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Introduction






Our mission at the John F. Kennedy School, the American School of Queretaro, is to provide the whole individual an opportunity for high quality U.S. type, bilingual-bicultural education that recognizes individual talents and encourages lifelong learning. This education, which takes place in a safe, respectful environment, will provide the knowledge, skills, and values necessary for success and global awareness that transcends the classroom and prepares for the future.  As educators we must constantly review and reflect upon our mission statement to see how we are achieving these goals.  This project will analyze portions of the mission statement to see how it is applied in the Early Childhood Education Facility.  The first focus will be on bilingual acquisition.  What do we know about bilingual acquisition for early childhood learners?  What does research say about “best practices”? How do we measure up? Can improvements be made? The second objective will reflect upon bicultural curriculum.  What does this mean?  What does research suggest regarding culturally diverse curriculum? Does our current curriculum support the mission statement and reflect current research?  Are there areas that need to be improved?  The final portion of this project will investigate assessment and testing procedures appropriate for bilingual / bicultural students.  What does research suggest?  Are we providing assessment and testing procedures that are developmentally appropriate?  Do they reflect the whole individual? 
After each portion of the project the Early Childhood Educators will reflect upon their own practices and make revisions.  Goals will be set and reflected upon through out the year.  The aim is to improve teacher’s awareness of Early Education Theories and practices with the overall achievement to provide the best quality Early Childhood Education for the students at JFK. 
Procedures




         

The first part of the project will be to research these three objectives, to obtain research that reflects upon sound educational theory.  Once this information is obtained separate power point presentations will be created to present this information to the Early Childhood Educators in the Pre-school throughout the upcoming school year 2005/2006.  During each presentation there will be cooperative learning opportunities which will involve staff in their own learning process.  Articles will be provided for further investigation at weekly staff meetings to continue to analyze research and reflect upon our practices.  After each presentation teachers will reflect upon their learning and see how it applies to our institution.  Next the teachers will review any improvements that need to be applied to their individual classrooms or within the Pre-school itself.  The teachers will create goals that eventually will be part of their professional growth plan.  The goals will be reflected upon at monthly meetings to analyze any improvements to student learning as well as part of the personal evaluation process of each staff member.  
Resources

The resources that will be needed will be the power point presentations, handouts, copies of articles, cooperative activities for teachers, reflection sheets, and goal setting sheets and supplies such as markers and chart paper.  These will be created by me.  The set up for these presentations will be taken care of the Special Events planner who will set up the room with refreshments, the projector, tables and chairs. Chart paper and markers will need to be needed for group work.  Additional photocopies will be provided through a sign-up sheet for articles that individuals may want.    Money will be available from the Pre-school budget for professional development opportunities.  Some of my staff members are attending a Conference for Early Childhood Learning April 7th and 8th.  I will meet with teachers after their conference to discuss what was learned in relation to bilingual acquisition and quality Early Childhood Environments.  Revisions to any of these presentations will be made if applicable.  I will also invite any of the teachers to present with me. 
Timeline

The timeline for this project will be the entire year.  The first presentation will take place in August the first week we return without the students.  Presentations, meetings and workshops will continue during our weekly scheduled Thursday meetings, 12:30PM-1:30PM.  A more detailed outline of actual dates will be planned once the school year for 2005/2006 is available.  As with all planning, other issues do arrive so I will remain flexible to make changes when needed.   
Expected outcomes





The first changes I hope to see will be directly related to the staff members.  One objective is to spark the teacher’s interest and curiosity in life-long learning and to increase their knowledge   so that they will be able to dialogue in a professional manner regarding children’s development with each other and with parents.  I hope that they will be interested in reading more articles regarding the topics not only for professional reasons but also to increase their educational English vocabulary.  Obviously it is not possible for all staff members to become excited and as motivated as others but the aim is for a majority to make changes personally, professionally and within their instructional methods.  I would like to see the teachers “taking risks” and willing to pass on their knowledge to parents through professional development opportunities.  This kind of change can only happen when the teachers realize that this project is not about pointing fingers at what is wrong. Rather it is about taking a journey together in an environment that is respectful and demonstrates to the staff members that we are all learning together and as new research is available we must continue to learn and grow together.  Within them, I would like teachers to first understand some of the great instructional techniques that they are already providing for students.  This is a must!  The next step is for the staff members to analyze current practices reflect and make revisions where they think are possible.   As changes occur within teachers changes will occur in the classrooms and with how they interact with students. The eventual goal is improving student learning.  Changes in student learning, will affect the atmosphere within the whole school with staff, students and parents.  The aim is also closely analyze the JFK report and curriculum to make the appropriate changes to be instituted for the school year 2006/2007.
Measurement of outcomes




Measuring outcomes will be very difficult.  It will involve listening to attitudes and perceptions from staff members as well as observing what is happening within classrooms. Listening will assist in the process because it will enable revisions to be made.  If positive responses are made by the teaches such as requesting articles to read, asking questions about the topics this will provide evidence that teachers are interested in learning more.  Teacher written reflections after Power Point Presentations will also provide some evidence of teacher’s perceptions. These expected outcomes or objectives in the beginning of the project are not ones that one will be immediately able to observe.  Observing changes in techniques or programming can be seen in weekly plans or in classroom observations.  During the planning meeting with each staff member of their professional development goals, it will determine teachers understanding of the project.   Evaluation of the achievement of the goals at the end of the year will provide insight into the successfulness of the project.   If teachers become continually reflective in their educational practices and are interested in pursuing topics and also sharing their knowledge with parents through workshops this is another measure of success.  The final measurement of success will be if we are able to institute changes to the report card and the curriculum for the next school year.
Mentoring and Change
Change is a process that evolves over a period of time.  It is not a single event, a one-shot workshop.  There needs to be careful planning and revising of goals and objectives during the process.  This will be my responsibility.  For some teachers they will be able to make changes easily for others it may take a very long time.  Research suggests that it takes over three years to see change within an institution.  Change can be exciting.  For me this is one preoccupation I will need to observe carefully because I am an individual who thrives on change. For others it can be a very scary process.  However, I do feel that I am also surrounded by a very large group of teachers within the Pre-school who are also open to change, therefore creating and building a sense of community.  The “resisters” may create conflict which is also natural in this process.  Ultimately change will only occur when my staff members believe and understand the reason for the changes.  This is why current research must be provided.  They must see that changes made will improve student learning and it is not simply a mandated vision created by me.  Pacing this change process will be an issue. Moving too fast without the proper reflection and revision will only be detrimental to the successfulness of the project.  This is why as an administrator you must understand and personally know each staff member and what their limits are. 
Table #1
	Project #
	Type of Activity
	Resources
	Time line
	Why?

	Retreat
	Introduction
	PPT projector Food,  Ice breaker
	First week of school
	To introduce staff to the “project

	Project #1
	PPT
	PPT projector, handouts, 
	September
	To introduce current research and practices regarding bilingual acquisition

	Activity #1
	Discussion & Reflection in Team groups
Whole group sharing
	chart paper, markers, article photocopied, tape
	Same day as previous activity
	Synthesize and share information

	Activity #2
	Goal setting
	Goal sheet for each teacher
	Handed out at the same time…to be handed in one week later
	To get teachers to reflect and set a realistic goal

	
	Monthly reflections 
	Time provided to discuss in October, November & December and celebrate successes
	Each month at Thursday meetings…..2nd last Thursday of the month
	To celebrate, to share and revise goals

	Project #2
	PPT
	PPT projector, handouts
	October
	To provide information  about bilingual language acquisition, to learn about techniques

	Activity #1
	Cooperative Activity …On different pieces of chart paper the following questions will be written: 

How do we provide equal opportunities for all students to achieve?  
Do we treat children differently? 

How do we teach “culture” within our curriculum?  

Are there any models you are interested in learning more about?  How could you apply them in the current curriculum?
	Chart paper (questions written at the top), markers, tape
	Same as above date
	To provide an opportunity for teachers to discuss and reflect upon information provided.

	Activity #2
	Each grade level team will receive a copy of one of the different 4 articles.  They will be given 1 week to read the article and then at the next team meeting discuss the important parts and write them on chart paper to be presented.
	Articles:

1)Curriculum Disputes in Early Childhood Education

2) Developmentally Appropriate Practice: What does Research Tell Us?

3) The Role of Curriculum Models in Early Childhood Education

4)Another Look at What Children Should be Learning
	1 week after the previous activity at a regular Thursday meeting
	To examine curriculum and its importance

	Activity #3
	Team Meetings
	Chart paper, markers
	1 week after the article was handed out
	Groups discuss their article and record main points

	Activity #4
	Monthly Meeting Discussion 
	Articles, tape, teachers chart paper
	2 weeks after previous group meeting
	Groups will present their information followed by a whole group discussion.

	Activity #5
	Groups will read only the portions of the article, “What Does Research Say About Early Childhood Education?” that is provided to them.  Team will then present the information  to explain the following questions:

1) why there is a need for guidelines for early curriculum assessment?

2) what areas in schooling need greater emphasis on?

3) what curriculum development should take into account?

4)  what are the theoretical principles of child development and learning?

5)  What is the model of learning and teaching?

6)  What are 3 conditions needed for change?


	In teams groups will read and present 
	At a regular Thursday Meeting  
	 

	Activity #6
	From the article “What Does Research Say About Early Childhood Education?” in groups answer the 20 questions and share as a whole group.
	The Article “What does research say about early childhood education?”
Chart paper, markers, tape
	At a regular Thursday Meeting  
	To analyze our own curriculum

	Activity #7
	Goal setting
	Goal sheet for each teacher
	Handed out at to be handed in one week later
	To get teachers to reflect and set a realistic goal

	#8 etc.
	Monthly reflections 
	Time provided to discuss in November,  December & January and celebrate successes
	Each month at Thursday meetings…..2nd last Thursday of the month
	To celebrate, to share and revise goals

	PPT #4

Assessment
& Activity #1 
	PPT discussing assessment.  Group activity to examine the JFK report card.
	Copies of JFK report card and other report cards from other institutions
	
	To closely analyze the Pre-school report card to make changes where necessary.

	PPT #5
	PPT which discusses assessment and testing methods for bilingual children in Preschool
	Sign up sheet for those who would like have a copy of the entire article.  Reflection sheets for the end of the presentation.
	One of the weekly  staff meetings
	To understand current research surrounding appropriate testing methods for bilingual children in Preschools

	Activity #2
	Whole group activity.  Teams will be required to read an article related to a specific topic.  They will read individually and then get together in their team meeting to prepare a presentation to be discussed in the monthly meeting
	
	
	To investigate other methods of assessment such as portfolios, running records, observational charts

	Activity #3
	Goal setting
	Goal sheet for each teacher
	Handed out at to be handed in one week later
	To get teachers to reflect and set a realistic goal

	End of the year  (2005) teacher evaluations
	Individual Meetings
	Goal Sheets, professional growth plan sheets
	December
	To use the goal sheets to formulate a professional growth plan

	End of the school year  teacher evaluations
	Individual Meetings
	Goal Sheets, professional growth plan sheets
	May / June
	To use the goal sheets to formulate a professional growth plan


Introduction

During the beginning of the year retreat a brief intro to the “project” will be presented.  The retreat will be planned for the first week of school before the students return.  A location has not yet been decided.  Lunch will be provided.  This has yet to be planned as well.  The beginning of the day will begin with icebreakers to get everyone working together as a team as there will be new staff members.  The shapes activity will be used as one to explore each individual’s difference.  Shapes will be placed around the room and teachers will stand by the one the most identify with.  Explanations will be provided about the shapes.  This will be a way to get everyone laughing and ready to start.  The rest of the morning will deal with bureaucratic issues.  Discussing the teacher’s handbook, rules and finally after lunch the project will be announced using power point number one.

Dialogue for PPT #1

Slide #1

Today I would like to discuss the JFK Preschool Project for 2005/2006 and to fully understand what it will entail.  We will be taking a look at all the great teaching and learning that is already happening here in the Pre-school while also learning about current research regarding Early Childhood Education.  During this journey we will all reflect upon current practices and make revisions.
Slide #2

· Read mission statement 

· What does this mean?

· How do we provide all these objectives in the Pre-school?

· Throughout the year we will carefully analyze some of these objects

Slide #3

· What?

· We will look analyze portions of the mission statement

· Current research will be provided in PPT presentations throughout the year
From the research learned we will reflect upon our own practices, make revisions were we feel we can improve, and individuals will set goals which will be their professional growth plan

Slide #4

· How?

· We need to work together as a team
· 3 R’s read, review and reflect
· Professional research articles will be available 

Slide #5

· What are the projects?

They are part of the mission statement and the strategic plan

1 – bilingual acquisition

2 – bilingual multicultural curriculum

3 – bilingual multicultural assessment methods

Slide #6

· Why?

· As educators we must constantly strive to improve our practices

We want to reflect upon what we already do ….celebrate our successes and make revisions where needed
The staff at JFK Pre-school is ready to create professional growth plans that reflect current practices and meets the needs of their students

· The end result to provide the best quality Early Childhood Leaning Experience for All Learners.
Reflection Sheet for “The Project”
Name:______________________

Date:______________________

	What are you interesting in learning more about?




	How do you think this does or does not affect you?



Project #1 – Dialogue for PPT #2  - Bilingual Acquisition  
Side #1

· Today we will examine current research about bilingual acquisition

Side #2

· Objectives

· Define what is bilingual acquisition, immersion and dual language programs

Side #3

· Bilingual education basically is, according to Rowntree (1981,) “an education in which a pupil is brought up to use two languages with equal competence

· Many types of programs example dual track

· Dual track where students learn in both languages usually the day is split curriculum is learned in both

· Immersion children are immersed in the new language

· L1 – first language

· L2 – second language

· Monolingual – only understand one language

· balanced bilingual (i.e. equally proficient in both languages);

· semi-lingual – dominant in one language which he or she actively uses while retaining a “passive” knowledge of the other language, e.g. a child who understands his parents when they speak Italian, but can only talk to them in English. 

· Simultaneous acquisition occurs when a child is raised bilingually from birth or when the second language is introduced during the earliest stages of emerging language. 

· Sequential acquisition occurs when a second language is introduced after the first language is well-established. Some researchers have used age 3 as the age when a child has basic communicative competence in L1

Side #4

· Why Bilingualism?

· The world is evolving into an international community as we move forward into the twenty-first century.  

· From a global perspective the need to speak more than one language is becoming a necessity.  

· In the article “Improving Student’ Capacity in Foreign Languages”.  Marian Met stated that currently, only about one forth of the world has some sort of competence in English.  

· In the United States many professionals in multicultural environments lack the proficiency needed for communication. 

· Therefore, to survive economically one must be able to communicate in more than one language.  Those individuals who have the capability to communicate in a foreign language have advantages over their monolingual colleagues.  

· Issues such as national security and health affect nations world-wide, effective communication is a must!  

· Cognitive gains when one learns a foreign language.  “There is accumulating evidence that learning additional languages particularly from an early age has cognitive and academic benefits.  Mental flexibility, the ability to shift easily between symbol systems (such as mathematics and literacy), improved abilities in divergent thinking, metalinguistic awareness, and, occasionally, higher scores on measures of verbal intelligence are correlated with early language learning

Side #5

· How does language acquisition happen?

· There have been many theories about language acquisition in infants and children.  The emerging theory is one that suggests language input is mapped in detail in the infant brain. (Native Language Magnet Model)

· How do children learn a second language?  Michael Rosanova in his article about “Early Childhood Bilingualism” suggested that when his baby was born, the infant recognized the foreign language he had previously spoken while the infant was in the womb. 

· Patrica Kuhl in her article about language acquisition stated,   “at birth infants have been shown to prefer the language spoken by their mothers during pregnancy, as opposed to another language”. 

· This leads researchers to believe that language acquisition is forming while the fetus is in the womb.  As infants, parents especially mother’s world-wide speak to their babies in a universal speaking style.  

· This has been called “motherese” or “parentese”.  (Kuhl, 2000 , Kuhl et al. 1997)  It is a higher pitched speaking style, where vowels are stretched. Kuhl et al. 1997, hypothesized that, this type of speech benefits infants.  

· The expanded vowels increase the acoustic differences making them more distinct and recognizable to infants. This is very critical for infants because they cannot duplicate the absolute frequencies of adult speech as their vocal tracts are too small.  In their investigation regarding how infants acquire speech.

· 1997, found studies about 5 month old infants.  Even after short-term exposure to specific speech sounds these infants were able to produce them suggesting that language listening affects speech production at an early age.  To coincide with bilingual language learning, Patricia Kuhl et al. 2003 examined the foreign language experience in infants.  These researchers found that by 6 months of age infants recognize native language phonetic categories.  

· They suggest that if infants are only exposed to their native language and no other within their first year, neural pathways are created in the brain that makes learning a foreign language more difficult as an adult.  

· Even listening to a foreign language without producing it can improve ones ability to learn a foreign language later in life.  

· However, when exposed to a foreign language, different mapping systems occur in the brain making the ability learn a foreign language easier.  

· Is learning a foreign language as simple as listening to one?  

· These researchers found evidence that specific vocabulary items can be learned through exposure to television programs, but the more complex aspects of language, such as phonetics and grammar, are not acquired from TV exposure.

· They compared experiments in birds and mammals to those in infants to find that attention and motivation are key elements in communicative learning.

Side #6

· Best Practices?
· There are many opinions on what are best practices for bilingual acquisition although one of the important factors revolves around timing, the suggestion being the earlier the better. 
· For infants reared in bilingual homes research suggests that each parent should maintain their native language when interacting with the child. 

· Samina Hadi-Tabassum examined bilingual education models in her article, “The Balancing Act of Bilingual Immersion”. 
· Her findings suggest that successful bilingual education programs separate the two languages into distinct systems.  
· “Believers in the dual immersion philosophy think that students will not become competent in either language if they slide into such hybrid language practices as code switching and consecutive translation”.  
· Maintaining the language separation by time, content or staff members helps students to focus on the language of instruction.  
· Research investigating successful dual language programs suggest that there are some important points to keep in mind: each language should have equal importance, students should be encouraged to produce equal amounts of oral and written work in each language and the curriculum content needs to be rich in both languages.  
· Michael Rosanova in his article about “Early Childhood Bilingualism in the Montessori Children’s House” discussed an immersion program in Chicago for young children ages 2-6.  
· It is modeled after the Canadian immersion school model where teachers refrain from speaking the majority language under any circumstance for at least the first 3 years of the program.  
· Rosanova believes that any child can learn a foreign language under the correct circumstances, as long as there are no neurological or emotional issues and the child comes from a supportive family.  
· The successfulness of the program is dependent on the teaching faculty.  They must be patient and knowledgeable in how to create motivation and in whole language strategies to support these young learners in a second language. 
· Many recommendations were provided for a language immersion program.  However, the learning must be purposeful to engage the child.

Slide #7 
· Now we will take a close look at the article written by Michael Rosanova “Early Childhood Bilingualism in the Montessori Children’s House
· This article explains a Montessori School in Chicago

· It is an immersion program that works

· There are some differences for example multiage grouping

· Today we will take a close look at some of the developmental stages children go through when learning a second language and some recommendations to the program

· In the 4 grade level teams you will be assigned some work

· Divide up the reading

· Record the main points

· I will give you 15 minutes for reading & 15 minutes for recording

· Meet back in 30 minutes to report

· Questions?  Please take chart paper & markers
Slide #8
· From the article “Reading, Writing & Learning in ESL Classrooms by Suzanne F Peregoy & Owen F. Boyle some more tips for second language acquisition

· The article is designed for ESL students but there are relevant points for our students

· Environmental

· Be aware of stages of language development. Allow students a “silent period” until they are ready to speak English. Understand that social language competence does not mean a child is capable of academic competence.
· Create a stress-free environment. Encourage risk taking and respect for all students and their endeavors. Design the classroom as a pleasant environment. Comfortable chairs in a circle or smaller groups encourage informal contact and free, natural communication. 
· Use music as a means of lowering anxiety, reducing tension and inducing a state of relaxed alertness, conditions optimal for second language acquisition. 

· Follow predictable routines. This helps students know how the day flows and minimizes confusion. 

· Speak at a slower rate and articulate clearly to help establish clear word boundaries and allow more time for processing information. 

· Use common vocabulary words that are more likely to be familiar. 

· Avoid use of slang and idioms. Maintain usage of linguistically and mathematically correct English. 

· Use simplified, shorter sentences and avoid fragmented speech. 

· Ask open ended questions to monitor comprehension. If you are not sure what the student is saying, ask clarifying questions. 

· Allow “wait time” after asking a question. Phrase questions simply and give students time to process the question and formulate a response. 

· Repeat and stress key concepts and terminology. 

Slide #9
Non-linguistic Strategies: 

· Incorporate gestures into your instruction. Point to things or places in the room when giving directions. 

· Models desired action or have other student’s model action. 

· Incorporate “real” and visual displays. Use graphs, charts, photographs, objects, newspaper and magazine clippings, concrete objects, manipulatives, audio-visuals, videos, calculators, computers, games, etc. 

· Allow students to explore items that will be used 
· Address visual, auditory, tactile, and kinesthetic modes of learning. 

· Plan active endeavors such as group projects and hands-on, interactive activities. 

· Make lists of vocabulary 
· Write down key terms and instructions on the board or on chart paper. 

· Integrate thematic units and relate instruction to real life experience, building on prior knowledge. 
· Employ cooperative learning activities to foster communication. 
Slide #10

· Where do we go from here?

· Reflection sheet for today’s activity

· In our next meeting teams will get together discuss what they learned & reflect upon practices

Reflection Sheet for Bilingual Acquisition
Name:______________________

Date:______________________

	What did you find interesting about today’s presentation?




	What did you learn about your own teaching methods? What are some great things you are already doing?  Just name 2 or 3.



	Are there specific topics you would like to learn more about regarding bilingual acquisition?  What support would you like?




	Name some instructional strategies or techniques you would like to try.  (2 or 3)




Professional Goal Plan for Bilingual Acquisition
Name:______________________

Date:______________________

	What is your goal?  Name 1 or 2 strategies or techniques you would like to try.



	Once you have tried these strategies record your reflections.  Be prepared to discuss in the next monthly meeting.



Project #2

Culture in the Classroom  - Dialogue
Slide #1
· Today we will take a closer look at Culture within the Classroom to examine what this means and how it applies to the JFK Pre-school

Slide #2

· As the world continues to change and large cities all over the world become melting pots of cultural diversity there exists an issue with ensuring differences in culture, religion, gender, age, socioeconomic status, physical traits and gender orientation are  accepted

Slide #3

· “Children are aware at a young age that color, language,  gender, and physical ability differences are connected with privilege and power”  Vanessa Rasmussen 2004 “Anti Bias Curriculum

· In heterogeneous communities such as one like the JFK where most of the population is Mexican often there is a sense that multicultural awareness is not needed as much as it would be in large cities such as Mexico City where diversity within cultures is more noticeable

· Actually this is not true it is even needed more because when children are exposed to differences they notice them more

· When we think about our particular students they have more opportunities to be exposed to a wider global community due to their socioeconomic status therefore exposure to difference can only enrich their lives and prepare them for the world

· Diversity represents the richness and uniqueness of human life

· Therefore an anti bias approach to education is needed
· But please don’t get confused and think this is just about different cultures

Slide#4

· Definitions …lets take a look at a few definitions that we have all heard before 
· Multicultural education – this encompasses many dimensions of human difference besides culture, such as race, occupation, socioeconomic status, age , gender, sexual orientation, and physical traits and needs

· Within your classroom you have a variety of abilities….each child is unique in their learning styles and needs

· If there is little cultural diversity themes can be presented such as “Christmas around the world”, “Farming communities” 
Slide #5

· Anti-bias curriculum

· This is a handbook written in 1989 by Louise Derman Sparks 

· The idea was for this curriculum to be used throughout the day and intergraded into daily interactions and activities…not special time set aside

· The goal was to produce positive self-concepts without acquiring attitudes
· It is values based 

Slide #6
· Global education

· This is usually addressed with middle and high school students

· Helps students recognize the interconnectedness of the world through a study of the problems and issues that cut across national boundaries

· It looks for common threads that connect us

Slide #7

· International Education  --- project approach to learning   
· This exposes children to a single culture for a period of at least a year

· For example the teacher and students would select a particular country and move beyond celebrating holidays to a more detailed study of culture, including clothing, food, music, shelter, celebrations, city and country life, and family dynamics

· This is dependent upon the  developmental level of the children 

· The difference between multicultural and international approaches are like when you go to a party…….if you meet several people and have several conversations the next day you may only  remember a few……….whereas if you only talk to one person for a long time in great detail the chances are you  will remember the conversation 
Slide #8

· What we need to question?
· On each of these pieces of chart paper there are these questions

· How do we provide equal opportunities for all students to achieve?  This does not mean necessarily that all children are treated same……as each child is unique and therefore we need to meet their needs…equality is different from equity
· As teachers we must constantly reflect upon our own biases ……….do we treat children differently? This may not mean in relation to culture it could also mean gender issues…….such as encouraging different behavior from boys or girls…….one example could be with grouping children………do we separate according to gender?  

· How do we teach “culture” within our curriculum?  (Do we use any of the models discussed previously?)
· Are there any models you are interested in learning more about?  How could you apply them in the current curriculum?
· Next we will participate in an activity to reflect upon these questions

· You will be divided into groups and will have 7 minutes to work on each question…the question is on the chart paper write down group suggestions, reflections, comments….

· After the 7 minutes you will rotate to the next topic and again discuss in the group any comments etc you have for these questions.

· After everyone has had a chance to visit each table and write comments this will be shared as a group 

Group Activity

· One week after this presentation provide articles for group teams to read.  One different article will be provided for each team.

· 1)Curriculum Disputes in Early Childhood Education

2) Developmentally Appropriate Practice: What does Research Tell Us?

3) The Role of Curriculum Models in Early Childhood Education

4) Another Look at What Children Should be learning
· Individuals will have one week to read the article and at the next team meeting discuss main points and record on chart paper

· At the next team meeting teams will present

· Questions will be posed such as:  What does this information mean to you? Does it apply to the pre-school?  Where do we go from now?

Activity #5

What Does Research Say About Early Childhood Education?
For today’s activity you will be provided with portions from this article.  There are specific questions to answer.  
The questions are as follows:  

1) Why there is a need for guidelines for early curriculum assessment?

2) What areas in schooling need greater emphasis on?

3) What curriculum development should take into account?

4)  What are the theoretical principles of child development and learning?

5)  What is the model of learning and teaching?

6)  What are 3 conditions needed for change?

Questions 1 & 2 will be given to group #1  

Questions 3 & will be given to group #2  

Questions 4 for group #3

Question 5 for group #4 

You will be provided with chart paper and markers.  You will have 40 minutes to read, discuss and record your thoughts.  Please answer the question provided as well as to explain how this information pertains to you and to the Pre-school.  Why is it important?
Reflection Sheet for Culture within the Classroom
Name:______________________

Date:______________________

	What did you find interesting about today’s presentation?




	What did you learn about your own teaching methods? What are some great things you are already doing?  Just name 2 or 3.



	Are there specific topics you would like to learn more about regarding culture within the classroom?  What support would you like? Do you need resources?



	Is there something you would like to try?  Or something you need to reflect upon in our own practices? 




Professional Goal Plan for Curriculum
Name:______________________

Date:______________________

	Name 1 or 2 strategies or techniques you would like to implement.




	Record your reflections here.  Be prepared to discuss in the next monthly meeting.




PPT #4  -  Assessment and Testing Methods – dialogue
Slide #1

· Title of topic

Slide #2

· Why do we assess children?
· Ask teachers for their answers

· To gather information about individuals development

· To inform parents

· To learn how to program plan for students 

· To gain statistical data for the school to analyze learning standards

Slide #3

· What do we assess?

· Ask teacher’s for their input

· Want to insure it is comprehensive and includes: social / emotional, physical, cognitive (language, mathematics etc), 

· Arts (music, dramatic, visual, etc) & even moral development are issues some assessments include

Slide #4

· Today we will take a closer look at our record to see how it measures up?
· You will be provided with copies of other report cards  (hopefully provided at the summer course in Puerto Vallarta by other Mano a Mano team members.)

· Copies of a developmental checklist for 3 and 4 year olds 

· Teachers will have been also asked to bring their own developmental checklists etc. that they have

· In their grade level teams you will analyze any portions of information that might be excluded

· What do you think could be added? (The idea is for them to realize that motor skills are not a portion of the report card and should be added.)

Reflection Sheet for Assessment & Testing Methods
Name:______________________

Date:______________________

	What did you find interesting about today’s presentation?




	What do you think about the JFK report card?  Does it or does it not need to be improved and why?




PPT #5 - Assessing Language Development in a Bilingual Preschool – Dialogue
Slide #1

· Today we will look specifically at language development in bilingual preschools

Slide #2

· Because it is important to consider the various forms that second-language learning can take, first let’s with a discussion of the child’s language background

· then discuss some issues in the language development of bilingual children. After that we turn to issues in the language assessment and propose a procedure for assessing language development in bilingual preschool children.

· When we look at this table which is entitled :A Typology of Bilingual Development Based on Conditions of Exposure and Use 
· We can see one side examines prior experience……high or low experience most of our students are in the low experience category

· Type one children are those who are exposed to both languages and have high motivation to use both

· Type 2 children are ones who are exposed to the 2nd language but don’t have much opportunity to use such as Mexican children who move to the US may hear English and be exposed to it but in their homes Spanish is used.  Once they go to school they learn English faster because their comprehension skills are developed.
· Type 3 & 4 children are learning the language sequentially after they have learned their 1st language

· Type 3 learn English when they go to school and are motivate and have exposure to learn

· Type 4 do not have the same opportunities

· Type 3 and 4 represent most of our students …….type 4 are generally the ones where their parents do not speak English 
Slide #3

· Stages of Development

· Typically the belief is that if children acquire both languages at the same time the stages are the same as monolingual children of those languages
· There is a debate over the development of vocabulary that bilingual children’s vocabulary development is slower than that of their monolingual peers
· Typically when learning 2 language simultaneously they make unequal progress

Slide #4
· Tabors and Snow (1994) argue that such children pass through four distinct stages: 
· Stage 1:  First, the child uses the home language. When everyone around the child is speaking a different language, there are only two options-to speak the language they already know, or to stop speaking entirely. Many children, but not all, follow the first option for some period of time (Saville-Troike, 1987). This of course leads to increasing frustration, and eventually children give up trying to make others understand their language.

· Stage 2. The second stage is the nonverbal period. After children abandon the attempt to communicate in their first language, they enter a period in which they do not talk at all. This can last for some time, or it can be a brief phase. Although they do not talk during this time, children attempt to communicate nonverbally to get help from adults or to obtain objects. Furthermore, this is a period during which children begin actively to crack the code of the second language. Saville-Troike (1987) noted that children will rehearse the target language by repeating what other speakers say in a low voice and by playing with the sounds of the new language. 
· Stage 3. The next stage occurs when the child is ready to go public with the new language. There are two characteristics to this speech-it is telegraphic and it involves the use of formulas. Telegraphic speech is common in early monolingual language development and involves the use of a few content words without function words or morphological markers. For example, a young child learning to speak English may say “put paper” to convey the meaning, “I want to put the paper on the table.” Formulaic speech refers to the use of unanalyzed chunks of words or routine phrases that are repetitions of what the child hears. Children use such prefabricated chunks long before they have any understanding of what they mean (Wong Fillmore, 1976).  

· Stage 4. Eventually, the child reaches the stage of productive language use. At this point the child is able to go beyond short telegraphic utterances and memorized chunks. Initially, children may form new utterances by using formulaic patterns such as “I wanna” with names for objects. In time, the child begins to demonstrate an understanding of the syntactic system of the language. Children gradually unpackage their formulas and apply newly acquired syntactic rules to develop productive control over the language. 

· But like any stages of development the sequence is flexible
· There are also vast differences in the rates at which children pass through the different stages…….some may go through a  prolonged nonverbal stage
Slide #5
· Language Mixing….It is important for educators in early childhood education programs to realize that language mixing (inserting single lexical items from one language into another) and code switching (switching languages for at least a phrase or a sentence)-are common linguistic devices in many of the communities from which their students come. Rather than indicating that children are confusing their two languages, such phenomena can be a sign of linguistic vitality. Young children in such communities are in the process of learning to switch languages in the sophisticated manner they hear around them. Teachers who switch languages are merely adjusting their speech to the language of the child’s community and culture. 
· Language loss and semilingualism… It sometimes happens that children lose their first language skills as the second language begins to predominate (Wong Fillmore, 1991).   Because, developmentally, children may be losing aspects of their first language as the second language is acquired, their performance on tests of language proficiency can be misleading. At a given point in time, their skills in both languages may be relatively weak. This has led some researchers to talk of “semilingualism,” a condition where children are not functioning well in either language. Indeed, one often hears teachers decrying the fact that bilingual children “don’t know either language.” 

Slide # 6

· Guidelines for assessing bilingual children

· Assessment must be developmentally and culturally appropriate. In addition to taking into account the social and cognitive aspects of development (Bredekamp, 1987), appropriate assessment for language minority children must take into consideration the unique cultural aspects that affect how children learn and relate to other people (Derman-Sparks, and ABC Task Force, 1989). The adult who probes for elaborate speech may elicit culturally appropriate ways of responding rather than test-appropriate ways of answering. Nonverbal cues may be read incorrectly by the child who comes from another cultural background (Lynch and Hanson, 1992). If, as Mehan, Hertweck, and Meihls (1986) claim, the act of testing is a complex social activity, it is imperative to take care to avoid interpretations and prescriptions that are culturally biased and potentially harmful to the individual being assessed. 
· The child’s bilingual linguistic background must be taken into consideration in any authentic assessment of oral language proficiency. Bilingualism is a complex concept and includes individuals with a broad range of speaking, reading, writing, and comprehending abilities in each language. Furthermore, these abilities are constantly in flux. The conditions of language dominance are quickly altered, especially in children who return to their family’s country of origin on a regular basis. Furthermore, some bilingual children also code-switch, as is demanded by the social context. 
· The goal must be to assess the child’s language or languages without standardizing performance, allowing children to demonstrate what they can do in their own unique ways. Assessment must be accompanied by a strong professional development component that focuses on the use of narrative reporting, observations of language development, and sampling the child’s language abilities. Teachers and staff need to learn what developmentally appropriate outcomes can be expected based on research in first and second language learning. In particular, they need to know the variety of ways in which children develop a second language. 
· A fully contextual account of the child’s language skills requires the involvement of parents and family members, the students themselves, teachers, and staff in providing a detailed picture of the context of language learning and the resources that are available to the child (Nissani, 1990). What is called for is a description of the child’s language environment, of the extent to which significant others-adults or children-provide language assistance by modeling, expanding, restating, repeating, questioning, prompting, negotiating meaning, cueing, pausing, praising, and providing visual and other supports. Assessment of the child needs to take into account the entire context in which the child is learning and developing. 

Slide #7
· Because of the limitations of current assessment procedures, there is a growing consensus that the way to assess bilingual children in early childhood education programs is through a portfolio assessment procedure that is developmentally appropriate, linguistically multifaceted, and contextual (Meisels, 1991; Navarrete, Wilde, Nelson, Martinez, and Hargett, 1990; Valdez Pierce and O’Malley, 1992).

· Such an approach uses performance samples and observational methods to gain a full picture of the child’s language abilities and emergent literacy learning. 
· In order for such an approach to be developmentally appropriate, it must allow for the fact that bilingual language development can follow a number of different paths. A child entering an early childhood education program can have a strong receptive knowledge of a second language (Type 2), can have learned the second language simultaneously with another language and be fairly balanced in both (Type 1), or can have little knowledge of the second language on entering the program (Types 3 and 4). What is developmentally appropriate for one child is not necessarily appropriate for another. 
· The procedure must also be culturally appropriate in the sense that there is recognition of the cultural differences between bilingual and mainstream children. Latino or Asian children may have learned different ways of interacting with other children than have monolingual English-speaking children. Children from some cultures learn that it is inappropriate to initiate conversations with adults, to engage with other children competitively, or to look directly at adults. Some children require longer “wait times” before they answer an adult’s question. Delay or apparent hesitancy in learning new language skills may actually reflect the difficulties bilingual children have in adapting to new cultural ways of interacting.  Although in our case at JFK we do no have as many international students so this may not be such a great factor but one that we must also pay attention to.

· The method used to assess the bilingual child’s language abilities should be informal, based on performance samples and observations (Navarrete et al., 1990). Young children, and especially children from culturally and linguistically diverse backgrounds, have not been socialized to the activity of test taking. Rigidly standardized procedures seriously underestimate a child’s capability. Instead, the teacher can use performance samples and observations to make decisions about individual children that are ecologically consistent with the nature of early childhood learning and instruction. The data must be systematic and developmental; so that the teacher knows what progress the child is making (Herrell, 1990). 
· In addition, because of the current emphasis on emergent literacy in early childhood (Abramson, Seda, and Johnson, 1990; Teale, 1988), it would be beneficial to examine in the context of the child’s overall language development, the acquisition of emergent literacy skills, such as knowledge of the functions of written language, emergent storybook reading abilities, writing strategies, and knowledge of letter-sound correspondences (Teale, 1988). By sampling the child’s behavior and through structured observations, teachers can begin to develop a picture of the child’s growth in various aspects of language and literacy. 
· In the current school reform effort, assessment and teaching go hand-in-hand (Herrell, 1990). Assessment should be continuous. When the teacher uses assessments that are an integral part of a classroom activity, it becomes possible to see if the child has learned from the activity. Assessment that informs instruction and follows from it is ecologically valid and pedagogically useful. The model of assessment that they advocate in this article involves a feedback loop in which assessment is “instructionally embedded.” Assessment is intrinsically linked to program goals and affects instructional practice. Such a model is consistent with current thinking about assessment and is appropriate for the needs of language minority children. 
· Program goals that are based on developmentally and culturally appropriate guidelines influence both instructional practice and ongoing assessment. Assessment and instruction are seen to interact. Rather than sitting children down to take one-shot tests, the teacher is constantly observing what her children can and cannot do at different times and in different contexts and adjusting her instruction accordingly. This is what happens normally in early childhood education programs where developmentally appropriate instruction is occurring. 
· The teacher’s running record of the child’s growth in each child’s portfolio becomes the basis for conferences with parents in which the teacher can document the child’s development. The use of authentic assessments will assist the parents in understanding the child’s development and how the curriculum furthers that development. Rather than scores on a test that the parents do not understand, the use of instructionally embedded assessment helps parents see what the goals of the early childhood education program are. 
· In short, current thinking about assessment practices for language minority children leads to the conclusion that assessment should be instructionally embedded. Especially for children from diverse cultural and language backgrounds, the use of scripted, standardized, norm-referenced measures is inappropriate. Observations and performance sampling at different times and in different contexts allow these children to demonstrate their growth and language competencies. 

Reflection Sheet for Assessing Language Development in a Bilingual Preschool
Name:______________________

Date:______________________

	What did you find interesting about today’s presentation?




	What did you learn about your own assessment methods? 



	Are there specific topics you would like to learn more about regarding assessment and evaluation?




	Is there something you would like to try?  




Activity #2
· Hand out the following articles to different grade level teams:
· 1 ) “Assessing Language Development in a Bilingual Preschool” – only the portion on The California Early Language Development Assessment Process

· 2)  Student Portfolios: Classroom Uses

· 3) “Preschool Teaching & Learning Expectations: Standards of Quality….only the section that pertains to assessment and documentation
· 4) “Assessment Tools for Measuring Progress Throughout the Year”

Professional Goal Plan for Assessment & Evaluation
Name:______________________

Date:______________________

	Name 1 or 2 strategies or techniques you would like to implement.




	Record your reflections here.  Be prepared to discuss in the next monthly meeting.
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Disputes concerning curriculum and teaching methods go back a long way in the field of early childhood education. Over the years, many different terms have been used to capture the opposing positions. In recent years, the term academic has come to describe those parts of the early childhood curriculum intended to help children master the basic skills involved in literacy and numeracy (Jacobson, 1996). From the academic—or instructivist—perspective, the young child is seen as dependent on adults’ instruction in the academic knowledge and skills necessary for a good start for later academic achievement (see Katz, 1996). 
This perspective is in direct contrast to the active and interactive curriculum assumed by proponents of the constructivist approach, who see young children as active constructors of knowledge; a major goal of a constructivist curriculum, then, is to provide ample opportunity for active construction of knowledge. This Digest considers instructivist and constructivist approaches to early childhood education and suggests that attention to children’s intellectual development may inadvertently be overlooked by both sides. The main thesis here is that just because children are not engaged in formal academic instruction does not mean that what they are doing is sufficient to support their intellectual development. 

Why Has the Academic Approach Grown in Popularity? 
Several factors may account for increasing pressure to introduce children to academics (e.g., in literacy and numeracy skills) as early as the preschool and kindergarten years.
One factor is the increasing demand and widening expectation that preschool and kindergarten programs ensure children’s readiness for the next grade or class level. This phenomenon is part of a traditional tendency at every level of education to push down curriculum expectations from older to younger children. 

Another factor may be that the traditional importance given to spontaneous play as young children’s natural way to learn may seem less urgent today than a half a century ago when, for most children, opportunities and artifacts for play were less plentiful than today, especially in the home.

Much of the current contentiousness between the "instructivists" and "constructivists" revolves around the extent to which formal academic instruction may be appropriate or even essential for those young children whose early environments may not provide sufficient experiences for spontaneous informal learning of basics such as the alphabet and the names of colors and shapes. 

On the constructivist side, it is assumed that child-initiated exploration, well "scaffolded" by adults, is the developmentally appropriate way to support children’s learning. By contrast, those favoring a large component of formal instruction in basic academic skills put children in a passive-receptive role of internalizing the transmitted knowledge and systematically practicing the literacy and numeracy skills to be learned. 

It is useful to keep in mind that today most classes offer some mix or blend of these two positions.

How Can We Distinguish Academic from Intellectual Goals? 
Academic tasks are typically carefully structured, sequenced, and decontextualized small bits of information that often require some small group or individual instruction by a knowledgeable adult. They include exercises designed to help achieve mastery of tasks. The academic tasks in the early childhood curriculum usually address facts and skills that the majority of children are unlikely to learn spontaneously or by discovery, although under favorable conditions, many children do so. These tasks frequently involve memorizing lists or symbols, responding to questions that have correct answers, and practicing routine tasks that can be assessed as right or wrong. 
Intellectual goals, on the other hand, address dispositions, that is, habits of mind that include a variety of tendencies to interpret experience (Katz, 1993). The intellectual dispositions include the dispositions to make sense of experience, to theorize about causes and effects, to hypothesize explanations to account for observations, and to analyze and synthesize whatever information is available. These dispositions can be seen when children are engaged in investigations of things around them in the course of which they persist in seeking answers to their questions and solutions to the problems they encounter. Examples of these intellectual dispositions are shown vividly in Beneke’s (1998) report of a preschool car project and in the "Shoe & Meter" project of the children in Reggio Emilia (Reggio Children, 1997). 

Does Research Favor Constructivism or Instructivism? 

More than half a century ago, Dorothy Gardner (1942) attempted to put to rest once and for all a similar controversy raging at that time about curriculum and teaching methods by conducting a comparative study of two nursery schools. School A was characterized by what would be called today "developmentally appropriate practice," emphasizing creativity and spontaneous play. School B was characterized by formal teacher-directed activities, now commonly referred to as "academic" in focus. Despite Gardner’s findings in favor of School A, the debate over curriculum and methods resumed barely a generation later. 
In the past 20 years, similar comparative studies have been reported (see, for example, Consortium for Longitudinal Studies, 1983; Schweinhart, Barnes, & Weikart, 1993; Schweinhart & Weikart, 1997; Marcon, 1992, 1995). The results of these studies have been somewhat mixed, though generally close to Gardner’s earlier findings that those children enrolled in preschools on the constructivist side of the dichotomy fare better in school in the long run—especially the boys (Miller & Bizzell, 1983; Marcon, 1992). Longitudinal studies comparing "instructivist" and "constructivist" approaches suggest that the early gains of children in the "instructivist" preschool curricula do not last more than a year or two.

What about Children’s Intellectual Development? 
One of the major concerns about this historical squabbling over goals and methods is that both sides in the struggle may overlook curriculum and teaching methods beyond the traditional dichotomy. Years of experience of observing early childhood classrooms suggest that both sides underemphasize and undervalue a third option—namely, curriculum and teaching methods that address children’s intellectual development as distinct from the instructivist emphasis on academic learning and the constructivist emphasis on children’s play and self-initiated learning. 
Constructivist theory does not neglect children’s intellectual development; however, constructivist theory is sometimes misinterpreted. Believing that children "construct their own knowledge," some adults do little more than set out a variety of activities that children enjoy, while studiously avoiding formal instruction in basic academic skills. Indeed, it is not surprising that observers of nonacademic preschool and kindergarten classes who have little knowledge of young children (e.g., E. D. Hirsch, Jr.) criticize "progressive" and "constructivist" classes as banal, vacuous, overemphasizing play and fun, and wasteful of children’s capacities. 

At the same time, a strong academic approach may undermine the disposition to use the knowledge and skills so intensely instructed. The disposition to be readers or, similarly, to be ready users of mathematical concepts and skills often painfully acquired may be damaged by premature instruction, given the amount of drill and practice usually required for success in mastering these skills at an early age. 

What Teaching Methods Support Children’s Intellectual Development? 
An appropriate curriculum addresses strengthening and using the intellectual dispositions, offers good processes about rich content, and results in high-quality products. For these reasons, many teachers have been incorporating project work into the curriculum (Katz & Chard, 1989; Beneke, 1998). Project work not only provides contexts for the intellectual dispositions involved in the investigations that children undertake, but it also provides texts and pretexts for children to make meaningful and functional use of the academic skills they are taught during the "instructive" part of the curriculum. Thus, we might "trichotomize" the early childhood curriculum so that it is focused on at least a trio of goals: (1) social/emotional development and (2) intellectual development and (3) the acquisition of meaningful and useful academic skills.
Excellent examples of meaningful long-term projects in which children’s intellects as well as growing academic skills flourish can be seen in the work of the children in the preprimary schools in Reggio Emilia, Italy (Reggio Children, 1997), as well as in reports of projects by Beneke (1998) and Helm (1998). These works demonstrate that young children can express their intellectual dispositions in the pursuit of serious topics and apply their emerging and academic skills and generate high-quality products simultaneously.
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Those who advocate for developmentally appropriate practice (DAP) do so based on the conviction that these classroom practices enhance children's development and facilitate learning. This ERIC Digest examines recent research on DAP and social-emotional and cognitive development, and describes what we have learned about DAP in early childhood classrooms.
Social-Emotional Development
Given the context in which the National Association for the Education of Young Children's original position statement was released, namely Elkind's (1981) discussion of the "hurried child," it is not surprising that the earliest studies on developmentally appropriate practice focused on stress and emotional development. Two research teams documented that children exhibit more stress in didactic environments than in child-initiated environments. In the Hyson, Hirsh-Pasek, and Rescorla study (1990), pre-school children enrolled in child-initiated programs displayed lower levels of test anxiety than children enrolled in academic programs, regardless of parental preferences for classroom approaches. In the second study (Burts et al., 1990), children in inappropriate classrooms exhibited more total stress behaviors throughout the day and more stress behaviors during group times and workbook/worksheet activities. 

Cognitive Development
Turning now to cognitive development, we focus on creativity, language development, children's perceptions of their cognitive competence, and traditional measures of achievement. Classrooms characterized by child initiation appear to facilitate children's creative development. The Hyson research team found that children in child-initiated classrooms scored higher on measures of creativity, or divergent thinking, than children in academically oriented classrooms (Hirsh-Pasek, Hyson, & Rescorla, 1990; Hyson, Hirsh-Pasek, & Rescorla, 1990). 

In two other studies on language development in child-initiated and academically focused programs, the developmentally appropriate, or child-initiated, programs were associated with better language outcomes. Progress reports from public-school preschool programs indicated that children in child-initiated classrooms had better verbal skills than children in academically oriented programs (Marcon, 1992). Children's receptive language was better in programs with higher quality literacy environments and when developmentally appropriate activities were more prevalent (Dunn, Beach, & Kontos, 1994). 

Young children in developmentally appropriate programs also seemed more confident in their own cognitive skills. Children described their cognitive competence more positively when they attended child-initiated rather than academically oriented programs (Mantzicopoulos, Neuharth-Pritchett, & Morelock, 1994; Stipek et al., 1995). 

When using the traditional measuring sticks of achievement tests and report card grades, it is difficult to say whether child-centered or didactic programs are superior. Similar to the state of affairs for social development, the available research is equivocal with regard to these assessments of cognitive development. The majority of the studies indicate that a didactic approach is not necessary to promote children's learning of academic skills. Supporting developmentally appropriate practice are studies by Sherman and Mueller (1996) and (Marcon, 1992). Sherman and Mueller (1996) observed better reading and mathematics achievement scores for children attending developmentally appropriate kindergarten through second grade. Preschool children in (Marcon's, 1992) study had more positive progress reports overall and specifically on math and science when they attended child-initiated classrooms. Mathematics achievement was similar for children in both types of classrooms, however. Hyson, Hirsh-Pasek, and Rescorla (1990) found no differences in academic achievement as a function of the developmental appropriateness of the program preschool children attended.

Studies following children over time suggest there may be academic benefits to DAP in the long run. Children experiencing preschool programs rating high on developmental appropriateness do well academically in first grade (Frede & Barnett, 1992). In addition, children of low socioeconomic status attending appropriate kindergarten classrooms tend to have better reading achievement scores in first grade than children attending inappropriate classrooms (Burts et al., 1993). These are encouraging findings, given that the classroom children currently attend is also likely to influence their performance. The fact that differences between children in more- and less-appropriate classrooms are evident a year or more later suggests that children's learning environments during these early years are important. 

What Have We Learned?
What have we learned from research on DAP? First, developmentally appropriate practices are not the norm in early childhood programs. Although teachers endorse this pedagogical method, they often struggle with implementation. Professional preparation designed to help teachers implement developmentally appropriate practice can be quite effective. We need to learn more about how to most effectively support teachers' implementation of developmentally appropriate practice. 

Second, parents and teachers may not agree on the value of DAP. Helping parents understand the link between DAP and basic skill acquisition may prevent potential tensions between parents and teachers over instructional methods. The emotional costs of academically oriented classrooms, particularly for children from low-income, linguistically or culturally diverse groups, behoove us to make parents aware of the potential benefits of DAP.

Third, developmentally appropriate practices create a positive classroom climate conducive to children's healthy emotional development. Emotional development is an area often neglected when making programming decisions. This literature reminds us that children's emotions and their participation in classroom activities are vitally linked. 

Fourth, we have only scratched the surface in understanding how developmentally appropriate practices influence children's social development. While developmentally appropriate practices enhance children's social skills in general, additional data are needed to determine how these practices affect other facets of socialization. Classroom practices and children's cognitive development interact in complex ways. 

Conclusion 
Taken together, the research favors DAP. In general, child-initiated environments were associated with higher levels of cognitive functioning. Coupling this information with the findings on stress and motivation provides a strong argument for developmentally appropriate practice, especially for low-income children—the very children whose parents may prefer academically oriented programs. While academic environments sometimes may result in higher levels of achievement, this achievement may come at emotional costs to the child. Given that similar cognitive advantages also occur in child-initiated environments, it would seem beneficial to explore ways to communicate more effectively how cognitive development is enhanced through developmentally appropriate practices.

_______________

Condensed by permission from L. Dunn & S. Kontos, "Research in Review: What Have We Learned about Developmentally Appropriate Practice?" Young Children 52(5): 4-13. Copyright 1997 by the National Association for the Education of Young Children. PS 526 718.
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Prior to the introduction of experimental preschool intervention programs in the late 1950s, systematic variation of early childhood programs was minimal. This situation changed with the advent of early intervention programs for preschool-aged children, including the launch of Head Start in 1965 and its continuation into the primary grades in 1967 via Project Follow Through. These two federal programs propelled a national search for early childhood curricula that would effectively prepare children from low-income families to succeed in school. The era was marked by systematic comparisons among a burgeoning array of new curriculum models. Interest waned in the late 1970s and early 1980s, however, as research revealed the limited differential impact of various models on children’s academic achievement. 

Interest in comparing the effectiveness of curriculum models resurfaced in the late 1980s. Questions about the public education of 4-year-olds, efforts by national organizations to define appropriate educational practices for young children, and results of longitudinal research that challenged earlier conclusions that varying curricula did not contribute to different child outcomes helped rekindle interest (Powell, 1987). However, as demand for child care and concern about its impact escalated in response to women’s growing labor force participation, interest in differences among early childhood curriculum models diminished once more. 
Use of early childhood curriculum models is again on the rise, fueled in part by the growth of state-financed prekindergarten programs. This revival can be attributed to at least four trends: (1) the galvanizing power of Goals 2000 and its first education goal that all children will enter school ready to learn, (2) heightened concern about the low academic achievement of children from low-income families, (3) state policy makers’ responses to findings from neuroscience on early brain development, and (4) widespread evidence documenting the overall low quality of center-based and family child care. Well-studied curriculum models are being promoted to school districts and state officials as the means to ensure dependable quality in early childhood programs, deliver consistent child outcomes, and provide accountability for public investments in early childhood education, especially for 3- and 4-year-olds (Goffin & Wilson, 2001). 

Types of Early Childhood Curriculum Models
The term curriculum model refers to a conceptual framework and organizational structure for decision making about educational priorities, administrative policies, instructional methods, and evaluation criteria. Although they vary in their underlying premises, curriculum models provide well-defined frameworks to guide program implementation and evaluation. 

A wide range of early childhood curriculum models exists, but little is known about the number of early childhood curriculum models presently in use or the number of early childhood programs that use them. Early childhood curriculum models most often are used in center-based settings providing half-day and full-day programs. They are used in public schools, Head Start, and community-based programs. Consistent with their origin, curriculum models are most often used in programs serving low-income children.

Among the best known and most widely used early childhood curriculum models are the Creative Curriculum, the Developmental Interaction Approach (sometimes called the Bank Street approach), the High/Scope Curriculum, and the Montessori method. Descriptions of these and other early childhood curriculum models, many of which extend into the kindergarten and primary grades, can be found in Epstein, Schweinhart, and McAdoo, (1996), Goffin and Wilson (2001), and Roopnarine and Johnson (2000). 

Theories of child development have served as the principal foundation for curriculum model development. Variations among curriculum models reflect differences in values concerning what is more or less important for young children to learn, as well as in the process by which children are believed to learn and develop. These variations inform the role of teachers, the curriculum’s focus, the classroom structure, and the ways in which children participate in learning. 

Early childhood curriculum models also vary in terms of the freedom granted to teachers to interpret implementation of the model’s framework. Some curriculum models are highly structured and provide detailed scripts for teacher behaviors. Others emphasize guiding principles and expect teachers to determine how best to implement these principles. Curriculum models, regardless of their goals and the degree of flexibility in their implementation, however, are designed to promote uniformity across early childhood programs through the use of a prepared curriculum, consistent instructional techniques, and predictable child outcomes. 

Some question whether what is known as Developmentally Appropriate Practice (DAP), as described by the National Association for the Education of Young Children (NAEYC), should be classified as a curriculum model. But DAP does not meet all the criteria of a curriculum model. It was created not as a fully developed curriculum but as a tool to help practitioners and policy makers distinguish between appropriate and inappropriate teaching practices with young children, regardless of the curriculum approach under review. 

This same question has been raised regarding the Reggio Emilia approach, an innovative early childhood program from Reggio Emilia, Italy, that has captured the imagination of early childhood educators around the world. Proponents of the Reggio Emilia approach resist the U.S. tendency to define the approach as a curriculum model because they believe the designation is contrary to the program’s dynamic and emergent quality. Contrary to the structure imposed by curriculum models, educators in Reggio Emilia are engaged in continual renewal and readjustment informed by reflection, experimentation, and practice. 

Comparative Evaluations of Curriculum Models
Empirical comparisons of early childhood curriculum models have been dominated by two questions: (1) To what extent are the programs experienced by children really different from each other? and (2) Are some programs better than others in producing desired outcomes? 

Comparative evaluations now suggest that early childhood curriculum models do affect child outcomes. Differences in child outcomes among models tend to reflect the intent of the curriculum model being evaluated. Further, findings are accumulating that suggest potential negative consequences associated with highly structured, academic preschool programs (Marcon, 1999; Schweinhart & Weikart, 1997; Goffin & Wilson, 2001). 

The focus of contemporary evaluations has shifted, however, from comparisons of specific early childhood curriculum models to the differential impact of early intervention programs defined as either academically or developmentally oriented. Yet there also is recognition of the limitations of curricular reform. As a result, contemporary early intervention programs are increasingly likely to extend beyond use of curriculum models to include preventive health, parent education, and family support components. 

A Quandary for the Field
Driven by public demands for positive child outcomes, the sense of urgency surrounding school reform, and the prevalence of poor-quality child care, early childhood curriculum models are being promoted as a way of ensuring that public dollars are wisely spent and that children enter school ready to learn. Consistent implementation of curriculum models has the potential to raise the standards of care and education experienced by young children. In light of uneven expectations for teachers’ professional preparation and variability across the states in child care licensing standards, early childhood curriculum models can improve programmatic quality through the consistent implementation of well-articulated curriculum frameworks, thereby lifting the floor of program quality in early childhood education. 

Some experts, however, believe that by their design, curriculum models lower expectations for early childhood educators and diminish the professional responsibilities of early childhood teachers. To achieve consistency across sites, curriculum models operate by using predictable representations of teaching and learning, relying on fixed interpretations of the nature of children and teachers, and minimizing variation across sites. Teachers function less as reflective practitioners and more as technicians who implement others’ educational ideas. The increasing use of curriculum models, therefore, challenges the early childhood profession to examine its image of teachers and deliberate how best to improve children’s daily experiences in early childhood settings (Goffin & Wilson, 2001).

____________________
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The question of what should be learned must be addressed by all teachers at every level. In terms of broad goals, most teachers and parents readily agree that children should learn whatever will ultimately enable them to become healthy, competent, productive, and contributing members of their communities. But when it comes to the specifics of what should be learned next month, next week, or on any particular day, agreement is not so easily achieved. 
The answers will depend partly on the ages of the learners. In other words, the question of what should be learned to some extent depends upon when it is to be learned. Although the what question deals with the goals and objectives of education, the when question involves considerations of what we know about the nature of development and how it relates to learning. 

What should be learned takes on new importance as states begin to establish standards for student performance, and as new concern is voiced about "social promotion." The interest in standards, competencies, and promotion policies is likely to have a renewed "push-down" effect on prekindergarten education. It is interesting to note that the recent legislation reappropriating funds for Head Start establishes performance standards and stipulates that all Head Start graduates must learn 10 letters of the alphabet (National Head Start Association, 1998, p. 5). What the letters are expected to mean to the children has not been addressed; these new requirements are apparently intended to address the issue of readiness for formal instruction in literacy and numeracy. 

This Digest first defines the concept of development and then outlines some ways to approach both the "what" and "when" questions in terms of what we are learning from research about the effects of various curriculum approaches. 

The Nature of Development 
The concept of development includes two major dimensions: normative and dynamic. The normative dimension concerns the typical or normal capabilities as well as limitations of most children of a given age within a given cultural milieu. The dynamic dimension concerns the sequence and changes that occur in all aspects of the child's functioning with the passage of time and increasing experience, and how these changes interact dynamically (Saarni, Mumme, & Campos, 1998). Although the normative dimension indicates a probable range of what children typically can and cannot be expected to do and to learn at a given age, the dynamic dimension raises questions about what children should or should not do at a particular time in their development in light of possible long-term dynamic consequences of early experience. In many preschool programs and kindergartens, for example, young children are given instruction in phonics and are expected to complete worksheets and recite number facts in rote fashion. But just because young children can do those things, in a normative sense, is not sufficient justification for requiring them to do so. Most young children willingly do most things adults ask of them. But their willingness is not a reliable indicator of the value of an activity. The developmental question is not only, "What can children do?," rather it is also, "What should children do that best serves their development and learning in the long term?"
Four Categories of Learning Goals 
The four categories of learning outlined below are relevant to all levels of education—especially to the education of young children:
Knowledge. In early childhood, knowledge consists of facts, concepts, ideas, vocabulary, stories, and many other aspects of children's culture. Children acquire such knowledge from someone's answers to their questions, explanations, descriptions, and accounts of events, as well as through active and constructive processes of making the best sense they can of their own direct observations.

Skills. Skills are small units of action that occur in a relatively short period of time and are easily observed or inferred. Physical, social, verbal, counting, and drawing skills are among a few of the almost endless number of skills learned in the early years. Skills can be learned from direct instruction or imitated based on observation, and they are improved with guidance, practice, repetition, drill, and actual application or use.

Dispositions. Dispositions can be thought of as habits of mind or tendencies to respond to certain situations in certain ways. Curiosity, friendliness or unfriendliness, bossiness, generosity, meanness, and creativity are examples of dispositions or sets of dispositions, rather than of skills or items of knowledge. Accordingly, it is useful to keep in mind the difference between having writing skills and having the disposition to be a writer, or having reading skills and having the disposition to be a reader (Katz, 1995).

Dispositions are not learned through formal instruction or exhortation. Many important dispositions, including the dispositions to learn and to make sense of experience, are in-born in all children—wherever they are born and are growing up. Many dispositions that most adults want children to acquire or to strengthen—for example, curiosity, creativity, cooperation, openness, friendliness—are learned primarily from being around people who exhibit them; they are strengthened by being used effectively and by being appreciated rather than rewarded (Kohn, 1993).

To acquire or strengthen a particular disposition, a child must have the opportunity to express the disposition in behavior. When manifestations of the dispositions occur, they can be strengthened as the child observes their effectiveness and the responses to them and experiences satisfaction from them. Teachers can strengthen certain dispositions by setting learning goals rather than performance goals. A teacher who says, "See how much you can find out about something," rather than, "I want to see how well you can do," encourages children to focus on what they are learning rather than on an external evaluation of their performance (Dweck, 1991).

Feelings. Feelings are subjective emotional states. Some feelings are innate (e.g., fear), while others are learned. Among feelings that are learned are those of competence, confidence, belonging, and security. Feelings about school, teachers, learning, and other children are also learned in the early years.

Learning through Interaction 
Contemporary research confirms that young children learn most effectively when they are engaged in interaction rather than in merely receptive or passive activities (Bruner, 1999; Wood & Bennett, 1999). Young children therefore are most likely to be strengthening their natural dispositions to learn when they are interacting with adults, peers, materials, and their surroundings in ways that help them make better and deeper sense of their own experience and environment. They should be investigating and purposefully observing aspects of their environment worth learning about, and recording and representing their findings and observations through activities such as talk, paintings, drawings, construction, writing, and graphing. Interaction that arises in the course of such activities provides contexts for much social and cognitive learning. 
Risks of Early Academic Instruction 
Research on the long-term effects of various curriculum models suggests that the introduction of academic work into the early childhood curriculum yields fairly good results on standardized tests in the short term but may be counterproductive in the long term (Schweinhart & Weikart, 1997; Marcon, 1995). For example, the risk of early instruction in beginning reading skills is that the amount of drill and practice required for success at an early age seems to undermine children's disposition to be readers. It is clearly not useful for a child to learn skills if, in the process of acquiring them, the disposition to use them is lost. In the case of reading in particular, comprehension is most likely to be dependent on actual reading and not just on skill-based reading instruction (Snow, Burns, & Griffin, 1998). On the other hand, acquiring the disposition to be a reader without the requisite skills is also not desirable. Results from longitudinal studies suggest that curricula and teaching should be designed to optimize the simultaneous acquisition of knowledge, skills, desirable dispositions, and feelings (Marcon, 1995). Another risk of introducing young children to formal academic work prematurely is that those who cannot relate to the tasks required are likely to feel incompetent. Students who repeatedly experience difficulties leading to feelings of incompetence may come to consider themselves stupid and bring their behavior into line accordingly (Bandura et al., 1999).
Variety of Teaching Methods 
Academically focused curricula for preschool, kindergarten, and primary programs typically adopt a single pedagogical method dominated by workbooks and drill and practice of discrete skills. It is reasonable to assume that when a single teaching method is used for a diverse group of children, many of these children are likely to fail. The younger the children are, the greater the variety of teaching methods there should be, because the younger the children, the less likely they are to have been socialized into a standard way of responding to their social environment. 
In this way, it is more likely that children's readiness to learn school tasks is influenced by background experiences that are idiosyncratic and unique. For practical reasons, there are limits to how varied teaching methods can be. It should be noted, however, that while approaches dominated by workbooks often claim to individualize instruction, individualization rarely consists of more than the day on which a child completes a particular page or other routine task. As suggested by several follow-up studies, such programs may undermine children's in-born disposition to learn—or at least to learn what the schools want them to learn (Schweinhart & Weikart, 1997; Marcon, 1995). 

The Learning Environment 
As for the learning environment, the younger the children are, the more informal it should be. Informal learning environments encourage spontaneous play in which children engage in the available activities that interest them, such as a variety of types of play and construction. However, spontaneous play is not the only alternative to early academic instruction. The data on children's learning suggest that preschool and kindergarten experiences require an intellectually oriented approach in which children interact in small groups as they work together on projects that help them make increasing sense of their own experience. Thus, the curriculum should include group projects that are investigations of worthwhile topics. These projects should strengthen children's dispositions to observe, experiment, inquire, and examine more closely the worthwhile aspects of their environment. They usually include constructions and dramatic play as well as a variety of early literacy and numeracy activities that emerge from the work of the investigation and the tasks of summarizing findings and sharing the experiences of the work accomplished.
____________________

This Digest is a revision of the 1987 Digest What Should Young Children Be Learning? by Lilian Katz. 
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What Does Research Say About Early Childhood Education?

S. Bredekamp, R.A. Knuth, L.G. Kunesh, and D.D. Shulman
NCREL, Oak Brook, 1992 



Early Childhood Education (ECE) is the term frequently applied to the education of young children from birth through age 8. Although early childhood education has existed since the creation of kindergarten in the 1800s, the last decade has seen a tremendous amount of attention devoted to the subject of early education for young children. 

The first national goal focuses directly on the early childhood years: "By the year 2000, all children in America will start school ready to learn." We believe that from the time of birth, all children are ready to learn. However, what we do or don't do as individuals, educators, and collectively as society can impede a child's success in learning. For example, if we do not provide adequate health care and nutrition for our youngsters, those children entering the public schools will already be behind their healthier, properly fed peers. The current educational practices of testing children for kindergarten entry and placement, raising the entrance age to kindergarten, adding an extra "transitional" year between kindergarten and first grade, and retaining children in preschool, kindergarten, or first grade are attempts to obtain an older, more capable cohort of children at each grade level. These educational strategies suggest that current curriculum expectations do not match the developmental level of the children for whom the grade is intended. In effect, these strategies blame the victims, the children, rather than confronting the real problem--an inappropriate curriculum. 

The focus of this program, therefore, is to address curriculum and assessment issues related to the education of young children and discuss ways schools can change to become ready for children. Information that follows has been excerpted from position statements and guidelines developed by the National Association for the Education of Young Children (NAEYC) and the National Association of Early Childhood Specialists in State Departments of Education (NAECS/SDE) for appropriately educating young children, ages 3 through 8. 

The Need for Early Childhood Curriculum and Assessment Guidelines

The decade of the 1980s saw numerous calls for widespread school reform, with changes recommended in teacher education, graduation requirements, school structure, and accountability measures. With the advent of the 1990s, school reform finally took on the essential question: what to teach (Rothman, 1989). Critiques of prevailing curriculum content and methods, and calls for sweeping change were issued by such national organizations as the National Council of Teachers of Mathematics (1989), the American Association for the Advancement of Science (1989), the International Reading Association (1989), the National Council of Teachers of English (Lloyd-Jones & Lunsford, 1989), the National Commission for the Social Studies (1989), the National Association of Elementary School Principals (1990), the National Association of State Boards of Education (1988), the Association for Supervision and Curriculum Development (1989), and others. The early childhood profession, represented by the NAEYC, entered the educational reform debate by issuing influential position statements defining developmentally appropriate practices for young children (Bredekamp, 1987). 

These reports reflect a growing consensus that the traditional scope and sequence approach to curriculum with its emphasis on drill and practice of isolated, academic skills does not reflect current knowledge of human learning and fails to produce students who possess the kind of higher-order thinking and problem-solving abilities that will be needed in the 21st century. Past success in improving basic skills in the "3 Rs" has not been matched by success in improving reading comprehension, writing fluency, or math problem-solving ability. In addition, it is evident that our schools are failing to produce future generations with even a working knowledge of the natural, physical, and social sciences, much less the kinds of minds that will create new knowledge in these areas. Specifically, these national organizations call for schooling to place greater emphasis on: 

*Active, hands-on learning 

*Conceptual learning that leads to understanding along with acquisition of basic skills 

*Meaningful, relevant learning experiences 

*Interactive teaching and cooperative learning 

*A broad range of relevant content, integrated across traditional subject matter divisions 

At the same time, these national organizations unanimously criticize rote memorization, drill and practice on isolated academic skills, teacher lecture, and repetitive seatwork. 

These national organizations also have raised concerns about the negative effects of traditional methods of evaluation, particularly standardized paper-and-pencil, multiple-choice achievement tests. There is increasing recognition that curriculum reform must be accompanied by testing reform. National organizations are now calling for more performance-based assessments that align with current views of curriculum and more accurately reflect children's learning (Fair-Test, 1990; Kamii, 1990; NCTM, 1989; NAEYC, 1988; Bredekamp, 1987; National Commission on Testing and Public Policy, 1990). 

While NAEYC's previously published position statements provided clear guidance about how to teach young children, they were less specific on what to teach. In implementing developmentally appropriate practice, teachers and administrators must make decisions about what to teach and when, and how to best assess that learning has taken place. 

Curriculum development should take into account the many sources of curriculum: 

*Child development knowledge 

*Individual characteristics of children 

*Knowledge base of various disciplines 

*Values of our culture 

*Parents' desires 

*Knowledge children need to function competently in our society (Spodek, 1988; 1977; in press) 

The task of developing curriculum is made more difficult by the fact that these diverse sources of curriculum may be in conflict with one another. For example, the values and priorities of parents and the community are significant factors to be considered in determining what should be learned; however, parents and community will not necessarily agree on all goals. The expertise of early childhood professionals should also influence decisions about appropriate goals for children (Katz, 1989). To some extent, curriculum decisions should represent a negotiation process with parent and community expectations about what is taught influenced by professional expertise about how to teach and when content is appropriate. 

Theoretical Principles of Child Development and Learning

The following are theoretical principles of child development and learning that are critical in developmentally appropriate practice (DAP). These principles are based on the work of Piaget, Vygotsky, Erikson, and others. 

	


	Principle
	Practice 

	Children learn best when their physical needs are met and they feel psychologically safe and secure.
	DAP respects children's biological needs. For example, children are not made to sit and attend to paperwork or listen to adult lectures for long periods of time. DAP calls for active play and periods of quiet, restful, activity. The environment is safe and secure where everyone is accepted.

	Children construct knowledge.
	Knowledge is constructed as a result of dynamic interactions between the individual and the physical and social environments. In a sense the child discovers knowledge through active experimentation. Central to experimentation is making "constructive errors" that are necessary to mental development. Children need to form their own hypotheses and keep trying them out through mental actions and physical manipulations - observing what happens, comparing their findings, asking questions, and discovering answers - and adjust the model or alter the mental structures to account for the new information.

	Children learn through social interaction with other adults and other children. 
	A prime example is the parent-child relationship. The teacher encourages and fosters this relationship as well as relationships with peers and other adults by supporting the child in his or her efforts and later allowing the child to function independently. The teacher's role is one of supporting, guiding, and facilitating development and learning.

	Children learn through play.
	Play provides opportunities for exploration, experimentation, and manipulation that are essential for constructing knowledge and contributes to the development of representational thought. During play, children examine and refine their learning in light of the feedback they receive from the environment and other people. It is through play that children develop their imaginations and creativity. During the primary grades, children's play becomes more rule-oriented and promotes the development of autonomy and cooperation which contributes to social, emotional, and intellectual development.

	Children's interests and "need to know" motivate learning.
	Children have a need to make sense of their experiences. In a developmentally appropriate classroom, teachers identify what intrigues their children and then allow the students to solve problems together. Activities that are based on children's interests provide motivation for learning. This fosters a love of learning, curiosity, attention, and self-direction. 

	Human development and learning and are characterized by individual variation.
	A wide range of individual variation is normal and to be expected. Each human being has an individual pattern and timing of growth development as well as individual styles of learning. Personal family experiences and cultural backgrounds also vary. 


Early Childhood Guidelines

An important contribution to the field of child development and early childhood education was the creation of "Guidelines for Developmentally Appropriate Curriculum and Assessment in Programs Serving Children 3 through 8". The National Association for the Education of Young Children (NAEYC) and the National Association of Early Childhood Specialists in State Departments of Education (NAECS/SDE) jointly developed these guidelines to assist teachers and supervisors to: 

1) Make informed decisions about appropriate curriculum, content, and 

assessment; 

2) Evaluate existing curriculum and assessment practices; and, 

3) Advocate for more appropriate approaches. 

The early childhood profession believes that curriculum and assessment should be based on the best knowledge of theory and research about how children develop and learn with attention given to individual children's needs and interests in a group in relation to program goals. It is important, therefore, to clarify the definitions of these important terms. 

Curriculum is an organized framework that delineates the content children are to learn, the processes through which children achieve the identified curricular goals, what teachers do to help children achieve these goals, and the context in which teaching and learning occur. 

Assessment is the ongoing process of observing, recording and otherwise documenting the work children do and how they do it, to provide a basis for a variety of educational decisions that affect the child. 

Assessment is integral to curriculum and instruction. In early childhood programs, assessment provides a basis for: 1) planning instruction and communicating with parents; 2) identifying children with special needs; and 3) evaluating programs and demonstrating accountability. 

For making decisions about developing or selecting curriculum content for young children, or assessing children's progress, NCREL recommends "Guidelines for Appropriate Curriculum and Assessment in Programs Serving Children Ages 3 Through 8" (NAEYC & NAECS/SDE, 1990). The Guidelines, rephrased as questions, appear in Section 4 of this guidebook. 

Next Steps: Determining Appropriate Content

Learning and development are so individualized, it is not possible nor desirable to establish uniform age-appropriate expectations. However, it is possible to identify parameters to guide decisions about the appropriateness of curriculum expectations. 

The framework that follows is useful for determining age-appropriate curriculum content. This framework reflects the cycle of human learning--movement from awareness, to exploration, to inquiry, to utilization. 

* Awareness is broad recognition of the parameters of the learning--events, objects, people, or concepts. 

* Exploration is the process of figuring out the components or attributes of events, objects, people, or concepts by whatever means available; it also is the process whereby children bring their own personal meaning to their experiences. 

* Inquiry is the process of developing understanding of commonalities across events, objects, people, or concepts. At this point, children begin to generalize their personal concepts and adapt them to more adult ways of thinking and behaving. 

* Utilization is the functional level of learning, at which children can apply or make use of their understanding of events, objects, people, or concepts. 

To learn something new, children must become aware, explore, inquire, use, and apply. This process occurs over time and reflects movement from learning that is informal and incidental, spontaneous, concrete-referenced, and governed by the child's own rules to learning that is more formal, refined, extended, enriched, more removed in time and space from concrete references and more reflective of conventional rule systems. 

Model of Learning and Teaching

	


	What Children Do
	What Teachers Do

	Awareness
Experience
Acquire an interest
Recognize broad parameters
Attend 
Perceive 
	Create the environment
Provide the opportunities by introducing
new objects, events, people
Invite interest by posing problem or question
Respond to child's interest or shared experience
Show interest, enthusiasm

	Exploration
Observe 
Explore materials
Collect information
Discover
Represent
Figure out components
Construct own understanding 
Apply own rules
Create personal meaning
	Facilitate
Support and enhance exploration
Extend play
Describe child's activity
Ask open-ended questions, such as "What else could you do?"
Respect child's thinking and rule systems
Allow for constructive error 

	Inquiry
Examine 
Investigate
Propose explanations
Focus
Compare own thinking with that of others
Generalize
Relate to prior learning
Adjust to conventional rule systems
	Help children refine understanding
Guide children, focus attention
Ask more focused questions, such as "What else works like this? What happens if?"
Provide information when requested
Help children make connections
Allow time for sustained inquiry 

	Utilization 

Use the learning in many ways; learning becomes functional
Represent learning in various ways
Apply to new situations
Formulate new hypotheses and repeat cycle 
	Create vehicles for application in real world
Help children apply to new situations
Provide meaningful situations to use learning 


Adapted from NAEYC and NAECS/SDE "Guidelines for Appropriate Curriculum Content and Assessment for Programs Serving Children Ages 3 Through 8", (1990). 

Conditions Necessary for Change

Experts agree that meaningful change must be systemic. In other words, change must occur in all aspects and levels of the educational system. This system extends far beyond the walls of the early childhood classroom, into the school building, the community, nation, and global society. The term systemic also suggests that change in one aspect of the educational system will affect other aspects as well. To complicate matters, each of these aspects also may be in the process of change. Thus in the change process, all those involved must continually communicate and take note of the whole educational system, evaluating current plans within the context of the changing whole. We have identified several important conditions necessary for systemic change in early childhood education. 

1. We must focus on how children develop and learn in order to meet their 

cognitive, social, emotional, and physical needs. This calls for early childhood 

educators to have a thorough understanding of child development, and be able 

to implement that knowledge in all aspects of their classrooms. 

2. The primary school must have the support of the entire community, including 

the elementary and secondary school staff. Developmentally appropriate 

practice includes smooth transitions from one grade to the next, so teachers 

must work together to insure common curriculum and assessment practices 

that provide continuity throughout the child's academic career. 

3. Parents must be encouraged to take active roles in the education of their 

children. Measures must be taken to involve them in all aspects of their child's 

growth and development in school, allowing them to be partners in their child's 

education. This necessitates open communication, problem-solving, and 

collaborative decisionmaking between and among administrators, teachers 

and parents. 

******************************************************* 

Activities for Teachers

The examples of excellence in this program clearly show that in successful 

schools, teaching is a multidimensional activity. One of the most powerful 

of these dimensions is that of "teacher as researcher." Not only do teachers 

need to use research in their practice, they need to participate in "action" 

research in which they are always engaging in investigation and striving for improved learning. The key to action research is to pose a question or goal, and then design actions and evaluate progress in a systematic, cyclical fashion as the means are carried out. Below are three major ways that you can become involved as an action researcher. 

1. Use the questions found at the end of this section to evaluate your school's 

early childhood curriculum and assessment. 

2. Implement the models of excellence presented in this program. Ask yourself: 

*What outcomes do the teachers in this program accomplish that I want my students to achieve? 

*How can I find out more about their classrooms and schools? 

*Which ideas can I most easily implement in my classroom and school? 

*What will I need from my school and community? 

*How can I evaluate progress? 

3. Form a team and initiate a research project. A research project can be 

designed to generate working solutions to a problem. The issues for your 

research group to address are: 

*What is the problem or question we wish to solve? 

*What will be our approach? 

*How will we assess the effectiveness of our approach? 

*What is the time frame for working on this project? 

*What resources do we have available? 

*What outcomes do we expect to achieve? 

Activities for Parents and Community Members

The following are activities that individuals and groups can do with early childhood programs. 

1. Serve on early childhood committees to identify early childhood needs and 

resources and ways you and your group or agency can support developmentally 

appropriate practice in early childhood. 

2. Consider ways that schools and community members can work together to 

provide: 

*Materials for a rich early childhood learning environment (e.g., real literature in print and audio form, computers, manipulatives for learning) 

*Opportunities for children and teachers to learn out of school 

*Opportunities for adults to serve as role models, tutors, aides, and experts 

*Opportunities for children to become involved with and contribute to the community 

3. Promote school and community forums to debate the national education goals: 

*Invite your local television and radio stations to host school and community forums. 

*Have "revolving school/community breakfasts" (community members visit schools for breakfast once or twice a month, changing the staff and community members each time). 

*Gather information on the national education goals and their assessment. 

*Gather information on alternative models of schooling. 

*Gather information on best practices and research in the classroom. 

Some of the important questions and issues to discuss in your forums are: 

*Have we reviewed the national education goals documents to arrive at a common understanding of each goal? 

*What will students be like who learn in schools that achieve the goals? 

*What must schools and communities be like to achieve the goals? 

*Do we agree with the goals, and how high do we rate each? 

*What is the reason for national pessimism about their achievement? 

*How are our schools doing now in terms of achieving each? 

*Why is it important for us to achieve the goals? 

* What are the consequences for our community if we don't achieve them? 

*What assumptions are we making about the future in terms of Knowledge, Technology and Science, Humanities, Family, Change, Population, Minority Groups, Ecology, Jobs, Global Society, and Social Responsibility? Discuss in terms of each of the goal areas. 

4. Consider ways to use this program guidebook, Meeting Children's Needs, to 

promote understanding and commitment from school staff, parents, and 

community members to implement developmentally appropriate practice in 

early childhood settings. 

Applying the Curriculum Guidelines

Developing curriculum or deciding whether a particular curriculum is appropriate for a specific group of children is a complex task that requires consideration of many variables. To facilitate the task of using the Curriculum Guidelines, NAEYC and NAECS/SDE have rephrased each of the guidelines as a question. They suggest that a curriculum committee, composed of six to eight teachers review a proposed curriculum by subjecting it to these questions. (Because continuity of philosophy and practice across the early childhood continuum within communities also is of major importance, NCREL recommends that curriculum committees include administrators; parents; Head Start, child-care, and preschool providers; and community members on the curriculum committee.) An approved curriculum would be one for which a group of early childhood professionals and lay persons could agree in the affirmative to each of the following questions. 

Questions to ask in evaluating a program's curriculum: 

1. Does it promote interactive learning and encourage the child's construction 

of knowledge? 

2. Does it help achieve social, emotional, physical, and cognitive goals? 

3. Does it encourage development of positive feelings and dispositions toward 

learning while leading to acquisition of knowledge and skills? 

4. Is it meaningful for these children? Is it relevant to the children's lives? 

Can it be made more relevant by relating it to a personal experience children 

have had or can they easily gain direct experience with it? 

5. Are the expectations realistic and attainable at this time or could the children 

more easily and efficiently acquire the knowledge or skills later on? 

6. Is it of interest to children and to the teacher? 

7. Is it sensitive to and respectful of cultural and linguistic diversity? Does it 

expect, allow, and appreciate individual differences? Does it promote positive 

relationships with families? 

8. Does it build on and elaborate children's current knowledge and abilities? 

9. Does it lead to conceptual understanding by helping children construct their 

own understanding in meaningful contexts? 

10. Does it facilitate integration of content across traditional subject matter areas? 

11. Is the information presented accurate and credible according to the recognized 

standards of the relevant discipline? 

12. Is this content worth knowing? Can it be learned by these children efficiently 

and effectively now? 

13. Does it encourage active learning and allow children to make meaningful 

choices? 

14. Does it foster children's exploration and inquiry, rather than focusing on 

"right" answers or "right" ways to complete a task? 

15. Does it promote the development of higher order abilities such as thinking, 

reasoning, problem solving, and decision making? 

16. Does it promote and encourage social interaction among children and adults? 

17. Does it respect children's physiological needs for activity, sensory stimulation, 

fresh air, rest, and nourishment/elimination? 

18. Does it promote feelings of psychological safety, security, and belonging? 

19. Does it provide experiences that promote feelings of success, competence, and 

enjoyment of learning? 

20. Does it permit flexibility for children and teachers? 

Applying the Assessment Guidelines

As with curriculum decisions, assessment decisions should reflect the consensual opinion of early childhood professionals, lay persons, and assessment experts. To facilitate this process, NAEYC and NAECS/SDE have rephrased their assessment guidelines as questions. Evaluation of current or proposed assessment procedures and/or instruments should result in affirmative responses to all of these questions. 

Questions to ask in evaluating a program's assessment procedures: 

1. Is the assessment procedure based on the goals and objectives of the specific 

curriculum used in the program? 

2. Are the results of assessment used to benefit children, i.e., to plan for 

individual children, improve instruction, identify children's interests and 

needs, and individualize instruction, rather than label, track, or fail children? 

3. Does the assessment procedure address all domains of learning 

development--social, emotional, physical, and cognitive--as well as children's 

feelings and dispositions toward learning? 

4. Does assessment provide useful information to teachers to help them do a 

better job? 

5. Does the assessment procedure rely on teachers' regular and periodic 

observations and record-keeping of children's everyday activities and 

performance so that results reflect children's behavior over time? 

6. Does the assessment procedure occur as part of the ongoing life of the 

classroom rather than in an artificial, contrived context? 

7. Does the assessment rely on demonstrated performance during real, not 

contrived activities, for example, real reading and writing activities rather 

than only skills testing? 

8. Does the assessment rely on multiple sources of information about children 

such as collections of their work, results of teacher interviews and dialogues, 

as well as observations? 

9. Does the assessment procedure reflect individual, cultural, and linguistic 

diversity? Is it free of cultural, language, and gender biases? 

10. Do children appear comfortable and relaxed during assessment rather than 

tense or anxious? 

11. Does the assessment procedure support parents' confidence in their children 

and their ability as parents rather than threaten or undermine parents' 

confidence? 

12. Does the assessment examine children's strengths and capabilities rather 

than just their weaknesses or what they do not know? 

13. Is the teacher the primary assessor and are teachers adequately trained for 

this role? 

14. Does the assessment procedure involve collaboration among teachers, 

children, administrators, and parents? Is information from parents used in 

planning instruction and evaluating children's learning? Are parents 

informed about assessment information? 

15. Do children have an opportunity to reflect on and evaluate their own learning? 

16. Are children assessed in supportive contexts to determine what they are 

capable of doing with assistance, as well as what they can do independently? 

17. Is there a systematic procedure for collecting assessment data that facilitates 

its use in planning instruction and communicating with parents? 

18. Is there a regular procedure for communicating the results of assessment to 

parents in meaningful language, rather than letter or number grades, that 

reports children's individual progress? 

Questions to ask in evaluating screening/diagnostic procedures: 

1. Are screening test results used only as a first step in a systematic diagnostic 

procedure for identifying children with special needs rather than to deny 

children entrance to a program or as the sole criterion for assignment to a 

special program? 

2. Are the screening tests used reliable and valid for the purpose for which they 

are used? Are the technical adequacies of standardized measures carefully 

evaluated by knowledgeable professionals? 

3. Are parents informed in advance when children are screened? Are the purpose 

and procedures carefully explained to parents and are parents permitted to 

stay with their child if desired? 

4. Is the screener knowledgeable about young children and able to relate to them 

in a positive manner? 

5. Does the screening procedure involve concrete hands-on activities rather than 

paper-and-pencil tasks? 

6. Does the screening procedure lead to systematic diagnosis of potential 

handicapping conditions or health problems for the children for which this is 

warranted? 

7. If a comprehensive diagnostic process is recommended after screening, have 

the key conditions warranting the implementation of the process been 

delineated and documented for the parents in writing in language they can 

understand? 

Questions to ask in assessing program evaluation procedures: 

1. Is the program evaluation procedure congruent with all other stated principles 

of curriculum and assessment? 

2. Does the program evaluation summarize and quantify the results of 

performance-based assessments of children's progress conducted by classroom 

teachers? 

3. Does the program evaluation incorporate many indicators of children's 

progress, rather than standardized, group-administered achievement test 

scores? 

4. Does the program evaluation address all components of the delivery of the 

program instead of being limited to measuring outcomes for children? 

5. Is sampling used in situations where the administration of a standardized 

achievement test is mandated? 

******************************************************* 

Glossary

Assessment In early childhood, assessment is the process of observing, recording and otherwise documenting the work children do and how they do it, as a basis for a variety of educational decisions that affect the child, including planning for groups and individual children, and communicating with parents. Assessment also is used to determine the extent to which an instructional strategy or program is working. 

Curriculum An organized framework that delineates the content children are to learn, the processes through which children achieve the identified curricular goals, what teachers do to help children achieve these goals, and the context in which teaching and learning occur. 

Developmental Appropriateness The concept of developmental appropriateness has two dimensions: age appropriateness and individual appropriateness. 

Age appropriateness Human development research indicates that there are universal, predictable sequences of growth and change that occur in children during the first 9 years of life. These predictable changes occur in all domains of development-physical, emotional, social, and cognitive. Knowledge of typical development of children within the age span served by the program provides a framework from which teachers prepare the learning environment and plan appropriate experiences. 

Individual appropriateness Each child is a unique person with an individual pattern and timing of growth, as well as individual personality, learning style, and family background. Both the curriculum and adults' interactions with children should be responsive to individual differences. Learning in young children is the result of interaction between the child's thoughts and experiences with materials, ideas, and people. These experiences should match the child's developing abilities, while also challenging the child's interest and understanding. 

******************************************************** 
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ASSESSING LANGUAGE DEVELOPMENT IN BILINGUAL PRESCHOOL CHILDREN
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As more and more children enter early childhood education programs with limited proficiency in English, it becomes important for caregivers to know how to assess children's language development. This is no easy matter because children learning English as a second language come from many different circumstances and their development follows a number of different paths. Assessing the child's language development is a very important task for practitioners, especially when we think of assessment as a continual process that goes hand-in-hand with instruction. 

Because it is important to consider the various forms that second-language learning can take, this paper begins with a discussion of the child's language background. We then discuss some issues in the language development of bilingual children. After that we turn to issues in the language assessment and propose a procedure for assessing language development in bilingual preschool children. This procedure was developed for the State of California to assess first and second language development. 

THE CHILD'S LANGUAGE BACKGROUND (1) 

There are many different ways in which children can be exposed to a second language. For some children, two languages are present in the home from birth. For other children, exposure to a second language begins once they enter early childhood education programs. It is customary in the literature to distinguish between children who learn two languages simultaneously and children who learn one language after their first language is established. Because so much of language development occurs before the age of three, the usual convention is to divide children at that point. If the second language is introduced before age three, children are thought to be learning the two languages simultaneously; after the age of three, they are engaged in sequential bilingualism (McLaughlin, 1984). 

Furthermore, children differ in their exposure to their languages. Some children receive a great deal of exposure to two languages, whereas for other children one language predominates. In addition, children may be in an environment where the two languages are intermixed in normal adult speech. This practice of "code-switching" is prevalent in many Spanish-speaking communities in California and Texas. Moreover, in migrant Latino families, children may move from one country to another, so that there is a great deal of exposure to English as a second language at some periods, and no exposure at other times. 

At the risk of simplifying these complexities we offer in Table 1 a typology of conditions of language exposure and use by bilingual children. In this table, Type 1 bilingualism represents the case of children who are simultaneously bilingual in the sense that both languages develop equally or nearly equally as they are exposed to both and have good opportunities to use both. Although perfectly balanced bilinguals are rare, many children in early childhood education programs have been exposed to two languages and use both. For example, many children speak Spanish with their parents and older relatives, but English with their siblings and other children. 

Type 2 represents children who have had high exposure to a second language throughout their lives, but have had little opportunity to use the language. For example, many migrant children from Mexico hear English on television, in stores and so on, but use Spanish in everyday communication. When they enter early childhood education programs, these children are likely to make rapid progress in English because their comprehension skills have been developed. 

TABLE 1 

A Typology of Bilingual Development Based on Conditions of Exposure and Use 
	
	Subsequent Experience 

	
	High Opportunity/ motivation for use of both languages: 
	Low opportunity/ motivation for use of both languages: 

	Prior 

Experience 
	High exposure to both languages: 
	Simultaneous Bilingualism 

(Type 1) 
	Receptive Bilingualism 

(Type 2) 

	
	Low exposure to one language: 
	Rapid Sequential Bilingualism 

(Type 3) 
	Slow Sequential Bilingualism 

(Type 4) 


Types 3 and 4 represent children who are learning a second language sequentially, that is, after the first language is established. Type 3 children have also had little exposure to English before entering early childhood education programs, but they use English as much as they can and so are likely to be more rapid learners than are Type 4 children. In the case of Type 4 children, there has been little prior exposure to English and they have few opportunities-or avail themselves of few opportunities-to use English. 

Individual differences in the use children make of the opportunities to use a second language have been noted by many observers. Some children not only use the language as much as possible, but they are "high input generators" in the sense that they get people around them to use English in ways that are most helpful to their learning. Other children tend not to use the language very much and as a result do not get as much help as they could. We will return to the issue of individual differences in the next section. 

LANGUAGE DEVELOPMENT IN BILINGUAL CHILDREN 
Most educators know something about the language development of native English-speaking children. There is a vast literature on the topic, and the benchmarks of language development have been plotted for monolingual children; however, no such benchmarks are available for bilingual children. Children follow different paths to become bilingual and the stages that they pass through can be quite varied. 

Stages of Development 

Currently researchers believe that there is a consistent developmental sequence that children follow in acquiring a first language. If the child acquires two languages simultaneously, the stages of development are the same as they are for monolingual speakers of those languages. There is debate over whether bilingualism results in a slower rate of vocabulary development than is true of children learning the same languages monolingually. Goodz (1994) reports no delay or retardation, but other researchers have reported lower vocabulary scores for bilingual than for monolingual children in a given language (Bialystok, 1988; Doyle, Champagne, and Segalowitz, 1978). 

Typically, children who are learning two languages simultaneously make unequal progress in the languages. One language is more salient from time to time, either because of the input that the child is receiving from other speakers, or because there are more opportunities to use one language than the other. However, there is no simple relationship between a child's proficiency in each language and the amount of input in that language from caregivers and others (Goodz, 1994). 

For children who are learning a second language sequentially, the development progression is somewhat different. Tabors and Snow (1994) argue that such children pass through four distinct stages: 

1. First, the child uses the home language. When everyone around the child is speaking a different language, there are only two options-to speak the language they already know, or to stop speaking entirely. Many children, but not all, follow the first option for some period of time (Saville-Troike, 1987). This of course leads to increasing frustration, and eventually children give up trying to make others understand their language. 

2. The second stage is the nonverbal period. After children abandon the attempt to communicate in their first language, they enter a period in which they do not talk at all. This can last for some time, or it can be a brief phase. Although they do not talk during this time, children attempt to communicate nonverbally to get help from adults or to obtain objects. Furthermore, this is a period during which children begin actively to crack the code of the second language. Saville-Troike (1987) noted that children will rehearse the target language by repeating what other speakers say in a low voice and by playing with the sounds of the new language. 

3. The next stage occurs when the child is ready to go public with the new language. There are two characteristics to this speech-it is telegraphic and it involves the use of formulas. Telegraphic speech is common in early monolingual language development and involves the use of a few content words without function words or morphological markers. For example, a young child learning to speak English may say "put paper" to convey the meaning, "I want to put the paper on the table." Formulaic speech refers to the use of unanalyzed chunks of words or routine phrases that are repetitions of what the child hears. Children use such prefabricated chunks long before they have any understanding of what they mean (Wong Fillmore, 1976). 

4. Eventually, the child reaches the stage of productive language use. At this point the child is able to go beyond short telegraphic utterances and memorized chunks. Initially, children may form new utterances by using formulaic patterns such as "I wanna" with names for objects. In time, the child begins to demonstrate an understanding of the syntactic system of the language. Children gradually unpackage their formulas and apply newly acquired syntactic rules to develop productive control over the language. 

Like any scheme of developmental stages, the sequence outlined here is flexible. At a given stage children have recourse to previously used strategies. Formulaic speech is still used in the stage of productive language use, for example. Rather than speaking of stages, it makes more sense to speak of waves, in that waves can be visualized as moving in and out, generally moving in one direction, but receding, then moving forward again (Olsen Edwards, personal communication, 1994). This seems to capture more accurately the child's development-in language and in other areas as well. 

Furthermore, there are vast individual differences with respect to the rate at which children pass through the different stages. Some children go through a prolonged nonverbal stage, sometimes lasting for a year or more, whereas other children pass through this stage so quickly they seem to have rejected this strategy altogether. Nora, in Wong Fillmore's (1976) study, preferred to interact with English-speaking children and used every opportunity to engage in meaningful conversation in that language. Other learners in the same study chose to speak almost entirely with other children who understood their first language and so made little progress in the second language. 

Language Mixing 
Most observers of children learning two languages simultaneously note that there is some mixing of languages at the lexical level. There is a great deal of controversy about how much mixing occurs and what it means. Recent research by Goodz (1994) suggests that mixing increases somewhat during early childhood, peaking at 30 months or so, and then declining. She followed 13 children and their parents and focused on the input the parents provided. In spite of parents' protestations to the contrary, observations indicated that they did not separate languages by person; rather, in all cases there were situations when parents used their nonnative language with the child. This research was done with French-English speakers in Canada; research with Mexican-American families in the United States indicates mixing is quite common in some communities. 

In such communities mixing languages and switching from one language to another is part of the child's normal linguistic environment. Language mixing and code switching are used for definite communicative needs. Speakers build on the coexistence of alternate forms in their language repertory to create meanings that may be highly idiosyncratic and understood only by members of the same bilingual speech community. In such communities adult code-switching is a rhetorical strategy used in such communicative tasks as persuading, explaining, requesting, and controlling. It is preferred to other rhetorical devices because it has greater semantic power deriving from metaphorical allusion to shared values and to the bilinguals' common problems vis-a-vis the society at large. 

A number of observers have noted that when bilinguals have been interacting mainly with other bilinguals for a long time, the model for each of their languages is not monolingual usage of these languages but rather the languages as spoken by the bilinguals themselves. In these situations, the mixed speech becomes a code of its own-"contact language" (Haugen, 1953) that is used to stress in-group behavior or emphasize informality or rapport. 

It is important for educators in early childhood education programs to realize that language mixing (inserting single lexical items from one language into another) and code switching (switching languages for at least a phrase or a sentence)-are common linguistic devices in many of the communities from which their students come. Rather than indicating that children are confusing their two languages, such phenomena can be a sign of linguistic vitality. Young children in such communities are in the process of learning to switch languages in the sophisticated manner they hear around them. Teachers who switch languages are merely adjusting their speech to the language of the child's community and culture. 

Language Loss and Semilingualism 
It sometimes happens that children lose their first language skills as the second language begins to predominate (Wong Fillmore, 1991). Because of the emphasis put on English in our schools and society, children can gradually lose aspects of their first language. This is sometimes the case in immigrant families, where the parents are learning English and that language begins to predominate in the home. 

Because, developmentally, children may be losing aspects of their first language as the second language is acquired, their performance on tests of language proficiency can be misleading. At a given point in time, their skills in both languages may be relatively weak. This has led some researchers to talk of "semilingualism," a condition where children are not functioning well in either language. Indeed, one often hears teachers decrying the fact that bilingual children "don't know either language." 

Most linguists would restrict the use of the term "semilingualism" to those cases where extreme social deprivation results in bilingual children not functioning well in either language. Although instances of extreme linguistic and communicative deprivation may lead to language pathology, usually what appears to be semilingualism is only a temporary phase in language development. Thus, as shown in Figure 1, there may be a developmental period when lack of use of the first language results in a decline in proficiency while at the same time knowledge of the second language is not yet at an age-appropriate level. 



FIGURE 1 

Semilingualism as a function of declining proficiency in the first language and less than adequate proficiency in the second 

(Note: Due to the constraints of the electronic environment Figure 1 has been omitted.) 



The concept of semilingualism is not a useful way to refer to this developmental phase because, even though a bilingual child's performance in either language may lag behind that of monolingual speakers of the language at some point in development, the child may actually possess a total vocabulary and total linguistic repertory that is quite similar to that of monolingual speakers. Rather, this occurrence may be more appropriately described as a language imbalance, where at certain points in the development of their languages bilingual children do not perform as well as native speakers in either language. There may be shifts back and forth in which language is more proficient, depending on language use and exposure, but most bilingual children are able eventually to come up to age-level proficiency in both languages given more exposure and opportunities for use of the weaker language. 

To summarize, bilingual language development can follow a number of different patterns. Especially for sequential bilinguals (Types 3 and 4), there is often imbalance in the child's languages as one or the other language predominates. For certain children language mixing and code-switching are part of the linguistic repertory. Educators in early childhood education programs need to be sensitive to these complexities in bilingual language development. This does not mean that language assessment is impossible, but it does mean that extra sensitivity is required. 

ASSESSMENT PRACTICES 
Although our society puts a high value on test outcomes, they are often suspect. Garcia and Figueroa (in press) outlined the tests most commonly given to young children in preschool settings. They examined these tests for predictive ability and validity. Among the eleven most widely used tests of school readiness, most have only adequate validity or worse and all have weaknesses of some sort. In spite of the high status of tests in our society, the perception of tests as objective, scientific, and useful is not consistent with the facts regarding language minority children. 

Instead, there is the illusion of objectivity. Because the tests are used to predict a child's success or failure in an instructional sequence or program, predictive criterion-referenced validity is important. Yet the tests do not achieve adequate levels of validity. Because tests are used to make decisions about individual placement, the highest standards of technical excellence are required. Because of their psychometric weakness, there are currently no appropriate tests to assess school readiness for children with limited English proficiency (Salvia and Ysseldyke, 1988). 

Guidelines for Assessing Bilingual Children 

Given the weakness of current assessment procedures and the multifaceted context of learning for culturally and linguistically diverse children, what principles should guide the design of appropriate assessment instruments? We suggest the following: 

· Assessment must be developmentally and culturally appropriate. In addition to taking into account the social and cognitive aspects of development (Bredekamp, 1987), appropriate assessment for language minority children must take into consideration the unique cultural aspects that affect how children learn and relate to other people (Derman-Sparks, and ABC Task Force, 1989). The adult who probes for elaborate speech may elicit culturally appropriate ways of responding rather than test-appropriate ways of answering. Nonverbal cues may be read incorrectly by the child who comes from another cultural background (Lynch and Hanson, 1992). If, as Mehan, Hertweck, and Meihls (1986) claim, the act of testing is a complex social activity, it is imperative to take care to avoid interpretations and prescriptions that are culturally biased and potentially harmful to the individual being assessed. 

· The child's bilingual linguistic background must be taken into consideration in any authentic assessment of oral language proficiency. Bilingualism is a complex concept and includes individuals with a broad range of speaking, reading, writing, and comprehending abilities in each language. Furthermore, these abilities are constantly in flux. The conditions of language dominance are quickly altered, especially in children who return to their family's country of origin on a regular basis. Furthermore, some bilingual children also code-switch, as is demanded by the social context. 

· The goal must be to assess the child's language or languages without standardizing performance, allowing children to demonstrate what they can do in their own unique ways. Assessment must be accompanied by a strong professional development component that focuses on the use of narrative reporting, observations of language development, and sampling the child's language abilities. Teachers and staff need to learn what developmentally appropriate outcomes can be expected based on research in first and second language learning. In particular, they need to know the variety of ways in which children develop a second language. 

· A fully contextual account of the child's language skills requires the involvement of parents and family members, the students themselves, teachers, and staff in providing a detailed picture of the context of language learning and the resources that are available to the child (Nissani, 1990). What is called for is a description of the child's language environment, of the extent to which significant others-adults or children-provide language assistance by modeling, expanding, restating, repeating, questioning, prompting, negotiating meaning, cueing, pausing, praising, and providing visual and other supports. Assessment of the child needs to take into account the entire context in which the child is learning and developing. 

Instructionally Embedded Assessment 
Because of the limitations of current assessment procedures, there is a growing consensus that the way to assess bilingual children in early childhood education programs is through a portfolio assessment procedure that is developmentally appropriate, linguistically multifaceted, and contextual (Meisels, 1991; Navarrete, Wilde, Nelson, Martinez, and Hargett, 1990; Valdez Pierce and O'Malley, 1992). Such an approach uses performance samples and observational methods to gain a full picture of the child's language abilities and emergent literacy learning. 

In order for such an approach to be developmentally appropriate, it must allow for the fact that bilingual language development can follow a number of different paths. A child entering an early childhood education program can have a strong receptive knowledge of a second language (Type 2), can have learned the second language simultaneously with another language and be fairly balanced in both (Type 1), or can have little knowledge of the second language on entering the program (Types 3 and 4). What is developmentally appropriate for one child is not necessarily appropriate for another. 

The procedure must also be culturally appropriate in the sense that there is recognition of the cultural differences between bilingual and mainstream children. Latino or Asian children may have learned different ways of interacting with other children than have monolingual English-speaking children. Children from some cultures learn that it is inappropriate to initiate conversations with adults, to engage with other children competitively, or to look directly at adults. Some children require longer "wait times" before they answer an adult's question. Delay or apparent hesitancy in learning new language skills may actually reflect the difficulties bilingual children have in adapting to new cultural ways of interacting. 

The method used to assess the bilingual child's language abilities should be informal, based on performance samples and observations (Navarrete et al., 1990). Young children, and especially children from culturally and linguistically diverse backgrounds, have not been socialized to the activity of test taking. Rigidly standardized procedures seriously underestimate a child's capability. Instead, the teacher can use performance samples and observations to make decisions about individual children that are ecologically consistent with the nature of early childhood learning and instruction. The data must be systematic and developmental, so that the teacher knows what progress the child is making (Herrell, 1990). 

In addition, because of the current emphasis on emergent literacy in early childhood (Abramson, Seda, and Johnson, 1990; Teale, 1988), it would be beneficial to examine in the context of the child's overall language development, the acquisition of emergent literacy skills, such as knowledge of the functions of written language, emergent storybook reading abilities, writing strategies, and knowledge of letter-sound correspondences (Teale, 1988). By sampling the child's behavior and through structured observations, teachers can begin to develop a picture of the child's growth in various aspects of language and literacy. 

In the current school reform effort, assessment and teaching go hand-in-hand (Herrell, 1990). Assessment should be continuous. When the teacher uses assessments that are an integral part of a classroom activity, it becomes possible to see if the child has learned from the activity. Assessment that informs instruction and follows from it is ecologically valid and pedagogically useful. The model of assessment that we are advocating involves a feedback loop in which assessment is "instructionally embedded." Assessment is intrinsically linked to program goals and affects instructional practice. Such a model is consistent with current thinking about assessment and is appropriate for the needs of language minority children. 

Program goals that are based on developmentally and culturally appropriate guidelines influence both instructional practice and ongoing assessment. Assessment and instruction are seen to interact. Rather than sitting children down to take one-shot tests, the teacher is constantly observing what her children can and cannot do at different times and in different contexts and adjusting her instruction accordingly. This is what happens normally in early childhood education programs where developmentally appropriate instruction is occurring. 

The teacher's running record of the child's growth in each child's portfolio becomes the basis for conferences with parents in which the teacher can document the child's development. The use of authentic assessments will assist the parents in understanding the child's development and how the curriculum furthers that development. Rather than scores on a test that the parents do not understand, the use of instructionally embedded assessment helps parents see what the goals of the early childhood education program are. 

In short, current thinking about assessment practices for language minority children leads to the conclusion that assessment should be instructionally embedded. Especially for children from diverse cultural and language backgrounds, the use of scripted, standardized, norm-referenced measures is inappropriate. Observations and performance sampling at different times and in different contexts allow these children to demonstrate their growth and language competencies. 

THE CALIFORNIA EARLY LANGUAGE DEVELOPMENT ASSESSMENT PROCESS: AN OVERVIEW 
We turn now to a suggested procedure for assessing bilingual preschool children's language development. While this process can be used for all children, it was especially designed to address the needs of children from linguistically and culturally diverse backgrounds. It is called The California Early Language Development Assessment Process (2), and is a systematic and ongoing record of the preschool child's growth and development in oral language proficiency. 

The California Early Language Development Assessment Process is a process, not an instrument, because it is ongoing and continuous, not something administered at a particular point in time. Furthermore, there is room for flexibility to meet local needs. It is assumed that teachers and aides at early childhood development centers will modify the process to their own program. 

There are six steps to the process. Because the process is ongoing, it is represented as a circle. Once one round of the circle is completed, another begins. 



FIGURE 2 

The California Early Language Development Assessment Process 

(Note: Figure 2 has been reconstructed within the constraints of the electronic environment) 
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Step 1: Making a Plan 

Developing a plan for successful appropriate assessment is not easy. A common mistake is to try to do too much at once. There are several guidelines that will make the planning process easier. 

· Make sure that teachers and staff understand the process. The staff in most child development programs is overworked and underpaid. Unless the staff clearly understand the goals and purposes of the assessment process, it is too much to expect that they will enthusiastically embrace what they can easily perceive as another burden. The goal is to help each child to develop fully his or her language competence. 

· Make assessment a part of everyday activity. Decide what will work best for your particular site. Make it easy to gather information and take notes. The staff should get used to jotting down observations about individual children. One strategy is to use "post-its" that can easily be put in the child's portfolio. 

· Capture the variety of the children's uses of language. An appropriate assessment of language development must reflect the various ways in which language is used by children-to make requests, to provide information, to achieve goals, to entertain, to gain attention, and settle disputes. 

· Be sure to pay attention to all children. The danger is that the quiet ones will be ignored. Even if a child is not saying anything, the teacher needs to record how well the child understands what is said and whether he or she can respond appropriately to language. This is especially important with children learning a second language, who may be going through the "nonverbal period." During this time they may not speak much, but their understanding is developing. There are three steps in the planning process-clearly defining the what, the when, and the how. Each of these requires careful consideration. 

The What. There needs to be clarity about what information is to be gathered. Table 2 shows recommended categories of language use for observation. Note that what is assessed is not the components of language but rather how language is used. It is more realistic for busy teachers and staff to make comments on how the child is using the language-including samples of the child's speech-than to decide whether pronunciation, vocabulary, and grammar are developmentally appropriate. It is important to remember that for bilingual children, the staff must observe the development of each of the child's languages. 

The When. Finding time can be a problem. Because everyone is so busy and there are so many other demands on the staff's time, it is best to select two to four children who are the target children for a week. Initially, only a few observations should be made per day. Once the staff is in the habit of making observations, it will be easier to collect more. 

It is important to remember that family members are often a valuable source of information about the preschool child's language. Parents or other family members can be asked about the child's language when they drop the child off in the morning or pick the child up at the end of the day. Once they are asked about the child's language, family members will "learn to see" as they pay increasing attention to the child's language. Often things happen so fast that it is difficult for the staff member to write down what the child said. Sometimes it is possible to take brief notes and write a more full description later. For example, the teacher or aide might write down what the child said and fill in a description of the context later. 



TABLE 2 

California Early Language Development Assessment Process: Categories of Language Use 

(Note: Table 2 has been reconstructed within the constraints of the electronic environment) 

	Use of language to EXPRESS FEELINGS-for example: 

* to express anger 
* to apologize 
* to express joy, pleasure
	Use of language to EXPRESS IDEAS-for example: 

* about how to do class projects 
* about nature, how the world functions 
* about using objects, toys, and tools
	Use of language to ASK FOR HELP-for example: 

* when hurt 
* when trying to solve a problem 
* when working on a class project

	Use of language to ENGAGE IN FANTASY PLAY-for example:

* in playing a role 
* taking turns 
* keeping the fantasy going
	Use of language to DESCRIBE-for example: 

* when telling an original story 
* when recounting past experiences 
* in retelling what was read
* when describing a picture or photo
	Use of language to SOLVE A PROBLEM-for example: 

* to resolve conflict with another child 
* to solve a problem that occurs during a class project, during fantasy play 

	Use of language for PRIVATE SPEECH-for example:

* playing with language in speech to oneself 
* rhyming words, chanting 
* punning
	Use of language to INQUIRE-for example:

* asking for names of things 
* asking how something works 
* asking "why" questions
	.


The How. A common mistake is to try to do too much at once. From two to four children should be selected for observation by all staff members each week. By planning carefully, all children can ultimately be observed in various contexts over the course of a year. This brings us to the next step in the process. 

Step 2: Collecting Information 
The guiding principle in collecting information should be simplicity and ease of use. As educators move away from standardized tests toward more authentic, instructionally embedded instruments, it is necessary to choose procedures that yield meaningful and useful information. 

Observations. The richest source of information about the child's language is observations. One disadvantage of observations is that they require focused attention and are difficult to carry out while interacting with children. If the plan for observations is a reasonable one, however, it should be possible for staff to develop a comfortable pattern to meet the plan's requirements. 

Here are some examples of notes on individual children: 

Jose (four years old): 

Context: Jose was playing with his friend Miguel. 
Observation: Jose switches languages constantly and seems comfortable in both. 
Maria (five years old): 

Context: Maria was playing doctor with two other children in the dramatic play area.
Observation: She was very talkative and engaged in Spanish, but when the other children switched to English, Maria stopped talking. 
Jack (three years old): 

Context: Jack was talking to his teacher. 
Observation: He uses language in original ways. Today he said, "I help you spoon the soup."

Note that the observation notes can relate to any aspects of language, not just those listed in the categories. They can be quite extensive records of an interaction the child was involved in or may be simply a one-line note on an aspect of language such as pronunciation. They can also be direct quotations of things the child says. 

Prompted Responses. A limitation of observations is that it sometimes happens that what one is looking for does not occur naturally. It is sometimes necessary to talk with children, ask them questions, or prompt them to do something to demonstrate the language skills that the teacher or aide is interested in observing. For example, children might not tell stories naturally. It maybe necessary to set up a situation and ask the child to tell a story or recount some event that he or she has experienced. This can be done in several ways, one of which would be to have the child interact with puppets who ask the child to tell them a story before they go to sleep. Prompted responses are more efficient in that the teacher does not have to wait until a child spontaneously tells a story or uses vocabulary items. Instead these informal "prompts" provide authentic information about the child's abilities and about whether they can apply what they know appropriately. The staff member can use the observation form or simply make notes on the child's responses to such prompts. These notes then go in the portfolio with other observations. 

Products of Classroom Activities. Another source of information about a child's language development comes from activities such as stories told to the teacher (dictated stories). Such a product can be written down by the teacher or audio taped and saved for later analysis. A child's poems can provide information about the child's vocabulary, ability to use language in creative ways, and capacity to rhyme words. Children's art work can be a source of information about language development if children are asked to describe their picture to the teacher, to another child or a puppet. 

Information from Parents and Family Members. Information about the preschool child's language development can come from informal or more structured interactions with parents and other family members. On occasion, it is helpful to have specific questions to ask the parent about the child's language. These may validate observations from the classroom or provide more information, for example, about language development in a home language that is not used in the preschool. 

More informal discussions with parents can also provide helpful information. Parents are pleased to have an opportunity to talk about their children. Such exchanges provide information that the teacher may not otherwise know-about a family member who has died or about another event that might affect the child's behavior and mood in preschool. 

It is important that the staff member put aside time to write notes from these informal and more formal contacts with parents and family members. This is critical information for the child's portfolio and for staff meetings where curriculum activities are planned. 

Step 3: The Portfolio 
The concept of a "portfolio" comes from the arts. The artist's portfolio is a collection of paintings, photographs, sculptures, and so forth that represents the artist's work. The child's portfolio is a record over time of the child's development. It contains various sources of information. In the California Early Language Development Assessment Process, the portfolio contains information about the child's language development as reflected in the kinds of information gathered. The portfolio provides a picture of the child's unique capabilities and accomplishments. Portfolios have been compared to photo albums. They refresh our memories of the past, show how the child has changed over time, and serve as a way of familiarizing a new person (staff member) with the child. 

The role of the portfolio is critical. Portfolios are the key link in achieving the basic purposes of classroom assessment: determining children's status and progress, guiding classroom activities and curriculum, providing information for reporting and communication, and suggesting which children might benefit from special help (McAfee and Leong, 1994). Here are some examples of information about language development to include in the portfolio: 

· Staff observations in the form of notes or forms. 

· Notes from situations where the child is prompted to tell a story, engaging in dramatic play, and the like. 

· Products such as poems or stories that the child dictates. 

· Formal and informal information from parents and other family members. 

Staff involved in the portfolio process should receive information and training on what is appropriate to put in the portfolio. Initially, it is probably best to err on the side of caution and use any anecdotal information that the staff wants to include. Later, as the cycle of assessment becomes part of the routine of the program, the staff will learn which observations will be helpful in making future decisions about curriculum activities. 

With bilingual children, it is important to make sure that there is information about language development in both languages. This means that staff, including aides and volunteers who speak the language of the child, must make contributions to the portfolio-even if their time in the center is limited. All staff members need to contribute to the portfolio. 

Step 4: Narrative Summary 
Portfolios provide an ongoing, many-sided and comprehensive statement about the child. Because they contain so much information, it is important to review the material in the portfolio regularly. Narrative summary statements should be made regularly-at least every few months-after reviewing staff observational notes, child's products, and material from parent and family members. The narrative summary is revised periodically. It is a systematic and ongoing record of the child's growth and development in the language area. 

These summary statements become part of the portfolio and are used in staff and parent meetings. They become the basis for decisions about curriculum modifications to fit the needs of individual children or groups of children. 

Writing narrative statements that summarize a child's language development requires skill and experience. In making periodic summaries about the child's language development, the teacher needs to rely on understandings and insights that come from experience in working with young children. The teacher has to combine information from observations and other sources with judgment and intuition. Because assessment is closely tied to instructional process, there are always implications for classroom activities and curriculum. Following are some examples of narrative statements. 

The first is a four-year-old child, Antonio Ramirez, who has been in a bilingual program for nine months: 

Antonio Ramirez is quite fluent in English. He enjoys speaking English and loves to participate in activities with English-speaking children. He makes mistakes in his word order and his pronunciation is still developing. Antonio never uses Spanish in the center, but his parents report that he uses Spanish at home and that he is fluent in Spanish. 

Thu Tran is a three-year-old Vietnamese immigrant who has been in the center for a year. Her narrative statement reads: 

Thu went through a long nonverbal period and now is using various English phrases and expressions picked up from daily routines. She tends to prefer to interact with the adults at the center rather than with other children. Her brother says that her Vietnamese is fine. Her parents report that she talks a lot at home and has no apparent problems with her first language development. 

Michael Chang is two and a half. He has been in the center for six months: 

Michael Chang uses English infrequently. Observations of his play interactions with other children indicate that he is quiet and uses nonverbal methods of communicating. He tends to play with the same few children and is rather shy with adults. He has developed a few phrases which he uses in one-on-one interactions with other children. He seems to understand English well as is indicated by his ability to follow directions and respond to help. However, he only seems to understand when the teacher's language is simple and slow enough for him to understand what is being said. A Chinese-speaking aide reports that his Chinese is well developed. When she is together with him and the other Chinese - speaking children, Michael talks a great deal and displays a marvelous sense of humor, especially in his play with words. 

Step 5: Meeting with Family and Staff 
The next step involves separate meetings with family members and staff. The purpose of these meetings is to review information from the portfolio and the narrative summary and to discuss what instructional strategies and activities would be best for the child. These meetings are an essential part of the assessment process. Enough time should be allowed for thoughtful consideration of assessment information and discussion about how to use this information. Otherwise, the insights and information gained will be lost in the rush of everyday program activities. 

Communicating with Family Members. In the current view of assessment, communication with parents begins long before a parent conference is held. Parent involvement should begin in the assessment planning stage through task forces or advisory panels and the like. Parents should be informed about changes in the assessment plan and their reactions to forms and procedures should be solicited throughout the year. 

An advantage of authentic assessment in communicating with parents is that the information that has been gathered speaks for itself (McAfee and Leong, 1994). The portfolio might contain evidence of a child's growing control of a second language based on observations of interactions with other children and adults. There might be an audio tape of a story the child told in English. 

As parents and teachers go through the portfolio together, there are opportunities for parents to ask questions and share their own experiences. The teacher can gain considerable insight into the child by listening carefully to parent responses and reports on their experiences with the child. Important information about the child's use of language can be gained from parent conferences, especially when the language used in the child development program is different from the language used at home. 

Communicating with Staff. Regular staff meetings-every week is ideal-are a critical element in the assessment process. In these meetings the full picture of a child's language development emerges. Information from the parents can be compared with what the staff has observed. The observations of different staff members can be compared and discussed. 

It can happen that different staff members have very different perceptions of the same child. These need to be discussed fully. For example, it may be that the aide who works with the child in the home language on certain days of the week has a different view of the child's development than does an aide who works with the child in the same language on different days. It may not always be possible to reconcile these different views. It may be the case that the child reacts differently to one person than to another. 

Staff input is essential for the summaries of the portfolio. Often observational notes are written hurriedly and in a shorthand fashion. It is important for the teacher who writes the narrative summaries to clearly understand the meaning of the observational notes written by other staff. Products of children's work should be discussed by all staff. Often the insights of staff members will lead to very different overall interpretations of the child's language development from what the teacher initially held. The periodic narrative summaries for each child should be available for staff to review and comment on. 

In these staff meetings, the curriculum implications of assessment become realized. Through discussion it becomes apparent what activities or environmental enhancements can be presented to foster oral language development for particular children or groups of children. The staff needs to consider in detail how these modifications will be made and who will be responsible for assuring they happen. This brings us to the final step in the process. 

Step 6: Curriculum Development 
A major purpose of assessment is to provide teachers with information on the language development of individual children. This information helps them to plan developmentally appropriate activities that promote further growth. As Bredenkamp pointed out, assessment information "is essential for planning and implementing developmentally appropriate programs" (1987, p. 4). If used correctly, assessment helps teachers decide how long to work on a given goal or objective, when to review material, and when to make changes in curriculum. 

Effective teachers are constantly using informal assessments of their children to guide classroom activities and curriculum. If teachers see that a child or group of children does not understand the activity, they are likely to put time aside to work with that child or group individually or adapt the activity to be more appropriate to the child's developmental needs. Or they may set up cooperative groups of mixed abilities, so that children who have mastered a certain task can work with children who are still learning. 

These adjustments are part of regular preschool activities and curriculum. They result from the teacher's perceptions of what children are capable of and what they need. Authentic assessment is simply a systematic attempt to use the assessment process to benefit curriculum and learning. 

If the preschool teacher feels that a certain child is not developing his or her language skills as well as other children, it might be necessary to refer the child to a speech and language therapist, a hearing specialist, or another specialist. It is important to realize, as we noted earlier, that children learning a second language may go through a developmental process in which, at a certain point, both languages are underdeveloped. Many children pass through this phase and become proficient in one language or the other. 

Here are some examples of the assessment-curriculum interaction. 

Kim Loo 
Narrative summary. After eight months of exposure to English, three-year old Kim is usually silent when she interacts with other children or adults. She is eager to participate in group activities but uses nonverbal means almost entirely. She is alert and attentive, but does not pay attention to signs or written materials in English. Her comprehension of English is improving. She follows directions well and understands short statements and commands in English. According to her parents, Kim speaks and understands her home language, Taiwanese, as would be expected of a child her age. 

Instructional strategy. The teacher decided to use the daily routines of the program to strengthen Kim's English. Because of the repetitive and concrete nature of many everyday routines, they are ideal for helping children acquire vocabulary and word patterns. The staff labeled activities for Kim by talking to her and giving her the words for the activities: "It's snack time. We are having our snacks now. Ready for your snack, Kim?" The teacher also tries to involve Kim in choral activities with other children, such as reciting poems and rhymes. To develop her Taiwanese, the teacher has a Taiwanese-speaking aide read to Kim and other children whose home language is Taiwanese. 

Tony Martinez 

Narrative summary. Tony is quite advanced in his English for a four-year old child. He still has some problems finding the right word and his pronunciation is still developing, but he speaks English fluently and loves to participate in activities with English-speaking children. He uses Spanish at home and his parents say that his Spanish is also developing well. 

Instructional strategy. The staff decides to encourage Tony to be involved in dramatic play to increase his English vocabulary. Tony rarely chooses dramatic play. The teacher knows Tony's father is a carpenter and Tony loves woodworking activities. The staff sets up a dramatic play area with tools and other carpentry props. To assist in Tony's Spanish language development, the teacher also gives Tony's older sister, who is quite fluent in Spanish, some Spanish books to read with him at home. 

Vicki Tamura 
Narrative summary. Five-year-old Vicki's English is developing well. She recalls stories read to her and can retell the stories accurately. She is beginning to show interest in print and pays attention to signs and labels. The Japanese-speaking aide is quite pleased with her Japanese language skills. 

Instructional strategy. Because Vicki enjoys stories, the teacher decides to involve Vicki in storytelling activities. With a small group of other kindergarten children, Vicki thinks of ideas to include in group stories. Each child is asked to tell part of the story to the teacher who will read it to the rest of the class. To foster her bilingual development, the teacher encourages Vicki's parents to continue her after school and Saturday Japanese classes. 

Authentic assessment can be a valuable tool for fostering first- and second-language development. Through their experience with young children, teachers can think of many ways to modify their instruction to fit the child's needs. By showing respect for the child's language and culture and by using assessment to inform instruction, teachers in child development centers can build programs that are culturally and developmentally appropriate. 

CONCLUSION 
Once the six steps are finished, the process begins anew. The goals defined in the next plan will be different, because of the information gained in the first round of the process. The child will have new activities to support his or her growth. Different aspects of a child's language development may be important the next time the process is implemented. 

Obviously, developing a procedure such as the one described above requires a commitment on the part of all parties. The usual objection is that there just is not enough time. Where is a busy staff to find the time to make observations, to write them down, to make up a portfolio, to talk with family members about the child's language development, to meet and write summary statements, to meet and discuss curriculum changes? These are serious concerns that cannot be taken lightly. 

In fact, the only way this kind of assessment can take place is if there is a commitment to reform. A drastic restructuring is necessary in 1) the uses of time, 2) staff professional development, 3) accountability, and 4) relationships with parents. 

The Uses of Time. For the kind of authentic assessment we have described, there has to be a fundamental rethinking of how time is used by center staff. There has to be a new conceptualization of what the staff person's role is. In a certain sense, all staff become researchers-gathering data on their students that are then used to inform curriculum. This is a new role for staff. It will require some adjustment for them to think of themselves as observer-researchers. 

A major part of this adjustment is the requirement to put time aside to make observations and to record them in the children's portfolios. This time has to come from other activities. Staff have to be able to step back and "see," and children need to adjust to the teacher making observations. Children may become curious when a staff member takes notes about their behavior. McAfee and Leong (1994) recommend the following responses: "I'm keeping track of what we've learned and have yet to learn" or "I do this to help me teach better." Saying something like this may help the children understand that the staff member needs quiet time to watch what is happening in the classroom. 

Time also has to be found for meetings with parents and staff to discuss individual children and to plan curriculum changes. These meetings are key to the success of the assessment enterprise and to the center generally. If directors and staff look carefully at how staff meetings are run and how time is spent at these meetings, they will often find that a great deal of time is wasted that could be used to discuss individual children and their competencies and needs. 

Staff Professional Development. Serious reform also requires professional development. Especially in situations where staff are dealing with children who come from culturally and linguistically diverse backgrounds, it is critical that staff have information about language development in general and second-language development in particular. 

The kind of information presented in the first part of this paper is especially important for successful reform and assessment. Staff also need information on what steps are to be taken when there are children with particular needs. Staff need to understand the course of normal language development and what to expect of children at particular ages. They need to be able to determine when there are enough warning signs to suggest that a child is in need of referral. This requires an appreciation for age-appropriate developmental patterns. 

Part of professional development has to do with learning to "see." Over time, staff who take observational notes of children inevitably start seeing more and more, and develop a sense for what is important for understanding a child's development and what is not. They also learn over time what information will be helpful for future modification of the curriculum. There is a learning curve here-as staff engage in authentic assessment, they become better at it. 

Accountability. A key element of reform is accountability. Program goals need to be clearly spelled out and procedures need to be developed to determine whether those goals are being realized. An assessment procedure such as was outlined above forces programs to be clear about their goals in the planning stage. In some cases the program will focus on developing proficiency in English; in other cases the focus will be on home language development. In many programs, the goal will be to develop both languages. Authentic assessment furthers program accountability because of its impact on instruction. Assessment means more than taking a snapshot of the child at a given point in time. Current thinking about assessment uses the metaphor of a video, in which a picture is given of how the child is developing across many points in time. These methods give a clearer picture of the ebb and flow of development, and help staff to formulate curricular modifications. 

Relationship With Parents. Such assessment also provides a way of involving parents in the development of their children. It is important that parents understand the rationale behind authentic assessment and the benefits that this approach carries with it. Parents need to hear how assessment and curriculum development are reflected in the activities the child development program provides for children. Consideration must be given to involve parents who do not speak English. If the teacher does not speak their language, an aide, parent, or older child who speaks the language might act as a translator. 

It is important to be sensitive to the impact of what is said on the family and on the child. Cultural differences can make judgments about what is appropriate very difficult. Teachers sometimes ask more of parents than they can provide. If parents are asked to read more to their child, for example, it may be necessary for the teacher to provide appropriate books. Just asking the parents to read more is not enough if the parents do not have the time or resources to find books. In some cases the parent may not be able to read. 

Parents need information about how oral language develops. Too often they may push too hard or think that language can be taught directly, rather than indirectly through expansions, paying attention to the meaning of words, and enriching the child's language environment. Like staff, parents need to understand the processes of language development and how to observe these processes in their children. As they observe more, pay more attention to language, they will "see" more and be able to be more involved in the process of assessment. 



ENDNOTES: 

1. A fuller discussion of the first two sections in this paper can be found in Fostering the development of first and second language in early childhood: Resource guide. The resource guide is part of a comprehensive training package currently being developed by the Santa Cruz Office of Education for the California Department of Education, Child Development Division, Sacramento, CA. Robert Cervantes, Assistant Superintendent of this division, conceived this project. The authors are indebted to Marcia Meyer and Dale Zevin of the Santa Cruz County Office of Education and to the project's advisory board for their support throughout this project. 

2. A fuller account of this procedure can be found in the Resource Guide, Assessing first and second language development in early childhood, Child Development Division of the California Department of Education, Sacramento CA. Robert Cevantes, Assistant Superintendent of this division, conceived this project. The authors are indebted to Marcia Meyer and Dale Zevin of the Santa Cruz County Office of Education and to the project's advisory board for their support throughout this project. 
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	Assessments for Young Children
What is assessment?
Assessment is the process of gathering information about a student in order to make decisions about this or her education. One kind of assessment procedure is testing. In elementary and secondary schools, tests are given routinely to measure the extent to which we profit from instruction. We may have taken intelligence, aptitude, interest, personality tests or nay number of other kinds of tests.Testing means presenting a person with a set of questions or tasks in order to obtain a measure of performance often represented by a score. the score is intended to help answer questions and produce information about the person tested.

Formal vs. Informal Assessment
Increasingly, educators are finding new ways to evaluate students' school performances using informal rather than formal, or standardized, assessment procedures. Collection of information by means of observation is often thought of as informal assessment, as is information gathered from interviews with parents or past teachers and by using teacher-constructed tests.

Over the past few years, some districts have increased the use of curriculum-based measurements (CBM). Several samples of a student's performance are collected, using items drawn from the local curriculum, usually in basic skill subjects of reading, math, spelling and written expression. Such brief tests are called "probes." Student performances are measured by a frequency count of, for example, words read, written or sequenced correctly, or math problems answered correctly. The norms used to compare a student's performance have been previously determined by testing random groups of students at each grade level. CBM has been used as part of the overall assessment program for purposes of screening, program placement, instructional planning and monitoring student progress. Curriculum-based measurement provides the teacher with a relatively fast and frequent method to measure student progress in the regular school subjects. Both group and individual administration are used, depending on the school subject being tested.

The following are some examples of the two categories:

Formal Assessments
Informal/ Natural Assessments
Norm-referenced tests
Observation
Criterion-referenced tests
Play-based
Check lists and rating scales
Parent interviews
Formal Assessments:
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Norm-referenced
Norm-referenced tests have standardized, formal procedures for administering, timing and scoring. They have been "normed" or administered to a representative sample of similar age or grade level students so that final test results can be compared to students of similar characteristics. Test results indicate a person's relative performance in the group. These standardized tests must be administered as specified in the manual to ensure valid and reliable results.
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Criterion-referenced tests
Criterion-referenced tests (CRT) measure what the person is able to do and indicate what skills have been mastered. CRT compare a person's performance with his or her own past performance. An example is the number of spelling words correct. If Molly spells 15 of 20 words correct, that is 75% correct, higher than the past week when her score was 60% correct. In criterion-referenced measurement, the emphasis is on assessing specific and relevant behaviors that have been mastered rather than indicating the relative standing in the group.


Informal/ Natural Assessments:
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Play-Based Assessment
Play-based assessment is a tool used while a child is playing usually in his/her natural environment. The observer is able to see the interactions between the child and peers as well as noting speech and language, and motor abilities. 
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Checklists and Rating Scales
Checklists and rating scales are used to make judgments about children's behavior. The two should be used in different settings to determine patterns in behavior (Lerner, Lowenthal, & Egan, 1998).
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Parent Interviews
Parent interviews are judgments based upon the observations of significant people in the child's life. 

Types of Assessment for Developmental Areas
Cognition:
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Battelle Developmental Inventory: The Riverside Publishing Company. This test is designed for children birth though age eight. It tests in several different developmental domains such as cognition, motor, self-help, language, and social skills.
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Bayley Scales of Infant Development: The Psychological Corporation. The Bayley is designed for children ages one month through 42 months. The test assesses areas of mental, motor and behavior development.
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Stanford-Binet Intelligence Scale: Fourth Edition. The Riverside Publishing Company. The Stanford-Binet tests individuals ages 2-23. The test measures general intelligence. It focuses on the areas of verbal reasoning, quantitative reasoning, abstract/visual reasoning, and short term memory.
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Wechsler Preschool and Primary Scale of Intelligence- Revised (WPPSI-R): The Psychological Corporation. A standardized test for children ages 41/2 to 6. It assesses areas of language and perception.
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McCarthy Scales of Children's Abilities: The Psychological Corporation. The McCarthy tests children ages 2 1/2-8 1/2. The purpose of the test is to evaluate the general intelligence level of children. It also identifies strengths and weaknesses in several ability areas. These areas include: verbal, perceptual-performance, quantitative, memory, motor, and general cognitive skills.
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Transdisciplinary Play-Based Assessment (TBA): Paul H. Brookes Publishing Company. This informal assessment is for children birth through 6. Through play children can be assessed in areas of cognition, social-emotional, communication and language and sensorimotor.

Language/Communication:
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Sequenced Inventory for Communication Development- Revised (SICD): Slosson Educational Publications. The SICD assesses children ages 4 months to 4 years. The test assesses areas of expressive and receptive language skills.
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Preschool Language Scale - 3 (PLS-3): The Psychological Corporation. This test is designed for children ages birth through 6. The test assesses areas of language including auditory comprehension and expressive communication.
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Clinical Evaluation of Language Fundamental- Preschool: Charles E. Merrill Publishing Company. The assessment identifies nature and degree of language disabilities in the language areas of processing, production, and speech sounds.
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Peabody Picture Vocabulary Test (PPVT-R): American Guidance Service. The Peabody tests ages 2 1/2 to age 40. The purpose of the test is to measure vocabulary in English and non-verbal receptive (hearing). The test uses picture recognition for single word vocabulary.
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Test of Early Language Development (TELD): The TELD assesses children ages three through seven on language development.
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Transdisciplinary Play-Based Assessment (TBA): Paul H. Brookes Publishing Company. This informal assessment is for children birth through 6. Through play children can be assessed in areas of cognition, social-emotional, communication and language and sensorimotor.

Motor:
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Peabody Developmental Motor Scales: The Riverside Publishing Company. The Peabody assesses children ages birth to seven years. The test measures gross-motor and fine-motor development skills.
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Bayley Scales of Infant Development: The Psychological Corporation. The Bayley is designed for children ages one month through 42 months. The test assesses areas of mental, motor and behavior development.
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Transdisciplinary Play-Based Assessment (TBA): Paul H. Brookes Publishing Company. This informal assessment is for children birth through 6. Through play children can be assessed in areas of cognition, social-emotional, communication and language and sensorimotor.

Social/Emotional:
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Child Behavior Checklist (CBCL), This behavior rating scale assesses behaviors associated with learning disabilities. The checklist is designed for children ages 2 through 18. It contains a parent and a teacher checklist.
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Vineland Adaptive Behavior Scale (VABS) The Vineland tests infants to children ages 18 and 11 months. The purpose of the test is to assess social competence. The areas of assessment include: communication, daily living, socialization, and motor skills.
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California Preschool Social Competency Scale: This test assesses children ages 3-6 on self-help and social development.
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Burks' Behavior Rating Scales: The rating scale is designed for children ages 3-6, which assesses the social area of development.
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Transdisciplinary Play-Based Assessment (TBA): Paul H. Brookes Publishing Company. This informal assessment is for children birth through 6. Through play children can be assessed in areas of cognition, social-emotional, communication and language and sensorimotor.

Self-Help/Adaptive:
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Battelle Developmental Inventory: The Riverside Publishing Company. This test is designed for children birth though age eight. It tests in several different developmental domains such as self-help, motor, cognition, language, and social skills.
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Vineland Adaptive Behavior Scale (VABS) The Vineland is for ages birth to 19. The purpose of the test is to assess social competence. The areas of assessment include: communication, daily living, socialization, and motor skills.
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Hawaii Early Learning Profile (HELP) This test is for children ages birth through age three. The HELP is a criterion-referenced tests which assesses children in the developmental areas of self-help, motor, cognition, language, speech, and social development.

For more information concerning tests and assessments visit 
ERIC Clearinghouse on Assessment and Evaluation 
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	The Preschool Perspective on Assessment
Benjamin Kramer
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Is My Child Getting an A for Naptime? 
The notion of preschool assessment produces a slew of anxiety-ridden questions: Is my child good enough? Is he showing some deficiency? Is there a chance of retention? Does a negative assessment in preschool mean the beginning of an unhappy educational experience? And, inevitably, "Isn't my child too young to be receiving grades?"

The reality is that assessment in the preschool, when used properly, can serve teachers and parents in carefully viewing children and their educational environments. It helps teachers and parents to see where children are in their various stages of development, where they are likely to go, and how we, as the adults in their lives, can help them to make comfortable transitions. 

What do preschoolers learn? 
Preschools tend to concentrate on certain areas of development including social skills; fine motor skills (such as drawing, buttoning, and zipping); gross motor skills (such as running, jumping, and catching); prereading skills; prewriting skills; musical abilities; and graphic representation. The levels of development in each of these areas differ from child to child. So much comes into play -- home environments, personalities, sizes, and exposures.

It is not unusual for students to develop quickly in one or more areas, and lag in others. Because of these differences, it becomes difficult for educators to say, "A kindergartener must be able to do this by November, this by February, this by April, and this by June." We can set goals, but every student will reach those goals in different ways and at different times. Instead, a good assessment tool will give "snapshots" of a student and his level of development in many different areas without assigning a judgment to that student's performance. The snapshots show us patterns of development and where we can focus our energies. A child may be artistically ahead of her peers but socially behind; her teachers could use her strengths at the easel to try to bring her into positive contact with her fellow students. 

What about retention? 

I encourage the parents to do two things: First, carefully check the assessments to see where the developmental lags occur; and second, go into that class and observe your child firsthand. If a child stands out as develomentally more immature than the rest of the class, and that immaturity is preventing positive interactions in the class, then you should consider retention as a viable option. Parents should not treat retention as a failure (either the child's or theirs). It is simply an attempt to place a child in a better learning situation. This decision can be very difficult, but when appropriate, retention can remove much of the bewilderment and frustration that can occur when a child feels out of place in a classroom.
In most cases, the only sure-fire prescription for development is exposure and time. Preschoolers cannot cram to learn new skills. We can provide wonderfully stimulating environments, but ultimately, they decide when they are ready for the next step.



Developmentally Appropriate Assessment








The concept developmentally appropriate has been promoted through policies and publications of the National Association for the Education of Young Children (NAEYC), which has a current membership of 93,000 early childhood educators in child care agencies, public and private schools, and postsecondary educational institutions. NAEYC's position statement on Developmentally Appropriate Practice in Early Childhood Programs Serving Children from Birth Through Age 8 defines developmental appropriateness in terms of two dimensions: age appropriateness and individual appropriateness. Early childhood learning environments and experiences are age appropriate when they are consistent with knowledge of how young children of the particular age span typically develop. They are individually appropriate when they respond to the unique "pattern and timing of growth, as well as individual personality, learning style, and family background" of each child in the group. 

The concept of developmental appropriateness is applied to assessment in the following instances: 

"In real life, children are most themselves when they are in familiar environments with adults and children whom they know and trust, engaged in tasks that allow them to use the modalities with which they are most comfortable. In such situations they will most likely demonstrate the knowledge, skills, and attitudes that truly represent their attainments. When we introduce strange people, unfamiliar surroundings, demands for responses to atypical tasks, and constrictions on their usual behaviors, we will likely elicit behaviors that are neither valid nor reliable samples of the children's development and learning." (Hills, 1993, p. 22) 

"Good schools for young children move away from reliance on standardized achievement tests of basic skills, as well as policies of tracking or retaining children. They move toward a philosophy of assessment that is continuous, based on children's performance, and directed by the teacher." (National Association of State Boards of Education, 1991, p. 35) 
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Standardized Tests 








A standardized test is one that is administered under standardized or controlled conditions that specify where, when, how, and for how long children may respond to the questions or "prompts." Standardized tests should meet acceptable standards for technical qualities in construction, administration, and use. 

Goodwin and Driscoll (1980, pp. 59-60) note that standardized tests have the following qualities: 

· They provide a "systematic procedure for describing behaviors, whether in terms of numbers or categories." 

· They include specified procedures for administration and scoring. 

· The test items are derived from experience, either by experiment or observation, rather than theory. 

· They have an established format and set of materials. 

· They present the same tasks and require the same response modes from all test takers. 

· They provide tables of norms (see standards for technical qualities) to which the scores of test takers can be compared in order to ascertain their relative standing. 

The great majority of standardized tests are marketed by commercial test publishers, who have prepared them for use in a broad array of educational institutions in many different settings. This means that they are based on educational objectives common to such diverse schools, and "rarely will these common objectives coincide exactly with the specific objectives of the individual classroom teacher or project director" (Goodwin & Driscoll, 1980, p. 60). 

Individually administered standardized tests can serve important purposes when they are selected wisely and used as intended by the test developers, and their results are not overgeneralized or misinterpreted. Hills (1992) notes:

"The primary strengths of standardized tests, if they are properly designed and properly used, are that they can eliminate biases in assessment of individual children and that they provide data that can be aggregated, permitting comparisons of groups to a standard." (p. 49) 

School personnel must not, however, limit assessment to such tests or allow the tests to dominate assessment of young children. 
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Major Purposes of Assessment







Hills (1992) describes the major purposes of assessment in programs for young children: 

· "Instructional planning and communicating with parents 

· What are this child's strengths, needs, and learning processes? 

· How is this child doing? 

· How will this child's instruction and guidance be planned? 

· What and how can the teacher best communicate with the parents about the status and progress of their child? 

· Identification of children with special needs . . . 

· Can this child's needs be met in this program? 

· If not, how does this program need to be supplemented, or what program is required? 

· Program evaluation and accountability 

· Is this program, as now implemented, meeting its goals and objectives?" (p. 45) 




 HYPERLINK "http://www.ncrel.org/sdrs/areas/issues/students/earlycld/ea5refer.htm" 
References
 

Alternative, Performance-Based Assessment








Alternative assessment is a term used to indicate alternatives to standardized testing. Of the several labels used, Worthen (1993) notes that "the most common include 'direct assessment,' 'authentic assessment,' 'performance assessment,' and the more generic 'alternative assessment' " (p. 445).

Rothman (1995) describes various approaches to alternative assessment:

"As alternatives to traditional tests, the reformers endorse methods that fall generally into three categories: performance-based assessments, projects, and portfolios. While these methods of measuring student performance are not completely new--they have been tried in classrooms and in research settings for many years--they do represent a substantial departure for most schools, particularly when applied to the external testing that has increasingly influenced instructional practice and the public's view of schooling." (p. 70) 

Assessment of young children relies primarily on observation-based approaches, as indicated in the following guiding principles (National Association for the Education of Young Children & National Association of Early Childhood Specialists in State Departments of Education, 1990): 

· "Assessment involves regular and periodic observation of the child in a wide variety of circumstances that are representative of the child's behavior in the program over time. 

· Assessment relies primarily on procedures that reflect the ongoing life of the classroom and typical activities of the children. Assessment avoids approaches that place children in artificial situations, impede the usual learning and developmental experiences in the classroom, or divert children from their natural learning processes. 

· Assessment relies on demonstrated performance during real, not contrived, activities, for example, real reading and writing activities rather than only skills testing. . . ." (p. 14) 

Changes in the Ways Teachers Report to Parents About Children's Performance 







Two of the major emphases of contemporary early childhood education are involvement of parents and collaboration between school and family. Effective communication with parents is of paramount importance in promoting the learning and development of young children. 

Recognizing that traditional report cards with letters or other symbols representing levels of children's progress provide very limited information to parents, teachers of young children--especially at preschool and kindergarten levels--traditionally have relied on teacher-parent conferences to enhance communication. Such conferences may be the primary means of teacher-parent communication about the child or may be supplementary to written reports. 

As school improvement processes have progressed, schools have adopted strategies to expand and clarify the information that teachers share with parents. The Primary Program: Growing and Learning in the Heartland (Nebraska Department of Education & Iowa Department of Education, 1993) lists the following ways for teachers to report children's performance: 

"Informal dialogue; newsletters, e.g., 'This week we studied . . . .'; telephone calls; notes to parents; sending home samples of children's work; sharing children's self-evaluations; home visits by the teacher and classroom visits by the parents; conferences, report cards; and portfolios." (p. 45)

Teachers who have experience in alternative assessment processes report that parents have a clearer understanding of their children's progress when they can see evidence in the form of children's work and documentation of what teachers have observed. Tierney, Carter, and Desai (1991) suggest guidelines for parent-teacher conferences based on the contents of a children's portfolios. They emphasize a description of the child's learning using the portfolio contents as documentation, mutual exchange of information, and development of a collaborative summary of the conference for both parent and teacher to keep. 

Engel (1990) recommends anecdotal reports that summarize a child's progress over a specified period of time. Such reports can identify the child's interests, breakthroughs in understanding, and growing mastery of skills. These reports are useful for parent conferences, year-end reports, and the teacher's own routine recordkeeping. 

Engel (1990) also advocates descriptive inventories to be completed when the teacher has accumulated sufficient "primary data," such as notes on observation of the child and samples of his or her work. She distinguishes between descriptive inventories and checklists or scope-and-sequence charts: 

"Unlike a checklist, an inventory has meaning in terms of the overall picture: No single item represents a necessary achievement. Also, unlike checklists and scope-and-sequence charts, which are set out ahead of the child pointing the way, inventories follow or 'keep track of' what has already happened. This distinction is important: It concerns the difference between prescription and description. We are describing what is--in other words, 'keeping track'--not prescribing what should be." (p. 129) 

Other educators have found checklists useful to demonstrate to parents the categories of child development and learning associated with program objectives. The Child Observation Record or COR (High Scope Educational Research Foundation, 1992), for children 2-1/2 to 6 years of age, provides a form listing items of children's behavior and activities in six categories of development: initiative, creative representation, social relations, music and movement, language and literacy, and logic and mathematics. Teachers score the COR two to three times during the year, indicating on one of five levels the extent to which the child demonstrates the competency, based upon brief observation notes accumulated for each child. The teacher can discuss the COR form with the child's parent, showing examples of the documentation that supports the scoring. 

The Work Sampling System (Meisels, 1992, 1993), for children 3 to 8 years of age, also provides checklists, with performance indicators of skills, knowledge, behavior, and accomplishments, and a set of guidelines to promote consistency in teachers' interpretations and care in classroom observation. The system includes development of portfolios of children's work with specified core items and optional items. The observations-based checklists and the portfolios document a summary report that a teacher prepares for each child three times per year. In preparing the summaries, teachers must reflect upon the data collected and decide what it means about each child's progress. The summaries and portfolio samples are useful for providing parents with a description of their children's work and progress over time. For further information, refer to Performance Assessment in Early Childhood Education: The Work Sampling System (Meisels, 1995).
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Student Portfolios: Classroom Uses

WHAT IS IT? Portfolios are collections of student work representing a selection of performance. Portfolios in classrooms today are derived from the visual and performing arts tradition in which they serve to showcase artists' accomplishments and personally favored works. A portfolio may be a folder containing a student's best pieces and the student's evaluation of the strengths and weaknesses of the pieces. It may also contain one or more works-in-progress that illustrate the creation of a product, such as an essay, evolving through various stages of conception, drafting, and revision. 

More teachers have recently begun using portfolios in all curricular areas. Portfolios are useful as a support to the new instructional approaches that emphasize the student's role in constructing understanding and the teacher's role in promoting understanding. For example, in writing instruction, portfolios can function to illustrate the range of assignments, goals, and audiences for which a student produced written material. In addition, portfolios can be a record of the activities undertaken over time in the development of written products. They can also be used to support cooperative teaming by offering an opportunity for students to share and comment on each other's work. For example, a videotape of students speaking French in the classroom can be used to evoke a critical evaluation of each other's conversational skills at various points during the school year. 

Recent changes in education policy, which emphasize greater teacher involvement in designing curriculum and assessing students, have also been an impetus to increased portfolio use. Portfolios are valued as an assessment tool because, as representations of classroom-based performance, they can be fully integrated into the curriculum. And unlike separate tests, they supplement rather than take time away from instruction. Moreover, many teachers, educators, and researchers believe that portfolio assessments are more effective than "old-style" tests for measuring academic skills and informing instructional decisions. 

WHY TRY IT? Students have been stuffing assignments in notebooks and folders for years, so what's so new and exciting about portfolios? Portfolios capitalize on students' natural tendency to save work and become an effective way to get them to take a second look and think about how they could improve future work. As any teacher or student can confirm, this method is a clear departure from the old write, hand in, and forget mentality, where first drafts were considered final products. 

HOW DOES IT WORK? Although there is no single correct way to develop portfolio programs, in all of them students are expected to collect, select, and reflect. Early in the school year, students are pressed to consider: What would I like to reread or share with my parents or a friend? What makes a particular piece of writing, an approach to a mathematics problem, or a write-up of a science project a good product? In building a portfolio of selected pieces and explaining the basis for their choices, students generate criteria for good work, with teacher and peer input. Students need specifics with clear guidelines and examples to get started on their work, so these discussions need to be well guided and structured. The earlier the discussions begin, the better. 

While portfolios were developed on the model of the visual and performing arts tradition of showcasing accomplishments, portfolios in classrooms today are a highly flexible instructional and assessment tool, adaptable to diverse curricula, student age/grade levels, and administrative contexts. For example: 

The content in portfolios is built from class assignments and as such corresponds to the local classroom curriculum. Often, portfolio programs are initiated by teachers, who know their classroom curriculum best. They may develop portfolios focused on a single curricular area--such as writing, mathematics, literature, or science--or they may develop portfolio programs that span two or more subjects, such as writing and reading, writing across the curriculum, or mathematics and science. Still others span several course areas for particular groups of students, such as those in vocational-technical, English as a second language, or special arts programs. 

The age/grade level of students may determine how portfolios are developed and used. For example, in developing criteria for judging good writing, older students are more likely to be able to help determine the criteria by which work is selected, perhaps through brainstorming sessions with the teacher and other students. Younger students may need more directed help to decide on what work to include. Older students are generally better at keeping logs to report their progress on readings and other recurrent projects. Also, older students often expand their portfolios beyond written material to include photographs or videos of peer review sessions, science experiments, performances, or exhibits. 

Administrative contexts also influence the structure and use of portfolios. While the primary purpose of portfolios for most teachers is to engage students, support good curricula and instruction, and improve student teaming, some portfolio programs are designed to serve other purposes as well. For example, portfolios can be used to involve parents in their children's education programs and to report individual student progress. Teachers and administrators need to educate parents about how portfolios work and what advantages they offer over traditional tests. Parents are generally more receptive if the traditional tests to which they are accustomed are not being eliminated. Once portfolios are explained and observed in practice, parents are often enthusiastic supporters. 

Portfolios may also be used to compare achievement across classrooms or schools. When they are used for this purpose, fairness requires that standards be developed to specify the types of work that can be included and the criteria used to evaluate the work. Guidelines may also address issues of teacher or peer involvement in revising draft work or in deciding on what to identify as a best piece. 

In all administrative contexts, teachers need administrative support to initiate a portfolio program. They need support material such as folders, file drawers, and access to a photocopy machine, and time to plan, share ideas, and develop strategies. 

All portfolios--across these diverse curricular settings, student populations, and administrative contexts--involve students in their own education so that they take charge of their personal collection of work, reflect on what makes some work better, and use this information to make improvements in future work. 

WHAT DOES THE RESEARCH SAY? Research shows that students at all levels see assessment as something that is done to them on their classwork by someone else. Beyond "percent correct," assigned letter grades, and grammatical or arithmetic errors, many students have little knowledge of what is involved in evaluating their classwork. Portfolios can provide structure for involving students in developing and understanding criteria for good efforts, in coming to see the criteria as their own, and in applying the criteria to their own and other students' work. 

Research also shows that students benefit from an awareness of the processes and strategies involved in writing, solving a problem, researching a topic, analyzing information, or describing their own observations. Without instruction focused on the processes and strategies that underlie effective performance of these types of work, most students will not learn them or will learn them only minimally. And without curriculum-specific experience in using these processes and strategies, even fewer students will carry them forward into new and appropriate contexts. Portfolios can serve as a vehicle for enhancing student awareness of these strategies for thinking about and producing work--both inside and beyond the classroom. 

WHAT ARE THE DRAWBACKS? Good portfolio projects do not happen without considerable effort on the part of teachers, administrators, and policymakers. Research shows that portfolios place additional demands on teachers and students as well as on school resources. Teachers need not only a thorough understanding of their subject area and instructional skills, but also additional time for planning, conferring with other teachers, developing strategies and materials, meeting with individual students and small groups, and reviewing and commenting on student work. In addition, teachers may need extra space in their classrooms to store students' portfolios or expensive equipment such as video cameras. 

However, portfolios have been characterized by some teachers as a worthwhile burden with tangible results in instruction and student motivation. (For more information on the role of administrators and policymakers in the success of portfolio programs, refer to the next issue of CONSUMER GUIDE, "Student Portfolios: Administrative Uses," to be published in December 1993.) 

Who is working in this area?

· Winfield Cooper is editor of the quarterly Portfolio News, a publication of the Portfolio Assessment Clearinghouse. Portfolio News provides 20 to 30 pages of articles, project briefs, and other materials by teachers, project directors, and researchers about local and state portfolio projects. It also serves as an information exchange for people interested in portfolios. 

· PROPEL is a continuation of ARTS PROPEL, a cooperative research project involving the Pittsburgh Public Schools, Harvard Project Zero, and Educational Testing Service (ETS). Throughout both stages of the project, portfolios have been used along with classroom observations and external assessments to assess teaming in three content areas--imaginative writing, music, and the visual arts. Information on the PROPEL/ARTS PROPEL approach is now available from ETS in four handbooks--a general overview handbook and one for each of the three content areas. The handbooks describe program and teacher strategies and illustrate student production, perception, and reflection in projects that extend over time. 

· Maryl Gearhart of CRESST is investigating two collaborative research projects involving portfolios in elementary schools. One project involves analyzing issues and problems encountered when teachers use a scoring rubric, originally developed for writing assessments, to score writing collections in student portfolios. Gearhart and her coresearchers called for strategies that "balance the tension between evaluators' needs to constrain and structure portfolios for assessment and teachers' needs to devise portfolio uses that ensure their discretion in curriculum." In the second project, Gearhart is documenting the impact of mathematics portfolios on instructional methods and students' learning and motivation. 

· Richard P. Mills is commissioner of education in Vermont, where fourth and eighth grade students are being assessed in writing and mathematics using three methods: a portfolio, a best piece from the portfolio, and a set of equivalent performance tasks. Even as the results from the first year of implementation are being analyzed, the program is being expanded. 

· Lauren Resnick and Marc Tucker are codirectors of the New Standards Project, which has embarked on a process to develop a new assessment system to support world class standards of performance for all students. The system employs advanced forms of performance assessment, such as portfolios, exhibitions, projects, and timed performance examinations. Among its partners are the following states: Arizona, Arkansas, California, Colorado, Connecticut, Delaware, Florida, Iowa, Kentucky, Maine, New York, Oregon, South Carolina, Texas, Vermont, Virginia, and Washington. 

Where can I get more information?

Winfield Cooper 
PORTFOLIO NEWS 
Portfolio Assessment Clearinghouse 
San Dieguito Union High School District 
710 Encinitas Boulevard 
Encinitas, CA 92024 

PROPEL/ARTS PROPEL 
Pittsburgh Public Schools 
341 South Bellefield Avenue
Pittsburgh, PA 15213 

ARTS PROPEL 
Educational Testing Service 
18-R 
Princeton, NJ 08541 

Ron Dietel 
National Center for Research on Evaluation, 
Standards, and Student Testing 
(CRESST)/UCLA 
145 Moore Hall 
405 Hilgard Avenue 
Los Angeles, CA 90024-1522 
(310) 206-1532 

Richard P. Mills 
Commissioner of Education 
Vermont Department of Education 
Montpelier, VT 05602 
(802) 828-3135 

New Standards Project 
Learning, Research and Development Center 
University of Pittsburgh
3939 O'Hara Street, Room 408 
Pittsburgh, PA 15260 
(412) 624-8319 

Larry Rudner 
ERIC Clearinghouse/AIR 
3333 K Street NW, Suite 300 
Washington, DC 20007 
(202) 342-5060 

Joe McDonald 
Coalition of Essential Schools 
Brown University 
Box 1969 
Providence, RI 02912 
(401) 863-3384 

Ed Roeber 
Council of Chief State School Officers 
1 Massachusetts Avenue NW, Suite 700 
Washington, DC 20001-1431 
(202) 336-7045 

Don Chambers 
National Center for Research in Mathematical 
Sciences Education 
University of Wisconsin at Madison 
1025 West Johnson Street 
Madison, WI 53706 
(608) 263-4285 



By David Sweet 

This is the eighth Education Research CONSUMER GUIDE--a series published for teachers, parents, and others interested in current education themes. 

OR 93-3013
ED/OERI 92-38
Editor: Jacquelyn Zimmermann 



This Consumer Guide is produced by the Office of Research, Office of Educational Research and Improvement (OERI) of the U.S. Department of Education. 



Richard W. Riley, Secretary of Education
Sharon P. Robinson, Assistant Secretary, OERI
Joseph C. Conaty, Acting Director, OR 

-###- 






	Top of Form


[image: image111.png]nihome 1 mynewjersey | people | business | government | departments.




	 

	[image: image112.wmf]


	[image: image113.wmf]
Bottom of Form



	

	
[image: image114.png]new jersey department of education






	
Early Childhood Education »Early Childhood Home 

New Jersey Core Curriculum Content Standards
Printable Version (378 kb PDF)



New Jersey State Department of Education
Preschool Teaching & Learning Expectations:
Standards of Quality
PTM# 1503.18
July, 2004


ACKNOWLEDGMENTS
The New Jersey Department of Education gratefully acknowledges the hard work and dedication of numerous individuals who represented early childhood experts from across the state. They include:

Deborah Allen

Kean University

Sue Anderson

Garfield School District

Carolyn Atherly

Atlantic Human Resources Head Start Program

Adrianna Battista-Werner

Mile Square Child Development Center, Hoboken

Maria Benejan

Bank Street Early Childhood Project,
New York City

Kimberly Brenneman

Rutgers, The State University

Terri Buccarelli

New Jersey Department of Human Services

Paula Bunyan

Essex County Community College Child Development Center, Newark

JoAnn Burns

Millville School District

Linda Byrd

Irvington School District

Lorraine Cooke

Egenolf Early Childhood Center, Elizabeth

Joanne Cote-Bonnano 

Anna DeMolli

Montclair State University 

Paterson School District

Wilma Farmer

Camden School District

Pat Fields

Lucent Technologies

Kimberly Friddell

The IMPACT Center

Maria Garcia

Passaic School District

Peggy Gens

Burlington City School District

Paulina Alvarado Goldman

Hispanic Directors Association of New Jersey

Judith Hall

New Jersey Department of Health and Human Services

Carol Irving

Jersey City Day Care 100, Jersey City

Katie Johnson

Parent Representative, Passaic City

Lorraine Johnson

New Jersey Head Start Association

Jacqueline Jones

Educational Testing Service

Elizabeth Kendall

Montclair State University

Beth Lavin

Rutgers, The State University

Beverly Lynn

New Jersey Department of Human Services

James Lytle

Trenton School District

Colleen Malleo

Passaic School District

Ginny Martin

Community Coordinated Child Care of Union County, Hillside

Linda McGinnis

Keansburg School District

Ruth Piatt

Little Lamb Preschool, Vineland

Kathleen Priestley 

Elizabeth Public School

Marion Rilling

The Graduate School, Rowan University

Nancy Rivera

Newark School District

Victor Sciacchetano

Union City School District

Michael Searson

Kean University

Holly Seplocha

William Paterson University

Barbara Fridy Scott

NJIDEAS

Paquita Roberts

New Jersey Department of Education

Rainie Roncoroni

Phillipsburg School District

Deborah Thompson

The College of New Jersey

Barbara Tkach

New Jersey Department of Education

Carmina Villa

Long Branch School District

Claire Warnock

West New York School District

Timber Washington

Little People At Work Preschool, Neptune

The Department is grateful to reviewers Elena Bodrova of MCREL, Rochel Gelman of Rutgers, The State University and Herb Ginsberg of Teachers College, Columbia University.

The Department acknowledges the following staff members from the Office of Early Childhood Education for their assistance in preparing this document: Jennifer Beaumont, Laverne Blue, Lisa Cuff, Amy Hornbeck, Patricia McMillan, Raymonde’ Morton, Kathleen Priestley, and Elizabeth Vaughan.

The Department also acknowledges staff from other offices for their input in the development of this document. They include: Jay Doolan, Joseph Hatrak, Linda Morse, Jean Voorhees, Robert Riehs, Iris Nagler, Arthur Mitchell, and Janis Jensen.

Special thanks go to the hundreds of individuals who participated in the focus group sessions and responded by letter or e-mail to provide input in the final document.



STATE BOARD OF EDUCATION


TABLE OF CONTENTS
BACKGROUND
HOME, SCHOOL AND COMMUNITY PARTNERSHIPS
LEARNING ENVIRONMENT
THE DOCUMENTATION/ASSESSMENT PROCESS
SOCIAL/EMOTIONAL DEVELOPMENT
CREATIVE ARTS
HEALTH, SAFETY AND PHYSICAL EDUCATION
LANGUAGE ARTS LITERACY
MATHEMATICS
SCIENCE
SOCIAL STUDIES, FAMILY AND LIFE SKILLS
WORLD LANGUAGES
BIBLIOGRAPHY


INTRODUCTION

In April 2000, the Department of Education developed and published the Early Childhood Program Expectations: Standards of Quality [(now called Preschool Teaching and Learning Expectations: Standards of Quality)] as guidance to the adults working with young children. In July, 2004, the State Board of Education adopted these revised Preschool Teaching and Learning Expectations: Standards of Quality. For districts receiving State aid to provide preschool programs, the Standards are requirements for good practice as regulated by N.J.A.C. 6a:8 and N.J.A.C. 6a:10A. For districts not receiving State aid for preschool provision but have or are affiliated with preschool programs, the Standards are guidelines for good practice.

The document, grounded in a strong theoretical framework for delivering high quality educational experiences to young children, does the following: 

Articulates the optimal relationships between and among families, the community and schools; 

Describes developmentally appropriate teaching practices; 

Identifies expected learning outcomes for young children; 

Defines supportive learning environments; 

Links indicators within the expectations document to the Core Curriculum Content Standards; 

Provides guidance on the assessment of young children; 

Provides examples for both preschool teaching practices and learning outcomes within each domain; and 

Provides specific developmentally appropriate practices within the learning environment. 

The Preschool Teaching and Learning Expectations: Standards of Quality sets a standard for preschool learning outcomes and serves as a benchmark for determining how effectively the classroom curriculum is being implemented. In other words, the curriculum is the vehicle for meeting the learning outcomes described here. The term "standards" as it applies to the field of early childhood education, is described in Early Learning Standards: Creating the Conditions for Success, the joint position statement of the National Association for the Education of Young Children (NAEYC) and the National Association of Early Childhood Specialists in State Departments of Education (NAECS/SDE), approved in November, 2003 and endorsed by the Council of Chief State School Officers in April, 2003. The position statement uses the term "early learning standards" to describe expectations for the learning and development of young children. (p.1) The terms are used interchangeably.

Linking the Expectations to the Classroom Curriculum

As with the Core Curriculum Content Standards, the Preschool Teaching and Learning Expectations: Standards of Quality presents standards for all districts in the state. It is to be used as follows: 

A resource for ensuring appropriate implementation of the curriculum being used in the classroom; 

A guide for instructional planning and teaching; 

A framework for ongoing professional development opportunities; and 

A framework for development of a comprehensive early childhood education assessment system. 

Developmentally appropriate practices are the scaffolds for the Preschool Teaching and Learning Expectations: Standards of Quality. Developmentally appropriate practice is based on knowledge about how children learn and develop, variations in development that may occur, and how best to support children's learning and development. It is important to note, therefore, that although the domains are presented as discrete areas, the instructional program has to be delivered in an integrated process through the use of projects and small-group activities.

Preschool education consists of specially designed educational experiences to stimulate, assist, support, and sustain emergent skills before entering kindergarten. Preschools, whether public or nonpublic, aim at providing a wide range of developmentally appropriate experiences that young children need to be successful with the Core Curriculum Content Standards through the selection of curricula that allow for the movement toward, and/or the attainment of, the indicators in the Preschool Teaching and Learning Expectations: Standards of Quality. These experiences are usually shaped by a curriculum.

The curriculum is defined as an educational philosophy for achieving desired educational outcomes through the presentation of an organized scope and sequence of activities with a description and/or inclusion of appropriate instructional materials.

Purpose and Overview of the Expectations

The Preschool Teaching and Learning Expectations: Standards of Quality is not a curriculum. Indicators of high-quality teaching practices that will support and enhance the development of the learning outcomes for students are not intended for use as a checklist. This document presents standards for working with the home, school, and community; for creating and sustaining the learning environment; and for identifying and using appropriate assessment tools and practices. It begins with Home, School and Community Partnerships; the Learning Environment; and Assessment -- the areas essential to a high-quality program and that both support and facilitate teaching and learning in Social/Emotional Development, Creative Arts, Health, Safety and Physical Education, Language Arts/Literacy, Mathematics, Science, Social Studies, and World Languages. An extensive, but not exhaustive, bibliography is provided. The books, articles, and periodicals listed here are valuable resources for any professional library.

Issues of Implementation

This document is developed for use in any program serving preschool children. The preschool environment, materials, and teaching strategies should be adapted as appropriate to meet the needs of all children. The needs of young learners are as diverse as the homes and communities from which they come. There will be learners from many cultural, racial, and ethnic backgrounds. There will be learners from homes and communities where the dominant language is not English. There will be learners needing specialized and focused interventions to support and sustain their educational progress.

Special Educational Needs

This document provides the focus for curriculum determination and instruction for all preschool children ages three and four. This population includes preschoolers with disabilities. Providing appropriate intervention services to these students is in accordance with the Individuals with Disabilities Act Amendments (IDEA) of 1997, which guarantee students with disabilities the right to general education program adaptations, as specified in their Individualized Education Programs (IEPs), after parental consent is granted. These federal requirements are intended to result in adaptations that provide preschool children with disabilities full access to the early childhood education program and the early childhood education curriculum.

Preschoolers with disabilities demonstrate a broad range of learning, cognitive, communication, physical, sensory, and social/emotional differences that may necessitate adaptations to the early childhood education program. Each preschooler manifests his or her learning abilities, learning style, and learning preferences in a unique way. Consequently, the types of adaptations needed and the program in which the adaptations will be implemented, are determined individually within the IEP. Adaptations are not intended to compromise the learning outcomes. Instead, adaptations provide children with disabilities the opportunity to develop their strengths and compensate for their learning differences as they work toward the learning outcomes for all children. The specific models used in addressing the adaptations can range from a fully inclusive classroom to a self-contained classroom, and is determined by the student's need.

Childhood experiences can have a long-lasting implication for one's future. The earliest years of schooling can promote positive developmental experiences and independence and encourage the uniqueness of each child. Preschool programs can be planned and structured so that all children develop the belief that they are "more alike than different." Careful planning is needed to ensure the successful inclusion of preschoolers with disabilities in early childhood education programs. The focus should be on identifying individual student needs, linking instruction to the early childhood curriculum, providing appropriate supports and program modifications, and evaluating student progress.

Diversity and Multiculturalism

The opportunities for learning are strengthened as the connections across the home, school, and community are acknowledged and respected. Multicultural issues (e.g., language, culture, race, ethnicity) and diversity (e.g., different social, economic, lifestyle, physical abilities) are woven into the daily activities of the early childhood education program. A high-quality early childhood education program embraces the heritages of the families being served. Young children are developing their sense of self and of others within their families, classrooms, and communities through exploration. The early childhood education program must, therefore, provide activities, materials, and experiences that allow and encourage young children to become aware of the differences and similarities of the members of the community in which they live.

Young learners arrive filled with curiosity, ability, and past experiences. These past experiences have been nurtured in home environments where racial, physical, ethnic, gender, and socio-economic diversities and biases are present. It is important that the program administration and staff understand their own personal attitudes and biases, be culturally sensitive, and be willing to learn about and accept the range of differences present in the program.

Professional Development

Implementation of these expectations is a continuous, ongoing process. These expectations will result in preparing children to meet the Core Curriculum Content Standards only if there is a commitment to their implementation by all stakeholders. Full understanding of the document and familiarity with the developmentally appropriate practices necessary for its implementation can be fostered through a well-organized and consistent plan for professional development geared to each stakeholder group. 

Local boards of education and boards of child care centers need to make professional development a priority and provide support by allocating necessary resources. 

Administrators need to provide curriculum support, resources, materials and opportunities for staff to improve teaching practices. Preschool directors, principals, education supervisors and directors of special education will need to actively pursue and provide professional development activities and time for teachers to reflect on and refine practice. They will also actively engage themselves in the professional development activities. 

Early childhood teachers and aides, special education teachers, bilingual educators, librarians, support staff, child study team members and related service providers need to review and explore this document together. In addition, each person will be encouraged to independently reflect on this document and implement strategies to improve classroom practices. Classroom teachers and other staff will need to collaborate in program planning and in the implementation of these expectations. 

Families need to become more knowledgeable about developmentally appropriate practices and be made aware of resources and suggestions for affordable access to activities that promote the child’s learning and development. They also need to support their child's growth and development through participation in their child's early childhood education program. 

Colleges and universities need to support the State's efforts to improve preschool practices by providing opportunities for professional preparation specific to the Expectations that will contribute to the attainment of the Preschool - Grade 3 teaching endorsement. 



HOME, SCHOOL AND COMMUNITY PARTNERSHIPS

INTRODUCTION

Supportive partnerships around a child provide the kind of environment in which families, schools, and the community work together to achieve and sustain shared goals for children. Ongoing communication and interaction encourages appropriate and effective learning opportunities for children. A well-defined plan is required for incorporating a wide range of family involvement and educational opportunities into the early childhood education program.

Trust and respect are essential to building collaborative and interactive relationships between school staff and families. These relationships promote the sharing of ideas and learning from each other. An integral component of the partnership is the recognition of the family members as the experts on their children. The program and the program staff must always show respect for the child, the family and the culture of the home.

The National Association for the Education of Young Children’s (NAEYC's) fifth guideline for decisions about developmentally appropriate practice states they come 

"from deep knowledge of individual children and the context within which they develop and learn. The younger the child, the more necessary it is for professionals to acquire this knowledge through relationships with children's families" (NAEYC, 1995) 

thus providing the scaffolding for building reciprocal partnerships among homes, school communities and the community at large. Outlined below is a well-defined plan for establishing and nurturing these reciprocal relationships.

Governance and Structure

The program design provides structure and policies that encourage and support partnerships among home, school and the community at large: 

Family members are involved in aspects of program design and governance (e.g., advisory councils and school leadership/management teams). 

Opportunities are provided for preschool staff and families to develop the skills necessary to actively and effectively participate in the governance process (e.g., workshops offered by the program, seminars sponsored by the Department of Education, speakers and activities sponsored by colleges and universities and/or child advocacy organizations). 

Advisory council meetings and parent programs are held at times conducive to family participation (i.e., activities are not always scheduled at 3 p.m. or at 9 a.m. when most people are at work). 

Program policies actively encourage and support family involvement (e.g., family members are welcomed as volunteers in the classrooms and other areas within the program, family members are encouraged to observe in classrooms, family members see and interact with program administrators formally and informally). 

Culture and Diversity

The program design ensures recognition and respect for culture and diversity: 

Classroom materials reflect the characteristics, values and practices of diverse cultural groups (e.g., there are books in a variety of languages, the art work reflects a broad spectrum of people living and working in many different locations and climates). 

Cultural and religious practices are acknowledged and respected throughout the year (e.g., absences for religious holidays are allowed, dietary restrictions are respected, culturally driven reasons for nonparticipation in some school activities are honored). 

The uniqueness of each family is recognized and respected by all members of the school community (e.g., language, dress, structure, customs). 

Cultural traditions are shared in the classroom and throughout the program (e.g., pictures of specific activities that a student may have participated in are displayed in the classroom). 

Communication

The program design provides a two-way system of communication that is open and easily accessible, and in which families and community representatives are valued as resources and decision-makers: 

Program information is provided to the family in lay terms, in the family's native language and using multiple strategies (e.g., handbooks, videos, e-mail, TV and newspapers). 

Ongoing information concerning program/classroom expectations and activities are provided to families (e.g., regular newsletter for families and the community, strategies for family members to assist a child with specific learning activities, suggestions of experiences that can be provided at home and in the community to extend the child's understanding of an activity done in the classroom). 

Family education is based on the stated needs and interests of the families and includes information such as child development, guidance and positive discipline. Family members are an integral part of the decision-making process for developing the family education program. 

Information about the child and family is solicited before enrollment and at regular intervals throughout the year through home visits, home-school conferences, informal chats, phone calls and notes. 

Documentation of each child's progress and guided by written and verbal communications in the language most comfortable for the family between the program personnel and members of the families. The instructional staff has conversations with family members to understand their goals so that decisions about the most appropriate ways to proceed are made jointly. 

Pertinent information regarding the child's progress is provided to the receiving school when a child transitions from one program to another (e.g., child portfolio, teacher annotations). 

Registration procedures and documents provide essential information about the child (e.g., family contacts, immunization records, special health needs). 

Community Resources and Partnerships

The program design ensures opportunities for building partnerships and accessing community resources: 

Information and referrals regarding community resources are provided to the family, such as employment, health and adult education classes. 

Large corporations, small businesses and other organizations are invited to collaborate in supporting children and families (e.g., creating a community resource board). 

Collaborations between the program and community agencies are facilitated to ensure delivery of services to the family (e.g., a program can offer a meeting space for families to interact with community agencies). 

Family Support

The program design recognizes the family as the expert about its child.

Resources are provided to the family members to enhance the social, emotional, physical and cognitive development of their children (e.g., a newsletter with ideas for educational trips, a listing of books to support the development of emergent literacy and numeracy skills, discussion sessions to share information about activities at local museums and libraries). 

Support networks among families with children enrolled in the program are developed (e.g., monthly potlucks, game days for adults, fairs and craft shows to promote and support the talents of families, babysitting cooperatives, welcome wagons and buddy families). 

Family activities are planned at varying times of the day and week to encourage the participation of as many families as possible (e.g., at breakfast, at the end of the work day and on weekends). 

Encourage family members to visit the program when it is most convenient for them (e.g., to observe their child, volunteer during play, participate at meals and special events). 



LEARNING ENVIRONMENT

INTRODUCTION

A supportive learning environment is created through the interaction of the indoor and outdoor physical environment, the instructional materials, furnishings, interpersonal relationships (adults with children, adults with adults and children with children) and daily routines. It is within this supportive environment that each child's optimal development takes place. The child's development in the four domains - social, physical, cognitive and emotional - is being supported, sustained, extended and enhanced primarily through activities which promote purposeful play. While the adults provide the conditions and the materials that influence how the child plays and extend the activity so that more sophisticated levels of interaction and expression are realized, it is the child who determines the roles and the rules shaping the play.

The learning environment must, therefore, accommodate planned and unplanned, as well as structured and unstructured experiences. Unstructured play should take up a substantial portion of the day. Structured activities such as circle time, small-group time and lunch include the routines that provide stability and familiarity necessary for young children, as well as learning activities integrating the content areas and having specific goals planned by the adults. For structured and unstructured activities, the environment must provide welcoming, safe, healthy, clean, warm and stimulating areas to promote the development of critical thinking skills, foster awareness of diversity and multiculturalism and provide the supports to strengthen, expand and deepen learning.

The instructional materials provide opportunities for children to broaden and deepen their knowledge by providing a variety of firsthand, developmentally appropriate experiences and by helping children acquire symbolic knowledge through representing their experiences in a variety of age appropriate media, such as drawing, painting, construction of models, dramatic play and verbal and written descriptions.

The foundation for creating learning environments that foster optimal development of young children comes from the National Association for the Education of Young Children’s (NAEYC's) principles of child development and learning that inform developmentally appropriate practice. Two principles hold special significance: 

Development proceeds in predictable directions toward greater complexity, organization and internalization; and 

Play is an important vehicle for the child’s social, emotional, and cognitive development, as well as a reflection of development. 

A rich learning environment contains the following elements:

Physical Environment

Provides learning centers that encourage integration of multiple content areas (e.g., in the library center there will be big books, picture books, books with words for adults to read, books representing a broad range of topics, headsets with audiotapes, stories on the computer; in the block center there will be large unit blocks, hollow blocks, cardboard vehicles, audio tapes, pencil, paper and architectural magazines). 

Accommodates active and quiet activities (e.g., the library area may be for children wanting to read alone, quietly listen to a book read by an adult or listen to music through head sets; while the block area encourages lots of movement and discussion to plan and complete projects). 

Provides materials that deepen awareness and knowledge of diversity and multiculturalism (e.g., dolls of different ethnicities and race, musical instruments from a variety of cultures, stories that show how one event is interpreted differently by different cultural groups). 

Allows children easy access to materials.

Provides an ample supply of materials.

Offers opportunities for solitary, parallel and group play in view of an adult.

Provides space for individual, small- and large-group experiences, both indoors and outdoors.

Displays classroom materials at children's eye level.

Creates a literacy-rich environment through a variety of sources for print, audio, video and non-print media. 

Daily Routines
Encourage the development of self-confidence by offering multiple opportunities for making choices, such as deciding on projects, selecting centers or inviting classmates to be a part of an activity. 

Encourage curiosity, problem-solving and the generation of ideas and fantasy through exploration. 

Include activities to meet the individual needs of all children and provide opportunities for success (e.g., recognizing that a particular student would benefit from more fine motor activities by collaborating on a painting activity). 

Provide opportunities for talk and self-expression in English and in the child's home language. 

Encourage and model the use of language in different social groups and situations. 

· Stimulate questioning and discussions during all activities.

· Include the use of technology, such as computers with age-appropriate software, to enhance the development of critical thinking skills.



THE DOCUMENTATION/ASSESSMENT PROCESS
INTRODUCTION
Assessment of young children is an ongoing process which includes identifying, collecting, describing, interpreting and applying classroom-based evidence of early learning in order to make informed instructional decisions. This evidence may include records of children's conversations, their drawings and constructions, as well as photographs of and anecdotal notes describing their behaviors.

Documentation, a preliminary stage in the assessment process, focuses on identifying, collecting and describing the evidence of learning in an objective, nonjudgmental manner. Teachers of young children should take the time to identify the learning goals, collect records of language and work samples, and then carefully describe and review the evidence with colleagues. However, beyond documentation, the evidence must be connected back to the learning goals and, based on these findings, new curriculum strategies may be designed and new questions about the child's learning may be posed.

Careful documentation and assessment can increase the teacher's understanding of normal child development, assist in understanding the needs of the children in a specific class and enhance the teacher's ability to reflect on the instructional program.

Major Purpose of Assessment in Early Childhood
The primary purpose of the assessment of young children is to help educators determine appropriate classroom activities for individuals and groups of children.

The documentation/assessment process should do the following: 

Build on multiple forms of evidence of the child's learning; 

Take place over a period of time; 

Reflect the understanding of groups, as well as of individual children; and 

Reflect sensitivity to each child’s special needs, home language, learning style and developmental stage. 

The information from the documentation/assessment process should do the following: 

Connect to developmentally appropriate learning goals; 

Add to an understanding of the child’s growth and development; 

Provide information that can be applied directly to instructional planning; and 

Be communicated to the child’s family and, to the appropriate extent, to the child. 

Achievement Tests
Individual- and group-administered achievement norm-referenced tests are usually inappropriate tools for assessing young children's development. Such instruments are not typically designed to provide information on how children learn, how they might apply their learning to real-life situations, or how the test results relate to the teacher's instructional goals and planning. 

Developmental Screening Measures
Developmental screening measures are administered to each child individually and are used to identify children who may demonstrate developmental delay with language or motor skills, or problems with vision or hearing. In such cases, the results of the screening measures should be used to determine whether a child needs further comprehensive diagnostic assessment. Information received from a single developmental assessment or screening should never serve as the basis for major decisions affecting a child’s placement or enrollment. Developmental screenings should be viewed as just one component in a comprehensive early childhood education assessment system. Assessment should be tailored to a specific purpose and should be used only for the purpose for which it has consistently demonstrated reliable results. 

Referral for an Evaluation
When a parent or teacher has a concern about a child’s development and suspects a potential disability, the parent or teacher may submit a written request for a special education evaluation to the district’s child study team. The written request (referral) must be submitted to the appropriate school official. This may be the principal at the neighborhood school, the director of the preschool program where the child attends, the director of special education or the child study team coordinator for the district in which the child resides. The child may be eligible for special education. The parent, preschool teacher and the child study team (school psychologist, school social worker, learning disabilities teacher-consultant, speech-language specialist) will meet to determine the need for evaluation, and if an evaluation is warranted, discuss the assessments to be completed. After completion of the evaluation and a determination of eligibility is made, an Individualized Education Program (IEP) is developed for the child by the IEP team (parent, a child study team member, a district representative, the case manager, general education teacher, special education teacher or provider). The team will determine modifications, interventions, support and supplementary services necessary to support the child. To the maximum extent appropriate, preschoolers with disabilities will receive their early childhood education with their non-disabled peers.

Importance of the Documentation/Assessment Process for Teachers' Professional Development
Teachers who use the documentation/assessment process enhance their ability to do the following: 

Respond easier and more effectively to demands for accountability; 

Teach more effectively, using interactive experiences that enhance children's development; 

Make more productive instructional planning decisions (e.g., how to set up the classroom, what to do next, what questions to ask, what resources to provide, how to stimulate each child's development and what external support systems are required); 

Meet more of some children's special needs and interests within the classroom. The ongoing process of identifying, collecting, describing, interpreting and applying classroom-based evidence can help the teacher to become more aware of and develop a broader repertoire of instructional strategies; and 

Identify the most appropriate learning experiences for children. 

The documentation/assessment process can also help young children to perceive learning to be important and worthwhile, as they see their teachers actively engaged in documenting their learning.

Portfolio Assessment
Portfolio assessment is the systematic and intentional collection of significant samples of children's work with the teacher's comments on how the work samples and records of language serve as evidence of the child's movement toward established learning goals. The portfolio process should clearly indicate the learning goals, illustrate and document children's development over a period of time, actively involve children and reflect each child's individual development.

Some Strategies for Portfolio Assessment
Determine the developmental areas to be assessed (e.g., spoken language, art, early literacy, symbolic play, motor skills, math concepts, creativity, peer relationships). 

Identify the documents which best demonstrate development (e.g., drawings, paintings, other artwork, photos, dictated stories, book choices, teacher's notes, audio tapes, graphs, checklists). 

Regularly create a collection of samples with children's input (e.g., record what the children tell you about a variety of things). 

Develop a storage system for the samples of children's work. 

Describe the documents with colleagues in order to gain additional perspectives on the child's development. Study groups of teachers can be formed to collect and describe samples of children's work. 

Connect the children's work to the learning goals. 

Make sure the samples show the full range of what each child can do. 

Collect data that tells a clear story to the audience. 

Observation
Observation of young children is crucial to appropriate documentation and assessment. However, observation is a skill that must be developed and perfected by the teacher over time. In the process of observing children, teachers can make use of the following techniques: rating forms, photography, narrative description, anecdotes, videotaping, journals and the conversations of individual children and groups.

Observation must be intentional. As part of the daily classroom routine, it is probably the most authentic form of assessment. Observing what children do every day is the best place to start when creating a real-life profile of each child.

What to Observe
Patterns in behavior reflecting motivation to learn, explore or investigate a particular thing. These patterns are evidence that a child consistently exhibits these behaviors. 

Problem-solving strategies. 

Patterns of social interaction (i.e., determine individual preferences for large group, small group or solitary play in the classroom and on the playground). 

Key attributes of the child (i.e., identify and list recurring interests). 

How to Observe
Observe regularly with a specific purpose. 

Observe children at different times of the day. 

Observe children in different settings throughout the school or center. 

Observe the usual demeanor of the child, not the unusual behavior or bad days. 

Observe for new possibilities. If a child is having trouble, could the environment or circumstances be changed to assist the child? 

The Parents
Parents should be partners in the accurate and sensitive assessment of young children. The following practices help encourage parental involvement in child assessments: 

Accentuate the positive when assessing children. 

Build assessment comments about how a child is doing into everyday conversations with parents. 

Explain assessment approaches at a parent meeting or workshop. Be clear about the differences between standardized tests and authentic assessment. 

Write about assessment in a newsletter or a special letter home. 

Demonstrate that parents are valued as respected partners in the behavior and progress of children. 

Support comments with documentation showing what the child has accomplished over time. 

The Children
Everyone has a view of a child's abilities, preferences and performances, including the child. To effectively involve the children in their own assessment, do the following: 

Observe and document things the children say and do. Often random statements such as, "I was this big on my last birthday, now I'm THIS big" are evidence that children are capable of assessing what they can do and how they are changing. 

Ask children about themselves. Children will tell you what they do and do not like to do. Some children may prefer a private, intimate setting in which they have your undivided attention, while some children may respond to more informal discussions. 

Ask children to assess their work. Ask children to help decide which work should be included in their portfolio. Respect their choices and responses about their work. 

Let children take pictures of their most prized work from time to time. They can make a bulletin board display of their specially chosen picture portfolio. 



SOCIAL/EMOTIONAL DEVELOPMENT
INTRODUCTION
Social/Emotional growth and learning develops through interactions with others and is interconnected with physical and cognitive domains. Social relationships between adults and children exert a powerful positive influence on children's development. A high-quality preschool program requires a permanent, well-trained teaching staff, who work in partnership with children’s families. These teachers provide an environment for children that is safe, secure, accessible, organized, comfortable, predictable and consistent. In this environment, children are carefully observed as they move through the preschool day in order to systematically assist them in developing social competence and confidence. Teachers listen carefully and adapt their responses to children’s individual social and emotional needs. Teachers support developing self-concept and self-esteem by describing with the children their actions and accomplishments. Throughout the day, teachers coach and guide children as they interact with each other and test their social skills and problem-solving abilities. In this community of learners, children develop the social and emotional competencies they need to fully immerse themselves in the preschool day.

EXPECTATION 1: Children demonstrate self-confidence.
EXPECTATION 2: Children demonstrate self-direction.
EXPECTATION 3: Children identify and express feelings.
EXPECTATION 4: Children exhibit positive interactions with other children and adults. 
EXPECTATION 5: Children exhibit pro-social behaviors.
EXPECTATION 6: Children exhibit attending and focusing skills. 
EXPECTATION 7: Children participate in group routines.
EXPECTATION l: Children demonstrate self-confidence.
Preschool Teaching Practices
· Provide materials and activities to foster learning at the child's developmental level (e.g., knobbed and regular puzzles, looped scissors, open-ended art materials, manipulative sizes to best "fit" the child). 

· Make adaptations to the classroom environment to support individual children's needs (e.g., sensory table, quiet spaces, appropriately sized furnishings and visuals at eye level). 

· Make adaptations to materials and activities to support primary language development (e.g., labels in home language and English with pictures to reinforce, actions with words in both languages, simple directions in two languages, books, music and computer software in two languages). 

· Provide common housekeeping and classroom materials that encourage independence (e.g., brooms and dustpans, scissors, staplers, woodworking tools and authentic household and occupational items that are safe and easily manageable for role-playing). 

· Use children's ideas and interests for activities and in discussions (e.g., tire tracks made by playground bicycle wheels lead to an exploration and discussion of the different tracks made from an assortment of wheels). 

· Use open-ended questions to begin a discussion with children individually or in a group (e.g., "What might happen if . . .?, "What would you do if . . .?"). 

· Model verbal descriptions of children's actions and accomplishments (e.g., "Anna used the paintbrush to make squiggles."). Ask questions that encourage children to describe their actions and accomplishments (e.g., "Joseph, will you tell Maria how you used the computer mouse to change your drawing?"). 

Preschool Learning Outcomes
1.1 Makes independent decisions about materials to use in order to express individuality.

1.2 Makes independent choices and plans from a broad range of diverse interest centers.

1.3 Participates independently in using household and classroom materials.

1.4 Expresses ideas for activities and initiates discussions.

1.5 Participates in discussions with teachers and friends.

1.6 Acknowledges actions and accomplishments verbally and nonverbally.

EXPECTATION 2: Children demonstrate self-direction.
Preschool Teaching Practices

· Organize classroom arrangement and daily routine so that children can independently choose materials and put them away on their own (e.g., keep supplies on low shelves, use child-sized utensils, organize centers so that children can maneuver). 

· Organize and facilitate open-ended and child-initiated activities to encourage independence and self-direction (e.g., Jorge’s interest in trains leads a small group of children to build a train station from found materials in the classroom). 

· Emphasize routines with songs, rhymes, movement and pictures that reinforce independent functioning in the classroom (e.g., pictures that represent the daily schedule, songs as cues during transition times). 

Preschool Learning Outcomes
2.1 Explores and experiments with a wide variety of developmentally appropriate, curriculum referenced materials and activities.

2.2 Demonstrates self-help skills (e.g., puts blocks away, pours juice, uses soap when washing hands).

2.3 Moves through the classroom routines and activities with minimal teacher direction.

EXPECTATION 3: Children identify and express feelings.
Preschool Teaching Practices
· Identify a wide range of feelings with appropriate vocabulary during discussions and storytelling (e.g., "The three little kittens lost their mittens." How do you think they felt?). 

· Provide literature, materials and activities which help children to interpret and express a wide range of feelings of self and others with appropriate words and actions (e.g., drawing, writing, art, creative movement, pretend play, puppetry and role-playing). 

· Model appropriate language for children to use when expressing feelings such as anger and sadness, etc. (e.g., "I felt angry when you pushed me!" "I didn't like it!"). 

· Provide specific techniques for children to learn to channel anger, minimize fear and calm down (e.g., taking three deep breaths, using of words, pulling self out of play to go to "safe spot" to relax, listening to soft music or working with clay). 

Preschool Learning Outcomes
3.1 Labels and describes a wide range of feelings, including sadness, anger, fear and happiness.
3.2 Empathizes with feelings of others (e.g., gets blanket for friend and comforts him/her when he/she feels sad).
3.3 Channels negative feelings such as anger and impulse through specific techniques (e.g., taking three deep breaths, using words, pulling self out of play to go to "safe spot" to relax, expressive activities).
EXPECTATION 4: Children exhibit positive interactions with other children and adults. 
Preschool Teaching Practices
· Comment on specific behavior instead of giving empty praise (e.g., "Shadeen, you knew every word of the `Wheels on the Bus' song."). 

· Encourage nurturing behavior through modeling, stories, and songs. 

· Encourage the use of manners through modeling and role-playing (e.g., holding the door for a friend, "please," "thank you" and "excuse me," etc.). 

· Demonstrate and involve children in respecting the rights of others (e.g., "It is my turn to use the bike, but you can have the bike when I am finished."). 

· Encourage expressing needs verbally by modeling appropriate language (e.g., "Ask Nancy to pass the juice to you."). 

· Involve children in solving problems that arise in the classroom using conflict resolution skills (e.g., talk about the problem, the feelings related to the problem and negotiate solutions). 

· Model positive interaction strategies through self-talk (e.g., the teacher thinking aloud, "Gee, I really want to see the book right now, but Miss Mary is looking at it, so I will wait until she is finished." Then speaking to Miss Mary, "Miss Mary, may I read the book when you are finished?" "Thank you."). 

Preschool Learning Outcomes
4.1 Participates appropriately in classroom activities.

4.2 Demonstrates socially appropriate affection for teachers and friends (e.g., hugs, gets a tissue, sits next to, holds hands).

4.3 Says "thank you," "please" and "excuse me."

4.4 Respects rights of others (e.g., "This painting belongs to Carlos.")

4.5 Expresses needs verbally to teacher and peers without being aggressive (e.g., "I don't like it when you call me dummy. Stop!").

4.6 Demonstrates verbal problem-solving skills without being aggressive (e.g., talks about problem, talks about feelings relating to problem and negotiates solutions).

4.7 Uses self-talk (thinking aloud) as a positive behavior strategy (e.g., after Paula's friend asked her to play, Paula said, "I don't feel like playing right now, so I am going to sit on the on the beanbag chair in the quiet area until I feel better.").

EXPECTATION 5: Children exhibit pro-social behaviors.
Preschool Teaching Practices
· Pair or group children to foster friendship (e.g., partners, buddies, triads). 

· Provide toys and plan play activities to encourage cooperative play (provide two telephones so that children can talk to each other in dramatic play). 

· Collaborate with children on activities using language and pretend skills as needed for play (e.g., teacher pretends to be mother or father in housekeeping corner and soothes her crying baby; teacher and children build a block structure; teacher and children make a cave out of a box and teacher pretends to be a mama bear and the children are bear cubs). 

· Identify strategies to enter into play activities with another child or group of children (e.g., bring materials into play, give a play suggestion, be helpful, give a compliment). 

· Provide the least amount of support that is necessary for children to be successful during activities and play (e.g., teacher may demonstrate pretend play skills and as children become involved in meaningful interaction with other children, the teacher adjusts the level of support). 

· Provide experiences in taking turns (e.g., "Maria gets to pull the wagon one time around the yard and then it is Jack's turn."). 

· Provide experiences that allow children to share toys and materials (e.g., "There is one basket of markers for Christen and Jameer to share."). 

Preschool Learning Outcomes
5.1 Plays independently, in pairs and small groups. 

5.2 Knows how to pretend play.

5.3 Knows how to enter into play when a group of children are already involved in play.

5.4 Takes turns.

5.5 Understands the concept of sharing, and at times, is able to share.

EXPECTATION 6: Children exhibit attending and focusing skills.
Preschool Teaching Practices
· Schedule large blocks of time daily for play inside and outside.

· Provide an interesting range of developmentally appropriate, curriculum referenced materials with additions and modifications to engage interest at different developmental levels. 

· Balance quiet and active times. 

· Begin whole-group activities with a few children while enticing the rest of the group with an engaging activity. 

· Limit whole-group activities to short periods of approximately 15 minutes with interactive involvement (body movement, singing, finger-plays). 

· Keep the number of daily transitions to a minimum. Limit whole-group transitions while organizing them as learning times (e.g., "Children who ride the #4 bus may get their coats." "Armadillo group may go wash their hands."). 

· Model conversation skills (e.g., listening, letting a person finish speaking before taking a turn, staying with one topic, etc.). 

Preschool Learning Outcomes
6.1 Is relaxed and attentive with sufficient energy to meet challenges of the preschool day (i.e., quiet and rest times are alternated with more active classroom and outdoor activities).

6.2 Attends to task for an average of 15 minutes.

6.3 Moves onto next activity without exhibiting signs of stress (i.e., transitions are anticipated by the children and cued by the teacher).

6.4 Demonstrates conversation skills (e.g., listening and waiting for turn to talk).

EXPECTATION 7: Children participate in group routines.
Preschool Teaching Practices
· Greet children individually in the morning and ease the transition from home to classroom by facilitating involvement in morning activities. 

· Provide a consistent and predictable schedule in a developmentally appropriate way (i.e., balanced quiet and active times, large blocks of time for play indoors and outdoors, child-initiated and teacher-directed activities, all activities accommodate differences in developmental levels). 

· Provide a permanent place for storing materials, supplies and belongings. 

· Demonstrate and encourage simple classroom procedures (e.g., choosing a center, moving from one center to the next, putting away books, materials and toys, etc.). 

Preschool Learning Outcomes
7.1 Separates easily from parent.

7.2 Engages in purposeful activity for most of the time while moving independently from one activity to another.

7.3 Uses toys and materials with care and cleans up or puts them away when finished.

7.4 Moves through daily schedule and routines with ease.



CREATIVE ARTS
INTRODUCTION
For children, the critical component of the creative arts is the process rather than the end result or product. Children develop independence, self-motivation and self-expression through concrete, hands-on, individualized learning in environments that stimulate creativity through music, dramatic play, dance and the visual arts. In many instances, creative arts in the preschool classroom are inextricably linked to other curriculum areas. When integrated in a developmentally appropriate way, creative arts promote curiosity, problem-solving abilities, verbal and nonverbal expression and can be used as a strategy for learning about different cultures and content areas.

The teacher needs to be aware of the importance of providing children with the materials and time necessary to explore, experiment and create in their own way. Providing children with the freedom to create, however, does not preclude the teacher from supporting children's artistic development by using strategies such as describing, modeling, feedback and others to scaffold their learning. The teacher should be knowledgeable about the artistic traditions of different cultures and should integrate aspects of such cultures throughout the classroom environment and activities.

EXPECTATION 1: Children express themselves and develop an appreciation for music.
EXPECTATION 2: Children develop an appreciation for dance and movement.
EXPECTATION 3: Children develop an appreciation for dramatic play and storytelling.
EXPECTATION 4: Children develop awareness and appreciation for visual arts (e.g., painting, sculpting and drawing).
EXPECTATION 1: Children express themselves and develop an appreciation for music.
Preschool Teaching Practices
· Provide opportunities for children to play musical instruments (e.g., flute, trombone, triangle, drums, maracas, etc.) in their own way. 

· Model what children can do with instruments (e.g., echoing with instruments, creating different levels of sound by striking different places). 

· Use appropriate musical terminology (e.g., the correct names of instruments, terms such as rhythm and melody). 

· Use songs and rhythmic activities throughout the day. 

· Utilize a variety of music from different cultures and genres for classroom activities (e.g., classical, jazz, rock, reggae, rap, etc.). 

· Provide opportunities to experience performances of music (e.g., performances by members of the local community and/or professional troupes, as well as performances by peers). 

Preschool Learning Outcomes
1.1 Sings alone or with others.

1.2 Uses a variety of musical instruments (e.g., traditional instruments, homemade instruments, his/her body) to create music alone and/or with others.

1.3 Discusses his/her reactions/feelings to diverse musical genres and or styles (e.g., in reaction to listening to a classic lullaby a child might say, "This music makes me feel quiet inside.").

EXPECTATION 2: Children develop an appreciation for dance and movement.
Preschool Teaching Practices
· Provide a range of music from different cultures and genres for dance and movement activities (e.g., classical, jazz, rock, salsa, reggae, rap, etc.). 

· Provide opportunities for children to participate in both structured and unstructured dance/movement activities (e.g., provide music and scarves and encourage children to make up their own dance movements, as well as playing a game that requires children to "freeze" their body in a certain position). 

· Participate in all movement and dance activities with the children. 

· Model different dance movements (e.g., twist, bend, leap, slide). 

· Help children to develop skills needed to perform movements (e.g., the teacher repeats a movement slowly for a child who asks, "How did you do that?"). 

· Use correct terminology when referring to movements (e.g., gallop, twist, stretch). 

· Provide opportunities to experience performances of dance (e.g., performances by members of the local community/professional troupes, peers in classroom). 

Preschool Learning Outcomes
2.1 Explores different ways of moving his/her body with and without music.

2.2 Attempts to move to the beat of music.

2.3 Responds to changes in tempo (e.g., moving slowly or quickly, on tiptoes to soft music, gliding to a waltz).

EXPECTATION 3: Children develop an appreciation for dramatic play and storytelling.
Preschool Teaching Practices
· Provide props and materials that promote children's active participation in dramatic play and storytelling (e.g., dress up clothes, objects from different cultures, story books, flannel boards, puppets). 

· Provide a variety of locations and times throughout the day where children engage in dramatic play and storytelling in their own way (e.g., outside time, reenact a story during circle time, block area). 

· Join in dramatic play to promote the development of cooperation and encourage more complex roles (e.g., scaffold children’s ideas about playing ‘restaurant’ by suggesting that everyone in the restaurant has an important job to do). 

· Expose children to stories from cultures other than their own (e.g., at circle time and informally, during choice times). 

Preschool Learning Outcomes
3.1 Plays a role observed in his/her life experiences (e.g., mom, baby, fire fighter, police officer, doctor, car mechanic).

3.2 Makes up new roles and acts them out, especially from familiar stories.

3.3 Participates with others in dramatic play, negotiating roles and setting up events.

3.4 Differentiates between pretend and real.

EXPECTATION 4: Children develop awareness and appreciation for visual arts (e.g., painting, sculpting, and drawing).
Preschool Teaching Practices
· Display children's art work at eye level. 

· Provide children with access to a variety of developmentally appropriate, curriculum referenced art materials and encourage children to use the materials in their own way (e.g., sculpting materials, paint, crayons, markers, collage materials, glue). 

· Expose children to visual art from different cultures and artistic traditions (e.g., museum postcards and prints, calendar art, internet web sites, videos). 

· Introduce children to terminology used in visual arts (e.g., line, form, color, shape). 

· Emphasize the importance of the art process by employing open-ended process-oriented activities (e.g., the teacher provides children with watercolor paint, paper and brushes and encourages them to paint rather than having everyone make a dinosaur puppet with the same materials). 

· Make specific and nonjudgmental comments about the qualities of children's work (e.g., instead of the teacher saying, "I like the pink flower you painted, it's pretty," he or she could say, "I see you used long, thin, lines for the leaves in your painting."). 

· Plan art activities that extend children's understanding of art techniques (e.g., plan a small-group activity where children explore paint brushes of all shapes and sizes to discover the different types of strokes they make). 

· Use children's work as a springboard to explore and discuss art forms independently and in small groups (e.g., extend children’s understanding of balance, as an element in creating sculpture, to balancing one’s body in different ways). 

· Encourage children to respond to different artworks and to accept the responses of others (e.g., encourage a variety of responses to questions such as, "Are there any happy colors in this painting? Which ones? Why?"). 

Preschool Learning Outcomes
4.1 Plans and works independently to create own art representations.

4.2 Recognizes and describes various art forms (e.g., photographs, sculpture, paintings).

4.3 Explores and describes art choices (e.g., "I used red for my screaming mouth," or "I made lots of little circles because it is snowing so hard.").



HEALTH, SAFETY AND PHYSICAL EDUCATION
INTRODUCTION
Health, safety and physical education in the preschool classroom encourage children to think, experience, explore and make connections to enhance each child's sense of control and competence as a learner at the child's developmental level. The development of health, safety and physical skills extends the children's knowledge of themselves, those around them and their world or culture. This area should be integrated into each of the other content areas.

The preschool environment should be organized to include both indoor and outdoor space to maximize each child's opportunities to develop health awareness, as well as gross and fine motor skills. Through daily indoor and outdoor activities, play, and planned and spontaneous interactions, the teacher will provide a wide range of concrete, developmentally appropriate experiences that assist in the healthy development of each child.

EXPECTATION 1: Children develop the knowledge and skills necessary to make nutritious food choices. 
EXPECTATION 2: Children develop self-help and personal hygiene skills.
EXPECTATION 3: Children develop an awareness of potential hazards to their health.
EXPECTATION 4: Children develop competence and confidence in activities that require gross motor skills.
EXPECTATION 5: Children develop competence and confidence in activities requiring fine motor skills.
EXPECTATION 1: Children develop the knowledge and skills necessary to make nutritious food choices.
Preschool Teaching Practices
· Provide opportunities for children to experience a variety of nutritious food choices. Encourage families to share foods common to their culture. 

· Make available learning materials and activities (e.g., books, play food, food guide pyramid for young children and cooking experiences) to reinforce nutritious food choices. 

· Inform parents about nutritious food choices (e.g., parent conferences, family nights, newsletters). 

Preschool Learning Outcomes
1.1 Identifies and differentiates among foods and food groups (e.g., fruits, vegetables, meats).

1.2 Describes taste, colors, textures, smells, and shapes of food.

1.3 Compares and contrasts foods that are representative of various cultures (e.g., matzo and naan, plantains and bananas).

1.4 Demonstrates and illustrates understanding of nutritious food choices (e.g., through dramatic play, art and creating stories).

EXPECTATION 2: Children develop self-help skills and personal hygiene skills.
Preschool Teaching Practices
· Explain how germs are spread and instruct children in techniques to limit the spread of infection (e.g., explain that there are germs on our drinking glasses which is why we don't share drinks). 

· Model appropriate hand-washing and supervise children's hand-washing (e.g., before and after meals, after toileting, after blowing their noses). 

· Promote the habit of regular tooth-brushing and bathing. 

· Ensure the classroom has materials that will help children practice zipping, snapping, lacing and buttoning. 

· Demonstrate appropriate mealtime behaviors (e.g., sitting during meals, engaging in conversations, asking to be excused from the table when finished eating). 

Preschool Learning Outcomes
2.1 Washes hands at appropriate times.

2.2 Demonstrates strategies that limit the spread of germs (e.g., covering mouth, using clean tissues, or throwing away food that drops on the floor).

2.3 Discusses, describes and demonstrates personal and oral hygiene skills (e.g., through dramatic play, conversations, story-telling).

2.4 Demonstrates brushing teeth, dressing and grooming techniques (e.g., dramatic play and putting on shoes).

2.5 Pours from small pitchers and serves themselves and others.

2.6 Uses utensils at meals to serve self and others.

2.7 Demonstrates appropriate behavior during meals (e.g., food handling, turn taking).

EXPECTATION 3: Children develop an awareness of potential hazards to their health.
Preschool Teaching Practices
· Assess the indoor and outdoor environment daily to ensure a safe and healthy environment. 

· Assure that chemicals, medications or other hazardous materials are stored away from children (e.g., locked cabinets, closed containers). 

· Incorporate information on identifying potential hazards into the curriculum (e.g., using a seat belt, crossing the street, staying away from strangers, understanding the poison symbol). 

· Practice emergency evacuation procedures with the children. 

· Invite community representatives of health, fire and police departments to visit the class to teach about how to follow health and safety precautions. 

Preschool Learning Outcomes
3.1 Recognizes, identifies and alerts adults to potentially harmful conditions/situations.

3.2 Identifies and recognizes warning symbols and communicates their meaning (e.g., red light, stop sign, poison symbol, etc.).

3.3 Behaves appropriately during emergency evacuation drills.

3.4 Identifies community helpers who assist in maintaining a safe environment.

3.5 Knows how to dial 911 for help.

EXPECTATION 4: Children develop competence and confidence in activities that require gross motor skills.
Preschool Teaching Practices
· Promote and encourage activities throughout the day to engage children in gross motor play individually and in groups (e.g., group play, physical activities). 

· Participate and facilitate activities that promote children's movement skills (e.g., crawling through a play tunnel, moving around the classroom without bumping into one another, jumping from a block and landing securely on two feet). 

· Be an active participant in gross motor activities (e.g., run and jump on the playground with the children). 

· Guide and support children in the development of gross motor skills (e.g., demonstrating starting, stopping, turning, leaping, marching). 

· Develop clear, simple playground and classroom safety rules with children. 

Preschool Learning Outcomes
4.1 Demonstrates large movements (e.g., hopping, galloping, jumping, running and marching).

4.2 Uses objects and props to demonstrate coordination and expands spatial and cognitive learning (e.g., balls, hula-hoops, Frisbees, balance beams).

4.3 Independently selects gross motor activities in which to participate.

4.4 Demonstrates safe behaviors while using playground equipment and participating in activities.

EXPECTATION 5: Children develop competence and confidence in activities requiring fine motor skills.
Preschool Teaching Practice
· Provide ample opportunities for children to play with a wide variety of developmentally appropriate, curriculum referenced materials that promote the development of fine motor skills (e.g., completing puzzles, using pegs in a peg board, lacing, painting). 

· Provide support and encouragement while children engage in fine motor activities (e.g., identifying shapes or pictures in a puzzle, locking links together to make a necklace). 

· Plan individual and small-group activities that promote the development of fine motor skills (e.g., large tongs for picking up and sorting items, tools for working with clay). 

Preschool Learning Outcomes
5.1 Demonstrates an increase in fine motor skills (i.e., hand movements that require control, dexterity and eye-hand coordination).

5.2 Independently selects and engages in fine-motor activities of his/her choice.



LANGUAGE ARTS/LITERACY
INTRODUCTION
Literacy learning has a profound and lasting effect on the social and academic lives of children. Their future educational opportunities and career choices are directly related to literacy ability. Since early childhood is the period when language develops most rapidly, it is imperative that young children be provided with a variety of developmentally appropriate literacy and language experiences throughout each day and that the classroom environment is rich with language and print. Early childhood teachers have the responsibility to understand the developmental continuum of language and literacy and to support each child's literacy development.

Literacy learning begins at birth and develops rapidly during the preschool period. The main components of literacy - listening, speaking, reading and writing - should all be encouraged through participation with adults and peers in conversations and activities that are meaningful to the child. Each child's interest and motivation to engage in literacy-related activities are evident before that child is able to read or write conventionally. Children should be provided with environments that encourage literacy exploration, and their emergent reading and writing behaviors should be valued, encouraged and fostered by their teachers.

It is essential that the literacy component of a preschool program provide children who do not speak English with opportunities for listening, speaking, reading and writing in both English and their native language. Programs that help children to communicate proficiently in their home language also help to develop the capacity of the children to learn a second language. It is important for the teacher to recognize the need to make modifications in the presentation of vocabulary, directions, storytelling, reading and other oral language communication when working with children who do not speak English as their native language. These modifications may include the use of culturally appropriate visual aids, scaffolding, repetition, rephrasing and modeling.

EXPECTATION 1: Children listen and respond to environmental sounds, directions and conversations.
EXPECTATION 2: Children converse effectively in their home language, English or sign language for a variety of purposes relating to real experiences and different audiences.
EXPECTATION 3: Children demonstrate emergent reading skills.
EXPECTATION 4: Children demonstrate emergent writing skills.
EXPECTATION 1: Children listen with understanding to environmental sounds, directions and conversations.
Preschool Teaching Practices
· Give progressively more complex directions. 

· Play listening games in which children identify common objects through the sounds they make (i.e., a phone ringing, a truck passing by or blowing its horn, animal sounds, musical instruments, voices of peers in room, etc.). 

· Provide a variety of age appropriate, curriculum referenced listening activities including stories, songs, rhymes, chants and individual conversations. 

Preschool Learning Outcomes
1.1 Follows oral directions that involve several actions.

1.2 Identifies sounds in the environment and distinguishes among them (e.g., a phone ringing, a truck passing by or blowing its horn, animal sounds, musical instruments, voices of peers in room, etc.).

1.3 Listens for various purposes (e.g., demonstrate that a response is expected when a question is asked; enter into dialogue after listening to others; repeat parts of stories, poems, or songs).

1.4 Shows interest, pleasure and enjoyment during listening activities by responding with appropriate eye contact, body language and facial expressions.

EXPECTATION 2: Children converse effectively in their home language, English or sign language for a variety of purposes relating to real experiences and different audiences.
Preschool Teaching Practices
· Engage in many individual and small-group conversations with children throughout the day (e.g., lunch-time, playground, while preparing for rest time), as well as during formal instructional time. 

· Interact with children using rich vocabulary words, descriptive language and somewhat more complex language structures than children typically use (e.g., when responding to a child’s comment that it is starting to rain, the teacher can introduce the word ‘drizzling’.). 

· Extend children's language by asking them to make connections between present knowledge and new vocabulary (e.g., "Why do you think that it's called a spider plant?"). 

· Organize a variety of age appropriate, curriculum referenced activities that encourage oral language development (e.g., joining in pretend play, encouraging children to talk about their experiences in small groups, providing hands-on science activities). 

· Provide materials that encourage oral language development in all areas of the room (e.g., flannel board stories in the library area, puppets and props in the dramatic play area, small plastic figures in the block area). 

· Provide opportunities for children to converse with peers throughout the day and help children initiate the conversations. 

· Introduce songs, finger plays and chants, and engage children in retelling and inventing stories. 

· Ask children to explain their ideas and plans. 

Preschool Learning Outcomes
2.1 Describes previous experiences and relates them to new experiences or ideas.

2.2 Asks questions to obtain information.

2.3 Uses language to express relationships, make connections, describe similarities and differences, express feelings and initiate play with others.

2.4 Listens and responds appropriately in conversations and group interactions by taking turns and generally staying on topic.

2.5 Joins in singing, finger plays, chanting, retelling and inventing stories.

2.6 Uses language and imitates sounds appropriate to roles in dramatic play and sets the stage by describing actions and events.

2.7 Uses language to communicate and negotiate ideas and plans for activities.

2.8 Uses new vocabulary and asks questions to extend understanding of words.

2.9 Connects new meanings of words to vocabulary already known (e.g., "It's called bookend because the books end.").

2.10 Uses complex sentence structure such as compound sentences, if-then statements, and explanations (e.g., "I wanted to make a long snake but Mimi has the scarf." "If I set the table, then you can eat." "Pigs wouldn't like it on the moon because there isn't any mud.").

EXPECTATION 3: Children demonstrate emergent reading skills.
Preschool Teaching Practices 
Developing Print Awareness
· Help children recognize that the written word is represented by symbols through using them in activities and in the environment (e.g., rebuses, picture recipes, traffic signs). 

· Provide literacy props (e.g., empty food and household containers, menus, recipe cards, phone books, order pads) and place books in all classroom centers. 

· Display child-generated print at the children's eye level. 

· Present functional print in the environment (e.g., labels on objects throughout the classroom, and signs with clear meaning that are placed on children's eye level). 

· Use varied, integrated methods to help children learn to recognize letters (e.g., help a child locate his/her artwork by finding the first letter of his/her name, reading alphabet books or playing games that contain alphabet letters). 

Developing Knowledge and Enjoyment of Books
· Create cozy, comfortable reading areas with a variety of age appropriate printed materials (e.g., books, magazines, newspapers, catalogs, circulars, letters and other mail items). 

· Place books that could extend play in different interest areas of the room (e.g., a book about bridges is available in the block area). 

· Provide books and materials that reflect the identity, home language, culture and interests of the class. 

· Read to children daily using age-appropriate, high-quality literature (e.g., picture books, fantasy, big books, books that are predictable and repetitive, informational and culturally diverse). 

· Invite children's participation during storybook reading (e.g., analyzing visual cues, making predictions and making personal connections). 

· Read to children individually, as well as in small and large groups. 

· Call attention to the functions and features of print both while reading and incidentally throughout the day (e.g., two children are arguing over the job of snack helper, and the teacher points out that the person whose name is on the helper chart starts with an uppercase R. While reading a story, the teacher points out that the words are separated by spaces.). 

· Provide opportunities for children to listen to and participate in stories, rhymes, poems and songs in various languages. 

Enhancing Phonological Awareness
· Lead activities and stories that have repetitive patterns, rhymes and refrains. 

· Draw children's attention to the sounds they hear in words (e.g., asking children whose names start with the "S" sound to go wash their hands for snack, using rhythm sticks to tap out the syllables in their names). 

Preschool Learning Outcomes
Print Awareness
3.1 Identifies the meaning of common signs and symbols (e.g., pictures, recipes, icons on computers or rebuses).

3.2 Recognizes print in the local environment (e.g., exit sign, area labels, written directions such as such as the steps for hand-washing).

3.3 Recognizes that a variety of print letter formations and text forms are used for different functions (e.g., grocery list, menu, store sign, telephone book, newspaper and magazine).

3.4 Identifies some alphabet letters by their shapes, especially those in his/her own name.

3.5 Recognizes own name in a variety of contexts.

3.6 Recognizes that letters form words.

3.7 Recognizes that it is the print that is read in stories. 

Developing Knowledge and Enjoyment of Books
3.8 Displays book handling knowledge (e.g., turning the book right side up, using left to right sweep, turning one page at a time, recognizing familiar books by cover).

3.9 Exhibits reading-like behavior (e.g., pretend to read to self and others and read own writing).

3.10 Uses a familiar book as a cue to retell their version of the story.

3.11 Shows an understanding of story structure (e.g., comment on characters, predict what will happen next, ask appropriate questions and act out familiar stories).

3.12 Asks questions and makes comments pertinent to the story being read and connects information in books to his/her personal life experiences.

Phonological Awareness
3.13 Engages in language play (e.g., manipulate separable and repeating sounds).

3.14 Makes up and chants own rhymes (e.g., when playing in the water table, saying "squishy, wishy, dishy soap," or at lunchtime, children are conversing and say, "A light is for night.").

3.15 Plays with alliterative language (e.g., "Peter, Peter Pumpkin Eater").

EXPECTATION 4: Children demonstrate emergent writing skills.
Preschool Teaching Practices
· Encourage children's interest in writing using enjoyable and engaging methods (e.g., having children dictate stories, helping children make books, encouraging them to attempt to write their names on their own work, joining a child to make a list of ingredients needed for a cooking project). 

· Respond positively to all writing efforts (e.g., scribbling, letter strings, and non-conventional spelling). 

· Provide a variety of writing tools (e.g., pencils, crayons, chalk, markers, rubber stamps and computers) and surfaces (e.g., paper, cardboard, chalkboard, wood and concrete) in many areas of the classroom. 

· Provide children the opportunity to choose and use writing implements daily. 

· Model writing in a variety of genres (e.g., lists, messages, dictated stories and charts) and explain the connection between spoken and written words. 

Preschool Learning Outcomes
4.1 "Writes" messages as part of play and other activities (e.g., drawing, scribbling, making letter-like forms, using invented spelling and conventional letter forms).

4.2 Attempts to write own name on work.

4.3 Attempts to make own names using different materials, such as magnetic letters, play dough, rubber stamps, alphabet blocks or a computer.

4.4 Asks adults to write (e.g., asks for labels on block structures, dictation of stories and list of materials needed for a project).



MATHEMATICS
INTRODUCTION
Young children experience mathematics naturally and spontaneously as they explore, interact and try to make sense of their world. Young children in a high-quality preschool classroom are introduced to and actively engage in key mathematical concepts, language and processes. Teachers observe each child as they make choices and play in a supportive learning environment. They note interests and strengths and assess each child's prior experience and informal knowledge. They use their knowledge of child development and remember not to underestimate what children can accomplish. They provide support and use appropriate teaching strategies.

Teachers integrate math into all aspects of the daily routines through individual and small-group choices and transitions, and also allot time for in-depth, planned, small-group experiences that include interaction, problem-solving and reflection. Teachers recognize the strong connection between math and literacy and the other content areas. Whenever possible, the teacher includes and shares his/her findings with each child's family. Over time, teachers and parents will grow and support each other as models for the children. The children's early interest and the adults' commitment will provide a strong foundation and the confidence necessary for mathematics enjoyment and proficiency in school and life.

EXPECTATION 1: Children demonstrate an understanding of number and numerical operations.
EXPECTATION 2: Children develop knowledge of spatial concepts, e.g., shapes and measurement.
EXPECTATION 3: Children understand patterns, relationships and classification.
EXPECTATION 4: Children develop knowledge of sequence and temporal awareness.
EXPECTATION 5: Children will use mathematical knowledge to represent, communicate and solve problems in their environment.
EXPECTATION 1: Children demonstrate an understanding of number and numerical operations.
Preschool Teaching Practices
· Make materials and books that promote number exploration accessible to the children (e.g., collections of small objects, cash registers with money, number puzzles, counting books and games, egg cartons and plastic eggs, etc.). 

· Encourage children to compare numbers frequently through questions and graphing (e.g., "Are there more people riding in the bus or in the airplane you made?" "Are there more people here whose favorite color is yellow or more who like green?"). 

· Integrate purposeful counting experiences throughout other learning opportunities (e.g., taking attendance, following the rule to stay three steps behind another person climbing the ladder of the slide). 

· Encourage and support individual attempts to learn to count numbers. Encourage counting to 30+. 

· Provide children opportunities to use estimation skills during daily activities by asking interesting and relevant questions (e.g., "How many strips of paper will you need for the bird's tail?"). 

· Model addition for children by using counting to combine numbers (e.g., "Maria has two blocks and Justin has three. There are five blocks altogether: 1,2,3,4,5."). 

· Model subtraction for children by using counting to separate numbers (e.g., "There are five cars on the carpet: 1,2,3,4,5. Three cars are red and two are blue. I am putting the two blue cars in the basket. There are three red cars left on the carpet."). 

· Foster one-to-one correspondence throughout the day (e.g., select a child to give out placemats and napkins at mealtimes, give each child a bag or basket of materials at small-group time, return containers of play dough to labeled shelves, etc.). 

Preschool Learning Outcomes
1.1 Demonstrates understanding of one-to-one correspondence (e.g., places one placemat at each place, gives each child one cookie, places one animal in each truck, hands out manipulatives to be shared with a friend saying "One for you, one for me.").

1.2 Spontaneously counts for own purposes (e.g., counting blocks or cars, counting beads while stringing them, handing out napkins).

1.3 Learns to say the counting numbers.

1.4 Discriminates numbers from other symbols in the environment (e.g., street signs, license plates, room number, clock, etc.).

1.5 Recognizes and names some written numerals.

1.6 Compares numbers in different contexts (e.g., using words such as more and less).

1.7 Uses estimation as a method for approximating an appropriate amount (e.g., at snack time, deciding how many napkins to take from a large pile for the group, determining number of blocks to use when building structures).

1.8 Adds two groups of concrete objects by counting the total (e.g., three blue pegs, three yellow pegs, six pegs altogether).

1.9 Subtracts one group of concrete objects from another by taking some away and then counting the remainder (e.g., "I have four carrot sticks. I'm eating one! Now I have 3!").

EXPECTATION 2: Children develop knowledge of spatial concepts, e.g., shapes and measurement.
Preschool Teaching Practices
· Provide materials both indoors and outdoors, for children to develop a spatial and geometric sense (e.g., items to fill and empty, fit together and take apart, arrange and shape; materials that move; tunnels to crawl through; photos and pictures that show different views). 

· Use everyday experiences to foster understanding of spatial sense (e.g., talk about locations in the school, map the classroom). 

· Use positional words such as over, under, behind, in front of and up to describe the relative position of items and people and encourage the children to use them (e.g., "Michael is sitting next to Ana." "I see that you used yellow paint under the blue stripe on your painting." "Sam is putting his bears under the bowl." "The car is on the right."). 

· Provide standard and nonstandard measurement materials both indoors and outdoors (e.g., unit blocks, inch cubes, rulers, cups, buckets, balance scales, water and sand tables, etc.). 

· Provide opportunities for children to explore the differences between two- and three-dimensional shapes and constructions (e.g., faces of attribute blocks, balls, blocks of all shapes, boxes, beads, etc.). 

· Introduce the vocabulary relating to two-dimensional and three-dimensional shapes and constructions (circle, sphere, square, cube, triangle, rectangular prism, pyramid etc.). 

· Help children to explore symmetry in their block constructions and in photographs and designs. 

Preschool Learning Outcomes
2.1 Identifies basic shapes in the environment (e.g., circle, square, triangle, cube, sphere).

2.2 Uses standard and nonstandard measurement units (e.g., measuring body length with unifix cubes, using a tape measure to gauge height of block construction, counting the number of cups it takes to fill a bucket with water).

2.3 Uses vocabulary to describe distances (e.g., "It was a really long walk to the playground.").

2.4 Uses vocabulary to describe directional concept (e.g., "Watch me climb up the ladder and slide down.").

2.5 Uses positional words in a functional way (e.g., "I put the red block on top of the cabinet.").

2.6 Makes three-dimensional constructions and models (e.g., sculptures that have height, depth and width).

2.7 Makes connections between two dimensional and three dimensional forms (e.g., circle-sphere, square-cube, triangle-pyramid).

EXPECTATION 3: Children understand patterns, relationships and classification.
Preschool Teaching Practices
· Provide materials for children to sort, classify and order (e.g., buttons, beads, colored craft sticks, bowls and trays and computer games with patterns to create or extend). 

· Create a simple pattern and ask children to repeat or insert missing elements (e.g., "I made a pattern in my tower: red block, blue block, red block, blue block. What color block should go next?"). 

· Call attention to patterns in the environment, including visual and non-visual patterns (e.g., stripes on a child's shirt, flowers outside, songs and chants). 

· Plan and set up activities involving various types of patterns (e.g., songs, musical instruments, transition signals and activities). 

Preschool Learning Outcomes
3.1 Sorts objects into groups (e.g., separate basket of collected items into piles of pinecones, acorns and twigs).

3.2 Classifies objects by sorting them into subgroups by one or more attributes (e.g., sorting counting bears by color into trays, separating a mixture of beans by individual size and shape).

3.3 Describes an object by characteristics it does or does not possess (e.g., "This button doesn't have holes.").

3.4 Seriates objects according to various properties including size, number, length, heaviness, texture (rough to smooth) or loudness.

3.5 Identifies patterns in the environment (e.g., "Look at the rug. It has a circle, then a number, then a letter...").

3.6 Represents patterns in a variety of ways (e.g., stringing beads red/green/red/green/red/green, arranging buttons big/bigger/biggest, or singing songs that follow a simple pattern).

EXPECTATION 4: Children develop knowledge of sequence and temporal awareness.
Preschool Teaching Practices
· Provide and frequently refer to visual representations of the routines of the day (e.g., post pictures or photos of children that depict the daily schedule and note any changes that occur). 

· Describe series of events or directions and provide print to reinforce the concept (e.g., child puts on a smock, fills paint cup, paints picture, hangs picture to dry; describe steps to washing hands properly; follow class recipe). 

· Use sounds, songs or movements to signal transitions such as clean-up time. 

· Use words to describe movement and passage of time, such as morning, yesterday, tomorrow, shorter time, longer time, etc. 

Preschool Learning Outcomes
4.1 Starts and stops on a signal (e.g., freezing in position when the music stops).

4.2 Describes the sequence of the daily routine and demonstrates understanding of basic temporal relations (e.g., "We will go outside after snack time.").

4.3 Arranges pictures of events in temporal order (e.g., first, a photo of the child eating breakfast; second, a photo of the child getting on the bus; third, a photo of the child in the classroom).

EXPECTATION 5: Children use mathematical knowledge to represent, communicate and solve problems in their environment.
Preschool Teaching Practices
· Encourage students to use mathematics as a communication tool by modeling mathematical vocabulary and symbolism (e.g., circle, square, equals, "what would happen if. ..?," same, different, more, fewer, takes longer, etc.). 

· Encourage students to use mathematical knowledge as a problem-solving tool by asking open-ended questions and asking for more information (e.g., "Tell me about what you did." "Would you use the same number again?" "What shape did you use?" "What size could you use that will make it stand up better?" "What were you thinking when you put this one over here?"). 

· Encourage students to make connections between mathematics and other content areas and real-life situations (e.g., teacher says to Desiree, "Your name is longer than Sam's because it contains more letters." "You and Oxcheanna go home on the same bus, Number 14."). 

Preschool Learning Outcomes
5.1 Uses mathematical terms when conversing with others (e.g., "Which car is faster?" "My building is taller than yours." "I have more sand in my bucket.").

5.2 Uses emergent mathematical knowledge as a problem-solving tool (e.g., Maritza notices that Juan has more carrot sticks than she does. She says, "May I have some of yours? Then we will have the same amount." Jorge decides to fill his bucket by using small cups of water when he realizes that he cannot fit the bucket under the faucet).

5.3 Describes how he/she solved mathematical problems in his/her own way.



SCIENCE
INTRODUCTION
Young children have informal experience with science before they enter preschool. They have been using their senses to explore the environment and make sense of their world. They have been constructing knowledge by interacting with objects and people. Young children in a high-quality preschool classroom continue to construct knowledge while exploring their interesting indoor and outdoor learning environments. They will be developing concepts and acquiring processes during their play, as they observe, manipulate, discover and solve problems.

Teachers in a high-quality classroom use their knowledge of child development and experience to interact, encourage, use scientific language, extend and reinforce concepts as these experiences occur. Teachers know that learning science through inquiry requires both child curiosity and adult guidance. Teachers acknowledge and value the child's natural curiosity. Teachers know that some mathematical concepts are essential to solving some science problems and other science process skills are essential for both. They know that math and science are best learned when integrated within real life experiences and into the daily routine during individual and small-group times. Science in preschool will be integrated with other content areas into the day. Teachers plan to introduce materials, techniques and technology that allow for reflecting, making connections, recording and representing. Observations and predictions are recorded through notes, drawings, graphs, etc. Content, however, must be carefully considered in relation to the children's development and sensitive to their interests.

Teachers include parents and community members whenever possible in observation, participation, and sharing in classroom activities and events. Parents' knowledge, experience and efforts are an integral part in the effort to model a positive attitude toward science in school and at home. Thus an effective home-school-community partnership contributes to a strong, well-balanced program.

EXPECTATION 1: Children develop inquiry skills, including problem-solving and decision-making.
EXPECTATION 2: Children observe and investigate the properties of objects, both living and nonliving.
EXPECTATION 3: Children explore the concept of change in both living and nonliving entities and in the environment.
EXPECTATION 4: Children develop an awareness of the environment and human responsibility for its care.
EXPECTATION 1: Children develop inquiry skills, including problem solving and decision-making.
Preschool Teaching Practices
· Provide a supportive classroom climate that will encourage children to develop inquiry skills, solve problems and make decisions as part of their daily activities both indoors and outdoors. 

· Equip the classroom with nature/science materials that children can explore independently (e.g., science-relevant materials, collections of objects such as rocks, pine cones, seed pods; nature/science books; nature sequence cards (the life cycles of plants, insects, animals); magnifying glasses; measuring tools; water and sand tables; plants; journals for recording; audio-visual materials and computer software). 

· Integrate basic technologies as tools to support scientific inquiry (e.g., computers, balance scales, magnifiers, etc.). 

· Plan for specific small-group activities that include simple experiments and cooking (e.g., freezing and melting, the effect of blowing through straws and hollow tubes on common objects, the effect of different kinds of liquids on growing seeds, the effects of darkness and light). 

· Use appropriate science vocabulary including predict, check, test, research, observe, experiment. 

· Facilitate individual and small-group discussions about reflections and observations. 

· Record and allow children to record observations, predictions and findings frequently (e.g., simple charts). 

Preschool Learning Outcomes
1.1 Asks questions relating to own interests and current classroom activities (e.g., "What do you think the inside of this nut looks like?").

1.2 Makes observations (e.g., "Look, this tree has big, green leaves. That one has needles.").

1.3 Makes predictions (e.g., "This car is really heavy. I'll bet it sinks to the bottom of the water.").

1.4 Answers questions or tests predictions using simple experiments or research media (e.g., cracking a nut to look inside, putting a toy car in water to determine whether it sinks or using a book or Web site to find out about different types of leaves).

1.5 Discusses, shares and records findings (e.g., drawing and "writing" in journals, making rubbings, charting the growth of plants).

EXPECTATION 2: Children observe and investigate the properties of objects, both living and nonliving.
Preschool Teaching Practices
· Provide opportunities for children to investigate living and nonliving things in their natural environments (e.g., outdoor walks with appropriate supervision and guidance, field trips). 

· Provide information using books, appropriate Web sites, hands-on materials (e.g., different leaves, shells, other collections) and discussion about living and nonliving things. The human body should be a focus for all preschoolers while other content may vary. 

· Allow children to discuss, participate in, and share responsibility for the care of living things during and outside of school time (e.g., fish and fish tank, plants, hermit crabs, ladybugs, butterflies, etc. in the classroom), including themselves (discuss nutrition and exercise). 

· Use appropriate vocabulary regarding life science (e.g., tree, grass, shrub, flower, leaves, stems, roots, bark, petals, branch, feathers, skin, beak, paws, fins, hooves, etc.) and physical science (gas, solid, liquid, vibrate, change). 

· Compare and contrast living and nonliving objects regarding the capacity for self-directed movement, origins and capacity for growth and change. 

Preschool Learning Outcomes
2.1 Acquires and uses basic vocabulary for plants, animals and humans, as well as their parts and characteristics.

2.2 Explains that living things have specific needs (e.g., water, air, food, light).

2.3 Demonstrates knowledge that living things exist in different environments (e.g., "Fish can live in the ocean because they can breathe under water.").

2.4 Explains the differences between nonliving and living things (e.g., "The bunny is alive. He needs to eat." "The shell isn't alive. The hermit crab is!").

EXPECTATION 3: Children explore the concept of change in both living and nonliving entities and in the environment.
Preschool Teaching Practices
· Provide time and the materials necessary for in-depth investigation of change over an extended period of time (e.g., seeds for planting, journals to record leaf changes in autumn, various organic and non-organic materials for decomposition experiments). 

· Provide short-term activities, such as color mixing or ice melting or to explore the concept of change. 

· Develop activities that promote the measurement and recording of changes over time. (e.g., measuring plant growth with rulers and recording changes on a classroom graph or in children's journals). 

· Provide books and activities that introduce children to seasonal changes, related vocabulary and facts.

Preschool Learning Outcomes
3.1 Uses language to demonstrate knowledge of physical change (e.g., "When I add the red paint to the white paint, it is going to change.").

3.2 Describes how matter can change form (e.g., snow melting in the water table, water left in the watering can, making cookies, gelatin, etc.).

3.3 Demonstrates understanding that living things change as they grow (life cycle) (e.g., "When we first got our fish, they were small. Now they are big and have spots.").

3.4 Uses words related to weather and environmental phenomena and change (sunny, clouds, rain, snow, lightning, temperature, wind, thunder) and night and sky objects (sun, moon, stars).

3.5 Associates the seasons with changes in the climate and environment.

EXPECTATION 4: Children develop an awareness of the environment and participate in its care.
Preschool Teaching Practices 

· Use classroom experiences to assist children in developing an awareness of environmental concerns (e.g., use recycling bins, use both sides of sheets of paper, turn off the faucets). 

· Model behaviors that show concern and respect for the environment (e.g., cleaning up indoors and outdoors, reusing materials for projects and other activities). 

· Develop activities (including book reading) that introduce children to at least one major environmental issue, such as water pollution, air pollution, garbage cycles and simple ecological webs, and discuss how human intervention can help or harm the environment. 

Preschool Learning Outcomes
4.1 Demonstrates care of the environment (e.g., cleaning up after snack outside).

4.2 Participates in sorting materials for recycling (e.g., items for the trash can, yogurt containers and cups to be used in the art area).

4.3 Discusses in simple terms how humans can care for or harm the environment (e.g., "If you throw garbage in the ocean it can hurt fish. The water gets too dirty.").



SOCIAL STUDIES, FAMILY AND LIFE SKILLS
INTRODUCTION
Social Studies, Family and Life Skills in the preschool classroom begins with cultivating children’s understanding of themselves and their place in the family and moves to an understanding of social systems in ever-widening circles: family, classroom community, neighborhood, and the world. Through learning experiences and play, teachers provide a wide range of concrete, developmentally appropriate activities and field trips that provide opportunities to explore and celebrate similarities and differences among children, lifestyles and cultures. However, teachers understand that young children classify and make concrete connections that sometimes lead to statements that may sound biased. At these times, teachers take the opportunity to discuss with children racial, culture and gender biases. These discussions build a foundation for understanding and appreciating diversity. 

Social Studies, Family and Life Skills is integrated throughout all aspects of the classroom day. The teachers endeavor to establish a caring community life with respect for individual differences. The classroom environment is organized to provide opportunities for children to develop independent behaviors and to act out real-life situations. The environment reinforces those skills and concepts that encourage good citizenship and develop the child's capacity to participate in a culturally diverse, democratic society in an increasingly interdependent world.

EXPECTATION 1: Children identify unique characteristics of themselves and others.
EXPECTATION 2: Children communicate about their family, family roles and family traditions.
EXPECTATION 3: Children become contributing members of the classroom community.
EXPECTATION 4: Children demonstrate knowledge of neighborhood and community.
EXPECTATION 5: Children participate in activities that reflect the cultures within their classroom and their community.
EXPECTATION 1: Children identify unique characteristics of themselves and others.
Preschool Teaching Practices
· Engage in individual and small-group conversations about similarities and differences of children (e.g., eyes, hair, skin tone, talents, interests, food preferences, gender, etc.). 

· Provide diverse materials, literature and activities (mirror, graphing, height chart, multicultural paints, papers, crayons, etc.) to compare and contrast individual traits. 

· Incorporate books, materials and activities that support diversity, including ethnicity, culture, age, abilities, gender, race and non-stereotypic roles (e.g., multicultural and bilingual music and literature, dramatic play props, puzzles, displays, etc.). 

Preschool Learning Outcomes
1.1 Describes characteristics of self.

1.2 Compares characteristics of self with others.

1.3 Creates visual displays of individual characteristics and those of others.

1.4 Expresses individuality and diversity through dress-ups, dolls, puppets, etc.

1.5 Discusses characteristics of children and adults in multicultural literature and photos.

1.6 Selects materials and activities based on choice and not limited by bias.

EXPECTATION 2: Children communicate about their family, family roles and family traditions.
Preschool Teaching Practices
· Find materials, photos, artifacts and props from diverse families that reflect family roles and traditions. 

· Invite family members to come to classroom and share talents and traditions. 

· Support and recognize differences in family structures, routines, and traditions through discussions, literature and activities (e.g., diverse articles of clothing in housekeeping area, etc.). 

· Use language to identify family members, roles, traditions and artifacts (e.g., "Your Uncle Leo is your daddy's brother." "Rabiye's mother wears a burqua." "Some grandmothers go to work just like Tony’s. Others stay at home and work."). 

Preschool Learning Outcomes
2.1 Talks with classmates and teachers about his/her family.

2.2 Identifies, compares and contrasts family members from a photograph (e.g., "This is my mommy and she has brown hair.").

2.3 Talks about family routines and activities (e.g., languages, foods, celebrations, music, meals, etc.).

2.4 Dramatizes roles and responsibilities of different family members.

2.5 Illustrates representations of families, roles and traditions through different media (e.g., paints, crayons, play dough, collage, cut-outs, etc.).

EXPECTATION 3: Children become contributing active members of the classroom community.
Preschool Teaching Practices
· Involve children in developing a few simple rules with an emphasis on positive rules (e.g., "walking feet" instead of "no running").

· Establish classroom routines and involve children in upkeep of classroom (e.g., taking care of the pet, cleaning up, watering the plants, washing hands before using the water table to avoid spreading germs, etc.). 

· Use children's names frequently incorporating them into songs, rhymes and activities. 

· Plan activities and routines that encourage cooperation and collaboration (e.g., classroom murals, pair-painting, buddy-system).

Preschool Learning Outcomes
3.1 Understands rules and will follow most classroom rules.

3.2 Performs assigned jobs and responsibilities.

3.3 Takes responsibility for simple classroom tasks.

3.4 Identifies other children in the classroom and uses names in conversations.

3.5 Works together (e.g., pair, triads and small groups) to complete projects and activities.

EXPECTATION 4: Children will demonstrate knowledge of neighborhood and community.
Preschool Teaching Practices
· Provide materials, literature, and activities that explore different types of homes (e.g., apartments, buildings, motels, house, multi-family dwellings). 

· Involve children in first-hand experiences in their community (e.g., visits, tours, walking and field trips in the school, neighborhood and community). 

· Invite visitors with community service roles into the class. 

· Develop learning center with literature, activities and materials for play based on children's experiences with their community (e.g., visit the supermarket and create classroom store; visit the school office and create a classroom office, adding tools, props, etc.). 

Preschool Learning Outcomes
4.1 Differentiates among types of homes.

4.2 Creates representations of different homes (e.g., draw, build block structure, use boxes, make 3-D structures).

4.3 Identifies and discusses the duties of a variety of common community occupations (e.g., nurse, postmaster, secretary, clerk).

4.4 Dramatizes community roles and activities.

4.5 Identifies tools used for different occupations (e.g., cash register, adding machine, stethoscope, etc.).

EXPECTATION 5: Children participate in activities that reflect the cultures within their classroom and their community.
Preschool Teaching Practices
· Explore cultures represented in the classroom and community and integrate information, literature, and activities into play activities and the daily curriculum. 

· Invite family and other community members to tell stories and provide activities about their cultures and traditions to the children. 

Preschool Learning Outcomes
5.1 Identifies characteristics of other cultures in discussions and play (e.g., "Either a man or a woman can be the president.").

5.2 Participates in cultural activities.



WORLD LANGUAGES
INTRODUCTION
The diverse nature of our society necessitates that children develop an understanding of languages other than their own. In preschool, when children are still mastering their native language, this can involve simply exposing children to languages other than their own. Teachers can integrate words from languages other than English into the classroom through songs, daily routines and storybooks. Labels written in a language other than English can be used to identify items within the classroom. Parents and community members who speak a language other than English can be a valuable resource in helping children both understand and respect the linguistic diversity present in our culture, and should be invited to share their language with the children.

Special consideration needs to be given to children who already possess a second language. Materials should be available that represent and support the native language and culture of the children and adults in the class. Teachers should understand that all languages are learned in context as children interact with and explore their world. Teachers should plan for opportunities to extend children's language throughout the day and across all content areas.

EXPECTATION 1: Children know that others may use different languages (including sign) to communicate and will express simple greetings, words and phrases in a language other than their own.
Preschool Teaching Practices
· Provide conversations and stories in different languages through a variety of media (e.g., teachers, peers, visitors, videotapes). 

· Identify what language is being spoken by a classmate, parent, or visitor and explain that people use different languages. 

· Put written labels on some items in the room using various languages. 

· Read and display children's books in different languages. 

· Give simple commands or instructions in a language other than English. 

· Provide opportunities for children to hear simple greetings, words or phrases in a language other than their own (including sign language) in appropriate contexts (e.g., during dramatic play, in stories, when greeting visitors). 

Preschool Learning Outcomes
1.1 Acknowledges that a language other than his/her own is being spoken.

1.2 Responds appropriately to commands or instructions given in a language other than English.

1.3 Says simple greetings, words and phrases in a language other than his/her own.
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Three Year Old Checklist
 This check list should be done twice during the school year, October and May.

Child's Name ___________________________________ 
Birth date _____________________

LANGUAGE
Transferring Thought into Words
Labeling
1. Names Concrete objects in environment (7 out of 10) __________________
2. Names ten pictures of 19 common Objects ___________________
3. Names plural form to refer to more than one ___________________
4. Understands use of concrete objects ("what do we
we use to eat with?")__________________
5. Recognized and names articles of Clothing he wears ___________________
6. Recognized and names Pieces of Furniture ___________________

Combining Words; Language Structure
7. Speaks in 4 to 6 word sentence ____________________
8. Uses Present Progress verb (He is jumping) ____________________
9. Uses past tense (He walked home) ____________________
10. Uses "this" and "that" (I want this. Give me that) ____________________
11. Uses Correctly: I You Me He She ____________________
12. Understands: Who What Where Why ____________________
13. Asks simple questions using: Who What Why Where ____________________
14. Answers: Who What Where Why ____________________
15. Understands sentences and Questions as indicated ____________________
by a relevant response

Describing
16. Tells action in Picture (The girl is combing her hair) ____________________
17. Tells use of Pictured items ____________________

Songs - Fingerplays
18. Sings simple songs or rhymes; 3-4 lines ____________________
19. Memorizes and repeats a fingerplay or songs 4 lines ____________________
20. Understand: Up - Down, Stop - Go, Fast - Slow ____________________
Open - Close, Happy - Sad, Hot - Cold

Position Words
21. Understands prepositions: In, Over, On, Top, ____________________
In front of, Above, Out, Under, Off, Bottom,
In back of, Below

Learning About self
22. Points to body parts: head, arms, legs, feet, hands ______________________
Knees, Chin, face parts
23. Names Body parts: Heads, arms, legs, feet, hands ______________________
Knees, Chin, face parts
24. Understands functions of major body parts ______________________
25. Tells own sex and age and full names ______________________

STIMULATION OF THE FIVE SENSES
Taste, Smell, Touch
26. Matches Textures ______________________
27. Matches Tastes ______________________
28. Matches Smells ______________________
29. Identifies and describes hidden common objects by ______________________
touch alone

Visual Discrimination and Memory
30. Places objects on their outlines ______________________
31. Recalls three objects that are visually presented ______________________
Dog House Banana
32. Identifies what?s missing from a picture ______________________

Listening and Auditory Memory
33. Listens to short Stories ______________________
34. Follows two directions (put your hands on your ______________________
head and walk to the door)
35. Repeats simple sentences of six words (I am a ______________________
Great Big Boy)
36. Repeats a sequence of three numbers (8-3-5) ______________________

Sound Discrimination
37. Names sounds heard in the home such as vacuum ______________________
cleaner, toilet, running water, blender, etc.
38. Matches sounds when given a choice of 3 pairs ______________________
39. Locates the source of a sound (a Whistle, clap, etc.) ______________________

Refining Logical Thinking
40. Sequences 3 pictured events from a familiar story ______________________
41. Expresses pictures sequences in 3 thoughts ______________________

Relationships
42. Pairs related objects and pictures (shoe and sock) ______________________
43. Recognizes which doesn?t belong in a group of 3 items ______________________

Inductive Reasoning
44. Reasons inductively (:show me something that roles") ______________________

Math
45. Matches Shapes: Circle, square, triangles, Rectangle ______________________
46. Points to appropriate shape upon commands ______________________
47. Lables Shapes: : Circle, square, triangles, Rectangle ______________________
48. Matches Colors ______________________
49. Points to appropriate color upon command: ______________________
Blue Yellow Red Green Orange Blue Brown Black ______________________
50. Names the tree primary colors: Red yellow Blue ______________________

Counting
51. Rote Counts to: 3 4 5 _______________________
52. Counts out objects: 1 2 3 4 5 _______________________
53. Understands number concepts: _______________________
1 2 3 _____
4 5 6 _____
(when given number of objects, child can tell how many there are.)

Size Differences; Quantitative Concepts
54. Understands concepts: Full / empty _______________________
55. Points to which of 2 sticks is longer _______________________
56. Understands: Big / Tall Little/ Short _______________________

Classifying
57. Sorts objects into two given categories (by size, _______________________
Shape, color, etc.)

Sets
58. Matches sets containing 1 2 3 4 5 Objects _______________________
59. Constructs sets of blocks when given a model: _______________________

GROSS MOTOR
Arm - Eye Coordination
60. Rolls a large ball to a 3 foot target _______________________
61. Catches a large ball (from 5 to 8 feet distance) _______________________
Mainly with arms and elbows at side of body
With arms slightly extended from the body
62. Throws a Ball overhand with accuracy (4 to 6 _______________________
foot distance)
63. Throws a bean bag at an 8 inches diameter target _______________________
5 feet away

Body Coordination and Balance
64. Walks up stairs, walks down stairs, Alternates feet, ________________________
One step per tread at least 8 steps
65. Walks forward / Backwards on an 8 foot line ________________________
Not stepping off more then two times
66. Jumps off floor with feet together w/o losing balance ________________________
67. Jumps three jumps with both feet ________________________
68. Jumps from bottom step (6-9 Inches) and lands on ________________________
both feet without losing balance
69. Stands on one foot 2-3 second 4-8 seconds ________________________
Without losing balance
70. Hops on one foot two or more times, Right foot ________________________
Left foot
71. Kicks a ball with one foot accuracy, 6-8 foot distance ________________________
72. Stands on tiptoes for 10 seconds ________________________
73. Walks on tiptoes for 5 seconds ________________________
74. Rides a tricycle ________________________
75. Imitates actions modeled by teachers ________________________

FINE MOTOR
Fingers strength and dexterity
76. Makes balls and snakes with clay ________________________
77. Pastes with index fingers ________________________

Hand - Eye Coordination
78. Strings a least four ? beads (in 1 ? minutes) ________________________
79. Puts ten pegs into pegboard (in 2 minutes) ________________________
80. Screws and unscrews nuts, bolts and lids of all sizes ________________________
81. Hammers Pegs and Nails ________________________
82. Puts together a 3-5, 6-7 piece puzzle ________________________
83. Pours rice or sand ________________________
84. Holds crayon with fingers rather than fist ________________________
85. Paints with large brush on paper (18x24) ________________________
86. Begins to draw human figures (usually head & Legs) ________________________
87. Laces following a sequence of holes _________________________
88. Copies: horizontal lines, vertical lines, Circles, Cress _________________________
Diagonal Line
89. Uses Scissors, but does not necessarily follow lines ________________________

Additional Comments:
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Four Year Old Checklist
This check list should be done twice during the school year, October and May.

Child?s Name: _________________________ Birth date: ______________________

Teacher / Observer: _______________________ Date tested: 1. _______ 2. ________

Intellectual Development:
1. Can identify colors? Red, orange, yellow, green, blue, purple, black, white, brown, gray, pink. 

2. Can Identify numbers 

3. Can count rote 

4. Can count objects 

5. Can Write numbers 

6. Can identify geometric shapes 

7. Can draw geometric shapes 

8. Can recognize own name 

9. Can state full name (first & last) 

10. Can spell own name aloud 

11. Can print own name 

12. Can identify upper case letters 

             1. (fall) A, B, C, D, E, F, G, H, I, J, K, L, M, N, O, P, Q, R, S, T, U, V, W, X, Y, Z
          2. (spring) A, B, C, D, E, F, G, H, I, J, K, L, M, N, O, P, Q, R, S, T, U, V, W, X, Y, Z

13.        Can identify lower case letters
1. (fall) a, b, c, d, e, f, g, h, I, j, k, l, m, n, o, p, q, r, s, t, u, v, w, x, y, z
2. (spring) a, b, c, d, e, f, g, h, I, j, k, l, m, n, o, p, q, r, s, t, u, v, w, x, y, z
14.        Can write upper case letters
             1. (fall) A, B, C, D, E, F, G, H, I, J, K, L, M, N, O, P, Q, R, S, T, U, V, W, X, Y, Z
             2. (spring) A, B, C, D, E, F, G, H, I, J, K, L, M, N, O, P, Q, R, S, T, U, V, W, X, Y, Z 

15.        Can write lower case letters 

1. (fall) a, b, c, d, e, f, g, h, I, j, k, l, m, n, o, p, q, r, s, t, u, v, w, x, y, z
2. (spring) a, b, c, d, e, f, g, h, I, j, k, l, m, n, o, p, q, r, s, t, u, v, w, x, y, z
16.    Can draw a person or other recognizable objects
17.    Can identify all visible parts of the body
18.    Can state his/her own address
19.    Can state his/her own phone number
20.    Can state his/her own birthday
21.    Can match pictures and shape
22.    Shows hand preference (which is _________________)
23.    Can recognize difference in size
24.    Shows interest in books
25.    Can retells the main idea of a story
26.    Can put story cards in sequence
27.    Can arrange objects in series according to a pattern
28.    Understands spatial relationships (behind, beside, under?)
29.   Recalls words to song / chant 

Social & Emotional Development:
1. Shares materials 

2. Takes turns 

3. Shows respect and right?s of others property 

4. Keeps hands to his/her self 

5. Listens while others speak / tell a story 

6. Is polite / courteous to other children & teachers 

7. Helps classmates clean up when play time is over 

8. Can attend to bathroom needs by his/her self 

9. Makes attempts to put on his/her own coat, jacket, sweater? 

10. Can zip, snap, button clothing 

11. Separates from parents with ease 

12. Seeks other children to play with 

13. Can express anger in words rather than actions 

14. Smiles, seems happy much of the time. 

15. Works and plays Cooperatively with other children 

16. Seeks help when needed 

Work Habits:
1. Expresses ideas with art materials 

2. Participates in & enjoys group singing / games 

3. Participates in classroom activities 

4. Follows Directions 

5. Cares for School Materials 

6. Handles scissors properly 

7. Holds pencil properly 

8. Can trace & cut specific patterns 

9. Can paint & paste neatly 

10. Attempts to color within the lines 

11. Completes tasks 

12. Shows interest/ attention in classroom activities (appropriate attention span) 

Large Motor Development:
1. Runs with control over speed and direction 

2. Jumps over obstacles, landing on 2 feet 

3. Climbs up and down climbing equipment with ease 

4. Moves body creatively to music 

5. Is willing to exercise 

6. Jumps on two feet 

7. Hops on foot at least 6 hops 

8. Can gallop 

9. Can skip 

10. Can throw a ball 

11. Can catch a ball 

12. Can bounce catch a ball 

Language:
1. Speaks in complete sentences 

2. Speaks clearly 

3. Takes part in conversations with other children 

4. Expresses needs and wants clearly 

5. Dictates description of drawings 

Additional Comments:
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Use the following assessment ideas, some of which may be familiar, some new, to help you create an assessment plan for your program that you can begin implementing right at the start of this new school year.

Methods of Assessing Children's Progress 
Teachers who work each day with the same group of children usually know quite well how each child is doing. They know that each child is a unique individual and they are aware of children's development throughout the year.

In order to more accurately assess each child's progress, however, child development specialists recommend the use of several types of assessment tools. These include typical samples of each child's work from the beginning of the year. A variety of written observations can add to the development of a portfolio or profile for each child. Teachers use written observations to give a richer, more complete look at children's behavior than can be achieved through the use of a checklist.

These observation techniques are discussed below: portfolio development, narrative observation, anecdotal records, developmental checklists, rating scales, work sampling, and developmental screening tests.

Portfolio Development 
Many programs use children's portfolios as a method of showing how a child has developed and what he has learned throughout the year. A child's portfolio is an organized collection of information about a particular child. It may include:

• samples or photos of the child's creative work

• written observations of the child made over the year

• checklists indicating that the teacher or other staff member has seen the child perform certain tasks, for instance, name colors while playing a game or demonstrate an awareness of the concept of high-low while climbing on a climber

• video tapes of the child developing improved muscle skills throughout the year

• audio tapes of the child describing a story

• work samples that document abilities in predetermined areas

At the beginning of the year, teachers must plan what types of information they will try, to collect for the child. These generally relate to basic concepts and skills that are developmentally appropriate for the age group. Additionally, teachers should brainstorm about what other types of information might be useful to gather. Every classroom teacher should also determine unique characteristics or needs of every child in the group and collect information related to them.

To be useful, the contents of the portfolio should be summarized at least twice a year. These summaries then become the basis for:

• recognizing and documenting children's progress

• identifying special needs that a child may have

• developing plans that meet children's needs

• preparing conferences with parents

• documenting the program's effectiveness for licensing or grant purposes

The staff should develop a form that can be used to summarize the information in each child's portfolio. This will be particularly helpful when talking with parents. Any of the following can be used to store the portfolio:

• large folders

• plastic bins

• boxes or cardboard file boxes

Any container that can hold reports, videos, photos, and samples of children's artwork can be an appropriate portfolio. Whatever method your staff uses, there must be some way of keeping the contents of the portfolio confidential.

Narrative Observations 
Narrative observations are observations wherein teachers write down what they have observed. There are several formats for observing a child or a group's behavior. These include anecdotal records, specimen descriptions, event sampling, and time sampling. Each type of format provides slightly different information. Teachers who are looking for patterns or changes in behavior might use a combination of observation formats over a period of time.

All meaningful observations must be done by trained staff who are able to keep a clear distinction between objective information that is observable to all and subjective opinions or inferences. Objective information can be seen, smelled, felt, heard, or touched. Everyone who perceives the situation will agree with everyone else in describing it.

Anecdotal Records 
Anecdotal records are a common form of observation through which teachers write down brief descriptions of children's activities and/or behaviors. This is the simplest type of observation. Teachers simply keep a small notebook handy. The teacher lots down some key words relating to an observed incident. Later, when there is more time, a more detailed description of the behavior or situation can be written.

Anecdotal records are done informally. They usually involve only several paragraphs. There is no set time or place where an observation must occur. The teacher may or may not be a part of the "action" that is taking place. Anecdotes may involve several children or just one child.

Developmental Checklists and Rating Scales 
Children's progress can also be monitored by the use of developmental checklists or lists of behaviors and abilities specific to the child's age group. The teacher can check off that a child can perform a certain behavior anytime that it is observed. Checklists may be developed by the teachers or are available in standardized form in books and reports on child development.

It is important that the checklists are appropriate for the age of children who are being observed. A checklist that identifies abilities normally expected in 4-year-olds, for instance, would be useless when observing 2-year-olds or 6-year-olds.

Checklists must be specific, taking broad categories of behavior and breaking them down into more specific, easily observable behaviors.

The checklist should also be organized in a logical way. For example, when looking at large-muscle skills of 4-year-olds, the checklist might include such items as:

• ability to walk on a balance beam without falling off

• ability to gallop

• ability to pump on a swing

• ability in climb to the top of a developmentally appropriate climber

If the checklist is organized around muscle skill abilities, it would not include behaviors that fall under the social skills or other developmental areas.

Checklists can be set up in different formats. Some are more complicated to develop and use than others. In the simplest checklist format, the observer may only have to check off yes or no, according to whether the child has been seen performing the behavior.

Rating scales require that the observer make a value judgment regarding how well the child can perform the target behavior. The observer may have to rate a child's skill on a scale from 1 to 3 (or 5). Generally, higher rankings indicate greater skill in performing the behavior.

Work Samples 
Work samples include examples of children's classroom activities in a variety of areas. Teachers should agree early in the year about what types of samples should be collected for assessment purposes. Care should be taken that all developmental areas are covered. If samples of work, such as an elaborate block building, cannot be easily saved, photographs or sketches of the constructions can be used. Videotapes can be useful in documenting children's improvement in large-muscle coordination or in capturing a child's portrayal of a complicated role in dramatic play. Audiotapes can document children's language skills. Examples of children's creative work throughout the year are also helpful for conveying a sense of each child's uniqueness.

Developmental Screening Tests 
Child care teachers work with many children. Often, they are the first ones to notice if a child's development or behavior is not following normal patterns. Sometimes a teacher senses that a child may have some special problem that needs further diagnosis. This is where the use of developmental screening tests may be appropriate. These tests are designed in detect whether a child needs additional help or further testing.

Developmental screening tests can indicate the presence of developmental delays, vision or hearing difficulties, or other concerns that require attention. These tests may be necessary to help parents and teacher make plans to address a child's special needs.

Developmental screening tests are usually administered to children on a one-to-one basis by a trained professional. If a teacher suspects a special need, parents must be involved in the decision to pursue developmental screening. You and your staff can help parents identify the most appropriate source for the screening. The staff can help make arrangements and even accompany the child if the parent cannot. Sometimes developmental screening can be done fight at the center if a private setting is available.

Sometimes the observation and screening process leads to the conclusion that a child needs therapy or a special service that the center cannot provide. In this case, it is appropriate to help the parents find a qualified, reputable provider of the service. The center can play an important role by maintaining a current list of other community agencies and specialists that can be recommended to parents.

The whole process of evaluating children's progress is a complicated, but important, one. Observations and portfolio development take time, training, and effort on the part of the staff. Without a formal evaluation system that the staff is committed to and able to carry out, it will be difficult to ensure that children are benefiting from their time in your program.
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