, and teachers’
summaries of children’s progress both
individually and in groups (NAEYC 1995).

The Time for an Assessment

When to do an assessment depends on
the purpose and functions. For example,
if a teacher wants to find out whether a
child has a disability or developmental
problems, a developmental screening
should be done when the child enters
the program and annually thereafter. In
contrast, if the purpose of the assessment
is to document how well children are
learning and progressing in the program,
the staff will want to use a continuous,
systematic assessment and recordkeeping
tool throughout the year.

7.1 Programs engage in authentic,
ongoing observational
assessment to document
each child’s learning and
developmental progress.

As much as possible, assessment
should reflect the natural settings and the
types of activities with the people children
are familiar with in daily life. Assess-
ment procedures that occur outside the
typical boundaries or context of a child’s
experiences may produce misleading
information. When the assessment pro-
cess is completed in this way, it may also
frighten or inhibit the child from behaving
naturally. For more information on effec-
tive strategies, please see appendix I.

Engaging in authentic assessment
means choosing assessment tools that
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rely on tasks that are close to the real-life
experiences of the young children as-
sessed and are used in everyday real-life
contexts (McAfee, Leong, and Bedrova
2004). For all young children, authentic
assessment allows children to reveal their

knowledge and skills as they naturally en-
gage in learning in the preschool setting.
For dual language learners who typically
use their home language to communicate,
authentic assessment must include as-
sessment in their home language as well
as in English. See State Advisory Council
on Early Learning and Care 2013, Paper



Part Three: Program Guidelines

5 (Assessment), for a fuller discussion of
assessing dual language learners in their
home languages).

Ongoing observational assessment is
essential if it is to be used to inform the
planning of curriculum, activities, and in-
teractions. Throughout the preschool day,
there are many opportunities for teachers
to observe children’s play, exploration,
problem solving, language, interests, and
behaviors and to document indicators of
progress. When assessment is an ongoing
practice, teachers and program adminis-
trators can make effective instructional
adaptations that build on children’s prior
knowledge and support new learning for
each child and for groups of children.

Child Assessment
Programs

¢ Evaluate and select child observational
assessments that are reliable, valid,
and culturally, linguistically, and devel-
opmentally appropriate.

e Develop policies on how to conduct as-
sessments in settings that are natural
and familiar to the child (such as the
home or early care and education set-
ting) rather than unfamiliar, artificial
settings structured exclusively for the
purpose of assessment.

e Set up assessments to engage the
child and have assessments conducted
primarily by people who are familiar
with the child and who understand the
child’s unique behavioral traits. Strang-
ers may intimidate the child.

¢ Identify procedures for the monitoring
of language interactions of young dual
language learners to ensure that rich
learning opportunities are provided in
both English and the home language.

e Establish procedures on how to assess
young dual language learners in both
languages to understand each child’s
overall language development and
determine whether there is a need for
further language evaluation.

¢ Individualize assessment procedures
and link results to curriculum planning
and make adjustments as necessary

for each child, with particular attention
to dual language learners and children
with disabilities or other special needs.

Observe and document young children’s
behaviors and interactions in the pre-
school setting continually in order to
complete the DRDP-PS® instrument,
including the English-language develop-
ment measures for young dual language
learners, at least twice per year.

Enlist native speakers of the home lan-
guages of young dual language learn-
ers so they can assist in completing the
DRDP-PS® measures in all domains of
development. See State Advisory Council
on Early Learning and Care 2013, Paper
5 (Assessment).

Teachers

e Meet together and with families regularly

to gather information about children’s
behavior in the home and discuss dif-
ferent approaches to assessment and

children’s progress.

Implement procedures for the monitor-
ing of language interactions of young
dual language learners to ensure rich
learning opportunities are provided in
both English and the home language.

Engage in observation regularly, as it is
one of the most important and useful
forms of assessment in preschool set-
tings. Observation allows teachers to
learn about children by carefully watch-
ing them, listening to them, and studying
their work. When using observation as
an assessment method, teachers should

o ask questions that encourage children
to describe their thinking;

o listen to children as they describe how
they made decisions and solved prob-
lems;

o watch children as they play and work
with materials and other children;

o hold conversations with children about
their work;

o listen as children talk with others infor-
mally and during group discussions;

o study the children’s work (e.g., proj-
ects, writing, drawings).
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7.2 Programs use child assess-
ments that are evidence-

based, reliable, valid, and
culturally, linguistically, and
developmentally appropriate.

In preschool programs, special care
should be taken with assessments that
require significant linguistic processing or
language-based responses. Child assess-
ment instruments should be culturally,
linguistically, and developmentally fair
and unbiased. Observational or nonverbal
approaches should also be used. For dual
language learners, assessments should be
conducted in both the home language and
in English.
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Appropriate Assessment
Programs

¢ Provide professional development op-
portunities to staff members on the
benefits and limitations of various
assessment instruments, taking into
account developmental, linguistic, or
cultural considerations and whether
gathering information from families is
included.

e Evaluate and select assessment instru-
ments that are valid, reliable, and de-
velopmentally, culturally, and linguisti-
cally and contextually appropriate for
the children served. See State Advisory
Council on Early Learning and Care
2013, Paper 5 (Assessment).

e Ensure that staff members are qualified
to administer assessment instruments,
as appropriate.

¢ Interpret results of all assessments
cautiously, particularly in the area of
vocabulary and language development,
making only tentative conclusions
about the development of each young
dual language learner and understand-
ing the limitations of assessment in-
struments considered.

7.3 Programs use a formalized
system of screening with
all young children, making
referrals when appropriate.

Screening often is one of the first steps
in the assessment process. A valid and
reliable screening of a child’s health and
development includes speech, hearing,
and vision. Although screening plays
an important role in helping to identify
whether a child needs further evaluation,
screening alone is not sufficient to deter-
mine that a child has a disability or devel-
opmental delay (adapted from Head Start
Performance Standard 1308.6 b
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Developmental Screening
Programs

¢ Develop guidelines related to screening
and collaborate with qualified service
providers to administer and interpret
screenings.

¢ Provide information to staff and family
members regarding the use, benefits,
and limitations of screening instru-
ments; also offer follow-up recommen-
dations for assessment or intervention
as appropriate.

e Evaluate and select screening instru-
ments that are reliable, valid, and de-
velopmentally, culturally, linguistically,
and contextually appropriate for the
children served.

e Develop program policies regarding re-
ferrals and supervise implementation.

e Support staff and family members in
the referral process.

¢ Include qualified bilingual assessors in
the screening process when dual lan-
guage learners are screened.

¢ Identify what screening is appropriate
for children already identified as having
disabilities or having an individualized
education program (IEP). For example,
a child with a diagnosis of speech and
language delays with mild hearing loss
may benefit from screening in other
developmental areas such as vision,
social-emotional, and physical develop-
ment, but would not need “screening”
in speech and language or hearing.

Teachers

¢ Review the results of screening and ini-
tiate discussions with staff, colleagues,
and family members regarding the uni-
versal or targeted screening.

¢ Contribute information (including input
from staff, colleagues, and family mem-
bers) to the screening process.

¢ Identify the need for referral for further
evaluation based on observations, infor-
mation from staff, colleagues, and fam-
ily members, for dual language learners
(including adults who are familiar with
the child’s home culture and language);
and screening assessment tools.

e Assist family members in identifying or

gaining access to further evaluation or
other services as needed, with consid-

eration for their diverse linguistic and

cultural experiences.

7.4 Programs provide sufficient

time, training, information,
and guidance to support ongo-
ing assessment of all children
and appropriate interpretation
and use of assessment results.

Support Child Assessment

Programs

e Provide professional development op-

portunities to staff on the appropriate
use of screening results, observational
data, and documentation for assess-
ment.

Provide professional development
opportunities regarding appropriate
assessment instruments and proce-
dures and how to interpret the results
in order to conduct valid assessments
of the development and achievement of
all children, with particular attention to
young dual language learners and chil-
dren with disabilities or other special
needs.

Ensure that staff members have the
guidance needed to appropriately ana-
lyze and interpret both formative and
summative assessment data.

Develop or modify program policies on
the interpretation, application, and dis-
semination of observation and assess-
ment information.

Provide adequate time for family mem-
bers and staff members to reflect indi-
vidually and consult in teams regarding
observation and assessment informa-
tion.

Adopt an interdisciplinary team ap-
proach (i.e., teachers and specialized
service providers related to the child’s
learning needs) to address the complex-
ity of facilitating the language develop-
ment of young dual language learners
with disabilities and to provide coordi-
nated and comprehensive intervention.
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Use of Child Assessments
Teachers

¢ Understand that assessment includes
ongoing child observations as well as
the use of specific assessment instru-
ments for different purposes.

e Use assessment instruments appropri-
ately with individual children or groups
of children.

e Engage in discussions with staff and
family members about the meaning of
observation, screening, documentation,
and assessment data to support chil-
dren’s learning and development.

e Understand the role of child assess-
ment to guide curriculum development
and focus areas.

7.5 Child assessment considers
multiple sources of informa-
tion and covers all early
learning domains.

To fully understand a child’s develop-
ment, educators need information from
many sources: teacher observations, par-
ent reports, samples of children’s work/
performance, or direct assessment (Snow
and Van Hemel 2008). Gathering informa-
tion from multiple sources helps provide
a balanced view and helps to reduce the
chances of underestimating children’s
abilities. While applicable to all children,
this is especially important in the case
of assessing children with disabilities or
other special needs.

Sources of Information

Programs

e Ensure that assessment procedures
regularly involve family members as
highly relevant sources of information
regarding their children.

e Use an approach called triangulation,
in which several sources of information
are gathered to answer the same ques-
tions about the child’s development.

Teachers

e Use a variety of assessment methods
regularly and consistently to under-
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stand and document what children do,
both individually and in groups.

Use assessments as a basis for plan-
ning and developing new curricular and
instructional approaches and for help-
ing children to build their knowledge
and skills.

Collect information about each child’s
early language learning experiences
from family members so that the
unique linguistic, social, and cultural
characteristics of young dual language
learners are considered when conduct-
ing assessments and interpreting the
results.

For children receiving services from
other sources (such as therapy through
insurance, or special education through
an IEP), work with family members to
gather input from specialized service
professionals. With the families’ permis-
sion, the specialized service professional
may send reports to or talk directly with
the teacher.

Triangulation: An Example of a Multiple-
Sources Approach to Assessment

Ms. Rojas, a preschool teacher, is interested
in understanding more fully why David

is behaving aggressively with his peers.

She obtains information from a variety

of sources, beginning with observation

of David in the preschool setting. She
observes, for example, the frequency of his
aggressive behavior and the activities and
persons that provoke it. She also speaks
with his parents about his behavior at home.
And she uses a structured checklist that
provides indicators of social behavior for
children who are David’s age. She combines
all this information into a summary report,
which she uses as a basis for planning ways
to help David gain self-control and find
positive outlets for his aggression.

Source: CDE 2000, 51.
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¢ Assess young dual language learners
in both the home language and Eng-
lish to understand each child’s overall
language development and determine
whether further language evaluation is
needed. See State Advisory Council on
Early Learning and Care 2013, Paper 5
(Assessment).

7.6 Family members are aware
of the program’s approach
to assessment (including
screening, observation, and
documentation) and contrib-
ute to activities that support
the assessment process.

Family members need to be fully in-
formed and aware of the different kinds of
assessments being done in the preschool
setting. Information about the child’s
behavior at home and in other places
outside the preschool program should be
sought from family members because this
knowledge can be helpful in the assess-
ment process. Enlisting the assistance
of families in the assessment process is
important for all children, especially when
program staff members do not speak the
home languages of the children.

Collaborating Regarding
Child Assessment

Programs

e Collaborate with family members to
clarify differences in the interpretation
of observation or assessment informa-
tion.

¢ Provide concrete examples of the behav-
ior or activity that is being assessed to
support understanding and clarity.

¢ Request family members’ input, data,
and interpretation, when needed.

e Collaborate with colleagues and fam-
ily members, as appropriate, to analyze
observation and assessment data for
program planning, community out-
reach, and professional development.

e Gather information about each child’s
early language learning experiences
from family members so that the
unique linguistic, social, and cultural
characteristics of young dual language
learners are considered when conduct-
ing assessments and interpreting the
results.

¢ Communicate with family members
about a program’s approach to as-
sessment and the specific assessment
activities.

Communicating about
Assessment of Data

Teachers

¢ Communicate with family members in
their home language about the inter-
pretation of observation or assessment
data, as appropriate.

e Maintain confidentiality and ensure pri-
vacy when sharing assessment informa-
tion with family members and special-
ized service providers.

e Collaborate with family members and
service providers to adapt learning ex-
periences or the environment based on
observation or assessment.

¢ Identify the need for additional assess-
ment, evaluation, or follow-up and
assist family members in identifying or
gaining access to services, sensitively
considering the diverse linguistic and
cultural experiences of families.
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Guideline 8: Planning the Learning
Environment and Curriculum

The environment has an impact on ev-
ery facet of the early childhood program.
Research conducted with the Early Child-
hood Environment Rating Scale (ECERS)
(Sylva et al. 2010; Peisner-Feinberg et
al. 2001) and the Classroom Assessment
Scoring System (CLASS) (Howes et al.
2008; Mashburn et al. 2008) indicates
that both the physical environment and
the social and emotional climate of a pro-
gram influence its overall quality. High-
quality physical and social environments
enhance young children’s well-being and
development and help them become ready
for school.

All environments communicate mes-
sages. In an early childhood program,
these messages may convey program staff
members’ beliefs and values about young
children, ways in which children learn,
the role of families, and the importance
of community. The environment makes
a strong impression on young children
and their families when they enter the
program. It should convey to all children
that they belong and they will be safe
and cared for. When well designed and
organized, the environment can help sup-
port appropriate developmental goals for
children. For preschoolers, this support
includes social-emotional knowledge and
skills described in the first volume of the
California Preschool Learning Foundations
(CDE 2008), such as the development of
self-awareness, self-regulation, social and
emotional understanding, empathy and
caring, initiative in learning, cooperation
and responsibility, and relationships with
adults and peers.

Designing a High-Quality
Environment

Preparing the environment (for both
children and adults) in high-quality pro-
grams involves responding to a fundamen-
tal question: How does it feel to live, play,
and worlk here every day? Personal prefer-
ences and experiences—what is pleasing,
energizing, soothing, and comforting—may
vary among individuals. Similarly, many
different factors influence an individual’s
response to the environment:

1. Physical space. Many considerations

influence decisions about the use

of physical space. For example, are
there opportunities for children to
move easily into and out of a busy
room? Do pathways provide clear
directions to children, encouraging
safe and unencumbered movement
from one area to another? Are routes
leading to different learning centers
clear? Are there places for two or
three children to play apart from the
larger activity? Are there places for a
child to step back and observe?

. Lighting and color. Lighting and col-

or can add warmth to a room or cool
it down. Is there a variety of lighting
that supports focused learning in
different parts of the environment? Is
there plenty of natural light? Do the
colors create a peaceful feeling and
allow children to focus on teachers
and learning materials?

. Display areas. Children’s art can be

displayed in ways that communicate,
“This is a child’s place” and “You be-
long and what you create is valued.”
Displays of children’s art should be
aesthetically pleasing yet not make
the environment overstimulating or
filled with visual clutter.

. Texture. Children are responsive to

environments that offer variety. Floor
coverings, play materials, furniture,
animals, and foods all contribute to
heightening children’s awareness of
the world around them.

5. Auditory surroundings. How do chil-

dren experience the sound levels in
a room? Are quiet activities planned
in proximity to one another, or is the
reading area next to the manipula-
tives area? Some children may be
highly sensitive to noise, and the
amount of background noise, includ-
ing music, may make it difficult for
them to concentrate or to listen at-
tentively. Children need opportunities
to experiment with sound, to express
themselves with exuberance, and

to experience the power of sound to
soothe, relax, or make a transition to
other activities.
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The learning environment requires
thoughtful planning by preschool teach-
ers. A well-designed learning environment
appropriately provides organization for
children’s learning experiences and sup-
ports children’s learning during routines
throughout the day. The teacher’s inten-
tional design of the learning environment
increases opportunities for children to
have engaging and meaningful interactions
with adults and peers. In essence, the en-
vironment can support children’s progress
with the learning and development that is
described in California’s preschool learn-
ing foundations. Along with interactions,
instruction, learning activities, and rou-
tines, the learning environment is a cen-
tral part of preschool teachers’ planning
and implementation of curriculum.

The play environment as curriculum:
Interest areas to support children’s
play and child-initiated learning

The play environment of a preschool
setting is the primary source of early
childhood curriculum. Well-stocked
play areas, often called interests areas
or learning centers, provide young chil-
dren with a vast array of possibilities for
learning. Driven to explore novel objects,
people, and events, young children relate
to well-planned play and learning envi-
ronments just as scientists relate to their
laboratories or artists relate to their stu-
dios. When teachers thoughtfully organize
the space into small, well-stocked interest
areas, young children use such spaces
like mini-laboratories or studios. In each
interest area, children find familiar mate-
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rials and novel materials, the latter added
as a way to pique new interest or to add
challenge and complexity to the learning
within children’s play.

Children enter these play areas and
explore what they might do with the eas-
ily accessible materials. As children play,
they form theories about what they can
make the items do. They experiment,
invent, and devise theories to make sense
of their experiences, all embedded in their
play. Play-based interest areas, both in-
doors and outdoors, each with a distinct
focus, are designed to offer a basic inven-
tory of materials with which children can
apply emerging skills and develop con-
cepts while they play.

As teachers plan curriculum, they
consider ways to provoke more complex
and coherent ideas by adding materials to
an area. When adapting the curriculum
to support all learners, teachers modify
the play space or the materials available
in the play space to make sure that each
child in the program has access. Such
ongoing additions and changes to the
play spaces are essential to curriculum
planning. By thoughtfully planning and
arranging the interest areas with specific
learning goals in mind and allocating long
blocks of uninterrupted time for self-
initiated play, teachers provide children
with important opportunities to develop
many fundamental concepts and skills.
Examples of interest areas in a preschool
environment include the following:

e Dramatic play area

e Block area

e Art area

¢ Book area

e Writing area

e Math area

e Science area

e Family display area

e Music, movement, and meeting area

The environment as a context for cur-
riculum includes interest areas that are
both indoors and outdoors. Interest areas
not only hold novel items added as part of
an ongoing small-group project, but they

also provide resource materials for chil-
dren’s exploration and investigation.
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8.1 The environment is safe and
comfortable for all children,
teachers, and family members.

One of the highest priorities for families
in selecting a preschool program is that
the environment meets high standards for
health and safety. As a baseline, Califor-
nia has licensing requirements to ensure
the safety of children in early childhood
programs. Many programs go beyond
minimum state requirements to ensure
children’s safety and the prevention of ac-
cidents and injuries. Safety guidelines are
readily available and should be used rou-
tinely because circumstances may change
within a program and recommendations
from leading organizations continually
evolve (American Academy of Pediatrics,
American Public Health Association,
National Resource Center for Health and
Safety in Child Care and Early Education
2011).

Planning, implementing, and monitor-
ing programs to ensure the well-being of
children includes establishing routines
and procedures that take into account the
age and developmental status of the chil-
dren. Evaluation of the environment also
considers children’s individual needs. For
example, program staff may address the
following concerns: Do some children have
special health or developmental issues?
Are modifications required in setting up
a room or establishing routines? In some
cases, the staff may need training on the
specialized procedures for the health care
needs of a child or on making special
physical accommodations.

Considerations of health and safety are
embedded in every aspect of a preschool
program. Programs must attend to rou-
tine care practices (e.g., washing hands,
using gloves, washing toys), the provision
of safe and age-appropriate play materi-
als, and the creation of program policies
and procedures to address various health
concerns (e.g., coping with sick children,
infectious diseases, lice). Of particular
note is the monitoring of safety in the
outdoor environment. Because young
children are active explorers and enjoy
the challenges of practicing new motor
skills and competencies, all equipment
should be carefully inspected and in good
repair. In some areas, the air quality may

influence outdoor time for children with
asthma or compromised health. Staff
should engage in periodic review of the
environment and the program’s routines
and procedures to identify safety issues
and prevent injuries and accidents. Even
well-designed environments that meet the
highest standards still require an atten-
tive, thoughtful approach to health and
safety. Teachers always need to supervise
three- through five-year-olds and provide
ongoing guidance in the safe use of play
materials and equipment.

Safe Environment
Programs

e Facilitate development of a program-
wide plan to ensure that children will
be adequately supervised at all times.

e Ensure that areas and furnishings
in the environment support full
participation of all children and adults
in the program, including persons with
disabilities or other special needs.

¢ Provide a staff lounge for relaxation
and storage of personal belongings,
as well as for lunch and breaks.

Teachers

e Comply with policies and practices
addressing environmental health
and safety indoors and outdoors.

e Collaborate with other staff and
colleagues to provide adequate
supervision that supports safe, fun,
and challenging play that excludes
unauthorized visitors.

¢ Maintain a safe environment to
support children’s learning and to
prevent accidents.

8.2 The environment promotes a
supportive social-emotional
climate and sense of belonging
and community for everyone.

Preschool children develop special
relationships with teachers and rely
on these relationships for security and
support in the learning environment.
Teachers recognize the importance of
these close relationships to a young
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child’s self-confidence and feelings about
preschool. Teachers actively nurture
those relationships when they affirm the
child’s initiative, convey enthusiasm for
his accomplishments, are responsive to
her needs for assistance or comfort, and
seek to develop a friendly, cooperative
relationship with the child’s primary
family members (adapted from CDE
2010a, 81).

Young children spend many hours
in the preschool setting; therefore, it
should become a home away from home.
For teachers, other staff members, and
children’s family members, the preschool
program should become a place of com-
munity and togetherness. Providing
comfortable furnishings (e.g. adult-sized
and child-sized chairs) where adults and
children can relax together and creating
an atmosphere that conveys both emo-
tional and physical safety are essential
for this type of setting. A comfortable
and safe environment that everyone can
enjoy contributes greatly to the quality of
a preschool program (adapted from CDE
2006, 74).

Supportive Climate
Programs

e Provide professional development,
including reflective supervision, men-
toring, and coaching to staff and col-
leagues on the relationship between the
social-emotional climate and the overall
learning environment.

¢ Provide professional development op-
portunities to staff and colleagues, and
resources to families, about the prin-
ciples of relationship-based practice.

e Ensure that a private area is made
available for sharing sensitive informa-
tion with family members.

e Ensure that classrooms contain both
safe havens where young children,
including dual language learners, can
take a break and do not have to speak
to anyone as well as spaces in the
classroom where children can interact
in small groups and one-on-one.
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Teachers

e Respond to children’s interests by re-
flecting, expanding on, or demonstrat-
ing enthusiasm for their ideas.

e Work with staff to plan a positive social-
emotional climate in the learning
environment based on the individual
strengths and interests of the children
in the group.

e Provide responsive and sensitive care to
support children’s early learning experi-
ences.

e Work with staff and families to sup-
port positive relationships among early
childhood educators, between early
childhood educators and children, and
among children.

e Ensure that each child has develop-
mentally and individually appropriate
opportunities to interact with adults
and peers in meaningful ways.

e Implement strategies that establish
warm, nurturing relationships and fos-
ter a sense of belonging for all children,
with particular attention to dual lan-
guage learners, children with disabili-
ties or other special needs, and children
receiving services from child protective
services.

e Encourage positive peer interactions
among children and positive interac-
tions among families enrolled in the
program to ensure the program envi-
ronment is welcoming. Positive inter-
actions are particularly important for
dual language learners and children
with disabilities or other special needs
and their families. The interactions will
establish a culture of inclusion where
families can connect and share experi-
ences, resources, and so on.

8.3 The indoor and outdoor envi-
ronments are organized and
prepared to support children’s
learning interests and focused
exploration.

High-quality indoor and outdoor learn-
ing environments set the stage for social-
emotional exploration and growth. When
children are presented with a friendly,
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inviting, and culturally familiar environ-
ment, they feel comfortable and secure.
For young dual language learners and
culturally diverse populations, it is espe-
cially important for materials to reflect
the families’ histories, culture, and fa-
miliar customs. For example, this might
mean incorporating authentic materials
from the children’s homes and communi-
ties. The attractive spaces adults prepare
for children communicate expectations
of responsibility and cooperative care.
Preparing a variety of learning areas with
open-ended materials encourages each
child to participate in meaningful play
experiences that match their individual
temperaments, knowledge, and skills. In-
corporating elements from the home and
community creates a feeling of belong-
ing by reflecting the cultures, languages,
familiar traditions, and histories of the
children and families served (adapted
from CDE 2010a, 42-43).

Inviting Learning Spaces

Programs

e Ensure that resources such as the Cali-

fornia Preschool Learning Foundations

(CDE 2008, 2010b, and 2012) and Cali-

Jfornia Preschool Curriculum Framework

(CDE 2010a, 2011, and 2013) are avail-

able to staff in planning for children.

¢ Provide professional development for
staff on the environmental elements of
developmentally appropriate, culturally

responsive program design and philoso-

phy.

e Ensure that staff members have access

to a wide variety of materials and equip-

ment that are safe, engaging, open-
ended, aesthetically pleasing, develop-
mentally appropriate, and reflective of
diverse experiences.

¢ Plan indoor and outdoor environments
that are developmentally appropriate,
aesthetically pleasing, and reflective of

children’s cultural and linguistic experi-

ences and the program’s philosophy.

e Collaborate with staff to gather informa-

tion from children and families to guide
the selections of safe, developmentally

appropriate, engaging, open-ended, and

aesthetically pleasing materials and
equipment that reflect diverse experi-
ences and encourage play, exploration,
and learning in all domains.

Teachers

e Use California Preschool Learning Foun-
dations (CDE 2008, 2010b, and 2012)
and California Preschool Curriculum
Frameworks (2010a, 2011, and 2013) to
inform the curriculum planning process
for preschool children.

e Adapt the environment as necessary to
meet the interests and requirements of
children in the group.

¢ Plan opportunities for all children to
engage with materials and equipment,
including objects from nature, making
adaptations as necessary to meet the
interests and needs of children in the
group; include materials in children’s
home languages as needed.

8.4 The environment and
materials reflect the cultural
and linguistic diversity of the
children and families served.

Authentic, meaningful connections to
the young children’s experiences in their
homes and communities enhance learn-
ing and a sense of belonging, especially
for culturally diverse children and dual
language learners. Preschool programs
need to create a climate of respect for
each child’s culture and language. Pro-
grams and teachers regularly communi-
cate with family members to get to know
the cultural strengths each child brings
to the program. An essential part of being
culturally and linguistically responsive is
to value and support each child’s home
language. Also important are interactions
with children and their families in which
programs and teachers learn about the
cultural history, beliefs, values, ways of
communicating, and practices of children
and families, so connections can be made
between the children’s family and com-
munity life and the preschool setting.
Sometimes making connections between
families’ cultures and languages requires
working through differences in perspec-
tives. Programs and teachers have the
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responsibility to recognize tension with
sensitivity, honor families’ perspectives,
and work with families to resolve or man-
age differences.

All aspects of the preschool setting
should reflect or represent the families’
culture, customs, and language, including
the teachers, other staff, and volunteers.
Families’ artifacts and pictures of the fam-
ily members’ special talents (e.g., musical
or artistic) should be displayed promi-
nently throughout the setting. Environ-
mental print that reflects the languages
of the children, as well as English, should
also be incorporated into learning activi-
ties and classroom routines. High-quality
books in both English and the children’s
home languages should be readily acces-
sible (adapted from CDE 2010, 183).

Reflection of the Community
Programs

e Communicate in the philosophy state-
ment or handbook the importance of
connecting a child’s cultural or linguis-
tic experience at home with the early
care and education setting.

e Develop outreach efforts to achieve rep-
resentative staffing (culture, language,
race and ethnicity, gender) at all staff-
ing levels within the program.

e Encourage volunteers from the chil-
dren’s cultural and linguistic communi-
ties to participate in program activities.

¢ Invite extended family members to par-
ticipate in program events.

e Provide program information and an-
nouncements in the home languages of
the families.

e Provide an interpreter or someone rep-
resentative of the family’s culture, when
necessary to help in communication
with the family.

e Initiate discussions with families about
cultural preferences and practices and
how these preferences may be incorpo-
rated into the learning environment and
curriculum.
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Teachers

e Value the role of culture and home lan-
guage in child-rearing and discuss its
influence with families and other staff
members.

e Support a family’s cultural style and re-
spond positively to a child’s expressions
of cultural identity (for instance, a child
may hug or kiss his father rather than
wave “bye-bye”).

e Ensure that play materials, family
photos, room decorations, and celebra-
tions reflect the various backgrounds
of the children in the program as well
as other racial and ethnic groups in the
community.

e Ensure that classrooms have linguis-
tically and culturally representative
materials. Expand the listening library
to include texts in both English and the
home language(s) of the children.

e Choose classrooms materials that
reflect the cultures and languages of
children and families enrolled by

o displaying photographs of the chil-
dren and families, to reflect families’
homes and everyday lives;

o incorporating music, songs, poetry,
and literature that authentically
reflect the cultures and languages of
the children enrolled;

o using culturally and linguistically
authentic materials as part of inten-
tional teaching strategies.

e Speak a child’s home language fre-
quently or, if not proficient, learn
simple, essential phrases of a child’s
home language and use them in daily
communication with the child.

¢ Discuss regularly with family members
their children’s needs and preferences
and use this information to create conti-
nuity between the home and the pro-
gram.

e Acknowledge any tension that may
arise over differing cultural practices
and work with families to resolve or
manage it.
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8.5 The environment is organized
and prepared to support full
participation by children and
adults with disabilities or
other special needs.

Learning materials should be accessible
to all children in the setting, including
those with physical or sensory disabili-
ties. When young children are allowed to
move any way they can, they learn about
themselves and the environment through
movement and sensory exploration. Like
all children, those who need support to
move learn from movement and explora-
tion (adapted from CDE 2011, 134).

As discussed in Guideline 5.5, “Includ-
ing Children with Disabilities or Other
Special Needs,” using a universal design
for learning (UDL) approach will ensure
maximum access. The environment should
support the learning of all children and
be adapted to allow for multiple means
of representation, multiple means of
engagement, and multiple means of ex-
pression. Multiple means of representation
refers to providing information in a variety
of ways so the learning needs of all chil-
dren are met. For example, it is important
to speak clearly to children with auditory
disabilities in an area with little or no
background noise while also presenting
information visually (such as with objects
and pictures). Multiple means of expression
refers to allowing children alternative ways
to communicate or demonstrate what they
know or what they are feeling, such as
through gestures, sign language, or pic-
tures. And multiple means of engagement
refers to providing choices in the environ-
ment that facilitate learning by building on
children’s interests, experiences, knowl-
edge, and skills; for example, providing a
chair for a child who is interested in the
sensory table and uses a therapeutic walk-
er (adapted from CDE 2010a, 13; 2011, 14;
and 2013, 14).

Program leaders should turn to family
members and specialized service providers
for guidance on appropriate ways to make
adaptations in the environment to support
full participation of all children. The envi-
ronment, materials, and teaching methods
can be modified to facilitate participation

and skill development for all children. All
children in the preschool program benefit
when provided with opportunities to play
alongside peers with diverse abilities; they
learn the important values of inclusion,
empathy, respect, and acceptance (adapted
from CDE 2011, 134).

Family members may have disabilities or
special needs as well. Be prepared to make
adjustments, and accommodate adults
as needed. The same UDL principles can
apply. For example, a parent may have
difficulty reading materials sent home or
completing paperwork. Including photos
and offering to assist family members to
complete paperwork will provide multiple
means of representation. Providing an
adult chair for a grandmother who uses
a cane or listening carefully to an aunt
with speech difficulties provides multiple
means of engagement and expression.

Inclusion
Programs

e Provide appropriate support, accom-
modations, or adaptations so that every
child may participate fully in the pro-
gram.

¢ Celebrate and enjoy each child for the
unique individual he or she is.

e Acknowledge and support a child’s
emerging abilities.

e In collaboration with specialized service
providers, offer professional develop-
ment opportunities to staff on meeting
the needs of diverse learners through
multiple approaches to learning.

e Communicate with families about the
program’s approach to understanding
and meeting the needs of diverse learn-
ers.

e Provide information to staff members
about working closely with specialists
who may be involved with a child or
family.

e Share information regarding local
resources that offer support groups
or information for family members of
children with disabilities or other special
needs.
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Teachers

e Plan developmentally appropriate envi-
ronments, interactions, and experiences
for the learning environment.

e Represent ability diversity in the class-
room even if there are no children with
identified special needs enrolled (e.g.,
include children and adults with dis-
abilities in photos, books, and other
materials as it exposes children to a
wide range of abilities and sets a wel-
coming climate for all people).

¢ Find meaningful ways for children with
disabilities or other special need to be
leaders or helpers or take on other roles
shared by classroom members.

e Facilitate child-to-child interaction
within the group and help children de-
velop relationships with each other.

¢ Facilitate visits by specialists who sup-
port individual children with disabilities
or other special needs.

e Adapt to children’s approaches to learn-
ing and interacting with people.

e Celebrate and enjoy each child for the
unique individual he or she is.

e Work with families, other teachers, and
specialists to create a plan for inclusion.

8.6 The materials in the environ-
ment are developmentally
appropriate and encourage
play, exploration, and learning
in all domains.

In supporting children’s multiple ap-
proaches to learning, programs and
teachers may use a variety of strategies
(e.g., interactions, scaffolding, explicit
instruction, modeling, demonstration,
changes in the environment and materi-
als, and adaptations, which are especially
important for children with disabilities
or other special needs). By adapting the
physical environment, materials, and
the curriculum in developmentally and
individually appropriate ways, teachers
gain a better sense of individual children’s
diverse strengths, abilities, interests, and
experiences, and how best to support
their play, exploration, and learning.
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Whole-Child Learning
Programs

e Create an environment that is safe for
free movement and exploration.

e Provide developmentally appropriate
play equipment that offers opportuni-
ties for invigorating and challenging
large-muscle movement both indoors
and outdoors.

e Provide a variety of objects and materi-
als for children to explore with their
small muscles.

e Provide professional development for
staff and families that focus on play
and its implications for child growth
and development.

e Initiate discussions with staff and
reinforce with families that indoor
and outdoor play throughout the early
childhood period is important for child
development and learning while being
sensitive to individual family circum-
stances and cultural preferences.

e Create program policies and practices
that promote responsiveness to the
learning strengths, interests, and needs
of individual children.

e Facilitate implementation of develop-
mentally, individually, culturally, and
linguistically appropriate early child-
hood practices.

Teachers

e Design and maintain the indoor and
outdoor environments to support chil-
dren’s participation during play, includ-
ing the provision of open-ended, devel-
opmentally appropriate materials and
activities that engage children based on
observations of their development.

e Schedule ample time for child-initiated
and adult-facilitated play.

e Give children time to solve problems
they encounter.

e Plan opportunities for families to ob-
serve and engage their children in play.

¢ Consider individual family circumstanc-
es and cultural values when making
recommendations about play.



Part Three: Program Guidelines

8.7 Programs support teachers in
selecting, using, and integrat-
ing appropriate technology
into everyday experiences to
enhance curriculum.

Technology is an ever-present, power-
ful tool in people’s daily lives. Many young
children come to preschool with consid-
erable experience using technology, and
others have limited experience with it.
Technology in the preschool environment
can support learning in different ways.

Of course, preschool programs’ use of
technology should be consistent with the
principles of curriculum set forth in the
California Preschool Curriculum Frame-
worle, volumes 1-3. Teachers can use
technology effectively as additional modes
of learning that augment children’s learn-
ing through interaction, collaboration,
constructive manipulation of materials,
physical movement, and their senses.
Technology can be an important tool for
introducing or designing adaptations

that address the individual needs, inter-
ests, and abilities of children, especially
children with disabilities or other special
needs. At all times, technology should
support children’s integrated exploration
and learning and allow children to engage
in actively making meaning in collabora-
tion with others.

Technology
Programs

e Support teachers in selecting technol-
ogy and interactive media products that
are developmentally appropriate and
are consistent with the abilities, inter-
ests, needs, and cultural and linguistic
backgrounds of individual children in
the program.

e Support teachers in evaluating the
quality of content, overall goals, format,
and features of any software program
or other forms of interactive media they
may use with children in the program.

e Ensure equitable access to technol-
ogy and interactive media experiences
to all children in the program, making
accommodations for children with dis-
abilities or other special needs.

e Provide guidance to teachers on how to
introduce and integrate technology and
interactive media into the learning envi-
ronment appropriately and effectively.

e Provide teachers with training and
professional development to gain the
knowledge and competence to use
technology, to think critically about the
use of technology and interactive media
with young children, and to evaluate
the impact of technology on children’s
learning and development.

Teachers

e Apply knowledge of developmentally ap-
propriate practice to guide and inform
decision making about how to integrate
technology and interactive media into
the learning environment.

e Use technology and interactive media as
tools to intentionally support curricu-
lum goals and to promote learning of
individual children in the group.

e Establish with children rules and rou-
tines to guide appropriate handling and
use of computers and other technologi-
cal devices, setting limits on the time
children spend with technology and
interactive media (i.e., screen technolo-

gies).

e Observe and support children while
they use technology and interactive
media, identifying opportunities for
teachable moments and making appro-
priate adaptations to promote positive
outcomes for individual children.

¢ Ensure that the use of technology and
interactive media allows for joint en-
gagement between children (or between
children and adults) and promotes com-
munication and collaboration among
children.

8.8 Programs support both home
language maintenance and
English-language development
in the learning environment.

Young dual language learners bring a
wealth of ability and knowledge as well as
varied cultural backgrounds to preschool
programs. Young dual language learners
require curricular adaptations beyond
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what are usually considered high-quality language development (ELD) within
early childhood practices to make the the classroom environment (materials
most of their abilities while they prog- books, display, and the like) and learn-
ress toward English proficiency. Current ing activities and opportunities.

knowledge, based on successful practices
and sound research, strongly suggests
that specific teaching strategies, indi-
vidualized interaction approaches, and
enhanced environments are critical to the
long-term success of young dual language e Conduct ongoing evaluation of program

¢ Encourage family members, colleagues,
and community members to use chil-
dren’s home languages and provide
training or support as needed.

learners. support for children’s home language
Intentional teaching of dual language and use data to make program improve-
; . ments.
learners requires ongoing awareness of the
home-language development of each child T
eachers
as well as the child’s ability to use English
to engage in learning. Preschool programs ¢ Collaborate with families, staff, and oth-
and teachers need to be knowledgeable ers who support children’s development
about both the role of home language and learning.

in the process of early learning and the
stages of second-language development
for dual language learners. Continued use
and development of the home language
will benefit dual language learners as they ~ ® Honor each child’s home language in

e Incorporate practices that honor the role
of the home language as a vital founda-
tion in English-language development.

acquire English. Language is a tool of order to foster positive social-emotional
communication used in all developmen- development and the child’s develop-
tal domains. Young dual language learn- ment and learning in all other areas.

ers need to be supported in the use and
development of both the home language
and English not only in activities focused
on language and literacy, but across the
entire curriculum, especially in integrated
ways (adapted from CDE 2010a).

e Systematically and intentionally
implement strategies that promote
English-language development, including
supporting the English proficiency of
all staff members who provide English-
language support for dual language
learners.

Language Support e Actively recruit native speakers of the

Programs home languages of children in the class
to participate in classroom activities
(e.g., read and tell stories, help with
child dictation, connect young dual lan-
guage learners to background informa-
tion that is familiar to them, help with
translations, and so on).

e Facilitate the articulation of a clear,
consistent, evidence-based program ap-
proach for young dual language learn-
ers at the site; collaborate with families,
staff, and other community members
as appropriate to build support for the
program approach.

8.9 The environment reflects the
program’s philosophy and
beliefs about how children

¢ Develop and implement hiring policies develop and learn.
and job descriptions for staff that com-
ply with regulations or other require-
ments and that consider the diverse
linguistic experiences of children and

e Support second-language acquisition by
adult learners.

The overarching principles and strate-
gies articulated in the California Preschool
Curriculum Framework (CDE 2010a) offer
a general approach to adapting or design-

families. . . . ;
ing the learning environment and curricu-
* Implement procedures that enhance lum for young children. In particular, the
and monitor support for both home- program’s curriculum should define an
language maintenance and English- approach to supporting integrated learn-
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ing and be developmentally, individually,
culturally, and linguistically appropri-
ate. Widely used approaches to preschool
curriculum fit within this framework. In
addition, some preschool programs may
decide to create their own curriculum in
a manner aligned with the curriculum
framework. Whether adapted or designed
by the program, the curriculum should
reflect the program’s philosophy and be-
liefs about how children learn and devel-
op in all domains, including approaches
to guidance and discipline.

The program’s policies and practices

should be consistent with the educational

philosophy reflected in its curriculum.
The program should provide learning op-
portunities to staff and families about the
beliefs underlying its approach to cur-
riculum. Written information about the
program’s philosophy should be available
to everyone, and conversations about the

curriculum should occur regularly. Young

children will likely gain the most from
preschool when all of the adults respon-
sible for them have a shared understand-
ing of how to support and enhance early
learning and development.

Program Philosophy
and Curriculum

Programs

e Develop program policies and a peda-
gogical philosophy that support chil-
dren’s learning and development in all
domains.

¢ Provide professional development to
staff and families about the goals, fea-
tures, strengths, and limitations of all
curricula used in the program.

¢ Provide professional development for
staff and families to understand that

preschool development and learning are

integrated across domains.

e Collaborate with staff in selecting or de-

veloping appropriate curricula and con-
sider ways curricula might be adapted
to meet the developmental and individ-
ual needs of children in the program.

e Ensure that resources such as the
California Preschool Learning Founda-

California Preschool Curriculum Frame-
work publications (CDE 2010a, 2011,
and 2013) and DVDs are available to
support the planning efforts of all staff
and colleagues.

Engage staff and families in discuss-
ing curricular goals for children along a
broad developmental continuum and for
specific developmental stages.

Curriculum

Teachers

¢ Use knowledge of development to inform

planning for individual children in the
indoor and outdoor learning environ-
ments, including support for relation-
ships and the development of emotion
regulation.

Plan experiences that support pre-
school development and learning in all
domains and content areas.

Use the California Preschool Learning
Foundations (CDE 2008, 2010b, and
2012) and California Preschool Cur-
riculum Framework publications (CDE
2010a, 2011, and 2013) to inform the
curriculum-planning process for pre-
school children.

tions (CDE 2008, 2010b, and 2012) and
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e Demonstrate understanding that
preschool development and learning
can be described with regard to the
developmental domains and content
areas of social-emotional development,
language and literacy, mathematics,
English-language development, visual
and performing arts, physical develop-
ment, health, history-social science,
and science and that children learn in
an integrated way across domains.

8.10 Teachers observe, document,
and reflect on children’s
learning and development on
a daily basis as part of the
curriculum planning process.

Planning preschool curriculum begins
with teachers discovering, through care-
ful listening and observation, each child’s
interests, abilities, and needs on a daily
basis. Observation is an essential teaching
skill. When teachers mindfully observe,
they discover how individual children
make meaning in everyday moments of
play, exploration, and interactions. Obser-
vation for the purpose of assessing indi-
vidual children’s learning means mind-
fully watching and listening, with thought
and reflection. As teachers observe chil-
dren’s play and interactions each day,
children reveal evidence of their emerging
skills and ideas. Such evidence, recorded
as a written observation, photo, or video
clip, is used in a child’s portfolio to dem-
onstrate developmental progress. As
teachers observe, they also discover ways
to extend learning experiences in order to
support children in building more complex
and coherent ideas.

Documentation means gathering and
holding evidence of children’s play and
interests for future use. Documentation
supports teachers in planning the next
steps in the curriculum. Teachers reflect
on how they might expand children’s
thinking, exploration, language, and in-
teractions. Teachers might discuss among
themselves what a photo or an anecdote of
children’s play reveals. They also engage
the children’s families in thinking about
the documentation. Just as important,
teachers share their documentation with
the children and create opportunities for
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the children to participate in the process
of documentation as a way to engage chil-
dren in thinking about ideas and prob-
lems they are exploring or have previously
explored. Such reflection on documenta-
tion by teachers, families, and children
serves as a springboard for developing
ways to explore more deeply a topic that
has engaged the interest of the chil-

dren. Further exploration might include,
among other things, materials to add to
interest areas, related books to read in
either large- or small-group gatherings,

or activities to do in small groups. With
clear ideas or objectives in mind, teachers
plan curriculum that includes strategies
to enhance the learning of all children in a
group, as well as strategies to support the
learning of individual children (adapted
from CDE 2010a, 21; 2011, 29-30; and
2013, 33).

Curriculum Planning
Programs

¢ Develop program policies to facilitate
observations of children that are con-
ducted over time, across settings, and
that include input from multiple ob-
SEervers.

e Regularly assesses with colleagues how
systems of observation are working to
enhance a learning community.

e Coordinate documentation and data
gathering, storage, and management to
ensure accuracy, thoroughness, confi-
dentiality, and timeliness.

e Collaborate with staff and families to
develop documentation policies that
support children’s learning and devel-
opment and link directly to curriculum
planning.

e Provide tools and strategies to support
objective, clear, and timely documenta-
tion.

Teachers

¢ Plan the daily schedule to facilitate
observation of children by appropriate
staff.

¢ Explain to families principles of cur-
riculum planning that are based on
observation, documentation, interpreta-
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tion, planning, and implementation and
clarifies the goals and features of curri-
cula used in the learning environment.

Know that ongoing observation of chil-
dren, individually and in groups, is an
important part of the curriculum-
planning process.

Plan opportunities for children to
participate in documentation of their
experiences, as developmentally appro-
priate.

Collaborate with fellow teachers, engag-
ing in dialogue about observations and

documentation of individual children

to gain a deeper understanding of each

child’s development and learning.

Engage children in activities and ex-
periences designed to be responsive to
their interests and needs as understood
through collaborative reflection on
documentation of their play, explora-
tion, and learning.

Collaborate with family members and
specialized service providers in docu-
menting the learning and development
of children with disabilities or other
special needs and in planning learning
experiences for them.

Implement systematic, ongoing proce-
dures to document the learning and
development of young dual language
learners in all domains, in both the
home language and English.

The three principles of universal design
serve as the foundation for intervention
planning for all children. For children
with disabilities that need additional
support, various accommodations can
be made. Teachers, in collaboration
with family members and specialized
service providers, can

o provide social supports (e.g., peer-
mediated intervention strategies,
cooperative learning);

o use visual, auditory, and kinesthetic
methods (e.g., use pictures and mod-
els when explaining);

o use a range of reinforcers (e.g., smiles,
hugs, acknowledgment, provision of
desired toy/object, continuing play);

to use a variety of movements in dif-
ferent positions;

o alter the physical, social, or temporal
environment;

o alter the schedule of activities and
routines;

o adjust the amount and type of sup-
port provided;

o divide an activity into smaller steps
(DEC 2007).

e Share observations with families in an
objective, timely, private, and confiden-
tial manner.

e Maintain current documentation of chil-
dren’s development, including informa-
tion gathered from staff, families, and
children.

e Contribute to the curriculum planning
process by helping to gather artifacts
for use in documentation, including
samples of children’s work and other
materials involving children, as develop-
mentally appropriate.

8.11 Teachers plan and implement
learning experiences based on
multiple forms of assessment
and collaborative planning.

Screening, observation, and documen-
tation are all assessment processes for
gathering, interpreting, applying, and
sharing information that build upon
children’s previous experiences. They are
important tools for understanding chil-
dren individually and in groups, and for
the purposes of planning learning envi-
ronments, curriculum, and other learn-
ing experiences. For example, to support
effective assessment practice, the CDE
has developed the Desired Results Devel-
opmental Profile (DRDP), which is aligned
with the preschool learning foundations.

A key concern for programs is ensuring
that teachers and other staff responsible
for supporting children’s learning possess
the necessary knowledge and skills to
conduct responsible, ethical, and effec-
tive assessments for supporting children’s
learning and development, and when
appropriate, for identifying children who
may have disabilities or other special

o adapt toys/materials to allow children
needs. Staff members need to understand
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the purposes, uses, benefits, and limita-
tions of various assessment approaches.
In addition, it is important to collaborate
with families when assessing preschool
children’s learning and development.

The program’s assessment approaches
should be consistent with developmentally
appropriate practice, be culturally and
linguistically sensitive, and provide indi-
vidually meaningful information. Programs
should clearly articulate how assessment
methods used inform decision making and
planning and program evaluation. Assess-
ment policies and practices should ensure
confidentiality and protect the privacy of
children and families. Well-understood
policies and practices should also be in
place for collaborating with special educa-
tion providers who are qualified to admin-
ister and interpret assessments that in-
form an individualized education program
(IEP) for children with disabilities or other
special needs as well as for collaborating
with families and qualified service provid-
ers in the IEP process (adapted from the
California Department of Education and
First 5 California 2012, 51, 54).

Differentiated Planning
Programs

e Develop program policies that encour-
age staff and families to engage in an
intentional planning process—one that
is based on knowledge of child develop-
ment and information about the chil-
dren served.

¢ Individualize assessment procedures
and link results to curriculum planning,
making adjustments as necessary for
each young dual language learner.

e Ensure that assessment procedures
are appropriately inclusive of children
with disabilities or other special needs,
including children with IEPs.

Teachers

¢ Engage families in discussions about
the role of observation, documentation,
interpretation, and reflection in plan-
ning.

e Synthesize information gathered
through the planning process, including
input from families, in planning for indi-
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vidual children and for the group, with
consideration for diverse cultural and
linguistic experiences.

e Solicit ideas from families to meet
children’s learning and developmental
goals; to inform the planning of activi-
ties, experiences, and interactions; and
to inform the selection of materials for
both indoor and outdoor spaces.

¢ Respond to children’s interests by
selecting materials, expanding on the
children’s ideas, or planning activities
and experiences, engaging children in
planning as developmentally appropri-
ate.

8.12 Programs and teachers en-
gage in curriculum planning
that includes an integrated
approach to all domains of
learning and development.

As learning engages young children in
holistic ways, the California Preschool Cur-
riculum Framework (CDE 2010a, 2011,
and 2013) emphasizes taking an integrat-
ed approach to supporting early learning
and development. Young children con-
tinually use all their senses and compe-
tencies to relate new experiences to prior
experiences and to understand things and
create meaning. Their learning is inte-
grated while having a specific focus. For
example, during book reading, children
use their knowledge and thinking abili-
ties, emotional responses, understanding
of language, physical skills, and the full
range of experiences at home and in the
community to make new connections and
expand their understanding about them-
selves and the world around them.

Children come to preschool as experts
about many things—particularly their
families, their home language(s), and their
belongings. Of most value to them are
experiences that support their inclina-
tion to explore (for example, mathemat-
ics, language, literacy, art, and science)
within meaningful moments of play and
interaction. When learning builds on what
children know and allows them to expand
their skills playfully, they are happy to
participate in any learning experience or
activity, to recite any rhyme, to count any
set, and to take on any new, developmen-
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tally appropriate physical challenge. That
is why it is so important for preschool
programs to offer children experiences
that are personally meaningful and con-
nected or integrated. In addition, since
children learn using all of their sensory
modalities in an integrated way, strength-
ening the modalities in which individual
children need special help and building
upon their areas of strength is essential
(adapted from CDE 2011, 7).

Integrated Learning
Programs

¢ Provide time for staff and colleagues to
reflect individually and in teams to sup-
port an integrated curriculum-planning
process that includes observation,
documentation, and reflection.

e Monitor program practices for con-
sistency with principles of integrated
curriculum planning that is develop-
mentally, linguistically, and culturally
appropriate.

Teachers

¢ Plan regular opportunities for staff and
colleagues to meet and discuss infor-
mation about children in the group and
how to use it in curriculum planning.

e Contribute to staff discussions about
the significance of observations and
documentation for understanding chil-
dren individually and in groups and for
informing curriculum planning.

e Implement curriculum according to col-
laboratively developed plans.

e Arrange or use indoor and outdoor
materials and space in accordance with
the curriculum-planning process.
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Guideline 9: Supporting Profession-
alism and Continuous Learning

Supporting professional development
and continuous learning is essential to
ensure that preschool teachers are well
prepared to support the learning and
development of the preschool children in
their programs. As defined by the NAEYC,
“Professional Development is a contin-
uum of learning and support activities
designed to prepare individuals for work
with and on behalf of young children and
their families, as well as ongoing experi-
ences to enhance this work. These op-
portunities lead to improvements in the
knowledge, skills, practices, and disposi-
tions of early childhood professionals”
(NAEYC, n.d.). Professional development
includes both formal (e.g., community
college course work) and informal (e.g.,
workshops, mentorship) learning experi-
ences that take place prior to becoming a
preschool teacher (preservice training), as
well as in learning experiences through-
out a teaching career (in-service training).
Research suggests that both preservice
and in-service training significantly pre-
dict program quality (Ackerman 2005).

Across the country, states have put in
place professional development systems
(PDS) in efforts to prepare the early child-
hood workforce. The PDS state licens-
ing or regulations may determine who is
qualified to teach, yet those requirements
tend to vary by state. For instance, in one
state early childhood educators may need
to have a bachelor’s degree in an early
childhood related field, while in another
state, they may need 12 units in early
childhood education. More recently, how-
ever, states have begun to focus on de-
veloping quality rating and improvement
systems, early childhood educator com-
petencies, and career ladders as a more
comprehensive way to ensure that early
childhood educators are well prepared to
be effective in the early childhood setting
(Howes et al. 2008).

In California, the California Early Child-
hood Educator Competencies (California
Department of Education and First 5
California 2012) provide coherent struc-
ture and content to

e foster the professional development
of California’s early childhood work-
force;

¢ inform the course of study that early
childhood educators follow in institu-
tions of higher education;

e provide guidance about ECE creden-
tials and certifications;

e establish standards for the knowl-
edge, skills, and dispositions needed
by educators to support young chil-
dren’s learning and development
across program types.

The competencies aim at supporting
young children’s overall development by
preparing the early childhood workforce
to provide learning experiences that are
“developmentally, culturally, and linguis-
tically appropriate” (California Depart-
ment of Education and First 5 California
2012, 2). The Early Childhood Educator
Competencies are grounded in a compre-
hensive system that includes the early
learning and development foundations for
infants, toddlers and preschoolers and
the curriculum frameworks.

Each competency area includes key
concepts derived from theory and re-
search. Two competency areas are espe-
cially relevant to young dual language
learners: “Culture, Diversity and Equity”
and “Dual Language Development.” The
“Culture, Diversity, and Equity” compe-
tency area underscores the concept that
there is no knowledge base, skill set,
teaching practice, or curriculum for early
development and learning that is applic-
able to all children. Instead, learning
environments are enriched when chil-
dren’s individual characteristics, values,
cultures, and temperaments—as well
as diversity among children, families,
and peers—are respected and valued in
concrete ways (CDE 2010). Effective early
childhood educators, including preser-
vice and in-service teachers, demonstrate
competencies in areas such as supporting
the development of children’s home lan-
guage as well as their English. The “Dual-
Language Development” competency area
addresses the knowledge and skills that
early childhood educators need in order
to support the optimal development and
learning of young dual language learners
as well as the relatively small number of
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young children who experience learning
more than two languages (CDE 2010).

In a literature review prepared for the
U.S. Department of Education, Office of
Planning, Evaluation and Policy Devel-
opment and Program Studies Service,
Zaslow and her colleagues (2010b) out-
line key features of effective professional
development practices in the field of early
childhood. The authors suggest that pro-
fessional development strategies for early
childhood educators may be more effec-
tive when the following conditions are in
place:

e There are specific and articulated ob-
jectives for professional development.

e Practice is an explicit focus of the
professional development, and atten-
tion is given to linking the focus on
early educator knowledge and prac-
tice.

¢ There is collective participation of
teachers from the same classrooms or
schools in professional development.

¢ The intensity and duration of the pro-
fessional development is matched to
the content being conveyed.

e Educators are prepared to conduct
child assessments and interpret their
results as a tool for ongoing monitor-
ing of the effects of professional devel-
opment.

¢ Professional development is appropri-
ate for the organizational context and
is aligned with standards for practice
(Zaslow et al. 2010Db).

In addition to the strategies named
above, appropriate, continuous learning
experiences for early childhood profes-
sionals, including mentorship, consulta-
tion, and coaching, are likely to positively
contribute to children’s high-quality
learning experiences in the areas of lan-
guage and literacy, English-language
development, social-emotional develop-
ment, and cognitive development (includ-
ing math) (Wayne et al. 2008; Grace et al.
2008; Hamre et al. 2012; Virmani et al.
2012; Rudd et al. 2009).

Figure 8.2.

O Measures
O Incentives
O Procedures
O Public

Professional

Development
Systems
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O Pre-service
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= 4-year programs

% O In-service
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= workshops
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Qua}lity State O Knowledge
Rating Competencies for | 4 O Skills
Systems Early Childhood
Educators
b

Systems Development and Evaluation

Source: Howes et al. 2008.
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9.1 Programs develop and
implement a comprehensive,
ongoing plan for staff
development.

A comprehensive staff development
plan should be actively supported and
implemented by the program’s adminis-
trators and should also have the support
of the staff and parents. The plan should
be based on the assumption that early
childhood educators, like all other profes-
sionals, need continual professional re-
newal. The staff development plan should
allow for a continuing cycle of knowledge
acquisition, review of research, reflection,
practice, and assessment of results. The
plan should provide a coherent series of
staff development experiences that build
from one to the next, offering opportuni-
ties for teachers to practice and reflect on
what they learn, including on-site follow-
up and peer support.

The staff development plan should be
linked to the program’s approach to main-
taining, building, and strengthening pro-
gram quality. For instance, if the adminis-
trator assessing the needs of the program
learns that interactions between staff and
children need improvement, the profes-
sional development plan would need to
consider establishing a systematic way to
provide training, coaching, and mentor-
ship to staff to yield improvements in this
area. Identifying the professional skills
and knowledge of staff is key to knowing
where to best invest time and resources
to achieve overall program improvements.
As the staff improves in targeted areas,
the program can shift efforts around
training, coaching, and mentoring to
other priority areas. Often there will be
multiple areas of potential focus for a
program, and the administrator will need
to set priorities, taking into account the
needs of the program, available resources,
and the community context.

In addition to incorporating the preced-
ing principles, the plan for professional
development and training should contain
the following elements:

¢ Be based on the identified needs of

the staff both as a group and indi-
vidually.

¢ Reinforce staff capabilities in such
areas of the curriculum as language
and literacy, English-language devel-
opment, mathematical and scientific
thinking, social and emotional devel-
opment, the arts, creative play, and
appropriate uses of technology.

e Allow time for regular review and
reflection to be built into the weekly
schedule.

¢ Include staff relations and conflict
management.

¢ Include coaching and mentoring.

e Include training on the inclusion of
children with disabilities or other
special needs and on community
resources available to children and
their families.

¢ Include training on cultural and lin-
guistic responsiveness.

e Incorporate continual evaluation and
revision.

¢ Include a thorough orientation for
new staff and volunteers.

¢ Include multiple strategies that pro-
mote teachers’ development of self-
awareness and reflection about their
teaching, such as video and audio
records, and providing discussion
groups, action research, peer obser-
vation, and visits to other programs
or sites.

Professional Development Plans
Programs

¢ Collaborate with staff to develop indi-
vidualized professional development
plans that fill gaps in knowledge and
include mentoring and coaching.

e For teachers working on their Child
Development Permit, facilitate teacher
participation in the Teacher Creden-
tialing Professional Growth Plan (see
appendix J).

e Support the long-term professional
development of staff by collaborating,
sharing responsibilities, and following
professional code of ethics established
by one of the field’s respected organiza-
tions (e.g., NAEYC).
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¢ Provide professional development regu-
larly to all staff members on how to
implement best practices for young dual
language learners, focusing on program
approaches that are effective for dual
language learners and address key con-
siderations, including home language
development, English-language devel-
opment, development across all cur-
riculum domains, cross-cultural com-
petence, and collecting and interpreting
valid assessment information.

e Provide learning opportunities in formal
and informal contexts.

¢ Inform and consult with family mem-
bers about continuing professional
development opportunities for teachers
and program leaders.

e Encourage staff to attend off-site train-
ings or courses that cover the domains
of preschool learning and development,
children with disabilities or other spe-
cial needs, influences of family, cultural
and linguistic responsiveness, and cur-
riculum.

¢ Present and help implement strategies,
concepts and recommendations based
on current research on early childhood
development and program improve-
ment.

Teachers

¢ Plan professional development opportu-
nities with the program administrator.

e Participate in needs assessment activi-
ties.

e Participate in opportunities to develop
pedagogical knowledge and skills.

e Take advantage of opportunities to meet
with mentors, either within the pro-
gram or through connections with other
teachers.

9.2 Programs allocate resources
to support individual staff
members’ participation in
professional development and
education.

Recognizing that staff time for profes-
sional development is limited, program
administrators should offer a wide va-
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riety of opportunities for staff members
to enhance their professional knowledge
and skills. Providing adequate paid time
to attend in-service trainings, classes,
and conferences is an important part of
ensuring staff members’ participation in
professional development and education.

Finding and making time for staff
development activities can be a major
challenge in the busy day of all early
childhood program staff. Some programs
occasionally schedule a shortened day to
release staff for professional development
activities or hire a part-time substitute to
release certain staff members for indi-
vidual coaching or mentoring. Adequate
time for planning, meeting, talking to one
another, taking courses in early child-
hood education, and sharing ideas in
both formal and informal ways must be
provided for the staff to grow profession-
ally and for the program to improve. Ide-
ally, some staff development will include
early childhood professionals from other
settings, such as elementary schools, or
neighboring public or private programs
to provide diverse perspectives on a topic.
Staff development activities should not be
something teachers must only do on their
own time or without pay.

In addition to making time for staff to
engage in professional development activi-
ties, providing access to resources such
as particular books, periodicals, DVDs,
CDs, and other electronic media such as
the Internet and e-mail is likely to help
facilitate teacher engagement in continu-
ous learning.

Professional Development Support

Programs

e Provide adequate paid time and incen-
tives for staff members to attend in-ser-
vice training, classes, and conferences.

¢ Provide easy access to California De-
partment of Education (CDE) materials
referenced in this document, profes-
sional journals, and other publications
related to early childhood education.

e Support additional professional devel-
opment opportunities that may be avail-
able through membership in profession-
al organizations such as local affiliates
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of the NAEYC, the National Association
of Family Child Care, and through Local
Child Care Planning Councils, and local
First 5 agencies.

9.3 Programs employ staff mem-
bers who meet the require-
ments for education, experi-
ence, knowledge, and skills for
their positions and encourage
advancement along a planned
career pathway.

There is growing recognition in Califor-
nia of the need to systematically improve
the quality of early care and education.
The CDE has invested in the creation of
an early learning and development sys-
tem. The Governor, through a Race to
the Top Early Learning Challenge Grant,
has initiated an effort to establish a local
quality improvement rating and improve-
ment system; higher education is aligning
undergraduate curriculum in early care
and education; and several child care and
development organizations and networks
receive quality improvement funding to
conduct statewide training. Training,
combined with incentives for education
and retention, is designed to build up the
early childhood workforce. These profes-
sional development efforts draw from the
same research base and share an over-
all vision of quality. The California Early
Childhood Educator Competencies (Cali-
fornia Department of Education and First
Five California 2012) was developed to
create a well-designed, coordinated frame-
work for guiding the preparation and pro-
fessional development of early childhood
educators.

All ECE teachers in California must
also be prepared to meet the needs of
children from culturally and linguistically
diverse backgrounds. The proportion of
preschool children in California who are
dual language learners has grown rapidly
during the last decades to the extent that
almost all classrooms contain children
who speak a language other than English
in the home. Teachers and staff members
who are fluent in languages other than
English and familiar with families’ cultur-

al practices are better able to provide the
linguistic and behavioral support many
dual language learners need. In order

to be effective with young dual language
learners, early care and education teach-
ers will also need to understand first- and
second-language acquisition, the impact
of bilingualism on a child’s overall de-
velopment, the consequences of home
language loss, teaching practices that
promote English-language development
while also supporting home language
development, effective family engagement
strategies, and appropriate assessment
approaches. Recent research indicates
that young dual language learners need
specific language supports and instruc-
tional adaptations to thrive in preschool
classrooms (see chapter 6); all teachers
have both the capacity and the potential
to learn these skills and become effective
teachers of young dual language learners.

Career Pathway
Programs

¢ Provide a clear career ladder for teach-
ers and administrators within the
program, including opportunities for
teachers to grow professionally while
remaining in the classroom.

e Inform staff of professional development
activities and opportunities.

¢ Encourage staff to establish profession-
al development and career goals.

¢ Recruit bilingual, bicultural staff mem-
bers who are familiar with the cultures
of children served and speak their home
languages.

¢ Recruit and train bilingual and bicul-
tural early childhood special education
teachers, speech-language pathologists,
and other intervention specialists.

e Promote credit-bearing educational op-
portunities as a main means for staff
members to become eligible to accept
greater levels of responsibility in early
care and education settings or to find
employment in other related positions
over the course of their careers.
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9.4 Programs ensure that
professional development
activities promote awareness
and understanding of
children’s cultural and
linguistic backgrounds
and provide strategies for
culturally and linguistically
responsive practices.

Cultural competence is the ability to
know and understand diverse cultures
and cultural points of view. It is based on
a deliberate effort to know, respect, and
understand cultures that are different
from one’s own. A well-designed profes-
sional development program offers oppor-
tunities for program staff to develop cul-
tural competence. For example, teachers
may be encouraged through professional
development activities to recognize that
their values and cultural predispositions
are based on childhood experiences and
current cultural influences in addition to
professional training and experiences. By
becoming aware of their cultural “lens,”
teachers can gain insight into their prac-
tices and their responses to the children
and families.

In chapter 6, there is a compelling
research rationale for supporting home
language development while promoting
English-language development with spe-
cific instructional and language interac-
tion strategies. For many teachers, those
strategies are new since most ECE teach-
ers have not received training or prepara-
tion to meet the needs of dual language
learners. Therefore, programs will need to
carefully design a professional develop-
ment approach that systematically pre-
pares all the staff members to understand
and meet the needs of preschool dual lan-
guage learners who are at different stages
of English-language development.

Cultural and Linguistic Competence
Programs

¢ Promote professional development
activities that encourage teachers to re-
flect on how their cultural perspectives
and experiences affect how they relate
to diverse children and families.
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¢ Plan with all staff to provide profession-
al development on how to implement
best practices for young dual language
learners.

e Provide professional development regu-
larly to all staff members on effective
programming for dual language learn-
ers and addressing key considerations
including home language development,
English-language development, develop-
ment across all domains, cross-cultural
competence, and collecting and inter-
preting valid assessment information.

e Recruit and train bilingual and bicul-
tural early childhood special education
teachers, speech-language pathologists,
and other intervention specialists.

Teachers

e Explore with each other during meet-
ings and discussions the ways in which
their approaches to teaching are af-
fected by their own experiences and
cultural backgrounds.

¢ Engage in teacher mentoring and sup-
port in efforts to develop a better un-
derstanding of the values of the chil-
dren’s communities and cultures and to
address conflicts in values between the
school and families when they occur.

9.5 Programs promote
professionalism and ethical
behavior.

The program should continually sup-
port the staff members’ sense of profes-
sionalism and appropriate, ethical be-
havior. The work of the ECE profession
is becoming increasingly recognized by
policymakers throughout the country.
The impact of high-quality early child-
hood education is well established. To
advance the profession and to be effective
in extending the benefits of high-quality
preschool services to young children and
families, it is important for all early child-
hood educators to conduct themselves in
a professional manner. Moreover, pro-
grams need to uphold professional and
ethical standards and support teachers
and staff to carry out their work accord-
ing to those standards.
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Professionalism
Programs

¢ Set clear expectations for professional-
ism and ethical behavior, such as those
presented in the NAEYC Code of Ethical
Conduct (see appendix K).

e Facilitate and model program practices
that balance a productive workplace,
with a safe, supportive environment.

e Establish and model appropriate behav-
ioral and attitudinal standards for staff.

e Encourage personal and professional
growth in staff.

¢ Engage in professional responsibility
and remain dedicated to the success
of children, families, and the agency or
program.

e Establish professional relationships
with families and children, and support
staff in maintaining professional rela-
tionships with families and children.

Teachers

¢ Follow expectations for professional-
ism and ethical behavior, such as those
presented in the NAEYC Code of Ethical
Conduct (appendix K).

e Seek support from healthy role models
who successfully maintain a work-life
balance.

e Model health and well-being for chil-
dren and families.

e Arrive at work on time each day, pre-
pared to engage with children, families,
and staff in a professional manner.

e Maintain professional boundaries re-
lated to establishing close relationships
with children and families outside the
work environment.

9.6 Programs support ongoing
reflective practice, adult
learning, coaching, and
mentoring.

Providing ongoing experiences for adult
learners that include reflective practice,
coaching, and mentorship is essential for
high-quality preschool teaching. This type
of support applies to teachers’ efforts to
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provide high-quality learning experiences
across all developmental domains. Much
of the professional development literature
makes clear that ongoing coaching and
mentoring is an important component of
enhancing the skills of early childhood
teachers. Reflective supervision is par-
ticularly important in helping teachers
nurture children’s social-emotional devel-
opment. Relationships between teachers
and young children and the children’s
capacity to use those relationships as

a base for learning are enhanced when
teachers have opportunities to explore
their responses to children and families.
In addition, reflective supervision has
been demonstrated to decrease teacher
burnout and contribute to greater under-
standing of children’s behavior.

Ongoing Adult Learning and
Reflective Practice

Programs

¢ Provide regular opportunities for teach-
ers to meet individually with their
supervisor to reflect and plan children’s
learning experiences.

¢ Set aside time during staff meetings for
teachers to reflect on their practice.

¢ Help individual staff members reflect on
their emotional responses to children,
interactions, attitudes, and behaviors,
and become mindfully aware of their
own biases.

e Provide consistent opportunities for
each teacher to meet with mentors,
either through the program or by con-
necting them with teachers outside the
program.

e Provide opportunities to staff members
to engage in ongoing coaching and men-
torship to address their needs according
to their professional development plan.

¢ Provide professional development in the
language most easily understood by the
teachers.

Teachers

¢ Engage in professional development
provided by program administrator.

e Practice self-assessment and shared
reflective dialogue.
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¢ Participate in reflective dialogue with
the aim of better understanding how to
meet the unique needs of the children
in their program.

9.7 Programs offer professional
development activities on
how to support children with
disabilities or other special
needs.

Providing ongoing professional de-
velopment activities on how to support
children with disabilities or other spe-
cial needs is essential to teachers feeling
prepared to meet the needs of all young
children in their classrooms. “The big-
gest barrier to including a child with a
disability or other special need seems to
be fear—fear not of children with special
needs but for the children. [Teachers] are
afraid of physically hurting a child, of not
meeting perceived needs, and of having
to tell a parent ‘I do not know how to care
for your child.” With knowledge, however,
this fear fades and competence blooms”
(CDE 2009, viii-ix). When teachers focus
on the child, and not the disability or
other special need, they can capitalize on
their knowledge of child development and
learning. The majority of children with
disabilities or other special needs will
progress through the various domains
in a similar fashion to children who are
typically developing. They may need more
time, focused teaching, or more oppor-
tunities for guided practice in the skills.
Teachers find that the adaptations and
modifications they make for a child with
special needs are simply extensions of
individualizations they have been doing
with other children. The key to the adap-
tation is what is important for good teach-
ing: observation, reflection, and under-
standing of development. Teachers who
have included children with disabilities
and who are focused on providing access,
support, and participation report in-
creased skills as teachers for all children.

As stated in Guideline 5, the vast major-
ity of children receiving special education
services are those with delays in the area
of speech and language. Implementing the
universal design for learning approach
for multiple methods of representation,
engagement, and expression will go a long

way in supporting the progress of children
with speech and language delays. Also,
given the information shared in chapter
6, it is clear that some children may be
misidentified due to differences in the
way that dual language learners who are
typically developing acquire language.
The increased emphasis on understand-
ing the language-acquisition process of
dual language learners and implementing
intentional teaching strategies should be
of great help in working with all young
children. A better understanding of the
process of second-language development
for young dual language learners will
promote more responsive and targeted
services for all children.

Professional Development
in Inclusion

Programs

¢ Provide professional development oppor-
tunities to staff members and families
on inclusive practice and related poli-
cies.

e Facilitate discussion among staff and
families about applying the principles of
people-first language in the program.

e Collaborate with specialized service
providers to offer professional develop-
ment opportunities to staff members
and family members on how to support
children’s understanding of disabilities
and other special needs, and on devel-
opmentally appropriate strategies for
engaging children with disabilities or
other special needs.

Teachers

¢ Follow guidance from families and spe-
cialized service providers to support the
learning and development of each child,
according to developmental theory and
program philosophy and practices.

e Follow guidance to support each child’s
active participation in learning opportu-
nities through the use of easily adaptable
materials, strategies, and techniques.

e Explore the role of values, beliefs, and
perceptions when viewing and respond-
ing to children’s behavior, developmen-
tal skills, and learning approaches.
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Guideline 10: Administering
Programs and Supervising Staff

Two critical components of high-quality
early care and education are effective
administrative practices and continuous
program improvement; both of them allow
early childhood professionals to better
serve young children and their families
and to meet short- and long-term pro-
gram goals. Research shows that effective
administrative practices are crucial for
ensuring high-quality outcomes for chil-
dren and families (Talan and Bloom 2004)
and indicates that high-quality interac-
tions and learning environments cannot
be sustained in the long term without
these administrative systems and prac-
tices in place.

Effective administrators of early child-
hood programs display key dispositions
toward their work that include valu-
ing high quality and high expectations;
valuing inclusion and diversity in early
education settings; considering multiple
perspectives in the contexts of planning
and decision making; and emphasizing
continuous program improvement based
on both assessment and collaboration.
They exhibit skills and knowledge in the
areas of program planning, development,
and operations; human resources; and
organizational systems, policies, and pro-
cedures.

A program’s administrator provides
leadership in establishing the practices
and systems that enable the program
to fulfill its mission and serve the com-
munity well. The program’s other early
childhood professionals also play key
administrative roles. In a collaborative
organization, they work as a team with
the administrator to plan for and assess
program operations; contribute to policy-
and procedure-related decisions, ongoing
monitoring, and documentation to meet
standards; and maintain the systems
that ensure smooth day-to-day program
functioning.

Many practices of effective program
administrators to support staff are dis-
cussed in the recommended program
guidelines that follow. To avoid repetition,
each recommended practice generally ap-
pears only within one guideline. Admin-
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istrators can find a full list of practices
in the Administration and Supervision
section of the California Early Childhood
Educator Competencies (California De-
partment of Education and First 5 Cali-
fornia 2012). The following practices are
addressed:

e Fostering positive, effective communi-
cation between and among staff and
colleagues

e Addressing conflict resolution between
and among staff and colleagues

e Supporting positive relationships
among staff members to foster a team
environment and to contribute to con-
tinuous program improvement

e Ensuring the staff compensation is a
program priority and that salary scales
are commensurate with qualifications
and education

e Supporting reflective practice and re-
flective supervision

e Supporting ongoing adult learning,
coaching, and mentoring

10.1 Programs have a compensation
schedule that acknowledges
and validates the required
training and experience
of each staff member by
providing a living wage, as
well as wage increases based
on additional education and
professional activities.

The California Department of Education,
Early Education and Support Division
(CDE/EESD), reaffirms its endorsement
of the principle of providing pay and
benefits for preschool teachers that are
at parity with that of their counterparts
in the K-12 school system. Most teaching
staff members in California preschools
still earn very low wages and minimal
benefits, including many teachers with
substantial college training who barely
earn a living wage. Better compensation
attracts better-qualified staff and leads
to less staff turnover. This leads to high-
er program quality and better outcomes
for children and families (Whitebook and
Ryan 2011).
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Compensation
Programs

¢ Prioritize compensation that is compa-
rable to that of the K-12 system for all
staff members as a primary concern of
the program’s administrators, families,
board of directors, and sponsoring orga-
nization.

e Implement an equitable compensation
schedule, with regular increments, as a
key program tool for staff development
and retention.

e Base salary increases upon advance-
ment along a planned career pathway
aligned with articulated education and
credentialing, mentor-recommended
professional development activities,
demonstrated mastery of skills as docu-
mented in annual performance evalu-
ations, assumption of program leader-
ship roles and responsibilities.

e Establish equitable health and retire-
ment plans and benefits.

e Ensure that salary schedules are com-
mensurate with qualifications and edu-
cation.

¢ Follow the recommended guidelines for
an equitable salary schedule (Burton
and Whitebook 1998, 10):

o The basic structure of the salary
guidelines establishes a floor for
entry-level staff and benchmarks for
highly trained staff in teaching and
administrative roles.

o An Aide’s salary, which marks the
floor of the guidelines, is indexed to
the self-sufficiency wage required for
single adults in their county.

o The benchmark for a Master Teacher
with a bachelor’s degree plus a super-
vised practicum is a salary equivalent
to that of a beginning public school
teacher in the local school district.

o The Program Director’s salary is in-
dexed to that of a more-experienced
public school teacher in the local
school district.

Teachers

e Know the program’s policies that relate
to salaries, benefits, and advancement

and seek clarification from appropriate
staff as needed.

e Seek and pursue educational and
professional development pathways
that will lead to advancement along the
program’s career pathway and on the
salary schedule.

10.2 Programs create working
conditions that support job
satisfaction.

The workplace climate is an important
contributor to teachers’ job satisfaction,
and staff members’ positive or negative
ratings of an organization’s overall climate
are usually widely shared (Bloom 2010).
In addition to fair and adequate compen-
sation, good administrative practices can
also support teachers’ sense of job sat-
isfaction and can reduce staff turnover,
contributing to the staffing stability that
helps an early childhood program succeed
in improving quality.

Program Planning and
Personnel Policies

Programs

e Invite staff, families, and others to par-
ticipate in program planning.

¢ Involve staff in setting annual goals for
program improvement, provide resourc-
es and support for meeting objectives,
and assess progress toward achieving
program goals.

e Be aware of issues related to collective
bargaining and labor contracts.

Teachers

e Participate in program planning, includ-
ing decisions about curriculum and, as
appropriate, contribute ideas from the
teaching team.

¢ Know the expectations of the job de-
scription and become familiar with
other personnel policies, including
those that involve salaries, benefits, and
volunteer or internship agreements.

e Seek mentorship with more-experienced
early childhood educators and offer as-
sistance to less-experienced colleagues.
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Performance Evaluation and
Professional Development

Programs

e Conduct private, formal performance
reviews at least annually.

e Ensure that staff members understand
the role of formal performance evalua-
tions in continuous professional im-
provement.

e Ensure that a climate of continuous im-
provement is provided so that individu-
als can seek educational and profes-
sional certification.

Facilities
Programs

e Set and evaluate facility design policies
and practices that reflect the program’s
philosophy of providing a high-quality
environment that meets the ever-chang-
ing requirements of families and staff
members.

e Facilitate staff members’ access to the
equipment and materials needed to
furnish a high-quality early education
environment and funds or procedures to
replace and replenish them as needed.

Teachers

e Participate in adapting and maintaining
the facility and environment as needed
to support adult needs, interests, and
comfort as well as children’s interests,
learning, and development.

Performance Evaluation
Teachers

¢ Provide timely and objective feedback to
staff and colleagues.

¢ Conduct or contribute to formal per-
formance reviews, including review of
supervisor performance, at least an-
nually, based on clearly defined job
descriptions, expectations, and direct
observations, incorporating input from
others as appropriate.

e Maintain confidentiality and protect pri-
vacy in the supervision and evaluation
of staff and colleagues.

198 | Chapter 8

Professional Development

Teachers

e Seek opportunities to attain educational
and professional improvement and
learn how to establish a professional
development plan.

e Develop core competencies as detailed
in the California Early Childhood Edu-
cator Competencies (California Depart-
ment of Education and First 5 Califor-
nia 2012).

10.3 Programs foster respectful,
collaborative relationships
among staff.

An administrative leader sets the tone
for respectful, collaborative work within a
program. The leader sets policies support-
ive of positive staff relationships; models
constructive, respectful interaction styles;
and affirms, through words and actions,
the diverse strengths of each person to
the program.

Personnel Policies
Programs

e Support positive relationships among
staff members to foster a team environ-
ment.

Teachers

e Communicate proactively with staff and
colleagues about personnel changes.
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Communication Between
and Among Staff

Programs

e Interpret and apply communication
policies, as appropriate, to ensure ef-
fectiveness for diverse staff members or
in complex situations.

e Adapt communication strategies to
meet the diverse language and literacy
abilities of staff members.

¢ Establish a time in staff meeting agen-
das to ensure regular sharing of infor-
mation.

Teachers

e Determine the communication styles
and preferences of staff and colleagues
and use this information when commu-
nicating.

e Maintain transparency and account-
ability in interactions.

e Provide timely and accurate communi-
cation.

e Establish relationships with other staff
that encourage mutual exchange of
information and ideas.

e Model appropriate methods of commu-
nication with consideration for the com-
munication preferences of colleagues.

e Maintain confidentiality and profession-
alism in communications with staff.

e Adapt communication strategies to
meet the diverse language and literacy
abilities of staff and colleagues.

Conflict Resolution Among
Staff Members

Programs

¢ Engage staff members in the develop-
ment of protocols or resolution of spe-
cific conflict situations, as appropriate.

¢ Provide staff members with professional
development and support on conflict
resolution that incorporates cultural
considerations.

e Invite outside consultant or facilitator
to coach staff on relationship-based

problem solving, reflective communica-
tion, and conflict-resolution skills.

Teachers

e Facilitate the use of conflict-resolution
strategies among staff and colleagues.

e Initiate discussions to inform a clear
understanding of cultural and individu-
al considerations in conflict resolution.

e Anticipate areas of potential conflict be-
tween and among staff and colleagues
and proactively address identified
area(s) of concern with staff in advance
to avoid potential conflicts.

e Use a professional code of ethics es-
tablished by a respected national early
childhood education organization (such
as the NAEYC).

e Refer complex conflict situations to the
supervisor or other staff/colleagues, as
appropriate.

10.4 Programs collaborate with
staff in making decisions.

Participatory decision making is one of
the hallmarks of a truly collaborative pro-
gram. This democratic leadership model
recognizes that job satisfaction increases
when teachers have a voice in making
decisions that affect their lives (Bloom
2011). Having regular opportunities to
make positive, recognized contributions to
improving their program’s effective func-
tioning reinforces early childhood educa-
tors’ perceptions of themselves as valued
professionals.

Program Philosophy
Programs

¢ Collaborate with staff members and
others to review the program’s state-
ment of philosophy and its implications
for practice.

Program-Planning Process,
Policies, and Procedures

Programs

¢ Involve staff members in program plan-
ning and evaluation—including setting
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annual goals for program improvement,
planning, and evaluation of the pro-
gram’s curriculum, and recruiting staff
and enrolling children.

Teachers

e Gather information about children from
families, staff, and colleagues to con-
tribute to the planning process.

e Participate in program planning (in-
cluding curriculum), recruitment and
enrollment of children, and procedures
for meeting individual child and family
needs, as appropriate.

e Participate in hiring processes as ap-
propriate.

Program Policies and Procedures
Programs

e Collaborate with families and staff
members to adapt policies and proce-
dures to meet individual child and fam-
ily requirements, as appropriate.

Fiscal Procedures

Programs

e Collaborate with staff members, fami-
lies, and other stakeholders to develop
short- and long-term financial goals for
the program.

Facilities
Teachers

¢ Identify resources available to resolve
facility problems and issues, such as
utility companies and repair services,
and act efficiently to resolve problems.

e Adapt the facility and environment as
needed to support adult needs, inter-
ests, and comfort as well as children’s
interests, learning, and development.
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10.5 Programs establish and
implement policies regarding
reflective practice and
reflective supervision.

An administrator who structures the
early childhood program as a learning
community for its adults as well as its
children views staff supervision through
the lens of a mentor and coach. The goal
is to encourage reflective practice—
approaching the educational setting
with the intention to observe mindfully,
respond thoughtfully, and take time to
share reflections, thereby deepening one’s
own understanding and improving one’s
own practice (Heffron and Murch 2010).
Reflective supervision is a way of guid-
ing teachers to draw lessons from their
own experiences that is likely to enhance
interactions with children in their care
(Howes, James, and Ritchie 2003).

Reflective Practice
Programs

e Provide professional development op-
portunities and establish program poli-
cies on reflective practice and reflective
supervision.

¢ Invite an outside coach or facilitator to
guide staff on how to increase authen-
tic communication and refine reflective
communication skills.

e Develop an environment in which
adults can be engaged in continuous
learning and development.

e Use teachable moments with adults
through coaching practices.

e Actively seek professional development
opportunities for staff members to make
early childhood educators’ work mean-
ingful, challenging, and engaging.

e Cultivate the development of mentor-
ship skills through leadership that is
characterized by openness, honesty,
care, and encouragement and demon-
strates strong, reflective communication
skills.
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Teachers

e Demonstrate and apply an understand-
ing of the principles of reflective prac-
tice.

e Use the learning environment to incor-
porate principles of adult learning and
of children’s learning and development.

e Seek mentorship opportunities with
experienced early childhood educators
and, in turn, become a mentor to less-
experienced educators.

e Understand that adult learning oppor-
tunities outside the classroom enhance
the work with children.

10.6 Programs develop staff
policies and systems to
maintain stability and
consistency in program
quality.

Stable, consistent staffing over time is
crucial to an early childhood program’s
ability to achieve and maintain high qual-
ity. Continuous program improvement
depends on building a stable, commit-
ted, professional learning community of
educators who will actively engage with
a board of directors (or community advi-
sory board or committee), administrators
and school community members to work
toward achieving the program’s long-term
goals. A framework of supportive staff
policies and systems can help achieve this
stability.

Program-Planning Process and
Personnel Policies

Programs

¢ Involve others in setting annual goals
for program improvement, provide
resources and support for meeting
objectives, and assess progress toward
achieving program goals.

e Develop and implement hiring policies
and job descriptions (for staff members)
that comply with regulations or other
requirements, consider the diverse
linguistic and cultural experiences of
children and families, and includes
individuals with disabilities.

e Develop a process for informing new
staff and colleagues, including substi-
tute teachers, volunteers, and interns,
about program policies, procedures,
and supports.

Teachers

e Participate in program planning by con-
tributing ideas from the teaching team.

e Inform new staff and colleagues, includ-
ing volunteers and interns, about poli-
cies, procedures, and supports.

e Communicate proactively with families,
staff, and colleagues about personnel
changes.

e Participate in hiring processes as ap-
propriate.

¢ Know the expectations of their job de-
scriptions and are familiar with other
personnel policies, including those that
involve salaries, benefits, and volunteer
or internship agreements.

Continuous Program Improvement
Programs

e Plan and implement a program evalua-
tion and improvement plan to promote
positive outcomes for children and
families.

e Collaborate with a board of directors or
community advisory board or commit-
tee to develop a strategic plan or frame-
work for continuous program improve-
ment.

e Maintain a high-quality program based
on agency standards.

e Integrate standards into program plan-
ning.

e Promote high-quality standards and
practices among staff members, and
others who contribute to the ongoing
operation of the program.

Teachers

e Engage with staff, colleagues, and
families in reflective practice and self-
study and implement action plans for
strengthening relationships with fami-
lies and community partners.
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¢ Participate in program improvement
activities.

¢ Assist in maintaining a high-quality
program based on agency standards.

Performance Evaluation
Teachers

¢ Assess and document the performance
of staff and colleagues based on clearly
defined job descriptions, expectations,
and direct observation, incorporating
input from families or other staff and
colleagues as appropriate.

e Contribute to performance reviews of
themselves and the supervisor.

Professional Development

Teachers

e Encourage colleagues to set profes-
sional and educational goals related to
individual certification.

e Seek opportunities to attain educational
and professional improvement and to
establish a professional development
plan.

10.7 Programs engage in sound
business practices.

One component of a high-quality pro-
gram is the presence of sound business
practices. Although less visible than class-
room work with children, sound business
practices enable a program to operate
smoothly and efficiently while avoiding
disruptions due to uncertainties about
regulation compliance, budget accuracy,
and the capacity to pursue short- and
long-term financial goals. The ability to
improve facilities and equipment, increase
staff compensation, and enhance services
for children and families depends on com-
petent long-term and day-to-day manage-
ment of procedures and resources.

Recordkeeping

Programs

e Analyze data in records and apply
information to programwide plan-
ning, decision making, evaluation, and
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monitoring to ensure compliance with
requirements.

e Provide professional development activi-
ties on record requirements and estab-
lish program policies or procedures to
facilitate recordkeeping.

Teachers

e Implement timely recordkeeping that
meets the requirements of regulatory,
funding, or accrediting agencies.

e Explain recordkeeping requirements to
staff, colleagues, and families, as appro-
priate.

¢ Gather information from staff, col-
leagues, and families to guide record-
keeping processes, as appropriate.

Program Policies and Procedures

Programs

e Develop, document, and assess pro-
gram policies and procedures for ef-
fectiveness, appropriateness, and
compliance with regulations and re-
quirements.

Teachers

e Explain program policies and proce-
dures to adults as needed.

e Keep inventory of all supplies, materi-
als, and equipment, as needed.

e Follow program policies and proce-
dures.

Regulatory Agencies
Programs

e Serve as liaison between the program
and regional and national regulatory
agencies.

e Ensure compliance with laws and regu-
lations through monitoring and provide
regular and timely reports.

Teachers

¢ Become familiar with and comply with
requirements of applicable regulatory
agencies (e.g., licensing bodies, health
departments, fire marshal).
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Fiscal Procedures
Programs

e Collaborate with staff members, fami-
lies, and other stakeholders to develop
short- and long-term financial goals for
the program.

¢ Identify multiple funding sources.

e Meet reporting requirements.

Teachers

e Manage the budget for materials, sup-
plies, and related documentation to
meet reporting obligations.

e Know the program’s funding sources
and requirements (e.g., tuition, state
and/or federal funding, private founda-
tions).

e Use and care for resources in an appro-
priate manner.

Loss and Liability
Programs

¢ Assess the program’s insurance re-
quirements and maintain adequate
coverage for loss and liability.

e Develop program policies and ensure
professional development opportunities
on strategies to prevent loss and reduce
liability.

Teachers

e Maintain current and accurate docu-
mentation related to risk management.

¢ Refer loss and liability-related questions
or report alleged violations to appropri-
ate staff.

Facilities
Programs

e Understand how the facility operates
and is managed, contribute design
ideas, and become familiar with all as-
pects of the use of the facility, including
accessibility and accommodation issues
specified by the Americans with Dis-
abilities Act.

Teachers

¢ Identify resources available to resolve
facility problems and issues, such as
utility companies or repair services.

¢ Maintain awareness of facility require-
ments and report maintenance issues
to the supervisor.
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Appendix A

Resources for Early Care and
Education Programs

All About Young Children All About
Information for Families on Children's Early Development Young Chil-

dren provides family-focused, multimedia
products aimed at families and describes
the California infant/toddler and preschool
foundations. Products available in eight

languages. http://allaboutyoungchildren.org

(accessed June 12, 2015).

Leginning Together Beginning Together is a
project designed to move
B==-__< inclusive experiences for

young children with disabilities or other
special needs and their families from
theory to practice.

LEWE Project aligns and integrates

WE essential content and com-
petencies of key CDE/EESD materials
and initiatives with core early childhood
education curriculum of the California
Community College and the California
State University systems. (accessed
August 29, 2014).

CDE/ECE Faculty Initiative
In
p

The California Collabor-
ative on the Social and
Emotional Foundations
e for Early Learning (CA
CSEFEL) is a project that connects early
childhood programs with trainers and
coaches versed in the CA CSEFEL Teach-
ing Pyramid Framework. The CA CSEFEL
Teaching Pyramid Framework is an ap-
proach based on evidence from research.
CA CSEFEL practices are intended to em-
phasize universal practices that promote
healthy social-emotional development;
practices that help prevent behaviors that
are challenging in group settings; and in-
tervention to address individual behaviors
in infants and young children. CA CSEFEL

trainers and coaches maximize collabo-
ration to enhance linkages and methods
for local agencies to deliver services and
connect families to appropriate interven-
tions, including children’s mental health,
Early Start, special education, and medi-
cal services.

J The California Early
W vivion e childhood Mentor
Program provides
resources and support to aspiring and
experienced teachers and administrators
in programs serving children birth to five
and before- and after-school programs.
https://cecmp.org/ (accessed August 29,

2014).

= ' Early
Childhood Online (CECO): These online
overview modules cover CDE publica-
tions and resources and other key state-
approved content. Get free one-hour
overviews of the foundations, frameworks,
Desired Results, ERS, Healthy and Ac-
tive Preschoolers, California CSEFEL,
Strengthening Families, and the 3Rs of
Early Childhood Education. Registered
participants receive certificates upon
successful completion of each module.

The California Inclusion

and Behavior Consultation
(CIBC) Network is a profes-
sional development resource that includes
on-site consultation, reflective practice
conversations, and resources regarding
challenging behavior and special needs.
http:/ /www.cibc-ca.org/ (accessed Au-
gust 29, 2014).

‘alifarnia Inchision
and Behavior Consuiration

“(ciBC
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\iv California Map to Inclusion and
Belonging: Making Access Pos-
sible (MAP) develops materials
and serves as a clearinghouse of resources
and information for individuals, organiza-
tions, and child care providers in the state
about inclusive practices, including cur-
rent information on successful state and
local initiatives. http://www.CAinclusion.
org/camap (accessed August 29, 2014).

| California Preschool

Instructional Network
(CPIN). Training is based on publications
by the Early Education and Support Divi-
sion: primarily the California Preschool
Learning Foundations, the California
Preschool Curriculum Frameworlk, the
Preschool English Learner (PEL) Guide, and
Inclusion Works! https://cpin.us/ (ac-
cessed August 29, 2014).

0

The California School-Age
Consortium (CalSAC)
mission is to enhance the
performance of California out-of-school
program providers by building connec-
tions, competence, and community.
https://calsac.org/ (accessed August

29, 2014).

L-w- CALIFORNIA
".\ SCHOOL-AGE
CONSORTIUM

¢atirornia The Child Care Initia-
@ C o }? tive Project (CCIP) works
Child Care Inisiacive Projec: through local Child Care
Resource and Referral (CCR&R) agencies
to recruit, train, and retain licensed family
child care providers. http://
www.rrnetwork. org/ccip-quality (accessed
Eéhblary 27,

WY The Child Develop-
ﬂa":ﬂg * ment Training Con-

sortium provides financial and technical
assistance to students and professionals
in the early care and education field. Its
Web site includes the training portal for
professional development and course work
that allows the user to locate trainings
across the state, the Mapping Tool (which
enables training systems to map the
course content to the ECE Competencies),
and the Curriculum Alignment Project
that establishes an alignment of required
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core course work for ECE degrees. It also
houses information about California’s
Professional Growth Matrix and a list of
Professional Growth Advisers. https://
www.childdevelopment.org/cs/cdtc/
print/htdocs /home.htm (accessed June
29, 2015).

CompSAT-Competencies
g Self-Assessment Tool is an

’ online, professional devel-
ComPSAT opment Web site filled with
interactive and self-reflective activities and
videos highlighting research-
based guidance on the California Early
Childhood Educator Competencies.
http://ececompsat.org/index.html (ac-
cessed August 29, 2014).

Desired Results Training

and Technical Assistance

- Project provides training and
techmcal assistance in the implementation
of the Desired Results system, including
assessing children with the Desired
Results Developmental Profile®. http://
www.desiredresults.us/training (accessed

June 12, 2015).
. Family

‘ child ca?e  Tts Best provides high-

e BT quality education on child

development to thousands of licensed and
license-exempt family child care providers
throughout California. https://
www.placercoe.org/Pages/PCOE /Early-
Childhood-Education /Early-Childhood-
Education /Family-Child-Care-at-Its-

Best.aspx
(accessed August 29, 2014)

p ItC . " The Program for Infant
«@® Toddler Care (PITC) is
CDE’s training system for professionals who
work with infants and toddlers (birth to age
three). PITC seeks to ensure that America’s
infants get a safe, healthy, emotionally se-
cure and enriching start in life. http://www.
pitc.org/(accessed August 29, 2014).

Family Child Care at

For more information on EESD Resources,
visit http://www.cde.ca.gov/sp/cd/re/
cddprofdevtrain.asp
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ORGANIZATIONS

The following organizations provide re-
sources that cover a wide range of topics
in early childhood education.

California Child Care Health Program
(CCHP) Healthline

1322 Webster St., Suite 402

Oakland, CA 94612

Telephone: 800-333-3212

Web site: http://cchp.ucsf.edu/
(accessed August 29, 2014).

The Healthline provided consultation on
concerns dealing with special needs, be-
havioral health, nutrition, car seat safety,
and infant and toddler behavior. Funding
for the CCHP Healthline was discontinued;
however, resources developed as part of
this project are still available on the CCHP
Web site. They include frequently asked
health-related questions, health and safety
tips, and multilingual resources.

California Child Care Resource and
Referral Network

111 New Montgomery St., 7th Floor
San Francisco, CA 94105

Telephone: 415-882-0234

Web site: http: //www.rrnetwork.org
(accessed August 29, 2014).

The California Child Care Resource and
Referral Network was founded in 1980 as
an association of resource and refer-ral
(R&R) agencies throughout the state.
These R&Rs help parents find child care
and provide a well-developed system that
supports parents, providers, and local
communities in finding, planning for, and
providing affordable, quality child care.
R&Rs have grown into comprehensive
agencies equipped to provide information,
training, and support for parents, care-
givers, other community-based agencies,
employers, and government policymakers.

California Department of Education
CDE Press, Sales Office

1430 N Street, Suite 3705

Sacramento, CA 95814

Telephone: 800-995-4099

Fax: 916-323-0823

Web site: http://www.cde.ca.gov/re/pn/rc

(accessed August 29, 2014).

The CDE Press Web site contains infor-
mation about publications such as model
curriculum standards; child development
materials, quality review, school-age care,
special needs, and infant/toddler caregiver
and parent resources.

California Learning Resource Network
(CLRN)

1100 H Street

Modesto, CA 95354

Telephone: 209-238-1420

Fax: 209-238-4223

E-mail: info@clrn.org

The network identifies and reviews supple-
mental electronic learning resources such
as software, video, and Internet resources
and provides descriptions and ratings of
these resources by age group. The network
also identifies learning units aligned with
the resources and the state academic con-
tent standards.

The California Reading Association
638 Camino De Los Mares

San Clemente, CA, CA 92673
Telephone: 714-435-1983

This professional organization offers pub-
lications, professional development and
networking, and updated information on
policy issues.

California Tomorrow

PO Box 99664

Emeryville, CA 94662

Telephone: 510-496-0220

Web site: http://www.californiatomorrow.
org (accessed August 29, 2014).

California Tomorrow, a nonprofit organiza-
tion, conducts research, provides techni-
cal assistance, and produces publications
on building a more equitable, inclusive,
and multicultural society.
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Child Care Law Center

445 Church St.

San Francisco, CA 94114

Telephone: 415-558-8005

E-mail: info@childcarelaw.org

Web site: http://www.childcarelaw.org
(accessed August 29, 2014).

The Child Care Law Center uses legal
expertise to secure good, affordable child
care for low-income families and commu-
nities.

Children Now

Headquarters

1404 Franklin St., Suite 700 Oakland,
CA 94612

Telephone: 510-763-2444

E-mail: info@childrennow.org

Web site: http://www.childrennow.org

Children Now is a national organization
that promotes community action and
policy changes to improve children’s qual-
ity of life, with special emphasis on poor
and at-risk children. Each year Children
Now publishes a “report card” on family
economics, health, education, and safety.
A branch of this organization is located in
the following city:

Sacramento Office

1510 J Street, Suite 115
Sacramento, CA 95814
Telephone: 916-379-5256
Fax: 916-443-1204

E-mail: info@childrennow.org

Council for Exceptional Children
CEC Publications

2900 Crystal Drive, Suite 1000
Arlington, VA 22202

Telephone: 888-232-7733

Web site: http:www.cec.sped.org
(accessed August 29, 2014).

The Council for Exceptional Children
(CEC) is an international organization
dedicated to improving the educational
success of individuals with disabilities
and/or gifts and talents. The CEC is an
advocate for appropriate governmental
policies and persons with disabilities and
special needs, sets professional stan-
dards, provides professional development,
and helps provide the resources neces-
sary for effective professional practice.
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The CEC publishes journals, newsletters,
and special education materials.

Disability Rights of California

1831 K Street

Sacramento, CA 95811

Telephone: 916-504-5800

Web site: http://www.disabilityrightsca.org
(accessed August 29, 2014).

This organization is an advocate for Cali-
fornians with disabilities, educates the
public, conducts investigations, and liti-
gates to advance and protect their rights.

ERIC Clearinghouse on Elementary and
Early Childhood Education

Early Childhood and Parenting
Collaborative

Children’s Research Center

University of Illinois at Urbana-Champaign
51 Gerty Drive

Champaign, IL 61820

Telephone: 217-333-1386 or 877-275-3227
Web site: http://ecap.crc.illinois.edu/
eecearchive/index.html (accessed August
29, 2014).

The ERIC Clearinghouse provides
resources for educators in early childhood
and elementary education. It maintains
an archive of research articles and papers
on theory, practice, and policy for early
childhood and elementary education and
provides, at no cost, digests of useful
articles for parents and teachers.

Institute of Education Sciences (IES)

The IES is the research arm of the U.S.
Department of Education. The IES dis-
seminates information and resources to
practitioners, researchers, and policymak-
ers through the What Works Clearing-
house, the ERIC database, the Regional
Educational Laboratories, and the Nation-
al Research and Development Centers.

e What Works Clearinghouse (WWC)

The WWC identifies studies that provide
credible and reliable evidence of the ef-
fectiveness of a given practice, program,
or policy, and disseminates summary
information and reports on the WWC
Web site. http://ies.ed.gov/ncee/wwc/
(accessed August 28, 2014).
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¢ Education Resources Information
Center (ERIC)
ERIC is an online digital library of
education research and information.
ERIC provides ready access to educa-
tion literature to support the use of
educational research and information to
improve practice in learning, teach-ing,
educational decision-making, and
research.
(accessed August 29, 2014).

e National Education Research and De-
velopment Centers (R&D Centers) The
R&D Centers develop, test, and
disseminate new approaches to im-
prove teaching and learning, and stu-
dent achievement. Each center con-
ducts education research in its topic
area. In addition, each center works co-
operatively with the National Center for
Education Research, conducts supple-
mental research within its broad topic
area, and provides national leadership
in defining research and development
directions within its topic area.

Regional Educational Laboratory
Program

The 10 Regional Educational Laborato-
ries (RELs) serve the educational needs
of designated regions, using applied
research, development, dissemination,
and training and technical assistance to
bring the latest and best research and
proven practices into school im-
provement efforts.

National Association for the Education
of Young Children

1313 L Street NW, Suite 500
Washington, DC 20005

Telephone: 202-232-8777 or 800-424-
2460

Web site: www.naeyc.org (accessed
Au-gust 29, 2014).

The NAEYC is a professional organization
that promotes excellence in early child-
hood education. It publishes materials
and resources covering all topics included
in the California Preschool Program Guide-
lines.

STANDARDS AND ASSESSMENT
TOOLS

Standards can help to guide programs in
their aim to ensure high-quality preschool
programming. Additionally, specific as-
sessment tools, used periodically, can
provide assessments of current program
quality as well as support a program’s
aim to engage in continuous program
improvement.

The resources listed below are geared to
support program administrators in their
efforts to maintain program quality.

STANDARDS

National Association for the Education
of Young Children Accreditation
System

The National Association for the Edu-
cation of Young Children (NAEYC), the
nation’s largest organization of early
childhood educators, has established an
accreditation program through its NAEYC
Academy for Early Childhood Program
Accreditation. Since 1985, the NAEYC’s
national accreditation system has set
professional standards for early childhood
education programs, allowing families

to find high-quality programs for their
children.

The NAEYC Accreditation of Programs for
Young Children seeks to enhance chil-
dren’s well-being and early learning by
improving the quality of early childhood
programs serving children birth through
kindergarten. The NAEYC Academy for
Early Childhood Program Accreditation
sets and monitors standards for high-
quality programs for young children
and accredits programs that meet these
standards—the mark of quality in early
childhood education.

This program is a national voluntary ac-
creditation system for all types of pre-
schools, kindergartens, child care centers,
and school-age child care programs.

More information on the NAEYC’s ac-
creditation program is available from the
NAEYC Web site: http://www.naeyc.org
(accessed August 28, 2014).
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California Commission on Teacher
Credentialing

Since its inception in 1970, the California
Commission on Teacher Credentialing
has supported and encouraged the pro-
fessional development of all educators.
An educator’s growth is valued as a mark
of professional stature and as a source
and a stimulant of student growth and
achievement. The Commission believes
that “learning students” are most likely
to be found in the presence of “learning
teachers” and other educators.

The manual titled The Child Develop-
ment Permit Professional Growth Manual
(2012) is available from the Commission
on Teacher Credentialing. This document
provides information for holders of the
Child Development Permit on how to re-
new a permit. It also provides information
for professional growth advisers, defined
as an individual who advises permit hold-
ers regarding their professional growth
and development. It includes informa-
tion on all levels of the permit, renewal
requirements, selection of a professional
growth adviser, and the stages in the pro-
fessional growth cycle.

Common Core State Standards

Educational standards describe what
students should know and be able to do
in each subject in each grade. In Califor-
nia, the State Board of Education decides
on the standards for all students, from
kindergarten through high school.

Since 2010, 45 states have adopted the
same standards for English and math.
These standards are called the Common
Core State Standards (CCSS). Having
the same standards helps all students
get a good education, even if they change
schools or move to a different state.
Teachers, parents, and education ex-
perts designed the standards to prepare
students for success in college and the
workplace.

The California Common Core State Stan-
dards publications include:

California’s Common Core State Stan-
dards for English Language Arts & Lit-
eracy in History/Social Studies, Science,
and Technical Subjects (Spanish trans-
lation available).
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California Common Core State Stan-
dards: Mathematics

More information is available from the
California Common Core State Standards
Web site: http://www.cde.ca.gov/re/cc/
(accessed August 29, 2014).

Content Standards for Kindergarten
Through Grade Twelve

Subject-specific content standards for
kindergarten through grade twelve have
been developed to ensure high quality in
curriculum and instruction. Preschool
teachers and staff should be aware of
these content standards so that their dai-
ly planning will support the development
of needed skills and provide opportunities
for practice. These publications are listed
as follows:

California English Language Develop-
ment Standards: Kindergarten Through
Grade Twelve. Forthcoming. Sacramen-
to: California Department of Education.

History—Social Science Standards for
California Public Schools, Kindergarten
Through Grade Twelve. 2000. Sacra-
mento: California Department of Edu-
cation.

Science Content Standards for California
Public Schools, Kindergarten Through
Grade Twelve. 2000. Sacramento: Cali-
fornia Department of Education.

Health Education Content Standards for
California Public Schools: Kindergarten
Through Grade Twelve. 2008. Sacra-
mento: California Department of Edu-
cation.

Physical Education Model Content Stan-
dards for California Public Schools, Kin-
dergarten Through Grade Twelve. 2006.
Sacramento: California Department of
Education.

Visual and Performing Arts Content
Standards for California Public Schools:
Prekindergarten Through Grade Twelve.
2001. Sacramento: California Depart-
ment of Education.

More information is available from the
California Department of Education Con-
tent Standards Web site: http://
www.cde. ca.gov/be/st/ss/
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More information is available from Cali-
fornia Commission on Teacher Creden-
tialing Website: http: //www.ctc.ca.gov
(accessed August 29, 2014).

ASSESSMENT TOOLS
Ages and Stages Questionnaire

The Ages and Stages Questionnaire (ASQ)
is a series of questionnaires designed to
screen the developmental performance
of children in the areas of communica-
tion, gross motor skills, fine motor skills,
problem solving, personal-social skills,
and overall development across time. The
age-appropriate scale is completed by
the parent or caregiver. The items on the
scale represent behaviors that the child
should be able to perform at that age.

More information is available from the
Ages and Stages Questionnaire Web
site: http://agesandstages.com
(accessed August 28, 2014).

The Classroom Assessment Scoring
System (CLASS)

The Classroom Assessment Scoring
System™ (CLASS™) is an observational
instrument developed at the Curry School
Center for Advanced Study of Teaching
and Learning to assess classroom quality
in PK-12 classrooms. It describes multiple
dimensions of teaching that are linked to
student achievement and development
and has been validated in over 2,000
classrooms. The CLASS™ can be used

to reliably assess classroom quality for
research and program evaluation and also
provides a tool to help new and experi-
enced teachers become more effective.

More information is available from the
CLASS Web site: http://curry.virginia.
edu/research/centers/castl/class
(accessed August 28, 2014).

Desired Results for Children and
Families

The Desired Results for Children and
Families Web site provides an overview
of the background, purpose, and com-
ponents of the Desired Results System.
The system includes the Desired Results
Developmental Profile (DRDP), which is

an observational assessment of children’s
progress in development and learning; the
Environment Rating Scale (ERS), which
assesses program quality through a broad
definition of environment that includes
the arrangement of space, the materials
and activities, interactions, daily sched-
ule, and support given to families and
staff; and the Desired Results Parent
Survey.

More information is available from the
Desired Results Web site: https://www.
desiredresults.us/ (accessed August 29,
2014).

The Early Language and Literacy
Classroom Observation (ELLCO)

ELLCO Pre-K is designed specifically for
early childhood settings, focusing on
important preliteracy activities like story-
book reading, circle time conversations,
and child-originated storywriting. ELLCO
Pre-K helps programs: get a complete pic-
ture of classrooms’ literacy environment,
meet NAEYC and IRA recommendations
for print-rich preschool environments,
and give teachers explicit guidance on
ways to strengthen the quality of teaching
practices in positive, supportive ways.

More information is available from the
Brooke’s Publishing Company Web site:
http: / /www.brookespublishing.com/
resource-center/screening-and-assessment/

ellco/ellco-pre-k/ (accessed August 29,
2014).

Environment Rating Scale (ERS)

The Environment Rating Scale (ERS) is a
widely used program quality assessment
instrument designed for use with children
aged two through five in infant-toddler
programs (ITERS-R), preschool and kin-
dergarten programs (ECERS-R), and fam-
ily child care programs (FCCERS-R). De-
veloped at the Frank Porter Graham Child
Development Center at the University of
North Carolina, Chapel Hill, the ERS was
revised and updated in 1998 and 2005

to include greater emphasis on cultural
diversity, family concerns, and individual
children’s needs.

The ECERS-R, to be used in preschool
and kindergarten programs addresses the
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following content areas: space and fur-
nishings, personal care routines, lan-
guage-reasoning, activities, interactions,
program structure, and parents and staff.

Both the reliability and the validity of the
ECERS-R are well established; therefore,
the instrument can be used with confi-
dence that positive results indicate good
program quality. The instrument is self-
administering, meaning that a program
director can assess his or her own pro-
gram, or it can be used by outside observ-
ers of the program.

A video training package for the ECERS-R
is available from Teachers College Press
for use in self-instruction or as part of
group training.
Harms, T.; R. M. Clifford; and D. Cryer.
Early Childhood Environment Rating
Scale (Revised edition). 2005. New York:
Teachers College Press.

More information is available from the En-
vironment Rating Scale Institute Web site:
http: //www.ersi.info (accessed August 29,
2014).

Head Start Program Preparedness
Checklist (Version 5)

Head Start Program Preparedness Check-
list (Version 5) helps Head Start and
Early Head Start programs to promote
school readiness for dual language learn-
ers (DLLs) by examining the systems and
services for children and families who
speak languages other than English. This
revised comprehensive document features
indicators drawn from the Head Start
Program Performance Standards, the re-
search, and recommended practices.

More information is available from the
ECLKC Web site.

Inclusive Classroom Profile (ICP)

The Inclusive Classroom Profile (ICP) is a
structured observation rating scale de-
signed to assess the quality of provisions
and daily classroom practices that support
the developmental needs of children with
disabilities in early childhood settings.
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Ratings on the items indicate the extent
to which “classroom practices intentional-
ly adapt the classroom’s environment, ac-
tivities and instructional support in ways
that encourage access and active partici-
pation in the group, through adjustments
that might differ from child to child.”

More information is available from the
National Professional Development Cen-
ter on Inclusion at Frank Porter Graham
Child Development Institute Web site:
http://fpg.unc.edu/node /2880

The Program Administration Scale
(PAS)

The Program Administration Scale (PAS) is
a valid and reliable instrument designed
to measure the leadership and manage-
ment practices of early childhood pro-
grams. The PAS provides valuable infor-
mation to directors about the quality of
their administrative practices and can be
used for program improvement efforts.

More information is available from the
McCormick Center Web site:

Questions to Consider in Universal
Design Learning (UDL) Observations
of Early Childhood Environments -
Building Inclusive Child Care (BICC)

Individuals conducting early childhood
environment observations can use these
questions and checklist to discover how to
increase UDL policies and practices and
to identify those that already exist.

More information is available from the
North Hampton Community College Web
site: http://northampton.edu/early-
childhood-education /partnerships/

building-inclusive-child-care.htm
(accessed August 29, 2014).
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Department of Education

The Alignment of the
e california Preschool
Learning Foundations
with Key Early Educa-
tion Resources (2012)
Delineates how Califor-
nia’s preschool founda-
tions are aligned with
the California Infant-Toddler Learning
& Development Foundations, California
Content Standards, Common Core State
Standards, and Head Start Child Devel-
opment & Early Learning Framework.
Includes color graphics. Online digital
format only.

California Early
Childhood Educa-
tor Competencies
(2012)

This important pro-
fessional resource
describes the knowl-
edge, skills, and dispositions that early
childhood educators need in order to
provide high-quality care and education

to young children and their families. The
California Early Childhood Educator Com-
petencies (2012) is divided into the follow-
ing overlapping areas: (1) Child Develop-
ment and Learning; (2) Culture, Diversity,
and Equity; (3) Relationships, Interactions,
and Guidance; (4) Family and Community
Engagement; (5) Dual-Language Develop-
ment; (6) Observation, Screening, Assess-
ment, and Documentation; (7) Special
Needs and Inclusion; (8) Learning Environ-
ments and Curriculum; (9) Health, Safety,
and Nutrition; (10) Leadership in Early
Childhood Education; (11) Professional-
ism; and (12) Administration and Supervi-
sion. The California ECE Competencies are
research-based and are aligned with the
California Preschool Learning Foundations

California Early Childhood
Educator Competencies

and the California Infant/Toddler Learning
& Development Foundations to guide pro-
fessional development and related quality
improvement activities. Available as a free
download and as a binder-ready publica-
tion.

&2 The California Preschool
Program Guidelines
(2015) is designed for
administrators, direc-
tors, supervisors, college
faculty, and policymak-
ers. This comprehensive
publication includes
effective approaches for
creating high-quality preschool programs.
Special chapters include “Support for
Young Dual Language Learners” and “Us-
ing Technology and Interactive Media with
Preschool-Age Children.” Companion DVD
set available.

California
Preschool Program
Guidelines

California’s Best
Practices for Young
Dual Language
Learners: Research
Overview Papers (2013)
This series of research
overviews spans the
disciplines of neurosci-
ence, cognitive science,
and developmental psychology as well as
assessment, educational research, family
engagement, and special needs. They pro-
vide insight into how young dual language
learners learn two languages and how
they learn and develop in other domains.
This online publication gives guidance

to early childhood educators on how to
support the learning and development of
young dual language learners in preschool
programs. http://www.cde.ca.gov/sp/
cd/ce/documents/dllresearchpapers.pdf

Califormaly Best Practices for
YDUNG DUALLANGUABE LEARNERS
RBesearch Overview Papers
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Curriculum Frameworks

Aligned with the foundations, the cur-
riculum frameworks guide early childhood
educators working in programs serving
children birth to five years of age. The
frameworks provide guidance on the im-
plementation of high-quality curriculum
and instruction practices that optimize
children’s potential to acquire the knowl-
edge and skills necessary to ensure that
children are ready for kindergarten entry.

Desired Results
Developmental
Profile® (DRDP°)
The DRDP is an
observation-based
assessment instru-
ment used to assess children’s develop-
mental progress. The DRDP was developed
for the following four age groups:
e Infant Toddler (I/T)—Birth to 36
months
e Preschool (PS)—Three years to kin-
dergarten entry
e School Age (SA)—Kindergarten
through twelve years
¢ School Readiness (SR)—Transitional
Kindergarten (TK) and Traditional
Kindergarten (K)
Versions in English and Spanish are avail-
able for download on the Desired Results
Web site.

e
i

<,

" Desired Results Developmental Profile
= Preschool

e ST

The Guidelines for
Early Learning in Child
Care Home Settings
Recognizing the impor-
tance of home-based
child care settings in to-
day’s society, this publi-
cation provides guidance
to help home-based child care providers
offer high-quality early care and learning
experiences to children. The book covers
topics such as the roles and relationships
involved in home-based child care; how

to create safe, inclusive environments
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that foster early learning and develop-
ment; ideas for implementing appropriate
curriculum; professional development for
home-based providers; and things to con-
sider when infants and toddlers receive
care in mixed-age group settings. http://
www.cde.ca.gov/sp/cd/re/documents/
elguidelineshome.pdf

Inclusion Works! Cre-
ating Child Care Pro-
grams That Promote
Belonging for Children
with Special Needs
(2009) is a handbook for
early care and education
programs. It provides
guidance and resources
on ways to include young children who
have disabilities or other special needs.
Strategies on how to adapt the environ-
ment, create family-friendly approaches to
inclusion, and engage and use inclusion
resources are discussed.

Inclusion Works!

The Infant/Toddler Learn-
ing and Development
Program Guidelines
publication comple-
ments the preschool
version. It takes a
family-focused approach
and presents research-
based guidelines on
early care and education that help ensure
the healthy development and learning for
very young children ages birth to three
years old.

i
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Learning Foundations

At the center of the California Early
Learning & Development System are two
sets of learning foundations: Infant/Tod-
dler Learning and Development Founda-
tions and California Preschool Learning
Foundations (Volumes 1, 2, & 3). The
entire set of foundations describe compe-
tencies—knowledge and skills—that all
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young children typically learn with ap-

propriate support. DVD sets covering all

domains of the foundations are available.
PITC Publications

E The Program for Infant/
= Toddler Care (PITC) has
Citithig developed high-quality
training materials based
on sound theoretical prin-
ciples and research. Devel-
oped for trainers, program
administrators, and teach-
ers of infants and toddlers, these materials
spell out a responsive, relationship-based
approach to early care in which teachers
learn to understand children’s cues, inter-
ests, and skills and use them as the basis
for an integrated curriculum that includes
cognitive, language, perceptual-motor, and
social-emotional development. The impor-
tance of forming a close, caring relationship
with each child and family is emphasized
throughout all PITC materials. https://
www. pitc.org/pub/pitc_docs/

r.
Y J
8-

products4.html

hool English Learners

Preschool English
Learners (PEL) Guide
The Preschool English
Learners Guide: Princi-
ples and Practices to Pro-
mote Language, Literacy,
and Learning was de-
veloped by experts with
strong academic and
research backgrounds. This publication
presents the specific knowledge and tools
needed to promote language, literacy, and
learning for these young English learners.
It is available in English and Spanish.

The Transitional Kin-
dergarten Implemen-
tation Guide (2013)
focuses on the essential
components of a compre-
hensive transitional kin-
dergarten (TK) program.
The first chapter dis-
cusses considerations for
the structure and design of TK programs.
Chapters 2-8 provide in-depth discussions

of effective instructional and curricu-

lar approaches. Family and community
partnerships and systems of support are
crucial for TK. Links to videos are embed-
ded in this online guide. http://www.cde.
ca.gov/ci/gs/em/documents/tkguide.pdf

Watching My Child Grow
is an introduction to the
Desired Results system.

It is dubbed in English,
Spanish, and Mandarin.

. A World Full of
Language: Supporting
- Preschool English
Learners DVD
' This DVD and book-
let provide information
on how young chil-
dren acquire English
e 3sa second language.

' ' : Research-based strate-
gies are featured to guide teachers on how
to support English learners. The DVD is
closed-captioned and formatted so that
viewers can see it in its entirety or in
sections. Companion DVD for Preschool
English Learners: Principles and Practices
to Promote Language, Literacy, and Learn-
ing. This DVD is available in English and
Spanish on one disc.

Link for CDE Educational Resources catalog:
http://www.cde.ca.gov/re/pn/rc/

Link for CDE/EESD Publications: http://www.
cde.ca.gov/sp/cd/re/cddpublications.asp

To order CDE/EESD publications and
DVDs, call toll-free at 800-995-4099, e-
mail sales@cde.ca.gov, or mail a request
to CDE Press Sales Office, 1430 N Street,
Suite 3705, Sacramento, CA 95814.
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Appendix C

California Preschool Children
Enrolled in Special Education

The percentage of California children California Department of Education as of
(ages three to five years) enrolled in December 2011. The proportion in each of
special education was provided by the categories is represented below.
the Special Education Division of the
Special Education Category Total Number Percentage

Speech & language impairment 47,863 64.92

Autism 13,163 17.85

Mental retardation 4195 5.69

Other health impairment 2732 3.72

Orthopedic impairment 1896 2.57

Hard of hearing 1066 1.45

Specific learning disability 817 1.12

Multiple disabilities 801 1.09

Deaf 499 .67

Visual impairment 473 .64

Traumatic brain injury 98 .13

Emotional disturbance 95 12
Deaf-blindness 22 .03

Total 73,720 100.00

Source: California Department of Education DataQuest Web site at http://datal.cde.ca.gov/dataquest/.
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Desired Results for Children
and Families

The Desired Results (DR) system designed
by the Early Education and Support Divi-
sion (EESD) of the California Department
of Education is designed to improve the
quality of programs and services provided
to all children, birth through twelve years
of age, who are enrolled in early care and
education programs and before-and after-
school programs, and their families. De-
sired Results are defined as conditions of
well-being for children and families. Each

Desired Result defines an overall outcome.

The DR system was developed based on
six Desired Results—four for children and
two for their families.

Desired Results for Children and
Families:

DR1: Children are personally and
socially competent

DR2: Children are effective learners

DR3: Children show physical and motor
competence

DR4: Children are safe and healthy

DR5: Families support their child’s
learning and development

DR6: Families achieve their goals

The DR system implemented by the
California Department of Education is a
comprehensive approach that facilitates
the achievement of the Desired Results
identified for children and families. Cali-
fornia is one of the very few states in the
nation that has developed its own system
designed specifically for measuring child
progress toward desired outcomes. The
system is aligned with both the state’s
learning and development foundations for
early care and education programs and
the California Common Core State Stan-
dards for English Language Arts & Litera-

cy in History/Social Studies, Science, and
Technical Subjects for kindergarten.

Components of the DR System

The DR system consists of the following
components:

1. Desired Results Developmental Pro-
file® (DRDP®) assessment instruments

2. Desired Results Parent Survey
3. Environment Rating Scales (ERS)

4. Program Self Evaluation

1. Desired Results Developmental
Profile® Assessment Instruments

The DRDP® assessment instruments are
designed for teachers to observe, docu-
ment, and reflect on the learning, devel-
opment, and progress of children, birth
through twelve years of age, who are
enrolled in early care and education pro-
grams, kindergarten programs and before-
and after-school programs. The assess-
ment results are intended for use by the
teacher to plan curriculum for individual
children and groups of children and to
guide continuous program improvement.

2. Desired Results Parent Survey

The Parent Survey is designed to assist
programs in gathering information from
families about (1) the family members’
satisfaction with their child’s program
and how it supports the child’s learning
and development; and (2) family members’
perceptions of their children’s progress
toward reaching the two Desired Results
identified for families. Families in the
program are asked to complete the Parent
Survey once a year and return it to their
classroom. Families complete this survey
anonymously to ensure that their opin-
ions and concerns are kept confidential.
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3. Environment Rating Scales

The Environmental Rating Scales (ERS)
are used to measure the quality of the
program environment (e.g., child—teacher
interactions, children’s interactions and
activities, use of language, health and
safety practices, space, and materials).
The ERS are required instruments for
yearly program self-evaluation and used
for the reviews conducted CDE/CDD pro-
gram staff.

4. Program Self-Evaluation

The Program Self-Evaluation addresses
family and community involvement;
governance and administration; funding;
standards, assessment, and accountabil-
ity; staffing and professional growth; op-
portunity and equal educational access;
and approaches to teaching and learning.
Program quality is assessed annually
through the required self-evaluation and
the reviews conducted by the CDE/EESD
program staff.

Assessment Tools

Desired Results
Developmental Profile

Desired Result
Parent Survey

Environment Rating
Scales

Categorical Program
Monitoring/
Contract Monitoring
Review Instrument
(CPM/CMR)

Companion Documents

Infant/Toddler Learning
and Development
Foundations and
Preschool Learning
Foundations

Infant/Toddler Learning
and Development
Program Guidelines

Prekindergarten Learning
and Development
Guidelines

Preschool English
Learner Guide

K-12 Academic Content
and Performance
Standards

Preschool Curriculum
Framework

Family Goals
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Figure D1, the Desired Results System,
depicts the system as a set of four
concentric circles. The innermost circle
represents the “heart” of the system:
the individual child’s developmental
progress. Progress is assessed
through the use of the Desired Results
Developmental Profile® (DRDP°).

The next circle represents agencies’ sup-
port for families’ goals. Parent satisfaction
is determined through the distribution and
collection of Parent Surveys.

The third circle represents classroom or
family child care home environments.
The appropriateness of children’s environ-
ments is assessed by using the Environ-
ment Rating Scale (ERS) instrument.

The last circle represents the program or
agency. Program quality is assessed using
the Categorical Program Monitoring/Cat-
egorical Monitoring Review (CPM/CMR).

Figure D1. Desired Results Model

Individual
Child
Progress

The Desired Results System Model
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The following publications address com-
ponents of the system: the California
Infant/Toddler Learning and Development
Foundations, California Preschool Learning
Foundations, Infant/Toddler Learning and
Development Program Guidelines, Califor-

nia Preschool Program Guidelines, Stan-
dards and the California Preschool Cur-
riculum Framework (three volumes) and
Preschool English Learners: Principles and
Practices to Promote Language, Literacy,
and Learning.
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State and Federal Laws Regarding
People with Disabilities

State and federal laws provide protection
for people with disabilities.

California’s Unruh Civil Rights Act

Every state has the option of enacting
provisions that provide more protection
than the federal Americans with Disabili-
ties Act (ADA). California has the Unruh
Civil Rights Act, California Civil Code
Section 51, which is much more expan-
sive than the ADA and offers even broader
protection for children with special needs.
Unlike the ADA, it provides protection
from discrimination by all business estab-
lishments in California, including housing
and public accommodations. California’s
law may even apply to religious entities,
although there have not been published
legal opinions where that has been tested.

The Americans with Disabilities Act

The Americans with Disabilities Act (ADA)
is federal legislation that was passed in
1990. The ADA guarantees civil rights
protections to people with disabilities in
areas such as employment, transporta-
tion, and public accommodations, includ-
ing child care. Both child care centers
and family child care homes must comply
with the ADA, whether they are privately
or publicly funded. The only exemptions
allowed are for religious organizations
operating child care programs. The ADA
provides protection to a child or adult
who meets one of the following criteria:

e Has a physical or mental impairment
that substantially limits one of the “ma-
jor life activities”

e Has a record of such an impairment
¢ Is regarded as having an impairment

¢ Is associated with an individual with a
disability

The ADA mandates that “reasonable ac-
commodations” be made for children with
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disabilities in child care. In most cases,
the accommodations needed are quite
simple and inexpensive to implement. For
instance, a child with diabetes may need a
snack at a different time or more frequent-
ly than other children; or a child who has
difficulty making the transition to different
activities may need a little extra time and
support to do so. The ADA also makes it
clear that the child care program may not
charge families of children with disabilities
higher fees than other families pay.

The ADA also mandates that architectural
barriers to entering or using facilities be
removed when this is “readily achievable.”
This phrase means that those necessary
changes that do not place “an undue bur-
den” on a provider need to be made (“an
undue burden” is defined as a “significant
difficulty or expense”). Examples of read-
ily achievable designs may involve rear-
ranging furniture for a child with visual
impairments, installing a handrail in the
bathroom for a child who uses a walker,
changing door hinges, or other similarly
minor accommodations. By making these
relatively simple accommodations, a child
care provider complies with the ADA.

However, accommodation, in some instanc-
es, may involve more significant changes.
Fortunately, tax credits and other resourc-
es can help offset the cost of more exten-
sive alterations to the child care setting.

The ADA also acknowledges that a child
may not be admitted to the child care
program if the child would pose a direct
threat to others, if the modification would
fundamentally alter the program itself, or
if the accommodation needed would be
an undue hardship to the program. These
exceptions are considered on an individ-
ual basis, and the law expects child care
providers to work hard to include children
with disabilities as often as possible.
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The Individuals with Disabilities
Education Act

The Individuals with Disabilities Educa-
tion Act is federal legislation mandating
special education for all eligible chil-
dren.!” The Individuals with Disabilities
Education Improvement Act of 2004
(IDEA 2004) is the most recent reautho-
rization of the statute. The IDEA guar-
antees children with disabilities a free,
appropriate public education (FAPE); an
education in the least restrictive envi-
ronment; related services; and fair as-
sessment in the delivery of those special
education services to children, from birth

to age twenty-two. The law has four parts:

Part A covers the general purpose of the
law and definitions; Part B addresses

the requirements for the education of all
children with disabilities from age three
through age twenty-one; Part C covers
the specific requirements for services to
infants and toddlers (children from birth
to thirty-six months) with disabilities and
their families; and Part D authorizes na-
tional activities to improve special educa-
tion services (research, personnel devel-
opment, technical assistance, and state
improvement grants).

The IDEA makes it possible for states and
localities to receive federal funds to assist
in the education of infants, toddlers, pre-
schoolers, children, and youth with dis-
abilities. Essentially, in order to remain
eligible under the law for federal funds,
states must ensure the following:

e All children and youths with disabilities,
regardless of the severity of their disabil-
ity, will receive a free, appropriate public
education (FAPE) at public expense.

¢ The education of children and youths
with disabilities will be based on a com-
plete and individual evaluation and as-
sessment of the specific, unique needs
of each student.

e An individualized education program
(IEP) or an individualized family ser-
vices plan (IFSP) will be drawn up for
every child or youth found eligible for
early intervention or special education,
stating precisely what types of early
intervention services or what kinds of
special education and related services

or each infant, toddler, preschooler,
child, or youth will receive.

e To the maximum extent appropriate,
all children and youths with disabilities
will be educated in the regular educa-
tion environment. Children and youths
receiving special education have the
right to receive the related services they
need to benefit from special education
instruction.

e Parents have the right to participate in
every decision related to the identifica-
tion, evaluation, and placement of their
child or youth with a disability.

e Parents must give consent for any ini-
tial evaluation, assessment, or place-
ment; they must be notified of any
change in placement that may occur;
they must be included, along with
teachers, in conferences and meetings
held to draw up IEPs; and they must
approve these IEPs before they go into
effect for the first time.

e The right of parents to challenge and
appeal any decision related to the iden-
tification, evaluation, and placement—
or any issue concerning the provision
of FAPE—of their child is fully protected
by clearly spelled-out due process pro-
cedures.

e Parents have the right to have informa-
tion kept confidential. No one may see a
child’s records unless the parents give
written permission. Once a child has an
IFSP or IEP, parental consent is needed
for anyone to discuss the child with
others. (The exception to this is school
personnel who have legitimate educa-
tional interests.)

Services for Children Three to Twenty-
Two Years of Age

As briefly discussed, Part B of the IDEA
applies to children three to twenty-two
years of age who qualify for special educa-
tion services. The California Department
of Education oversees the implementa-
tion of Part B services in the state, as do
departments of education in other states
across the country.

There have been several revisions to
the IDEA over the years, and the lat-
est strengthens provisions concerning
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“least restrictive environments.” This term
means that, to whatever extent possible,
children should be in the same classes as
their typically developing peers. For chil-
dren ages three to five, this means that
specialized services are ideally provided

in settings such as the home, child care
center, or family child care home. For this
age group, services are provided through
the local school district, county office of
education, or special education local plan-
ning area (SELPA).

Special education provides specific early
education programs for children between
the ages of three and five who have disabil-
ities. These programs include individual
and group services in a variety of typical,
age-appropriate environments for young
children, such as regular child care pro-
grams, the home, and special education
preschool programs. Services are based
upon ongoing consultations with the fam-
ily, include related support services for the
child and family, and are provided in the
least restrictive environment.

IDEA and Child Care

Part B of the IDEA strongly emphasizes a
collaborative relationship between parents
and teachers/providers in the development
of services. Parents may invite child care
providers to participate in the development
and implementation of IEPs. Participation
in this process is an excellent opportunity
for child care providers to share knowledge
about the child in their care and to as-

sist in coordinating services for that child.
Families can also request that consulta-
tion or direct services from early interven-
tion and special education programs be
provided in the child care setting.

For information about laws, consult the
resources named below.

Americans with Disabilities Act (ADA)
Web site: https://www.ada.gov/

Child care page: http://www.ada.gov/
childg&a.htm

Disability Rights Section of ADA mailing
address:

U.S. Department of Justice
Civil Rights Division

Disability Rights Section-NYAV
950 Pennsylvania Avenue, NW
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Washington, DC 20530
ADA Information Line: 800-514-0301

Commonly Asked Questions About Child
Care Centers and the Americans with
Disabilities Act is a 13-page publication
that explains how the requirements of
the ADA apply to child care centers. It
also describes some of the Department of
Justice’s ongoing enforcement efforts in
the child care area, as well as a resource
list on sources of information on the ADA.
This document is available at the Web site
listed above and can also be requested

by fax. To order a publication by fax, call
the ADA Information Line and follow the
directions for placing a fax order. When
prompted, enter the document number:
3209.

Child Care Law Center

221 Pine Street, Third Floor

San Francisco, CA 94104

Telephone: 415-394-7144

Fax: 415-394-7140

E-mail: info@childcarelaw.org

Web site: http://www.childcarelaw.org

The Child Care Law Center (CCLC) is a
national, nonprofit legal services organiza-
tion founded in 1978. The CCLC’s primary
objective is to use legal tools to foster the
development of high-quality, affordable
child care for every child, every parent,
and every community. The CCLC works to
expand child care options, particularly for
low-income families, and to ensure that
children are safe and nurtured in care out-
side the home. It is the only organization
in the country that focuses exclusively on
the complex legal issues surrounding the
establishment and provision of child care.

Disability Rights Education & Defense
Fund

2212 Sixth Street

Berkeley, CA 94710

Telephone: 800-348-4232 (v/tty)
Telephone: 510.644.2555 (v/tty)

Fax: 510-841-8645

E-mail info@dredf.org

Web site: http://www.dredf.org/

The Disability Rights Education and De-
fense Fund, founded in 1979, is a leading
national civil rights law and policy center
directed by individuals with disabilities
and parents who have children with dis-
abilities.
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Summary of the California Preschool
Program Guidelines

Guideline 1: Aspiring to Be a High-Quality Program

Guideline 2: Addressing Culture, Diversity, and Equity

Guideline 3: Supporting Relationships, Interactions, and Guidance
Guideline 4: Engaging Families and Communities

Guideline 5: Including Children with Disabilities or Other Special Needs
Guideline 6: Promoting Health, Safety, and Nutrition

Guideline 7: Assessing Children’s Development and Learning

Guideline 8: Planning the Learning Environment and Curriculum
Guideline 9: Supporting Professionalism and Continuous Learning

Guideline 10: Administering Programs and Supervising Staff
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Resources on Early Childhood
Inclusive Practice

The following resources were compiled in
April 2009, and the information was ac-
curate as of that time.

California MAP to Inclusion and
Belonging: Making Access Possible

Web site: www.cainclusion.org/camap/

This comprehensive Web site for the
California MAP to Inclusion and Belong-
ing Project operates under the Center for
Child and Family Studies at WestEd and
is funded by the California Department of
Education’s Early Education and Support
Division. A portion is funded by the fed-
eral Child Care Development Fund Qual-
ity Improvement Allocation. This wide-
ranging Web site is devoted to inclusion
and disabilities.

CALIFORNIA STATE AGENCIES

California Department of
Developmental Services

1600 9th Street

Sacramento, CA 95814

P.O. Box 944202

Sacramento, CA 94244
Telephone: (916) 654-1690 Web
site: http://www.dds.ca.gov

The California Department of Develop-
mental Services (DDS) is the state agency
that provides services and supports to
children and adults with developmental
disabilities. These disabilities include
mental retardation, cerebral palsy, epi-
lepsy, autism, and other conditions. The
DDS is California’s lead agency for servic-
es for children birth to three years of age,
as defined under Part C of the Individuals
with Disabilities Education Act (IDEA ’04).
There are several Web links for agencies
and services related to Early Start:

¢ California Early Start: https://
www.dds.ca.gov/services/early-start/

California Department of Education Early

Education and Support Division

1430 N Street, Suite 3410

Sacramento, CA 95814

Telephone: 916-322-6233

Fax: 916-323-6853

Web site: http://www.cde.ca.gov/sp/cd/

The Early Education and Support Divi-
sion’s mission is to provide leadership and
support to all individuals and organiza-
tions concerned with children and families
by promoting high-quality child develop-
ment programs. The division works to
educate the general public about develop-
mentally appropriate practices for infants,
toddlers, preschoolers, and school-age
children in a variety of safe and healthy
child care and child development envi-
ronments. It measures its success by the
preponderance of children ready to learn
when entering school and the number of
school-age children who successfully con-
tinue their education. The goal is to have
the combined efforts result in children and
families being balanced, lifelong learners.

California Department of Education
Special Education Division

1430 N Street, Suite 2401
Sacramento, CA 95814

Telephone: 916-445-4613

Fax: 916-327-3706

Web site: http://www.cde.ca.gov/re/
di/ or/sed.asp

The home page for the California Depart-
ment of Education, Special Education
Division, links to current information
about services and programs provided by
the department.
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California Department of Education
After School Division

1430 N Street, Suite 3400
Sacramento, CA 95814

Telephone: 916-319-0923

The home page for the California Depart-
ment of Education’s After School Division
includes links to program and fiscal re-
sources to build, implement, and sustain
quality after school programs, including
school-age care and other out-of-school
opportunities for children and youths.

California Department of Health Care

Services, Children’s Medical Services

Branch, California Children’s Services
MS 8100

P.O. Box 997413

Sacramento, CA 95899

Telephone: 916-327-1400

California Children’s Services (CCS) Web
site:

The Children’s Medical Services Branch
(CMS) provides a comprehensive system of
health care for children through preven-
tive screening, diagnoses, treatment, reha-
bilitation, and follow-up services. CMS is a
full-scope management system for Califor-
nia Children’s Services (CCS) Program.

California Department of Social
Services

744 P Street

Sacramento, CA 95814
Telephone: 916-651-8848

Community Care Licensing Division
Web site:_http: //www.ccld.ca.gov

The mission of the California Department
of Social Services is to serve, aid, and
protect needy and vulnerable children
and adults in ways that strengthen and
preserve families, encourage personal re-
sponsibility, and foster independence.

First 5 California (California Children
and Families Commission)

2389 Gateway Oaks Drive, Suite 260
Sacramento, CA 95833

Telephone: 916-263-1050

Fax: 916-263-1060

Web site: http://www.ccfc.ca.gov

The California Children and Families Act
of 1998 was also known as Proposition
10 and is now called First 5 California.
Many of its activities include children
with special needs, and its Web site has
links to local county CCF commissions
and much more.

CALIFORNIA TRAINING AND
TECHNICAL ASSISTANCE
ORGANIZATIONS

The organizations in this section provide
technical assistance and/or training that
may be useful to child care providers, pre-
school staff, afterschool staff, specialists,
or families who are developing or support-
ing an inclusive setting for children. State
organizations are listed here. Information
about local training and technical assis-
tance may be available through a local
child care resource and referral agency or
a local Early Start family resource center
(see below).

Beginning Together: Caring for Infants
and Toddlers with Disabilities or Other
Special Needs in Inclusive Settings
Telephone: 760-682-0200

Fax: 760-471-3862

E-mail: beginningtogether@wested.org
Web site: http://cainclusion.org/bt/

Beginning Together was created in collabo-
ration with the California Department of
Education, Early Education and Support
Division (EESD) and WestEd, Center for
Child and Family Studies as an inclusion
support to the Program for Infant/Toddler
Caregivers (PITC). The purpose of Begin-
ning Together is to ensure that children
with special needs are included, appropri-
ate inclusive practices are promoted in the
training and technical assistance provided
by the existing cadre of CDE/WestEd certi-
fied trainers in the PITC, and inclusion of
other infants and toddlers is supported.

Family Resource Center Network of
California

E-mail: info@frcnca.org

Web site: http://www.frcnca.org

The Family Resource Center Network of
California (FRCNCA) is a coalition of Cali-
fornia’s 47 Early Start Family Resource
Centers. Staffed by families of children
with special needs, the resource centers
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offer parent-to-parent support and help
parents, families, and children locate and
use needed services. They offer resources
in many languages, which may include
newsletters, resource libraries, Web sites,
and support services such as parent-to-
parent groups, sibling support groups,
warmlines, and information and referral
for parents and professionals.

Other California Parent Organizations
Web site: http://www.cde.ca.gov/sp/se/
ga/caprntorg.asp

Lists California agencies providing re-
sources for families of children with
disabilities including Parent Training &
Information Centers, California Commu-
nity Parent Resource Centers, and Family
Empowerment Centers.

California Preschool Instructional
Network (CPIN)

Telephone: 800-770-6339

E-mail: cpin@wested.org

Web site: https://www.cpin.us/

California Preschool Instructional Net-
works (CPIN) provides professional de-
velopment and technical assistance to
preschool teachers and administrators to
ensure that preschool children are ready
for school. The CPIN is divided into the
11 regions designated by the California
County Superintendents Educational
Services Association (CCSESA). There is a
regional lead and an English learner lead
stationed in each of 11 regions through-
out the state of California.

California Services for Technical
Assistance and Training

Fax: 707-586-2735

E-mail: info@calstat.org

Web site: http://www.calstat.org

CalSTAT (California Services for Technical
Assistance and Training) is a special proj-
ect of the California Department of Edu-
cation, Special Education Division. It is
located at the Napa County Office of Edu-
cation. It is funded through the Special
Education Division and a California State
Personnel Development Grant (SPDG).
The SPDG, a federal grant, supports and
develops partnerships with schools and
families by providing training, technical
assistance, and resources to both special
education and general education.
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Center for Prevention & Early
Intervention

Telephone: 800-869-4337

Fax: 916-492-4002

E-mail: cpei@wested.org

Web site: https://www.wested.org/
program /center-for-prevention-early-

intervention/

WestEd’s Center for Prevention and Early
Intervention (CPEI) in Sacramento
provides statewide high-quality train-ing,
technical assistance and resource
development, dissemination services, and
support to state agencies and com-munity
programs that administer or provide
prevention and early intervention
services. The state agencies have included
the California departments of Education,
Developmental Services, Health Services,
Social Services, Mental Health, and Drug
and Alcohol Programs.

Desired Results access Project
Telephone: 800-673-9220

E-mail: info@draccess.org

Web site: http://www.draccess.org

Desired Results access Project assists the
California Department of Education’s
Special Education Division in implement-
ing the Desired Results Developmental
Profile (DRDP) assessment system to
measure the progress of California’s
preschool-age children who have individ-
ualized education programs. The Desired
Results access Project Web site offers in-
formation and resources to assist special
educators, administrators, and families
with participation in the Desired Results
assessment system.

Kids Included Together

National Training Center on Inclusion
Telephone: 858-225-5680

Fax: 619-758-0949

E-mail: info@kitonline.org

Web site: https://www.kit.org/

Kids Included Together (KIT) National
Training Center on Inclusion (NTCI) was
established to support the overall mis-
sion of Kids Included Together through
training, technical assistance, and re-
sources of the highest quality for staff in
out-of-school-time programs at all levels
of experience and interest. KIT's National
Training Center on Inclusion utilizes a
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combination of the latest technology cou-
pled with live presentations by dynamic
and experienced trainers and practitio-
ners to support providers in welcoming
children with disabilities.

Least Restrictive Environment
Resources Project

Telephone: 916-492-4000
E-mail: dmeinde@wested.org

The Least Restrictive Environment (LRE)
Resources Project, operated by WestEd
for the California Department of Educa-
tion, develops resources for use by school
districts and sites to improve services for
all students. To achieve this goal, the
project is establishing a network of lead-
ership sites and consultants that focus
on teacher training, mentoring, facilitat-
ing, technical assistance, and specialized
materials.

Supporting Early Education Delivery
Systems Project

Telephone: 916-228-2379

Fax: 916-228-2311

E-mail: rryan@scoe.net

Web site: http:/ /www.seedsof
partnership.org/

The Supporting Early Education Delivery
Systems (SEEDS) Project assists the Cali-
fornia Department of Education in pro-
viding technical assistance to early child-
hood special education programs. Under
the Department’s direction, SEEDS has
established a network of consultants and
visitation sites to assist local educational
agencies in providing quality services

PROFESSIONAL
ORGANIZATIONS

American Speech-Language-Hearing
Association

2200 Research Boulevard

Rockville, MD 20850

Telephone: (Voice or TTY) 800-638-8255

E-mail: actioncenter@asha.org

Web site: http://www.asha.org

The American Speech-Language-Hearing
Association (ASHA) is the professional,
scientific, and credentialing associa-

tion for more than 103,000 audiologists,
speech-language pathologists, and speech,
language, and hearing scientists. ASHA’s
mission is to ensure that all people with

speech, language, and hearing disorders
have access to quality services to help
them communicate more effectively.

The Division for Early Childhood
3415 So. Sepulveda Blvd., Suite 1100
Los Angeles, CA 90034

Telephone: 310-428-7209

Fax: 855-678-1989

E-mail: dec@dec-sped.org

Web site: https://www.dec-sped.org

The Division for Early Childhood (DEC) is
an organization designed for individuals
who work with—or on behalf of—children
with special needs, birth through age eight,
and their families. DEC, a subdivision

of the Council for Exceptional Children
(CEC), is dedicated to promoting policies
and practices that support families and en-
hance the optimal development of children.
Children with special needs include those
who have disabilities or developmental
delays, are gifted/talented, or are at risk of
future developmental problems.

Infant Development Association of
California

P.O. Box 189550

Sacramento, CA 95818

Telephone: 916-453-8801

Fax: 916-453-0627

E-mail: mail@idaofcal.org

Web site: http: //www.idaofcal.org

The Infant Development Association of
California (IDA) is a multidisciplinary
organization of parents and professionals
committed to optimal developmental and
positive social and emotional outcomes
for infants, birth to three, with a broad
range of special needs and their families.
IDA advocates improved, effective preven-
tion and early intervention services while
providing information, education, and
training to parents, professionals, deci-
sion makers, and others.

National Association for the Education
of Young Children

1313 L Street NW, Suite 500
Washington, DC 20005

Telephone: 202-232-8777 or
800-424-2460

Fax: 202-328-1846

E-mail: naeyc@naeyc.org

Web site: http://www.naeyc.org

The National Association for the Educa-
tion of Young Children (NAEYC) is the na-
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tion’s largest organization of early child-
hood professionals and others dedicated
to improving the quality of early child-
hood education programs for children
birth through age eight. NAEYC’s primary
goals are to improve professional practice
and working conditions in early childhood
education and to build public under-
standing and support for high-quality
early childhood programs.

Zero to Three

1255 23rd Street, NW, Suite 350
Washington, DC 20037

Telephone: 800-899-4301

Web site: https://www.zerotothree.org

Zero to Three is a national, nonprofit orga-
nization dedicated solely to advancing the
healthy development of babies and young
children. Zero to Three disseminates key
developmental information, trains provid-
ers, promotes model approaches and stan-
dards of practice, and works to increase
public awareness about the significance of
the first three years of life.

NATIONAL DISABILITY AND
INCLUSION RESOURCES

Center for Inclusive Child Care
Telephone: 651-603-6265
Web site: http://www.inclusivechildcare.org

The mission of the Center for Inclusive
Child Care (CICC) is to create, promote,
and support pathways to successful in-
clusive care for all children. The program
is a comprehensive resource network for
inclusive early childhood practitioners,
school age programs, and providers. The
CICC provides leadership, administra-
tive support, training, and consultation
to early care and education providers,
school-age care providers, parents, and
professionals in the field.

Child Care Aware (formerly National
Child Care Information and Technical
Assistance Center)

Telephone: 800-424-2246

Fax: 703-341-4101

TTY: 866-278-9428

Web site: http://childcareaware.org

The National Child Care Information and
Technical Assistance Center (NCCIC), a
project of the Child Care Bureau, Admin-
istration for Children and Families (ACF),
U.S. Department of Health and Human
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Services, is a national resource that links
information and people in order to com-
plement, enhance, and promote child care
delivery systems. The organization works
to ensure that all children and families
have access to the highest-quality compre-
hensive services.

Disability Is Natural
Telephone: 210-320-0678

This Web site created by Kathie Snow
includes her widely used article on “peo-
ple-first language” and other resources to
support inclusion. She challenges out-
dated ways of thinking and helps parents,
people with disabilities, and professionals
acquire new perceptions and attitudes—
the first rung on the ladder of change.

Early Childhood Technical
Assistance Center

Telephone: 919-962-2001

TDD: 919-843-3269

Fax: 919-966-7463

E-mail: ectacenter@unc.edu Web
site: http://ectacenter.org/

The Early Childhood Technical Assistance
Center supports the implementation of the
early childhood provisions of the Individu-
als with Disabilities Education Act (IDEA).
The center’s mission is to strengthen ser-
vice systems to ensure that children with
disabilities (birth through five) and their
families receive and benefit from high-
quality, culturally appropriate, and family-
centered supports and services.

Fathers Network
Telephone: 425-653-4286
Web site: https:/ /fathersnetwork.org/

The Fathers Network is a nonprofit organi-
zation that serves as an advocate for men
and believes they are crucial to the lives of
their families and children. The network
provides supports and resources to fathers
and families of children with developmen-
tal disabilities and chronic illness, as well
as to the professionals who serve them.

Individuals with Disabilities

Education Act

IDEA Partnership

Web site: http://www.ideapartnership.org

This site is part of a federal project to sup-
port the implementation of the Individu-als
with Disabilities Education Act (IDEA
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'04). The site answers questions about the
IDEA and makes available the full text of
the law and its regulations.

National Dissemination Center for
Children with Disabilities

Telephone (Voice/TTY): 800-695-0285 Fax:
202-884-8441

E-mail: nichcy@aed.org

Web site: http://www.parentcenterhub.org

The Center for Parent Information and
Resources provides information on dis-
abilities and related issues to families,
educators, and other professionals. One
special focus is children and youths (birth
to age twenty-two). Many publications are
available in Spanish.

National Professional Development
Center on Inclusion

Frank Porter Graham Child
Development Institute

E-mail: community@mail.fpg.unc.edu
Web site: http://npdci.fpg.unc.edu/

The National Professional Development
Center on Inclusion (NPDCI) works with
states to ensure that early childhood
teachers are prepared to educate and
care for young children with disabilities in
natural settings with their typically devel-
oping peers.
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Appendix H: Member of the Class: Teachers Guide

teacher(s): classroom: date:

Heud St member of the class:
teachers guide

inclusion

Teachers:

Use this checklist to guide your classroom inclusion practices. These indicators will

help you think about and plan for ways to promote membership in your classroom.

Answer the questions from the perspective of a child with special needs.

QUESTION (B:tlzitgf/ IF NO, WHAT IS THE PLAN?
Do | have a cubby or place to put my coat and backpack just like os o
my classmates? Y
Do | have a seat at circle that includes all the items my es no
classmates have like a carpet square and name tag? y
Do | have a classroom job just as my classmates? yes no
Do | get to take a turn during group activities? yes no
Do | have the opportunity to participate in “messy” activities
when available, even though | may be a little messier than yes no
others?
During regular activities am | in a similar position to my es no
classmates (i.e. my classmates are standing-I am standing, etc.)? y
Can | physically get to all the activities in the classroom (reach os no
into the sensory table, get toys from shelves)? y
Is there something | know how to use and can use independently os o
in each learning center? y
Do | have the opportunity to sometimes be in the front and es o
middle of the line during transitions? y
Am | usually participating in the same or similar activities as my es no
classmates (though they might be adapted)? y
Do | have the chance to be the "helper” on occasion?

yes no
Am | an active participant in classroom activities es no
(not just an observer)? y
Do my teachers and classmates talk to me, ask me questions,

! 5 yes no

play with me?
Do | have friends in my class?

yes no

HEAD START CENTER FOR INCLUSION FUNDED BY THE OFFICE OF HEAD START DEPARTMENT OF HEALTH AND HUMAN SERVICES

This material was developed by the Head Start Center for Inclusion with federal funds from the U.S. Department of Health and Human Services, Office of Head Start (Grant
No. 90YD0270). The contents of this publication do not necessarily reflect the views or policies of the U.S. Department of Health and Human Services, nor does mention of
trade names, commercial products, or organizations imply endorsement by the U.S. Government. You may reproduce this material for training and information purposes.
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Appendix I

Effective Strategies for Observing
Children’s Learning and Behavior

The Desired Results system involves
direct observation of children, using an
instrument called the Desired Results
Developmental Profile (DRDP). Develop-
mental assessment is designed to deepen
understanding of a child’s strengths and
to identify areas where a child may need
additional support. Teachers and other
child development professionals are en-
couraged to complete the developmental
profiles through observation, a method
of gathering information by carefully and
systematically observing children in their
early care and education environments.

Conducting Effective Observations

The process of systematically observing
the development of children in the context
of day-to—~day family and early care and
education activities is the initial step in
finding and planning appropriate strate-
gies to support the continuing develop-
ment of children and families. Information
gathered through observations can help
teachers in arranging the environment
and in developing curricular plans and
materials.

There are a variety of ways of gathering
information through observations: video
and digital recordings; photographs;
portfolios; anecdotal records, diaries, and
logs; activity lists; time sampling and
event recording; and checklists and rating
scales.

Effective observation of children requires
training and practice on the part of
observers. It also requires an environ-
ment that is conducive to documenting
children’s activities and interactions with
minimal effort or interruption to the natu-
ral flow of typical daily routines.

Using Observation

When using observation to complete the
DRDP, educators need to consider several
points:

1. Use skilled observers.

Observation is a complex, essential skill
that can be developed through systematic
training and practice. Observers complet-
ing the DRDP must be the teacher or
caregiver who is the most familiar with the
child.

Effective observers . . .

e Are familiar with the tools, measures,
and indicators for the developmental
levels being observed.

e Have an in-depth understanding of child
development, including cultural varia-
tions expressed in children’s behavior.

¢ Identify behaviors or signals that may
indicate possible disabilities or other
special needs.

e Understand the child’s cultural con-
text. Family and community cultures
influence the child’s access to multiple
approaches to literacy and are related to
expectations regarding a child’s educa-
tional accomplishments.

¢ Consider the child’s experience and
family history: Was the child born
premature, full-term? Does the child
have an existing medical condition or
any other health-related concerns that
you are aware of? Is the child living in
an economically secure and supportive
household that affords ample opportu-
nities for play and discovery?

e Are aware of how performance styles,
motivational factors, and environmental
variables influence the judgments made
about children’s strengths and weak-
nesses.
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¢ Refrain from labeling children and avoid
the tendency to place stereotypical ex-
pectations on children.

e Are aware of a child’s total performance
(across developmental domains), even
when focusing on a single aspect of
behavior.

Appendix I: Effective Strategies for Observing Children’s Learning and Behavior

are “writing” are more likely to behave
naturally, which allows the observer to
take notes without interruption.

Carry a small notepad in a pocket. In
several places on the wall, hang clip-
boards with lined paper and an at-
tached pencil.

2. Set up the environment to support
effective observations of children.

3. Keep a few specific points in mind.

The following strategies improve observ-
Observers can do the following to provide ers’ effectiveness:

an appropriate environment: ¢ Focus on observing exactly what the

e Arrange activities so that observers can child does. Be as objective as possible.

watch from a place where they can hear
children’s conversations.

Plan activities that do not require the
full assistance of teachers or caregivers
when they wish to observe a child.

Seat the observer unobtrusively near
children’s activities.

Scatter “observation chairs” at strate-
gic locations throughout the program,
if possible. Children who are accus-
tomed to having observers present who

236 | Appendixes

Opinions or stereotypes must not influ-
ence judgment.

Record observations as soon as pos-
sible. Details may be important and can
be easily forgotten.

Observe in a variety of settings and at
different times during the day.

Be realistic in scheduling observations.
Haphazard or incomplete observations
will not present an accurate or compre-
hensive picture of the child’s behavior.
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POSITION STATEMENT

naeyc

Code of Ethical Conduct
and Statement of Commitment

Revised April 2005,
Reaffirmed and Updated May 2011

A position statement of the National Association for the Education of Young Children

Endorsed by the Association for Childhood Education International

Preamble

NAEYC recognizes that those who work with young
children face many daily decisions that have moral and
ethical implications. The NAEYC Code of Ethical Conduct
offers guidelines for responsible behavior and sets forth a
common basis for resolving the principal ethical dilemmas
encountered in early childhood care and education. The
Statement of Commitment is not part of the Code but is a
personal acknowledgement of an individual’s willingness to
embrace the distinctive values and moral obligations of the
field of early childhood care and education.

The primary focus of the Code is on daily practice with
children and their families in programs for children from birth
through 8 years of age, such as infant/toddler programs,
preschool and prekindergarten programs, child care centers,
hospital and child life settings, family child care homes,
kindergartens, and primary classrooms. When the issues
involve young children, then these provisions also apply to
specialists who do not work directly with children, including
program administrators, parent educators, early childhood
adult educators, and officials with responsibility for program
monitoring and licensing. (Note: See also the “Code of Ethi-
cal Conduct: Supplement for Early Childhood Adult Educa-
tors,” and the “Code of Ethical Conduct: Supplement for
Early Childhood Program Administrators.”

Adopted by the National Association for Family Child Care

Core values

Standards of ethical behavior in early childhood care
and education are based on commitment to the follow-
ing core values that are deeply rooted in the history of
the field of early childhood care and education. We have
made a commitment to

¢ Appreciate childhood as a unique and valuable stage of
the human life cycle

¢ Base our work on knowledge of how children develop
and learn

¢ Appreciate and support the bond between the child
and family

* Recognize that children are best understood and sup-
ported in the context of family, culture,* community, and
society

® Respect the dignity, worth, and uniqueness of each
individual (child, family member, and colleague)

® Respect diversity in children, families, and colleagues
¢ Recognize that children and adults achieve their full
potential in the context of relationships that are based
on trust and respect

* The term culture includes ethnicity, racial identity, economic
level, family structure, language, and religious and political beliefs,
which profoundly influence each child’s development and relation-
ship to the world.

Copyright © 2011 by the National Association for the Education of Young Children
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NAEYC Code of Ethical Conduct

Conceptual framework

The Code sets forth a framework of professional respon-
sibilities in four sections. Each section addresses an area
of professional relationships: (1) with children, (2) with
families, (3) among colleagues, and (4) with the commu-
nity and society. Each section includes an introduction
to the primary responsibilities of the early childhood
practitioner in that context. The introduction is followed
by a set of ideals (I) that reflect exemplary professional
practice and by a set of principles (P) describing prac-
tices that are required, prohibited, or permitted.

The ideals reflect the aspirations of practitioners.

The principles guide conduct and assist practitioners in
resolving ethical dilemmas.* Both ideals and principles
are intended to direct practitioners to those questions
which, when responsibly answered, can provide the
basis for conscientious decision making. While the Code
provides specific direction for addressing some ethical
dilemmas, many others will require the practitioner to
combine the guidance of the Code with professional
judgment.

The ideals and principles in this Code present a
shared framework of professional responsibility that
affirms our commitment to the core values of our field.
The Code publicly acknowledges the responsibilities
that we in the field have assumed, and in so doing sup-
ports ethical behavior in our work. Practitioners who
face situations with ethical dimensions are urged to seek
guidance in the applicable parts of this Code and in the
spirit that informs the whole.

Often “the right answer”—the best ethical course of
action to take—is not obvious. There may be no readily
apparent, positive way to handle a situation. When one
important value contradicts another, we face an ethical
dilemma. When we face a dilemma, it is our professional
responsibility to consult the Code and all relevant par-
ties to find the most ethical resolution.

Section |

Ethical Responsibilities to Children

Childhood is a unique and valuable stage in the human
life cycle. Our paramount responsibility is to provide
care and education in settings that are safe, healthy,
nurturing, and responsive for each child. We are commit-

* There is not necessarily a corresponding principle for each ideal.

Revised May 2011

ted to supporting children’s development and learning;
respecting individual differences; and helping children
learn to live, play, and work cooperatively. We are also
committed to promoting children’s self-awareness, com-
petence, self-worth, resiliency, and physical well-being.

Ideals

I-1.1—To be familiar with the knowledge base of early
childhood care and education and to stay informed
through continuing education and training.

I-1.2—To base program practices upon current knowl-
edge and research in the field of early childhood educa-
tion, child development, and related disciplines, as well
as on particular knowledge of each child.

I-1.3—To recognize and respect the unique qualities,
abilities, and potential of each child.

I-1.4—To appreciate the vulnerability of children and
their dependence on adults.

I-1.5—To create and maintain safe and healthy settings
that foster children’s social, emotional, cognitive, and
physical development and that respect their dignity
and their contributions.

I-1.6—To use assessment instruments and strategies
that are appropriate for the children to be assessed,
that are used only for the purposes for which they
were designed, and that have the potential to benefit
children.

I-1.7—To use assessment information to understand
and support children’s development and learning, to
support instruction, and to identify children who may
need additional services.

I-1.8—To support the right of each child to play and
learn in an inclusive environment that meets the needs
of children with and without disabilities.

I-1.9—To advocate for and ensure that all children,
including those with special needs, have access to the
support services needed to be successful.

I-1.10—To ensure that each child’s culture, language,
ethnicity, and family structure are recognized and val-
ued in the program.

I-1.11—To provide all children with experiences in a
language that they know, as well as support children
in maintaining the use of their home language and in
learning English.

I-1.12—To work with families to provide a safe and
smooth transition as children and families move from
one program to the next.
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Principles

P-1.1—Above all, we shall not harm children. We shall
not participate in practices that are emotionally dam-
aging, physically harmful, disrespectful, degrading,
dangerous, exploitative, or intimidating to children.
This principle has precedence over all others in
this Code.

P-1.2—We shall care for and educate children in positive
emotional and social environments that are cognitively
stimulating and that support each child’s culture, lan-
guage, ethnicity, and family structure.

P-1.3—We shall not participate in practices that discrimi-
nate against children by denying benefits, giving special
advantages, or excluding them from programs or
activities on the basis of their sex, race, national origin,
immigration status, preferred home language, religious
beliefs, medical condition, disability, or the marital
status/family structure, sexual orientation, or religious
beliefs or other affiliations of their families. (Aspects of
this principle do not apply in programs that have a law-
ful mandate to provide services to a particular popula-
tion of children.)

P-1.4—We shall use two-way communications to involve
all those with relevant knowledge (including families
and staff) in decisions concerning a child, as appropri-
ate, ensuring confidentiality of sensitive information.
(See also P-2.4.)

P-1.5—We shall use appropriate assessment systems,
which include multiple sources of information, to
provide information on children’s learning and devel-
opment.

P-1.6—We shall strive to ensure that decisions such as
those related to enrollment, retention, or assignment
to special education services, will be based on mul-
tiple sources of information and will never be based
on a single assessment, such as a test score or a single
observation.

P-1.7—We shall strive to build individual relationships
with each child; make individualized adaptations in
teaching strategies, learning environments, and cur-
ricula; and consult with the family so that each child
benefits from the program. If after such efforts have
been exhausted, the current placement does not meet
a child’s needs, or the child is seriously jeopardizing
the ability of other children to benefit from the pro-
gram, we shall collaborate with the child’s family and
appropriate specialists to determine the additional
services needed and/or the placement option(s) most
likely to ensure the child’s success. (Aspects of this
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principle may not apply in programs that have a lawful
mandate to provide services to a particular population
of children.)

P-1.8—We shall be familiar with the risk factors for and
symptoms of child abuse and neglect, including physi-
cal, sexual, verbal, and emotional abuse and physical,
emotional, educational, and medical neglect. We shall
know and follow state laws and community procedures
that protect children against abuse and neglect.

P-1.9—When we have reasonable cause to suspect child
abuse or neglect, we shall report it to the appropri-
ate community agency and follow up to ensure that
appropriate action has been taken. When appropriate,
parents or guardians will be informed that the referral
will be or has been made.

P-1.10—When another person tells us of his or her
suspicion that a child is being abused or neglected, we
shall assist that person in taking appropriate action in
order to protect the child.

P-1.11—When we become aware of a practice or situa-
tion that endangers the health, safety, or well-being of
children, we have an ethical responsibility to protect
children or inform parents and/or others who can.

Section Il

Ethical Responsibilities to Families

Families* are of primary importance in children’s de-
velopment. Because the family and the early childhood
practitioner have a common interest in the child’s well-
being, we acknowledge a primary responsibility to bring
about communication, cooperation, and collaboration
between the home and early childhood program in ways
that enhance the child’s development.

Ideals

I-2.1—To be familiar with the knowledge base related to
working effectively with families and to stay informed
through continuing education and training.

I-2.2—To develop relationships of mutual trust and cre-
ate partnerships with the families we serve.

I-2.3—To welcome all family members and encourage
them to participate in the program, including involve-
ment in shared decision making.

* The term family may include those adults, besides parents, with
the responsibility of being involved in educating, nurturing, and
advocating for the child.
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I-2.4—To listen to families, acknowledge and build upon
their strengths and competencies, and learn from
families as we support them in their task of nurturing
children.

I-2.5—To respect the dignity and preferences of each
family and to make an effort to learn about its struc-
ture, culture, language, customs, and beliefs to ensure
a culturally consistent environment for all children and
families.

I-2.6—To acknowledge families’ childrearing values and
their right to make decisions for their children.

I-2.7—To share information about each child’s educa-
tion and development with families and to help them
understand and appreciate the current knowledge base
of the early childhood profession.

I-2.8—To help family members enhance their under-
standing of their children, as staff are enhancing their
understanding of each child through communications
with families, and support family members in the con-
tinuing development of their skills as parents.

I-2.9—To foster families’ efforts to build support net-
works and, when needed, participate in building
networks for families by providing them with oppor-
tunities to interact with program staff, other families,
community resources, and professional services.

Principles

P-2.1—We shall not deny family members access to their
child’s classroom or program setting unless access is
denied by court order or other legal restriction.

P-2.2—We shall inform families of program philosophy,
policies, curriculum, assessment system, cultural prac-
tices, and personnel qualifications, and explain why we
teach as we do—which should be in accordance with
our ethical responsibilities to children (see Section I).

P-2.3—We shall inform families of and, when appropri-
ate, involve them in policy decisions. (See also [-2.3.)

P-2.4—We shall ensure that the family is involved in sig-
nificant decisions affecting their child. (See also P-1.4.)

P-2.5—We shall make every effort to communicate effec-
tively with all families in a language that they under-
stand. We shall use community resources for transla-
tion and interpretation when we do not have sufficient
resources in our own programs.

P-2.6—As families share information with us about their
children and families, we shall ensure that families’ input
is an important contribution to the planning and imple-
mentation of the program.
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P-2-7—We shall inform families about the nature and
purpose of the program’s child assessments and how
data about their child will be used.

P-2.8—We shall treat child assessment information con-
fidentially and share this information only when there
is a legitimate need for it.

P-2.9—We shall inform the family of injuries and inci-
dents involving their child, of risks such as exposures
to communicable diseases that might result in infec-
tion, and of occurrences that might result in emotional
stress.

P-2.10—Families shall be fully informed of any proposed
research projects involving their children and shall
have the opportunity to give or withhold consent
without penalty. We shall not permit or participate in
research that could in any way hinder the education,
development, or well-being of children.

P-2.11—We shall not engage in or support exploitation
of families. We shall not use our relationship with a
family for private advantage or personal gain, or enter
into relationships with family members that might im-
pair our effectiveness working with their children.

P-2.12—We shall develop written policies for the protec-
tion of confidentiality and the disclosure of children’s
records. These policy documents shall be made avail-
able to all program personnel and families. Disclosure
of children’s records beyond family members, program
personnel, and consultants having an obligation of
confidentiality shall require familial consent (except in
cases of abuse or neglect).

P-2.13—We shall maintain confidentiality and shall re-
spect the family’s right to privacy, refraining from dis-
closure of confidential information and intrusion into
family life. However, when we have reason to believe
that a child’s welfare is at risk, it is permissible to share
confidential information with agencies, as well as with
individuals who have legal responsibility for interven-
ing in the child’s interest.

P-2.14—In cases where family members are in conflict
with one another, we shall work openly, sharing our
observations of the child, to help all parties involved
make informed decisions. We shall refrain from becom-
ing an advocate for one party.

P-2.15—We shall be familiar with and appropriately refer
families to community resources and professional sup-
port services. After a referral has been made, we shall
follow up to ensure that services have been appropri-
ately provided.
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Section Il

Ethical Responsibilities to Colleagues

In a caring, cooperative workplace, human dignity is re-
spected, professional satisfaction is promoted, and posi-
tive relationships are developed and sustained. Based
upon our core values, our primary responsibility to
colleagues is to establish and maintain settings and rela-
tionships that support productive work and meet profes-
sional needs. The same ideals that apply to children also
apply as we interact with adults in the workplace. (Note:
Section Il includes responsibilities to co-workers and to
employers. See the “Code of Ethical Conduct: Supple-
ment for Early Childhood Program Administrators” for
responsibilities to personnel (employees in the original
2005 Code revision), online at http://www.naeyc.org/
files/naeyc/file/positions/PSETHO05 supp.pdf.)

A—Responsibilities to co-workers

Ideals

I-3A.1—To establish and maintain relationships of re-
spect, trust, confidentiality, collaboration, and coop-
eration with co-workers.

I-3A.2—To share resources with co-workers, collaborat-
ing to ensure that the best possible early childhood
care and education program is provided.

I-3A.3—To support co-workers in meeting their profes-
sional needs and in their professional development.

I-3A.4—To accord co-workers due recognition of profes-
sional achievement.

Principles

P-3A.1—We shall recognize the contributions of col-
leagues to our program and not participate in practices
that diminish their reputations or impair their effec-
tiveness in working with children and families.

P-3A.2—When we have concerns about the professional
behavior of a co-worker, we shall first let that person
know of our concern in a way that shows respect for
personal dignity and for the diversity to be found
among staff members, and then attempt to resolve the
matter collegially and in a confidential manner.
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P-3A.3—We shall exercise care in expressing views
regarding the personal attributes or professional
conduct of co-workers. Statements should be based on
firsthand knowledge, not hearsay, and relevant to the
interests of children and programs.

P-3A.4—We shall not participate in practices that dis-
criminate against a co-worker because of sex, race, na-
tional origin, religious beliefs or other affiliations, age,
marital status/family structure, disability, or sexual
orientation.

B—Responsibilities to employers

Ideals

I-3B.1—To assist the program in providing the highest
quality of service.

I-3B.2—To do nothing that diminishes the reputation
of the program in which we work unless it is violating
laws and regulations designed to protect children or is
violating the provisions of this Code.

Principles

P-3B.1—We shall follow all program policies. When we
do not agree with program policies, we shall attempt
to effect change through constructive action within the
organization.

P-3B.2—We shall speak or act on behalf of an organiza-
tion only when authorized. We shall take care to ac-
knowledge when we are speaking for the organization
and when we are expressing a personal judgment.

P-3B.3—We shall not violate laws or regulations de-
signed to protect children and shall take appropriate
action consistent with this Code when aware of such
violations.

P-3B.4—If we have concerns about a colleague’s be-
havior, and children’s well-being is not at risk, we may
address the concern with that individual. If children
are at risk or the situation does not improve after it has
been brought to the colleague’s attention, we shall re-
port the colleague’s unethical or incompetent behavior
to an appropriate authority.

P-3B.5—When we have a concern about circumstances
or conditions that impact the quality of care and
education within the program, we shall inform the
program’s administration or, when necessary, other
appropriate authorities.
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Section IV

Ethical Responsibilities to Community
and Society

Early childhood programs operate within the context

of their immediate community made up of families and
other institutions concerned with children’s welfare.
Our responsibilities to the community are to provide
programs that meet the diverse needs of families, to
cooperate with agencies and professions that share the
responsibility for children, to assist families in gaining
access to those agencies and allied professionals, and to
assist in the development of community programs that
are needed but not currently available.

As individuals, we acknowledge our responsibility to
provide the best possible programs of care and educa-
tion for children and to conduct ourselves with honesty
and integrity. Because of our specialized expertise
in early childhood development and education and
because the larger society shares responsibility for the
welfare and protection of young children, we acknowl-
edge a collective obligation to advocate for the best
interests of children within early childhood programs
and in the larger community and to serve as a voice for
young children everywhere.

The ideals and principles in this section are presented
to distinguish between those that pertain to the work of
the individual early childhood educator and those that
more typically are engaged in collectively on behalf of
the best interests of children—with the understanding
that individual early childhood educators have a shared
responsibility for addressing the ideals and principles
that are identified as “collective.”

Ideal (Individual)

1-4.1—To provide the community with high-quality early
childhood care and education programs and services.

Ideals (Collective)

I-4.2—To promote cooperation among professionals and
agencies and interdisciplinary collaboration among
professions concerned with addressing issues in the
health, education, and well-being of young children,
their families, and their early childhood educators.
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I-4.3—To work through education, research, and advo-
cacy toward an environmentally safe world in which
all children receive health care, food, and shelter; are
nurtured; and live free from violence in their home and
their communities.

I-4.4—To work through education, research, and ad-
vocacy toward a society in which all young children
have access to high-quality early care and education
programs.

I-4.5—To work to ensure that appropriate assessment
systems, which include multiple sources of informa-
tion, are used for purposes that benefit children.

I-4.6—To promote knowledge and understanding of
young children and their needs. To work toward
greater societal acknowledgment of children’s rights
and greater social acceptance of responsibility for the
well-being of all children.

I-4.7—To support policies and laws that promote the
well-being of children and families, and to work to
change those that impair their well-being. To partici-
pate in developing policies and laws that are needed,
and to cooperate with families and other individuals
and groups in these efforts.

I-4.8—To further the professional development of the
field of early childhood care and education and to
strengthen its commitment to realizing its core values
as reflected in this Code.

Principles (Individual)

P-4.1—We shall communicate openly and truthfully
about the nature and extent of services that we pro-
vide.

P-4.2—We shall apply for, accept, and work in positions
for which we are personally well-suited and profession-
ally qualified. We shall not offer services that we do not
have the competence, qualifications, or resources to
provide.

P-4.3—We shall carefully check references and shall not
hire or recommend for employment any person whose
competence, qualifications, or character makes him or
her unsuited for the position.

P-4.4—We shall be objective and accurate in report-
ing the knowledge upon which we base our program
practices.

P-4.5—We shall be knowledgeable about the appropri-
ate use of assessment strategies and instruments and
interpret results accurately to families.
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P-4.6—We shall be familiar with laws and regulations
that serve to protect the children in our programs and
be vigilant in ensuring that these laws and regulations
are followed.

P-4.7—When we become aware of a practice or situa-
tion that endangers the health, safety, or well-being of
children, we have an ethical responsibility to protect
children or inform parents and/or others who can.

P-4.8—We shall not participate in practices that are in
violation of laws and regulations that protect the chil-
dren in our programs.

P-4.9—When we have evidence that an early childhood
program is violating laws or regulations protecting
children, we shall report the violation to appropriate au-
thorities who can be expected to remedy the situation.

P-4.10—When a program violates or requires its em-
ployees to violate this Code, it is permissible, after fair
assessment of the evidence, to disclose the identity of
that program.
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Principles (Collective)

P-4.11—When policies are enacted for purposes that do
not benefit children, we have a collective responsibility
to work to change these policies.

P-4-12—When we have evidence that an agency that
provides services intended to ensure children’s well-
being is failing to meet its obligations, we acknowledge
a collective ethical responsibility to report the problem
to appropriate authorities or to the public. We shall be
vigilant in our follow-up until the situation is resolved.

P-4.13—When a child protection agency fails to provide
adequate protection for abused or neglected children,
we acknowledge a collective ethical responsibility to
work toward the improvement of these services.
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Code of Ethics. Defines the core values of the field and

provides guidance for what professionals should
do when they encounter conflicting obligations or
responsibilities in their work.

Values. Qualities or principles that individuals believe
to be desirable or worthwhile and that they prize for
themselves, for others, and for the world in which
they live.

Core Values. Commitments held by a profession that
are consciously and knowingly embraced by its
practitioners because they make a contribution to
society. There is a difference between personal val-
ues and the core values of a profession.

Morality. Peoples’ views of what is good, right, and
proper; their beliefs about their obligations; and
their ideas about how they should behave.

Ethics. The study of right and wrong, or duty and
obligation, that involves critical reflection on moral-
ity and the ability to make choices between values
and the examination of the moral dimensions of
relationships.

Professional Ethics. The moral commitments of a
profession that involve moral reflection that extends

Glossary of Terms Related to Ethics

and enhances the personal morality practitioners
bring to their work, that concern actions of right and
wrong in the workplace, and that help individuals re-
solve moral dilemmas they encounter in their work.

Ethical Responsibilities. Behaviors that one must
or must not engage in. Ethical responsibilities are
clear-cut and are spelled out in the Code of Ethical
Conduct (for example, early childhood educators
should never share confidential information about a
child or family with a person who has no legitimate
need for knowing).

Ethical Dilemma. A moral conflict that involves
determining appropriate conduct when an indi-
vidual faces conflicting professional values and
responsibilities.

Sources for glossary terms and definitions

Feeney, S., & N. Freeman. 2005. Ethics and the early childhood
educator: Using the NAEYC code. Washington, DC: NAEYC.

Kidder, R.M. 1995. How good people make tough choices: Resolv-
ing the dilemmas of ethical living. New York: Fireside.

Kipnis, K. 1987. How to discuss professional ethics. Young Chil-
dren 42 (4): 26-30.

The National Association for the Education of Young Chil-
dren (NAEYC) is a nonprofit corporation, tax exempt under
Section 501(c)(3) of the Internal Revenue Code, dedicated to
acting on behalf of the needs and interests of young children.
The NAEYC Code of Ethical Conduct (Code) has been de-
veloped in furtherance of NAEYC'’s nonprofit and tax exempt
purposes. The information contained in the Code is intended
to provide early childhood educators with guidelines for work-
ing with children from birth through age 8.

An individual's or program’s use, reference to, or review
of the Code does not guarantee compliance with NAEYC
Early Childhood Program Standards and Accreditation Per-
formance Criteria and program accreditation procedures. It is
recommended that the Code be used as guidance in connec-
tion with implementation of the NAEYC Program Standards,
but such use is not a substitute for diligent review and appli-
cation of the NAEYC Program Standards.

NAEYC has taken reasonable measures to develop the
Code in a fair, reasonable, open, unbiased, and objective
manner, based on currently available data. However, further

research or developments may change the current state

of knowledge. Neither NAEYC nor its officers, directors,
members, employees, or agents will be liable for any loss,
damage, or claim with respect to any liabilities, including
direct, special, indirect, or consequential damages incurred
in connection with the Code or reliance on the information
presented.

NAEYC Code of Ethical Conduct
2005 Revisions Workgroup

Mary Ambery, Ruth Ann Ball, James Clay, Julie Olsen
Edwards, Harriet Egertson, Anthony Fair, Stephanie
Feeney, Jana Fleming, Nancy Freeman, Marla Israel,
Allison McKinnon, Evelyn Wright Moore, Eva Moravcik,
Christina Lopez Morgan, Sarah Mulligan, Nila Rinehart,
Betty Holston Smith, and Peter Pizzolongo, NAEYC Staff
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Statement of Commiitment’

As an individual who works with young children, | commit myself to furthering the

values of early childhood education as they are reflected in the ideals and prin-

ciples of the NAEYC Code of Ethical Conduct. To the best of my ability I will

* Never harm children.

¢ Ensure that programs for young children are based on current knowledge and
research of child development and early childhood education.

¢ Respect and support families in their task of nurturing children.

e Respect colleagues in early childhood care and education and support them in
maintaining the NAEYC Code of Ethical Conduct.

e Serve as an advocate for children, their families, and their teachers in community
and society.

e Stay informed of and maintain high standards of professional conduct.

¢ Engage in an ongoing process of self-reflection, realizing that personal characteris-
tics, biases, and beliefs have an impact on children and families.

* Be open to new ideas and be willing to learn from the suggestions of others.
¢ Continue to learn, grow, and contribute as a professional.

* Honor the ideals and principles of the NAEYC Code of Ethical Conduct.

* This Statement of Commitment is not part of the Code but is a personal acknowledgment of
the individual’s willingness to embrace the distinctive values and moral obligations of the field
of early childhood care and education. It is recognition of the moral obligations that lead to an
individual becoming part of the profession.
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administrator. An early childhood pro-
fessional who may hold a wide variety
of titles and positions: Center Director
in a small, single-site program; Site
Supervisor within a large, multiple-site
program; or a Program Coordinator for
a network of centers. Regardless of the
particular size of characteristics of a
program, the same issues and concerns
must be addressed at all programs.

assistive technology device. Any item,
piece of equipment, or product system,
whether acquired commercially off the
shelf, modified, or customized, that is
used to increase, maintain, or improve
functional capabilities of a child with a
disability (Mistrett 2004).

cognitive flexibility. The ability to switch
perspectives or the focus of attention
and adjust to changed demands or pri-
orities (Diamond et al. 2007).

dual language learners. Young children
who are learning two or more languag-
es at the same time, as well as those
learning a second language while con-
tinuing to develop their first (or home)
language.

ecological perspective. The view or belief
that interactions with others and the
environment influence development.

electronic media. Media that rely on
technology to broadcast or store infor-
mation. Examples include television,
radio, DVDs, computers, the Internet,
telephones, gaming consoles, and hand-
held devices.

executive function skills. Core execu-
tive function skills are inhibition (e.g.,
self-control—resisting temptations
and resisting acting impulsively) and
interference control (e.g., selective at-
tention and cognitive inhibition), work-
ing memory, and cognitive flexibility

(including creatively thinking “outside
the box,” seeing anything from different
perspectives, and quickly and adapting
to changed circumstances) (Diamond
2013).

home language. The primary language
used by the child’s family in the home
environment. Some children may have
more than one home language (e.g.,
when one parent speaks Chinese and
the other speaks English).

IDEA. The Individuals with Disabilities
Education Act (IDEA) is a law ensur-
ing services to children with disabilities
throughout the nation. It governs how
states and public agencies provide early
intervention, special education, and re-
lated services to more than 6.5 million
eligible infants, toddlers, children, and
youths with disabilities.

inhibitory control. The ability to resist
the temptation to go on “automatic” and
to do what is needed to achieve goals
(Gallinsky 2013).

interactive media. Forms of electronic
media with content designed to facili-
tate active and creative use by young
children and to encourage social en-
gagement with other children and
adults (NAEYC and FRC 2012). Forms
of interactive media include software
programs, applications, broadcast
media, the Internet, e-books, and some
children’s television programming.

multiple means of engagement. Allow-
ing children alternative ways to com-
municate or demonstrate what they
know or what they are feeling, such
as through gestures, sign language, or
pictures.

multiple means of expression. Providing
choices in the environment that facili-
tate learning by building on children’s
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interests, experiences, knowledge, and
skills—for example, providing a chair
for a child who is interested in the
sensory table, but uses a therapeutic
walker.

multiple means of representation. In-
formation presented in a variety of ways
so the learning needs of all children
are met. For example, it is important to
speak clearly to children with auditory
disabilities in an area with little or no
background noise while also present-
ing information visually (such as with
objects and pictures).

pedagogical philosophy. Philosophy of
teaching.

pragmatics. The rules of language used
in social contexts (e.g., one would talk
differently to the president than to one’s
mother). Pragmatics includes gathering
information, requesting, and communi-
cating (California Department of Educa-
tion 2010, 99).

prefrontal cortex. Primary functions of
the prefrontal cortex include execu-
tive function skills (including plan-
ning, working memory), cognitive skills,
logic/reasoning, and self-control/inhi-
bition of behavior.

preschool or preschool program. Any
early childhood setting where three- to
five-year-old children receive education
and care. Children can experience pre-
school in a variety of settings, including
child care centers (center-based child
care and family child care), state-funded
prekindergarten programs, federally
funded preschool programs (such as
Head Start), and private preschool pro-
grams.

reflective practice. Thoughtful consider-
ation of thoughts, feelings, actions, and
experiences when applying knowledge
to practice. This is done to learn from
experience and systematic explora-
tion of other approaches or behaviors.
May be most effective when supported
by peer collaboration or professionals’
coaching.
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reflective supervision. Refers to several
related ideas and approaches de-
signed to help professionals consider,
in the presence of another person,
their thoughts, feelings, actions, and
reactions as they work to support the
healthy development of young children
and their families.

scaffolding. A process by which adults
or capable peers provide a supportive
structure to help children learn and
play. Scaffolding is helpful when chil-
dren are faced with a challenge that
they can solve with a simple hint, ques-
tion, or prompt.

screen technologies. Electronic devices
with which users view content through
a screen. This category may include
televisions, computers, smartphones,
and tablets.

specialized service providers. Profes-
sionals who work primarily with chil-
dren and families who have special
needs or who need services beyond
what is typically provided by an early
childhood educator. These providers are
often early childhood special educators,
but they might also include occupation-
al therapists, physical therapists, and
specialists in low-incidence disabilities.

teacher. An adult with education and
care responsibilities in an early child-
hood setting. Teachers include adults
who interact directly with young chil-
dren in preschool programs.

universal design for learning (UDL).
An educational framework, based on
research in the learning sciences, that
guides the development of flexible
learning environments and that can
accommodate individual learning differ-
ences (Center for Applied Special Tech-
nology 2008).

working memory. Holding information in
mind while mentally working with it or
updating it (Gallinsky 2013).
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