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Developmentally Appropriate Practice (DAP) is one of the
hallmarks of the field of early childhood education. Throughout
this 6% edition, you will find strong linkages to NAEYC'’s Posi- =
tion Statement and book, Developmentally Appropriate Practice
in Early Childhood Programs Serving Children_from Birth to
Age 8. Below is a summary of the information presented in this
book as it relates to DAP. Look for the DAP icon in the margins

this Bbook to Developmentally
Appropriate Practice (DAP)

for places where this connection is made.

VBA‘F Developmentally appropri-

— ate practices derive from deep
knowledge of child development prin-
ciples and of the program'’s children in
particular, as well as the context within
which each of them is living. The younger

the child, the more necessary it is for
practitioners to acquire this particular
knowledge through relationships with
children’s families.

Developmentally Appropriate Practice
Copple & Bredekamp, 2009, p. 22

Part of Text | Chapter # Chapter Title DAP Connections to...
WHAT 1 The Scope and Need for ...the purpose and mission of DAP;
Early Childhood Education indicators of program quality and research
support for high quality programs
WHO 2 The Children ...development and appropriate practices
for children of different ages; importance
of play
3 The Families ...the value of understanding and developing
relationships with families; the importance of
cultural and community context
4 The Teachers/Caregivers ...the significance of teachers who are
reflective, purposeful, and thoughtful
WHY 5 Rationale Supporting Early ...the importance of theory and research as
Childhood Education the foundation for appropriate practice
6 Accountability, Standards, ...the link between experience and
and Assessment assessment; the relationship between
standards and DAP
WHERE 7 The Physical Environment ...environments that are safe and promote
independence and exploration; developmen-
tally appropriate materials, including computer
programs




Part of Text

Chapter #

Chapter Title

DAP Connections to...

Early Childhood Classroom
Observation

HOW -1 8 Scheduling and Curriculum ...curriculum that is coherent and tied to
Planning goals; the importance of scheduling ample
time for play and projects
9 Creative Development ...meaningful integration of creative
through the Curriculum activities; the link between the development
of creativity and learning
10 Physical Development ...the role of both play and planned
through the Curriculum movement activities in a physically
active and healthy life; the importance of
opportunity to develop fine motor control
11 Cognitive Development ...focusing on active learning by building on
through the Curriculum children’s natural curiosity; appropriate math
and science concepts
12 Language Development ...enriching and extending children’s interest
through the Curriculum in language; appropriate bilingual practices;
findings of the National Early Literacy Panel
report
13 Social Development through ...supporting positive relations with others,
the Curriculum including friendships; the value of
sociodramatic play
HOW - 11 14 Guiding Routines and ...setting consistent and reasonable limits
Group Activities on behavior; developmentally appropriate
expectations
15 Guiding Social Behaviors ...guiding behavior in the context of respect and
caring; using conflict among children
and misbehavior as learning opportunities
16 Helping Children Cope ...helping children develop coping skills and
with Stress resilience; helping to protect children from
destructive stressors
Epilogue | Pulling it All Together: An ...all aspects of the book, which are summarized

through a real-life example of a day with a group
of children and teachers in an early childhood
classroom

Copple, C., & Bredekamp, S. (Eds.). (2009). Developmentally Appropriate Practice in Early Childhood Programs
Serving Children from Birth through Age 8 (3" Ed.). Washington, D.C.: National Association for the Education of

Young Children.
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Dear Students:

With this book, you are embarking on a fascinat-
ing journey. The field of early childhood education
is a rich and rewarding endeavor for a dedicated
person, like yourself, whose aim is to make a dif-
ference by working with young children. By the end
of the course for which you are reading this book,
you will be much more knowledgeable about young
children, the many components of high-quality early
childhood programs, and the role of the professional
early childhood educator. What can you expect as
you read on?

Who Is This Book For?

This text is intended for current or future profession-
als who want to learn more about early childhood
education. This field encompasses work with chil-
dren from infancy through age eight. Thus, included
in the book is information about infant and toddler
programs, programs for preschool-aged children,
and before- and after-school programs for young
school-aged children. Most obviously this book is
for those who teach and care for young children.

But it is also relevant for those who work in other
capacities in early childhood education programs—
administrators, parent education and involvement
coordinators, curriculum coordinators, staff training
consultants, and others.

Philosophy

This text is built on the underlying philosophy that
the early childhood educator’s most important task
is to provide a program that is sensitive to and

Preface

supports the development of young children. Only
in a child-centered program, in which children are
allowed to make choices, the guidelines are clear and
logical, activities are planned to meet the needs of
the individual children in the group, and adults are
consistent and loving, will children flourish. A good
early childhood experience can contribute immeasur-
ably to helping children become responsible people
who care about and show concern for others.

You will see this philosophy reflected through-
out the book, in all chapters and on all topics.

Content and Organization

This book is divided into six parts and further sub-
divided into 16 chapters. The purpose of these six
parts is to answer the questions, “What is early
childhood education?” “Who are the people involved
in early childhood education?” “Why is early child-
hood education important?” “Where is early child-
hood education carried out?” and “How is early
childhood education implemented?” (This last ques-
tion comprises two parts in the text.) These ques-
tions are important ones as you gain insight into all
aspects of early childhood education.

Within the 16 chapters you will learn more about
the scope of early childhood education and why it is
needed (Chapter 1); the children, families and teach-
ers involved in early childhood education (Chapters
2 to 4); the history leading up to the field today, the
theoretic rationale supporting it, and how theory is
translated into specific types of programs (Chapter 5);
the relevance of accountability, standards, and as-
sessment in carrying out programs (Chapter 6);
the importance of the physical environment as
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the setting of early childhood education programs
(Chapter 7); scheduling for and planning the cur-
riculum (Chapter 8); contents of the curriculum as it
supports children’s creative, physical, cognitive, lan-
guage, and social development (Chapters 9 to 13);
guiding children through daily routines and in group
activities (Chapter 14); guiding individual children’s
social behaviors, including handling challenging be-
haviors (Chapter 15); and helping children cope with
stress in their lives (Chapter 16). These chapters will
help you learn a great deal of information about the
basic components of early childhood education and
working with young children.

From Theory and Research to
Practice

Like most fields, early childhood education is built
on theoretical ideas, concepts, and research that
give it a strong and cohesive foundation. In Chap-
ter 5, several key theories are introduced. Through-
out the book, these are referred to with particular
emphasis on making them relevant to work with
young children. In addition, relevant research stud-
ies are cited throughout the text to provide scientific
validity to many of the practices and ideas of early
childhood education. To help make theoretical and
research information meaningful, actual examples
of young children and their teachers are frequently
provided.

These examples help make the contents of the
book, especially theoretical and research informa-
tion, take on meaning and come alive. As you read
through the book and continue to come across names
such as Piaget, Erikson, and Vygotsky, you will be-
come familiar with these influential people and their
ideas. They are important allies in an introduction
to early childhood education because their contribu-
tions provide such valuable insights to our under-
standing of children.

What's New in This Edition

You will find this sixth edition of /ntroduction to
Early Childhood Education reflects the latest re-
search, policy, and changes in the field of early
childhood education to provide you with the most
current information as you enter the field. Key high-
lights include:

B A much stronger focus on diversity,

including diversity in culture, family life,
language, ability, or gender. Increasingly,
early childhood professionals work with
children and families whose background is
in some way different from theirs. A respect-
ful understanding of both commonalities and
differences among individuals and families
is an important aspect of early childhood
education. A new Diversity marginal icon
highlights coverage of diversity in all of its

forms.*

An updated focus on Developmentally
Appropriate Practice (DAP), with clear
explanations of the central concepts in the
field of early childhood education. In addi-
tion, marginal DAP icons point out specific
places in the chapters where DAP is
addressed. @3

Greater emphasis on standards and
accountability in light of recent political
developments that affect many early child-
hood programs. More than ever before,
programs for young children are expected to
be accountable for children’s learning and
development, and such accountability is
expressed through standards that children
and programs are expected to meet. There-
fore, an entirely new Chapter 6, “Account-
ability, Standards and Assessment” in
this sixth edition focuses on these three key
issues. In addition, note many updates on
state content standards in Chapter 11.

Substantive updates of the two special
features that appear in each chapter.
“Take a Closer Look” boxes offer in-depth
discussion of timely issues and research that
are relevant to the topic of the chapters in
which they appear. For instance, you will
find the latest information and most recent
research about timely topics such as: the
positive economic impact of early childhood
programs, the importance of contact with na-
ture in children’s development, children and
sleep, brain development, the importance of
healthy social and emotional development

to learning, and insight into the differences
in how different states provide for children’s
wellbeing. The other updated feature found



in each chapter is “Stories from the Field,”
voices of early childhood practitioners. Each
chapter has a new story relevant to the topic
of that chapter from a Head Start, Early Head
Start, Kindergarten, first grade or child care
teacher, administrator, support staff member,
or student teacher. These real stories give
insight into the types of work, challenges,
and joys experienced by the contributors to
these features. You will find interesting ideas
about how different professionals support
the children and families with whom they
work and carry out the expectations of the
program, including planning curriculum.

B A new Epilogue, “Pulling It All Together:
An Early Childhood Classroom
Observation” to conclude the text. This
unique section has been completely reorga-
nized and updated in the sixth edition. This
Epilogue describes a day in the life of an
early childhood classroom. It gives you the
opportunity to pull together the information
from the preceding 16 chapters and see how
it plays out in the lives of a group of chil-
dren and their teachers. This new Epilogue
will lead you through a valuable integrative
activity that helps you apply and make sense
of much of what you have learned.

Special Learning Features

As you begin to use this text, you will appreciate
some of its features, which are designed to help you
learn the material as thoroughly and efficiently as
possible. As you browse through the book, you will
note that its page format is set up with the text on
the inside two-thirds of each page and marginal no-
tations on the remaining one-third. Pay close atten-
tion to the outside section of each page, for there
you will find features that will be of great help to
you. In addition to these, other features appear at
the end of each chapter. All of these special elements
are designed especially for students in a class, such
as the one in which you are enrolled.

B Chapter Opening Questions — At the begin-
ning of each chapter is a series of questions
that will prepare you for encountering the
material that will be covered in the chapter.

Preface XVii

Chapter Opening DAP Quotation - Each
chapter begins with a quotation from the
book, Developmentally Appropriate Prac-
tice (DAP) to underscore the importance of
this topic. DAP is one of the most important
concepts in the field of early childhood edu-
cation, and these quotes will help you make
the connection between DAP and what you
are reading.

DAP Marginal Icon - In addition, in the
margins throughout the book you will a find
special icon that identify topics within the
text that relate to Developmentally Appropri-
ate Practice.

Diversity Marginal Icon - A new diversity
icon identifies places in the book where vari-
ous aspects of this topic are considered. This
icon alerts you to the fact that the discussion
in the text is relevant to diversity in culture,
family structure, language, or disability.

Key Definitions — Important definitions of
concepts introduced in the book are placed in
the outer margin. When you see a new term
discussed in the text, it will be highlighted in
blue and then defined nearby in the margin.
This will help reinforce concepts and help
you more easily learn some of the important
terminology used in the field of early child-
hood education. It is also helpful for you to
know that all definitions appear again, in
alphabetical order, at the back of the book in
the Glossary.

Key Points - Also in the margin is, in effect,
an outline of the major points of the book.
At the beginning of sections and important
subsections, you will find a one- or two-
sentence summary statement about the key
point of that section.

Take a Closer Look — Each chapter provides
this special feature which provides new, in-
depth information about a topic of importance
to the field of early childhood education.

Stories from the Field - In each chapter is a
feature relating a story from an early child-
hood practitioner. These stories focus on a
subject that is related to the chapter. These
all new, firsthand narratives provide insight
into what makes working with young chil-
dren meaningful to professionals.
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B Working With Families — Within each chap-
ter you will find a section that focuses on
one of the important tasks of early childhood
teachers—communicating, coordinating, and
working with families. These special sections
tie the topic of each chapter to the needs and
interest of families. These features appear in
addition to Chapter 3, which focuses specifi-
cally on families of young children. Parents
and other family members are a vital and
integral part of early childhood programs,
and the focus on working with families in
each chapter is intended to help highlight
and strengthen this element.

B Chapter Summary - The main points of
each chapter are provided in a brief sum-
mary at the end of each chapter for study
and review.

B Key Questions — Important questions are
posed at the end of each chapter to help you
consider the information you are reading
and to further explore its relevance. Some of
the key questions suggest activities that will
help you learn more about the topic. Your
instructor may also suggest activities related
to the key questions.

B End-of-Chapter Resources - At the end of
each chapter, you will find updated listings
of additional resources, including books,
articles, and web sites that contain informa-
tion relevant to early childhood educators.

Accompanying Supplements

Premium Web site
The Premium Web site to accompany the
sixth edition of Introduction to Early
* Childhood Education is your link to early
childhood education on the Internet. You
will see the Web site icon at the end of
each chapter to prompt you to go online and take ad-
vantage of the many features provided. The Premium
Web site contains many special features, including
Experience Questions, Study Questions, Web Activi-
ties, Web Links, and Case Studies with Critical Think-
ing Questions that apply the concepts presented in
each chapter. NVew to this edition, you will have access

to the TeachSource Videos for each chapter, including
special Video Cases with exercises, transcripts, arti-
facts, and bonus videos. You can access the Premium
Web site at www.cengage.com/login.

Professional Enhancement
Booklet

A supplement to accompany this text is the /ntro-
duction to Early Childhood Education Professional
Enhancement booklet for students. This resource,
which is part of Wadsworth Cengage Learning’s
Early Childhood Education Professional Enhance-
ment series and available upon request, focuses
on key topics of interest to future early childhood
directors, teachers, and caregivers. Students will
keep this informational supplement and use it for
years to come in their early childhood practices.
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The Sco @ of and Need

........

for Early Childhood
Education

In Chapter 1 you will find answers to the following
questions about the scope of and need for early
childhood education:

* What does Developmentally Appropriate
Practice mean for you, as a teacher of young
children, and why is it important?

* What factors have contributed to the dra-
matic increase in programs for young children
over the past few decades?

* What kinds of programs and what ages
of children are included in the term early
childhood education?

* How can you provide the best possible
program for young children; in other words,
what makes for a program of high quality?

* What issues have emerged as important ones
for the future of early childhood education?

I" p—

/el

PS'\p The purpose of Developmen-
= tally Appropriate Practice is to
promote excellence in early childhood
education by providing a framework
for best practice. Grounded both in
the research on child development and

learning and in the knowledge base
regarding educational effectiveness,
the framework outlines practice that

promotes young children’s optimal
learning and development.

Developmentally Appropriate Practice
Copple & Bredekamp, 2009, p. 1

The profession you are exploring through this text and the course in which

you are enrolled is early childhood education. Just what is this field? What
does it encompass? What does it involve? Why is it important? What is its
place in today’s society? What is its future? There is so much to discuss
about early childhood education, so much to share. As you begin learning
about this field of study, the answers to some of these questions will gain
greater significance and become more focused. This chapter presents an

early childhood education

Term encompassing developmen-
tally appropriate programs that serve
children from birth through age eight;
a field of study that trains students to
work effectively with young children.

overview of the field of early childhood education. We begin this journey
with a brief introduction to one of the basic principles of the field of early
childhood education, Developmentally Appropriate Practice. You will see
this term repeated throughout this book, and it will be identified by the

DAP icon appearing in the margin.
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Developmentally Appropriate
Practice (DAP)

Teaching young children by matching
practice with what we know about their
development.

D> KEY POINT <«

A core concept of the profession of early
childhood education is Developmentally
Appropriate Practice (DAP), ensuring that
programs make decisions about what is
best for children based on knowledge of
children’s development and the cultural
context within which they are being
raised.

The What of Early Childhood Education

DEVELOPNMENTALLY APPROPRIATE
PRACTICE (DAP)

One of the core concepts of the field of early childhood education that will
become increasingly relevant to you is the importance of matching prac-
tice with what we know about the development of young children. This
fundamental principal is termed Developmentally Appropriate Practice or
DAP (Copple & Bredekamp, 2009). DAP was developed collaboratively
with input from many professionals by the National Association for the
Education of Young Children (NAEYC), the largest professional orga-
nization of early childhood educators in the country (we will discuss
NAEYC more fully in Chapter 4).

DAP is “based on an enduring commitment to act on behalf of
children” (Copple & Bredekamp, 1997, p. 8). It reflects NAEYC’s mission
to promote programs for young children and their families that are of
a high quality and that contribute positively to children’s development.
Decisions about what is good for children are based on a general
knowledge of children’s development and learning, understanding of
each individual child in a group, and familiarity with the social and
cultural context within which children are being raised.

Throughout the remainder of this text, we will visit and revisit
DAP in relation to the various topics we will discuss, to emphasize its
importance. Let’s begin, however, with an examination of early childhood
education in terms of why the field has grown so rapidly in the last
several decades, what is included in the field, how quality is defined in
programs for young children, and what the future might hold.

THE GROWTH OF EARLY CHILDHOOD
EDUCATION

Although the importance and value of education in the early years of
life have been acknowledged for more than 2,000 years (Lascarides
& Hinitz, 2000), relatively recent factors have brought early child-
hood education to the forefront of public awareness. Fundamental
changes in the economy, family life, public awareness, and public
support have had a profound effect on early childhood education.
In recent years, newspaper headlines and national magazine covers
have directed a spotlight on child care. Much of their focus has been
on changes in family life that have brought about the need for child
care outside the home. These changes include many complex factors
such as a rising cost of living, an increased number of dual-income
families, an increase in single-parent families, an increased number
of teenage parents, greater mobility as families move more readily
to different parts of the country, and a decrease in the impact of the
extended family.

The needs of working families are not the only reason early child-
hood has been in the public focus. Over the past several decades, the
success of publicly funded programs such as Head Start has shown us
that high-quality early educational intervention can help to combat
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poverty and improve the opportunities for children who may be at risk.
There has also been increased attention to the needs of special popula-
tions of young children, for instance, children who are disabled, abused,
or culturally different. (In each chapter of this book, we will focus on the
relevance of early childhood education to such children.) In addition,
recent research on the amazingly complex and rapid development of
very young children’s brains has given us further insight into the
importance of the early years.

Finally, many professionals are outspoken and eloquent advocates
for the rights of children.

Changes in Family Life

“Typical” family life has changed considerably since the end of World
War 1II. Demographic information indicates that increasing numbers of
women are entering the workforce. No longer do most mothers stay
at home to rear their young children. Economic necessity forces many
families to rely on two paychecks because one simply does not pro-
vide for all of their financial needs. In other families, both parents work
because of the desire for personal and professional development rather
than from economic need.

Whereas in 1950 only 12 percent of the mothers of children under
six worked (Children’s Defense Fund, 2000), that number has risen
to 61 percent (U.S. Bureau of Labor Statistics, 2008a). This growth in
the number of families in which both parents work has dramatically
increased the need for child care.

Another family change that has affected the demand for child
care is the increase in the number of single parents. The majority of
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Today, an increasing number of women in their childbearing years
are in the workforce. It is estimated that more than 60 percent of
mothers of young children work, requiring some form of child care
for their children. Experts predict a continuing rise in the percent-
age of working mothers and children requiring care.

¥

Changes in family, such as increasing
numbers of women in the workforce and
significantly more single-parent families,
have resulted in a greater need for child
care.

5
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nuclear family

The smallest family unit, made up of
a couple or one or two parents with
child(ren).

extended family

Family members beyond the immediate
nuclear family; for instance, aunts and
uncles, grandparents, and cousins.

single-parent families are created through divorce. The divorce rate has
been steadily increasing. At the beginning of the millennium, 56 per-
cent of the adult population was married and living with a spouse (U.S.
Bureau of the Census, 2000). The increase in divorce has been steadily
rising, and is almost 15 percent higher now than it was just 30 years
ago. The divorced single parent who has custody of the children is prob-
ably the mother, although an increasing number of fathers now gain
custody or joint custody of their children. Not only will she experience
a significant decrease in income and standard of living, but she will
also, most likely, have to work (or work longer hours) to support the
family. Of course, to work outside the home, the single parent needs
to find appropriate child care. In addition to the increased number of
families headed by a divorced, single parent is a growing number of
never-married parents, some still finishing their high school education.
Today, far more teenage mothers opt to keep their babies than in past
years. These children also need child care while their mothers are at
school or work. U.S. Census data note that 67 percent of single mothers
and 72 percent of divorced or widowed mothers of children under six
work (U.S. Bureau of Labor Statistics, 2008a).

A third change in family life is the increasing mobility of many of
today’s families. Work demands cause some families to move away from
relatives who might otherwise provide support. Family mobility involving
only the small nuclear family has contributed to the declining influence of
the extended family, that network of relatives such as grandparents, uncles
and aunts, or adult brothers and sisters beyond the immediate family. On
the other hand, a recent report indicates that about 20 percent of young
children are, in fact, in the care of their grandparents on a regular basis for
some time each week (NACCRRA, 2008a).

Until relatively recently, the most prevalent form of child care
was that provided by a relative. Parental and relative care, combined,
continue to be most widely used for infants and toddlers, although

© Cengage Learning

Research has shown that programs such as Head Start offer many
positive benefits for children from low-income families.



CHAPTER 1 The Scope of and Need for Early Childhood Education

center care for this age group has been increasing, and is now the norm
for almost half of all preschoolers (Capizzano, Adams, & Sonnenstein,
2000). By 2007, nearly two-thirds of all children under age six were
in nonparental care, with 36 percent in center-based care (Child Trends
Data Bank, 2008). This change in family support is another reason for
the increased demand for outside child care.

Changes such as increasing numbers of dual-income families and
single-parent families, and a decline in the impact of the extended fam-
ily, have dramatically raised the demand for child care and brought
early childhood education to the forefront of public attention. “Child
care is now as essential to family life as the automobile or the refrigera-
tor.... [T]The majority of families, including those with infants, require
child care to support parental employment” (Scarr, Phillips, & McCart-
ney, 1990, p. 26).

Benefits of Early Childhood Education

The need for child care among working families makes early childhood
education a topic of national prominence, but this is not the only reason
for its increasing importance. On a parallel, though separate, track, there
has been extensive discussion and research about the benefits of early
education for special populations of children and families. Thus, children
from low-income families, children who have grown up with a language
other than English, children with disabilities, and children at risk for
other reasons have been enrolled in publicly funded programs. Since the
mid-1960s, federal, state, and local support has increased as a result of
mounting evidence that high-quality early childhood programs can and
do make a long-term difference that carries into adulthood. Researchers
have concluded that good early childhood programs not only improve
the lives of the children and families involved but also result in substan-
tial economic benefits for society. Each chapter of this book includes a
feature called, “Take a Closer Look.” This feature in Chapter 1 reviews
some of the supporting research, especially from the field of economics.
Although early intervention programs are expensive, their cost is more
than recovered in subsequent years through greater schooling success,
decreased need for special education, lowered delinquency and arrest
rates, and decreased welfare dependence (Barnett, 1996; Schweinhart,
2004; Schweinhart & Weikart, 1997). We will discuss more specific
aspects of some of this research in Chapter 5.

Child Advocacy

A third factor that has brought early childhood education into the pub-
lic consciousness is the urgency with which many professionals view
the plight of increasing numbers of children and families. Of particular
concern are the many families that face abject poverty, lacking the most
basic necessities. Yet the social problems reach beyond the needs of the
poor, to working parents with moderate incomes who are beset by the
scarcity of affordable, high-quality care. Dr. T. Berry Brazelton (1990),
a well-known pediatrician and child advocate, concludes that America

»> KEY POINT «(

Research has shown that good early
childhood education programs have
a lasting effect on children from
disadvantaged backgrounds.

»> KEY POINT <

Many professionals participate in child
advocacy, bringing to public and legisla-
tive attention the needs of children and
families in poverty as well as the need
for affordable child care for families with
moderate incomes.
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CHILD CARE—A WISE ECONOMIC INVESTMENT

For a number of decades, some early childhood research-
ers have argued that high-quality child care is a good
economic investment in our country’s future. This argu-
ment has taken on new urgency in recent years as scien-
tists from a variety of fields are trying to address some of
the many issues that face our nation. The report from an
important conference about this topic concludes as fol-
lows: “Investments in quality child care and early educa-
tion do more than pay significant returns to children—our
future citizens. They also benefit taxpayers and enhance
economic vitality” (Calman & Tarr-Whelan, 2005, p. 1).

One of the most notable proponents of the impor-
tance of public investment in early childhood education
is James Heckman, a Nobel Prize—winning economist.
Considered among the 10 most influential economists in
the world, Heckman recently launched the Consortium on
Early Childhood Development at the University of Chicago
in order to bring together leading experts to identify how
best to invest in young children in a way that will pay off
for society. The consortium’s goal is to “identify the most
important development opportunities for children five
years and younger, and to transform the way society and
the business community view investments in early child-
hood education. We owe it to ourselves and our nation to
make this a priority now"” (Heckman, as quoted in Harms,
2006b, p. 1).

Heckman’s research shows that support for high-
quality early childhood programs for disadvantaged chil-
dren would raise high school graduation rates from 41 to
65 percent and college enrollment from 4.5 to 12 percent.
However, if this support were sustained beyond the early
years—through the remainder of childhood and adoles-
cence—the combined intervention would result in high
school graduation rates of 90 percent and college atten-
dance of 37 percent. The payoff for society would be an
improved workforce, the mainstay of the economy. Heck-
man sees childhood as “a multistage process where early
investments feed into later investments. Skill begets skill;

learning begets learning” (Heckman, as quoted in Harms,
20064, p. 1).

Recognition of the importance of the early years
has been echoed by other well-known leaders, includ-
ing the chairman of the Federal Reserve, Ben Bernanke.
In a recent speech, he noted, “Although education and
the acquisition of skills is a lifelong process, starting early
in life is crucial. Recent research . . . has documented the
high returns that early childhood programs can pay in
terms of subsequent educational attainment and in lower
rates of social problems, such as teenage pregnancy and
welfare dependency. The most successful early childhood
programs appear to be those that cultivate both cognitive
and noncognitive skills and that engage families in stimu-
lating learning at home"” (Bernanke, 2007, pp. 4-5).

The value of early intervention for children living in
poverty is not new, however. Much of this recent interest
stems from research that was begun many decades ago.
Probably the most widely cited study is the Perry Preschool
Project, which followed a group of low-income three- and
four-year-olds from 1962 to the present day. As children,
this group received high-quality early childhood educa-
tion, augmented by considerable family involvement. A
second group of children, who had the same characteris-
tics but did not participate in the early childhood program,
has also been followed through the years. The most recent
report of these children who had been included in the
intervention program and who are now in their 40s shows
continuing long-lasting effects of high-quality early edu-
cation. More of the group who were involved in early edu-
cation, compared with those who weren’t, were employed
at age 40, had higher earnings, had graduated from high
school, and had significantly fewer arrests. An economic
comparison of the cost of early intervention to savings in
costs for special education services, welfare, and prison
show that for every dollar invested in early care and edu-
cation there is a $17 savings to society (Schweinhart,
Montie, Xiang, Barnett, Belfield, & Nores, 2005).
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is failing its children because they are subject to more deprivations than
any other segment of society. As the poorest group in America, 20 to
25 percent of children live in poverty. The State of America’s Children
2008 reports that one in six children in America is poor and that Afri-
can American and Latino children are three times as likely to be poor as
white children (Children’s Defense Fund, 2008).

In its 2000 yearbook on the state of America’s children, the
Children’s Defense Fund expresses deep concern about the number of
children who grow up in poverty:

How long will we stand mute and indifferent in a nine trillion dollar
economy as poverty, poor health and housing, poor education, and
family and community disintegration rob millions of our children’s
lives and futures; gnaw at their bellies; chill their bodies and spirits
to the bone; scratch away their resilience; snatch away their families
and sense of security; and make some of them wish they had never
been born? When has the time ever been riper to end immoral child
poverty, hunger, and homelessness and to make America a safe and
compassionate home for all our children? (Children’s Defense Fund,
2000, p. xi).

Organizations such as the Children’s Defense Fund and the National
Association for the Education of Young Children actively advocate
children’s rights. Their frequent lobbying for children’s rights through
child advocacy in the nation’s capital has promoted legislation related
to child care, mandatory education for children with disabilities, Head
Start, health care for poor children, and other vital services.

The needs of children and families have come to the attention of both
political leaders and the public through the astute efforts of those dedicated
to advocating the rights of children, including early childhood profession-
als. But there is a continuing need to promote a common concern for the
welfare of all children. Based on current trends, researchers predict that
the problems facing children and families will intensify, the gap between
the well-to-do and the poor will widen, and the number of children who
grow up in poverty will increase (Children’s Defense Fund, 2000).

WHAT IS INCLUDED IN EARLY CHILDHOOD
EDUCATION?

We have looked at some of the concerns that have made early child-
hood education, as one aspect of the needs and welfare of young chil-
dren, a current issue. But early childhood education is a broad term and
includes a variety of approaches and programs. We will now examine
some of the ways in which this term is used and some of the classifica-
tions into which programs can be grouped.

Purpose of Programs

We have already touched on some basic differences in programs that
stem from their underlying thrust. The major purpose of many programs

child advocacy

Political and legislative activism by
professionals to urge change in social
policies affecting children.

»> KEY POINT «(

Early childhood education programs can
be defined by their purpose, including
child care, enrichment, and compensation
for some lack in the children’s back-
grounds.
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Programs are either home-based, such as
family child care homes, or center-based,
located in a school facility.

family child care homes

Care for a relatively small number of
children in a family home that has been
licensed or registered for that purpose.

is to care for children while their families work. The rapid rise in recent
years in the number of children in full day care, either in child care cen-
ters or in family child care homes, has paralleled the increasing preva-
lence of working mothers. The primary goal of child care programs is
to provide safe and nurturing care in a developmentally appropriate
setting for children.

Enrichment is a second aim, prevalent particularly in part-time pre-
schools. Such programs usually include specific activities to enhance
socialization, cognitive skills, or the overall development of young chil-
dren. The underlying notion is that children will benefit from experi-
ences that they may not receive at home; for instance, participating in
group activities, playing with a group of age-mates, or learning specific
concepts from specially trained teachers. Some programs aim at acceler-
ating aspects of children’s development (especially in academic areas)
through didactic activities—ones that have high teacher control. Early
childhood professionals do not consider such an approach as enriching
or as developmentally appropriate (Copple & Bredekamp, 2009; Stipek,
Feiler, Daniels, & Milburn, 1995).

A third major purpose, found particularly in publicly funded pro-
grams, is compensation. Compensatory programs are designed to make
up or compensate for some lack in children’s backgrounds. The basic
philosophy of programs such as Head Start is to provide experiences
that will help children enter the mainstream of society more success-
fully. Such experiences include a range of services that encompass
early childhood education, health and dental care, nutrition, and parent
education.

These categories, although descriptive of some underlying dif-
ferences among programs, are not mutually exclusive. Few child care
centers are concerned with only the physical well-being and care of
children. Most also provide enriching experiences that further children’s
development. At the same time, preschool programs have to be con-
cerned with appropriate nurture and safety while the children are in
their care. Similarly, compensatory programs are also concerned with
enriching experiences and caring for children, whereas child care or
preschool programs may serve to compensate for something lacking in
the backgrounds of some of the children. In fact, many Head Start pro-
grams now are offering wrap-around services to provide extended care
for children of working families.

Program Settings

Programs for young children can be divided into home-based and
center-based settings. In the United States, when all ages of chil-
dren are considered, the largest number is cared for in family child
care homes. Infants and toddlers in particular are cared for in such
homes (Capizzano et al., 2000) because families with very young
children seem to prefer a more intimate, homelike setting. Most
states require licensing or registration of family child care homes,
although it is estimated that the number of unlicensed homes is on
the rise (Bradford, 2003).
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Many young children are cared for in family child care homes
rather than in center-based care facilities. Typically, family child
care homes have children of various ages, spanning infancy
through the preschool and primary years.

About 17 percent of infants and toddlers and 14 percent of
preschoolers are cared for in family child care settings. These figures
are in addition to the 27 percent of infants and toddlers and 16 percent
of preschoolers who are cared for by relatives (Capizzano et al., 2000).
In the first extensive study of family child care settings, Galinsky and
her colleagues (1994) found that many of the homes were less than
adequate. Only 9 percent of the homes studied were rated as good, 35
percent were rated as inadequate, and the remaining 56 percent were
considered custodial, neither good nor “growth-enhancing.” The study
also found a clear relationship between program quality and children’s
development. A number of training programs have been developed in
recent years to support providers and improve quality of care (Hamm,
Gault, & Jones-DeWeever, 2005).

Center-based programs are located in early childhood centers and
usually include larger groups of children than do home-based programs.
Center-based programs represent the greatest increase in the types of
programs offered in the United States. In the 1960s only about 6 percent
of young children were cared for in centers (Capizzano et al., 2000). By
2006, 60 percent of children were in some kind of center-based care.
The number of children in center care increases by age, with 28 percent
of infants, 43 percent of toddlers, and 78 percent of preschoolers in
centers (National Center for Education Statistics, 2008).

Ages of Children

Another way early childhood programs can be grouped is by the age
of the children. The classification of early childhood spans birth to age
eight, which includes infants, toddlers, preschoolers, kindergartners,
and children in the primary grades. Needless to say, working families
need care for children of varying ages.

center-based programs

Programs for young children located in
school settings; these programs usually
include larger groups of children than are
found in home-based programs.

D> KEY POINT <

Programs are specially designed for
children of varying ages, such as toddlers,
preschoolers, and school-age children.
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Center-based infant and toddler
programs are among the fastest-
growing segment of child care
programs today.

integrated curriculum
A program that focuses on all aspects of
children’s development, not just cognitive

development.

INFANTS AND TODDLERS. One of the most dramatic increases in
recent years has been in infant and toddler programs. In fact, center-
based care for infants and toddlers represents the fastest growing type
of program, though the majority of children under age three are cared
for in family child care homes or by a relative (Capizzano et al., 2000;
National Center for Education Statistics, 2008). Across the country,
child care centers have been converting part of their facilities to care for
infants and toddlers, and many states have incorporated new sections
in licensing standards to consider the special needs of this youngest
segment of the population.

Not all infant/toddler programs fall under the rubric of child
care, however. A number of compensatory programs enroll children
from infancy, starting with early parent-child education as a way of
intervening in the poverty cycle. Notable is the Early Head Start program
for children under the age of three.

PRESCHOOLERS. The largest segment of children in early childhood
programs are preschool-age, including youngsters from two or three
years of age until they begin formal schooling. Some programs consider
the preschool period as beginning at age three; others enroll children
once they are out of diapers.

Programs for this age group include a wide variety of options. The
majority of preschoolers are in all-day programs that provide care while
their families work. Some children attend part-day preschool or nursery
school programs for social and educational enrichment. We will exam-
ine more specific components of Developmentally Appropriate Practice
for preschoolers in the remaining chapters.

KINDERGARTEN AND PRIMARY CHILDREN. Many definitions of
early childhood include children up to age eight. Thus, directions for
curriculum, teaching strategies, and the environment in kindergartens
and primary classrooms derive from what is known about the develop-
ment and mode of learning of young, school-age children.

Developmentally Appropriate Practice for this age group, just as for
earlier ages, involves an integrated approach. Integrated curriculum
acknowledges the importance of all aspects of human development—
social, emotional, physical, cognitive, language, and creative—rather
than focusing primarily on the cognitive. It also involves learning
experiences that promote all aspects of development rather than sepa-
rating the day into discrete times, such as for math, reading, physical
education, or social studies. Through the use of learning centers (to be
discussed in Chapter 7) and themes (Chapter 8), such subjects are fully
integrated and considered an inseparable part of each other (Copple &
Bredekamp, 2009).

BEFORE- AND AFTER-SCHOOL CARE. Young school-age children
whose families work full time also require care when they are not in
school. This is often provided through before- and after-school pro-
grams and full-day holiday and summer care. Such programs generally
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focus on recreation rather than education, particularly self-directed and
self-initiated activities, since the children spend the bulk of their day in
school (Bumgarner, 1999).

While many young children are enrolled in such programs, mil-
lions of others, labeled latch-key, or self-care, children, return to an
empty home after school. Concerns about the safety, vulnerability,
and lack of judgment of young school-age children have prompted an
increase in before- and after-school programs. Most states do not set
an age limit below which children should not be left alone, though
the National SAFEKIDS Campaign suggests age 12 (Database Systems
Corporation, 2009).

Sources of Support for Programs

Yet another way of grouping early childhood programs is by the base of
their support, especially financial. Many early childhood programs are
privately owned, for-profit businesses, whereas others are not-for-profit
enterprises operated through public funds or sponsored by an agency
or church. A growing number of early childhood programs are also sup-
ported by employers.

FOR-PROFIT PROGRAMS. About 60 percent of all child care programs
are operated for profit, either as a single, independently owned business
or as part of a regional or national chain. For many years, the major-
ity of child care in most American communities was provided by local
owners who operated one or two centers. Today, however, child care
chains, which have experienced tremendous growth, have moved into
virtually every metropolitan area (Neugebauer, 1991). Child care chains
are big business! Some even sell stock that is traded on the New York
Stock Exchange, deal in mergers and takeovers, and utilize sophisti-
cated marketing strategies.

NOT-FOR-PROFIT PROGRAMS. In for-profit early childhood programs,
what is left over after expenses are paid is considered profit, which
goes back to the owner or stockholders. In not-for-profit programs,
such monies are incorporated back into the program or are returned to
the sponsoring agency. Not-for-profit centers gain that status through
incorporation or sponsorship from an entity that is itself not operated
for profit. Churches are the most common sponsors of early childhood
programs, and other groups, such as YMCAs, YWCAs, city recreation
departments, hospitals, colleges, and universities, also are frequent
Sponsors.

Many religiously sponsored programs came into existence in
the 1970s and 1980s. Often, religious buildings included nursery,
preschool, or recreational rooms that were used primarily on the day of
worship. As the need for child care for working families became a more
pressing social concern, many religious groups responded to that need
by opening their facilities during the week. Some such programs are
affiliated with and incorporate their religion, but many are secular.
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latch-key children (or self-care
children)

School-age children who, after school,
return to an empty home because their
families are at work.

D> KEY POINT <(

The majority of early childhood programs
are privately owned and operated for
profit. Among these, the number of child
care chains has increased dramatically
over the past three decades, particularly
in metropolitan areas.

D) KEY POINT «(

Religious organizations are the most com-
mon sponsors of not-for-profit programs,
although other organizations and agencies
also sponsor early childhood programs.

There are many not-for-profit
programs, which are sponsored
by such entities as churches, city
recreation departments, hospitals,
colleges and universities, and
YMCA/YWCA organizations. The
fact that the sponsor does not
operate for-profit, gives child care
centers sponsored by such groups
not-for-profit status.
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Another rapidly growing type of

early childhood program is sponsored or
supported by an employer for the children
of employees. Child care as a work benefit
has been proven to increase worker
productivity and loyalty.

»> KEY POINT

Early childhood programs affiliated with
institutions of higher learning provide
training for students, as well as child care
for students, parents, faculty, and staff.

EMPLOYER-SUPPORTED PROGRAMS. One of the fastest-growing
groups with a stake in early childhood programs are employers. Many
companies have found that their interest in the needs and concerns of
parent-employees has resulted in a more productive and stable work-
force. For the working parents of young children, work and family are
not separable and, in fact, often overlap. Child care, in particular, is not
just a family issue but also a concern to employers. Employees with
young children, compared with other workers, more often are late for
work, leave work early, miss work altogether, and deal with personal
issues while at work. When employers support child care in some way,
the result is lower absenteeism, greater stability and loyalty, better
morale, decreased stress, and less distraction among their employees
(Oekerman, 1997; Smith 2000).

There are many ways in which employers can support their work-
ers’ child care needs. Some large companies have created child care
centers in or near the place of work. Another way in which employ-
ers help their workers is through arrangements with community child
care centers, for instance, through a voucher system or direct subsi-
dies. Such an arrangement can ensure that employees are given priority
when child care openings are available.

Other employers provide referral services to help match the
employee’s need with available resources in the community. Some
companies have helped develop and train a community network of
family child care homes to meet their workers’ needs. A growing trend
among employers is to provide more responsive scheduling options, for
instance, job sharing or flex-time. Child care is increasingly becoming
a benefits option as companies allow their employees to select from a
menu rather than providing a common benefits package for all. Some
companies, recognizing the significant problem posed by children who
are mildly ill, have begun to explore sick-child care options (Friedman,
1989; NAEYC, 1990).

As an increasing number of companies provide employer-sponsored
child care for their workers, a recent trend has been the rise of employer
child care management organizations. Such organizations contract with
businesses to provide child care services for their employees. The best
known of these management organizations is Bright Horizons Fam-
ily Solutions, which, in 2008, managed nearly 650 centers across the
country, including centers for many of the top American companies
(CNN Money.com, 2008).

UNIVERSITY- AND COLLEGE-AFFILIATED PROGRAMS. A sizable
group of early childhood programs is linked to higher education. The
institution in which you are enrolled may, in fact, have such a program.
Some are specifically laboratory or training programs that support stu-
dent practicum and provide subjects for research; others serve primarily
as campus child care centers for the young children of students, staff,
and faculty. The trend since the 1980s has been for campus programs to
combine these two functions, offering child care to the campus commu-
nity while utilizing the children and families for practicum and research
purposes (Everts, Essa, Cheney, & McKee, 1993).
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Stories from the Field
MEETING MULTIPLE NEEDS
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Marci, Campus Child Care Connections Program Coordinator

Sometimes finding quality child care is difficult and chal-
lenging, especially for new parents. | support parents in
their quest for the best possible child care setting for their
child by offering resources and referrals. | help parents
with their search by providing various options for care as
well as finding a good match.

It's especially difficult to find quality child care for
infants and toddlers. One wonderful resource for fami-
lies that some aren’t aware of is family child care. Fam-
ily child caregivers provide a nurturing environment for
young children, but are often isolated from other early
childhood professionals. Hence, my job is to develop pro-
fessional support systems for family child care providers
through financial assistance, information, monthly child
care trainings and visits, program planning, and techni-
cal assistance. The services provided help to encourage
higher quality in family child care. | also help family child
care providers through the process of accreditation, which
in turns helps me validate the quality of their individual
programs. With this help, there are now several providers
in our state who are accredited, and more are currently in
the process of becoming so.

Helping parents find the right match for their family
is extremely important if the child is to have continuity
of care. | need to make sure parents have the right infor-
mation so they can be sure they are choosing the best
possible child care placement for their child. We try to
educate parents and collect all the pertinent information
regarding a parent’s needs. We provide various brochures,
numerous checklists parents use while visiting a center or
family child care provider, videos, and conversations with
staff. After much discussion, the parents can rest assured
they have made the best possible child care choice for
their child.

| am confident that by providing family child care
providers with access to networks of other providers, they
won'tfeelisolated and alone.They can provide high-quality
care for children as well as meet the rising demand for in-
fant and toddler child care slots. This arrangement results
in a win-win situation: parents can find the best-quality
program for their young children, and child care providers
are supported in developing high-quality programs.
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Head Start is the largest publicly sup-
ported early childhood program, providing
educational, nutritional, health, and parent
support to enrolled children and families.

Such programs are operated either as a campus-wide venture or are
affiliated with a specific department or unit, for instance, early childhood
education, child development, or psychology. Because of the involve-
ment of professional educators, campus programs are generally high
quality, incorporating what has been learned about young children and
early childhood programs through research, theory, and professional
practice.

Publicly Supported Programs

Another significant supporter of early childhood programs is the public
sector, whether it is the federal government or state and local agencies.
Head Start is probably the best-known federally supported program. In
addition, Child Care and Development Fund block grants allow states to
provide child care support for low-income working families. There are
also federally subsidized early childhood programs at the more than
400 U.S. military bases around the world. We will discuss Head Start,
public school preschools, and military child care in more detail.

HEAD START. In 1964, in response to a growing concern about the per-
ceived disadvantage with which many children from poverty environ-
ments entered elementary school, Project Head Start was initiated. The
goal of Head Start was to help break the poverty cycle by providing chil-
dren and their families with a comprehensive program that would help
meet some of their needs. Today, there are Head Start programs in every
state and territory, in rural and urban sectors, on Native American res-
ervations, and in migrant areas. Head Start serves nearly one million
preschoolers (Office of the Inspector General, 2007); it is estimated that
this figure represents less than half of the eligible children in the country.
Altogether Head Start has enrolled more than 25 million children since
its inception in 1965 (Head Start Program Fact Sheet, Fiscal Year 2008).

Although Head Start is an education program aimed at providing a
high-quality early childhood experience for three- to five-year-olds, it
also encompasses several other components. An important element is
the provision of health care through medical, dental, nutritional, and
mental health services for all of its children. This recognizes that chil-
dren who are hungry or ill cannot learn. All children receive medical
and dental examinations, immunizations, a minimum of one hot meal
and a snack each day, and the services of a mental health specialist if
needed.

Parenting education and parent involvement are also integral ele-
ments of Head Start. Many parents have found employment through the
program because it gives them priority for any available nonprofessional
Head Start jobs. Another component involves social services for families
to provide assistance, information about community resources, refer-
rals, and crisis intervention. Finally, Head Start also serves children with
disabilities, following the congressional mandate that at least 10 percent
of its children must have a diagnosed disability (Head Start, 1990).

Since 1994, Head Start has also begun to serve children under the
age of three. The Early Head Start program provides child development
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and family services to pregnant women and low-income families with
infants and toddlers. Early Head Start was developed in response to the
growing recognition of the importance of the earliest years of children’s
lives, acknowledgment that infant and toddler care were woefully
lacking in most communities. Some Early Head Start programs provide
center-based services, while others rely more on home visitation and
support. The goals of the program are to enhance children’s develop-
ment (including health, social competence, cognitive and language abil-
ity, and resilience); support family development (including parenting,
economic self-sufficiency, and family stability); support staff develop-
ment (for instance, by providing training and educational opportuni-
ties); and support community development. More than 600,000 children
are served in Early Head Start programs (Head Start, 2004). Early Head
Start, like Head Start, mandates continuing staff training and educa-
tion. Educational requirements for Head Start staff will be discussed in
more detail in Chapter 4.

STATE AND PUBLIC SCHOOL INVOLVEMENT. Funding for early child-
hood education programs is coming from a wider range of sources than
ever before. A majority of states allocate funding out of their budgets
for early childhood programs. State-funded prekindergarten programs
have increased dramatically in number over the past two decades. Most
of these programs are part-day, part-year programs designed for four-
year-olds who are identified as having some risk factors that might
keep them from being successful when they start formal schooling.
Several states are also moving toward universal access to prekinder-
garten for all children (Schumacher, Ewen, Hart, & Lombardi, 2005).

Such programs are offered either within public school systems or
through a combination of public and private settings. Public schools
have, of course, always been the providers of kindergarten, first-, and
second-grade programs; children in these classes have, by definition,
been included in early childhood, as a category. In addition, a few states
have provided services to young children below kindergarten age for a
number of years, but increasingly more school districts are extending
their programs to preschoolers. In another way, public schools have, for
many years, provided early childhood centers as part of high school or
vocational school training programs.

Public school sponsorship of early childhood programs is, of
course, subject to the same limited supply of money that constrains
other publicly supported programs. Typically, therefore, existing pro-
grams serve a limited group of children. In most states, such programs
give priority to children who are considered at risk for school failure.
Some states specify low-income children, while others indicate that
participants have to be Head Start eligible. This focus on poor children
or children at risk to a large measure responds to the 80 percent of
children who are eligible for Head Start but are not included in that
program. Some states provide programs for three- as well as four-
year-olds, although the majority are structured to serve only four-
year-olds. In a few states, prekindergarten programs are designed for
children who come from non-English-speaking families. Educators,

served every year through Head
Start programs, but it is estimated
that this program serves less than
half of eligible children.

D> KEY POINT <

Increasing numbers of states support
early childhood programs and school
districts across the country are offering
programs for preschoolers, particularly for
those considered at risk for school failure.
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The Department of Defense sponsors 800
child care programs for military personnel
on bases around the world.

»> KEY POINT

When an adult is in charge of too many
children, the behaviors of both the chil-
dren and adults are adversely affected by
this high child—adult ratio.

child-adult ratio

The number of children for whom an
adult is responsible, calculated by dividing
the total number of adults into the total
number of children.

however, are calling for a broader constituency in public school early
childhood programs, one that includes all children rather than only a
limited group.

MILITARY CHILD CARE. The U.S. Department of Defense oversees 800
Child Development Centers on military bases around the world (Military.
com, 2008). The National Women'’s Law Center (Pomper, Blank, Camp-
bell, & Schulman, 2004) published a follow-up report on military child
care and held up the military as a model for ways to improve civil-
ian child care. The report identified a number of ways that improve-
ments have been brought about in the military child care system to
promote high-quality care. These include a certification and inspection
system that ensures that programs maintain basic standards; a pro-
gram accreditation requirement that moves programs to a higher level
of quality; and caregiver training and wages that improve staff quality
and stability.

DEFINING QUALITY IN EARLY CHILDHOOD
PROGRAMS

Up to this point, we have discussed early childhood programs in fairly
concrete, descriptive terms, looking at characteristics by which pro-
grams can be grouped. Programs can and should also be examined in
terms of how they best meet the needs and consider the well-being of
children. Such considerations are related to quality.

Current research , in fact, focuses on identifying factors that create
good early childhood programming for young children. The old ques-
tions about whether child care is good or bad for children or what type
of care is best are now obsolete; today’s research questions seek to find
out how to make child care better for young children. Current research
is attempting to provide empirical support for the reasons commonly
cited as indicators of good programs. The emerging picture tells us that
quality in child care is not dependent on single, separable factors but is
a result of the presence of and interaction among a variety of complex
elements (Essa & Burnham, 2001; NICHD, 2000a).

Child-Adult Ratio

It has generally been assumed that when caregivers are responsible for
large numbers of children, the quality of care is adversely affected. A
number of studies have addressed this assumption and found that the
ratio significantly affects children’s behavior and child-adult interaction
(Helburn & Howes, 1996; Howes, 1997).

For instance, when there are larger numbers of children per adult,
there is less verbal interaction among adults and children than when
the child-adult ratio is lower. Teachers in classrooms with lower ratios
were more sensitive and responsive to the children than teachers who
had more children in their care (Howes, 1997). A significant factor in
providing quality care has to do with giving children individualized
attention, confirming their unique identity and worth as individuals.
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An optimal ratio of adults to children is one indicator of quality in
early childhood programs. A low ratio facilitates interaction and
allows for more individualized attention to each child. According
to research and the advice of experts, what is an inappropriate
ratio for young children? What other factors are important in
determining an appropriate ratio?

When an adult is responsible for a large number of children, that adult
is less able to provide such attention and is more concerned instead
with controlling and managing the group.

What is an appropriate child-adult ratio? There is no definitive
answer, although the literature does provide some suggested guidelines.
For instance, NAEYC suggests a ratio of 3 to 1 for infants, 6 to 1 for
toddlers, 8 to 1 for three-year-olds, 10 to 1 for four- and five-year-olds,
and 15 to 18 to 1 for children in the primary grades (Copple & Bredekamp,
2009). These ratios are consistent with identified Developmentally Appro-
priate Practice.

Keep in mind, however, that child-adult ratio is one variable that
interacts with other factors, such as group size and teacher qualifi-
cations. In France, child-adult ratios are considerably higher than in
the United States, but French preschool teachers are highly trained,
adequately paid, and accorded greater status and respect than their
American counterparts (Howes & Marx, 1992).

Group Size

In the late 1970s, the large-scale National Day Care Study (Roupp, Trav-
ers, Glantz, & Coelen, 1979) published its findings. These indicated that
group size was one of two consistently important variables that define
quality of care for young children. In smaller groups, adults and chil-
dren interacted more; children were more cooperative, innovative, and
verbal; and they earned better scores on cognitive and language tests.
Another study summarized that, with a moderate number of children

D> KEY POINT <

Research has shown that a moderate
group size results in children who are more
socially and intellectually competent than
those who spend their day in large groups.
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Research shows that teachers with specif-

ic early childhood training are important
in a high-quality program.

D> KEY POINT

High-quality programs have develop-
mentally appropriate expectations and
activities, and do not push children into
inappropriate, accelerated activities.
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in a group, children seem to demonstrate greater social competence
(Clarke-Stewart, 1987b). When caregivers are in charge of large groups
of children, however, they tend to be less responsive to the children and
provide less social stimulation (Howes, 1983).

Ideal group size cannot really be defined because other variables,
including the parameters of the physical environment, need to be con-
sidered. The National Association for the Education of Young Children,
through its Developmentally Appropriate Practice, provides some guide-
lines for group size (Copple & Bredekamp, 2009). For very young
preschoolers, the association recommends no more than 12 children
per group with two teachers; a maximum group size of 20 children is
recommended for four- and five-year-olds.

Staff Qualifications

Research has given us some indication about teachers who are most
likely to provide a high-quality early childhood program. Earlier we
discussed how the National Day Care Study (Roupp et al., 1979) found
group size to be one of two important quality variables. The other
significant variable that emerged from this study was the importance of
a staff with specific training in early childhood education and develop-
ment. Such teachers engaged in more interactions with the children, and
the children showed greater social and cognitive abilities compared with
those whose teachers lacked such training. These findings, particularly
in relation to children’s more advanced cognitive and language abil-
ity, have been supported in other research (Burchinal, Roberts, Nabors,
& Bryant, 1996; NICHD Early Child Care Research Network, 2000b;
Phillipsen, Burchinal, Howes, & Cryer, 1997). In addition, teachers with
early childhood training were rated as more positive and less punitive,
employing a less authoritarian style of interaction with the children
(Arnett, 1987).

Developmental Appropriateness
of the Program

Child development theory and research have given us a good under-
standing of what young children are like and under what conditions they
thrive and learn best. From such information, we are able to plan envi-
ronments, develop activities, and set expectations that are congruent
with children’s needs and characteristics (Copple & Bredekamp, 2009).
Throughout this book—particularly Chapter 7, which considers how to
structure an appropriate environment; Chapters 8 through 11, which
examine how various components of the curriculum reinforce develop-
ment; and Chapters 15 through 17, in which we consider guidance prin-
ciples—we will focus on Developmentally Appropriate Practice.

In recent years, there has been increasing concern that public edu-
cation is not adequately preparing children for the challenges of the
future. This concern has been accompanied by a push to return to
“the basics” in education. Some have interpreted this to include young
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children, with the idea that an earlier introduction to academics will
result in better-prepared and better-educated children.

As we will consider in various contexts in this book, early child-
hood professionals and researchers have expressed grave apprehen-
sions about this trend, which pushes preschoolers into inappropriate
tasks for which they are not developmentally ready. Young children can
learn a lot of material in a mechanistic, rote manner, but if these expe-
riences are meaningless, such information has little relevance. Thus,
for an early childhood program to meet quality criteria, it must respect
the emerging abilities of young children without imposing inappropri-
ate expectations.

Child-Adult Interaction

Although many factors contribute to the quality of an early childhood
program, perhaps the most important factor on which quality depends
is the interaction between the adults and the children. In a good pro-
gram, adults are involved with children, they are nurturing and respon-
sive, there is ample verbal exchange, and interactions aim to teach, not
just to control (Clarke-Stewart, 1987a). A wonderful physical facility,
an exemplary child-adult ratio, and a favorable group size would all
be negated by uncaring and unresponsive child-adult interactions. It
is, after all, the teachers who determine the tone and the character—in
effect, the quality—of a program.

Staff Consistency

A serious concern among professionals and families alike is the high
rate of staff turnover in early childhood programs, estimated at 41 per-
cent per year in a recent national study (Whitebook et al., 1989). Many
young children spend the bulk of their waking hours in child care with
adults other than their parents. One important task of the early years is
forming a secure attachment relationship to adults. Although primary
attachment is with parents, research has shown that young children
certainly do become attached to their caregivers. But when children lose
an adult with whom they have formed such an attachment, the loss can
be profound (Essa, Favre, Thweatt, & Waugh, 1999).

One study found that there is less child-adult interaction in centers
with a high teacher-turnover rate (Phillips, Scarr, & McCartney, 1987).
This is not surprising when interaction is dependent in part on estab-
lishing a relationship, something that takes time to develop. Another
study (Howes & Hamilton, 1993) found toddlers who experienced
changes in their primary teachers were more aggressive as four-year-
olds. Similarly, McCartney and her co-researchers (1997) found that
children who experienced more changes in caregivers during the first
year had more behavior problems as preschoolers. In fact, the effects of
stable caregivers early in life were still evident when the children were
nine years old (Howes, Hamilton, & Phillipsen, 1998). This research
supports the importance of a stable, secure relationship between young
children and their caregivers.

D> KEY POINT «(

Frequent and responsive interaction
between adults and children is a necessity
in high-quality programs.

D> KEY POINT «(

Staff consistency is important, because
high staff turnover has a negative impact
on young children.

Warm, responsive interaction
among adults and children is an
important element in defining
quality in early childhood
programs.
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A good staff, which provides an appropri-
ate program for young children, has to be
respected and nurtured.

»> KEY POINT

A child-oriented environment and family
involvement also contribute to the quality
of a program.

Respect and Concern for Staff

As we have discussed, a nurturing, well-trained, and consistent staff
is important to a quality program, but a reciprocal concern for the well-
being of the staff also is needed. Working with young children is a
demanding, challenging job. Thus, it is in the best interests of the chil-
dren, the families, and the employer if staff members receive appropri-
ate pay and benefits, and work in a satisfying environment. In such a
setting, the needs of the staff are seriously considered, an atmosphere of
camaraderie is fostered, autonomy is encouraged in planning an appro-
priate program for the children, and the physical environment includes
space for adults (Jorde-Bloom, 1988a). Chapter 4 will discuss some of
the parameters and issues associated with providing such an environ-
ment for the staff.

Physical Environment

Even though we will discuss the physical environment of the early child-
hood program in greater detail in Chapter 7, it is necessary to note here
that the physical facility is another important factor that contributes
to program quality. According to research, children demonstrate higher
cognitive skill levels and greater social competence in schools that are
safe and orderly, contain a wide variety of stimulating equipment and
materials, and are organized into learning centers on the basis of simi-
lar materials and activities when compared with children in programs
that lack these features.

A child-oriented environment conveys to children that this place is
meant for them. There are interesting and worthwhile things to do in
a child-oriented environment because it was designed with the char-
acteristics, ages, and abilities of the children in mind. A child-centered
environment also requires fewer restrictions and prohibitions because it

© Cengage Learning

A physical environment that is child-centered, organized, and
stimulating is integral to the overall quality of a program.
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was fashioned specifically for children. This contributes toward a posi-
tive and pleasant atmosphere. In short, a good environment conveys
to children that this is a good place to be, that people here care about
them, that these people are able to satisfy their desire to learn and their
innate curiosity, and that this is a place in which it is safe to try without
fear of failure.

FAMILY SUPPORT
FAMILY INVOLVEMENT

With increasing numbers of children spending many hours per day in
child care, families and teachers are, more than ever, partners in many
aspects of child-rearing and socialization. Studies have shown that the
children benefit when the family and the early childhood staff share a
common commitment to the best interests of the children, communicate
openly, and have mutual respect. However, if there is a lack of com-
munication so that parents do not know what happened at school and
teachers are not informed of significant events in the child’s home life,
there is a lack of continuity for the child. In Chapter 3 we will explore
this home-school link in much greater detail. In addition, at the end of
each of the remaining chapters, we will look at the importance of fami-
lies in relation to the topic of the chapter.

Quality as a Combination of Factors

For the purposes of discussion, we have isolated a number of compo-
nents that contribute to quality early childhood programming, including
child-adult ratio, group size, staff qualifications, developmental appro-
priateness of the program, child-adult interaction, staff consistency,
concern for staff, the physical environment, and family involvement. It
is important to keep in mind, however, that quality can best be under-
stood and studied as a combination of components. As you further your
understanding and knowledge of the field of early childhood education,
remember that quality is not defined by a single factor but depends on
the complex interaction of a variety of elements in which you, as an
early childhood professional, play a key role.

THE FUTURE OF EARLY CHILDHOOD
EDUCATION

Up to this point, we have examined social forces that have helped to
shape the field of early childhood education, looked at the multifaceted
descriptors that define the field today, and examined some qualitative
aspects of programs for young children. As we have entered the twenty-
first century, we can look back and unravel some of the factors that
have shaped the field as it exists today.

But what lies ahead? Are there more changes in store? Will unre-
solved social issues be addressed? Will early childhood education

D> KEY POINT <

Economic and social factors point to

a continual growing need for early
childhood education. These include an ex-
pected increase in the number of women
in the workforce, an increase in the
number of children in poverty, and greater
employer sponsorship of child care.
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D> KEY POINT < become an important force in considering these issues? Lacking the aid

The need for qualified early childhood

of a crystal ball, we might, nonetheless, try to predict what lies ahead

educators will continue to increase. by eXtrapOIating from current trends.
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The early childhood profession will con-
tinue to address issues related to quality
care and the needs of staff.

From all economic and social indications, it is reasonable to
expect that a high percentage of families will continue to have
two parents in the workforce and continue to need care for their
young children.

Employment opportunities in early childhood education will
continue to increase. Bureau of Labor Statistics projections indi-
cate that employment in the child care field will increase by 18
percent, faster than average for all other occupations, through
the year 2016 (U.S. Bureau of Labor Statistics, 2008b).

The number of young children who live in poverty has in-
creased in recent years (Children’s Defense Fund, 2008).
Federal funding for programs such as Head Start, and local and
state allocations to serve children at risk, are likely to increase,
along with programs and job opportunities for teachers of
young children.

An increasing number of children from families whose first
language is not English will be served by early childhood pro-
grams, increasing the need for bilingual and bicultural teachers.

Employer involvement in child care sponsorship is likely to
increase as employers recognize the need to provide child care
benefits for parents. A shift in the types of program sponsor-
ship, along with new job opportunities, is likely to accompany
such a trend.

Although the number of available positions for early childhood
professionals will continue to increase, there are neverthe-

less grave concerns about the stability of the early childhood
workforce. In no other industry is there such a high turnover of
employees as in child care.

As we have discussed, stability of staff is an important element
in the quality of early childhood programs because children’s
trust and attachment to the adults in their lives depends on that
stability. As a result, there has been increasing concern about
the interplay between the needs of children for quality care,

the needs of families for affordable child care, and the needs of
early childhood professionals for appropriate compensation and
status. We can expect greater focus on this issue in the future.

In recent years, many states have undertaken initiatives aimed
at bolstering the professional development of those who work in
the field. We will discuss these initiatives further in Chapter 4.

It is becoming more and more apparent that our country lacks a
cohesive and consolidated social policy within which to con-
sider child and family matters. For instance, a wide variety

of agencies initiate, license, administer, and evaluate varying
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programs for children and families, often relying on disparate
philosophies, approaches, and regulations. But, at the same
time, because of increased public attention, there also seems to
be greater willingness to address such issues with more depth,
integration, and forethought.

B As aresult, professional organizations are placing greater
emphasis on the need to develop a system for financing early
childhood education in the United States. Helburn (2003)
argues that only the federal government has the ability to
provide funding for a cohesive system of child care through
which all American children are covered.

B Recent legislation has placed increased emphasis on account-
ability and assessment of young children, an issue we will
discuss further in Chapter 6. Programs that receive federal
funding, such as Head Start, have experienced greater pressure
to demonstrate that they are making a difference in children’s
development, particularly in areas related to school readiness.

B Publicly funded programs for young children, including many
Head Start, Early Head Start, and kindergarten programs,
often are operated only on a part-day basis. Such scheduling
is problematic for working parents who need full-day care for
their children. Despite limited funding, efforts will need to be
made to deliver more wrap-around services that provide ex-
tended hours for children who participate in a part-day program
such as Head Start and Early Head Start.

B Within the early childhood profession, there is a continued
focus on the pluralistic nature of our society and the shrinking

world in which children are growing up. Many early childhood
programs can be expected to focus more than ever on
curriculum based on nonbias and the inclusion of children
and families from different cultural, ethnic, linguistic, and
economic backgrounds, as well as children with disabilities.
We will explore this topic in more detail in Chapter 13.

B Finally, because of legislation ensuring that young children
with disabilities are included in early education, there will be
continued efforts to integrate them into programs with children
who do not have disabilities. As we will see in the next chapter,
such inclusive programs benefit everyone involved.

_____SUMMARY 4 1

1. A central professional concept in the field of early childhood
education is Developmentally Appropriate Practice (DAP), a set
of principles about how to teach young children that is based
on an understanding of child development and a familiar-
ity with the cultural context within which each child is being
raised.
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2. A number of social factors have contributed to the expansion
of early childhood programs and have brought early childhood
education into the public consciousness. These factors include
the following:

A. Changes in family life such as an increased number of
two-earner families and single parents

B. Growing evidence of the benefits of early education for
children from poverty, children with disabilities, and other
children at risk

C. Child advocacy, which has helped bring the needs of
young children and their families to public and legislative
prominence

3. There is considerable diversity in the types of early childhood
programs; programs vary according to the following factors:

A. Purpose of programs

B. Program settings

C. Ages of the children

D. Sources of funding support

4. Program quality is one of the most important factors to consider
with regard to early childhood programs. The following ele-
ments contribute to the quality of early childhood programs:

Child-adult ratio

Group size

Staff qualification

Developmental appropriateness of the program
Quality of adult—child interaction

Staff consistency

Respect and concern for the staff

Quality of the physical environment

Family involvement

J. Quality as a combination of factors

5. There are trends and projections that suggest what the future
holds for early childhood education.

b I
center-based programs
child-adult ratio
child advocacy
Developmentally Appropriate Practice (DAP)
early childhood education

extended family
family child care homes
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integrated curriculum
latch-key children
nuclear family
self-care children

_____KEV QUESTIONS ___ 4 1

1. If you were given “three wishes” to bring about changes for
young children and their families, what would they be? Share
these with others in your class. From a combined list, develop
several child and family issues that you think child advocates
might address.

2. Visit an early childhood program in your community and share
this information with other members of your class who have
visited different programs. Classify the programs according to
their characteristics; for instance, purpose, setting, ages of chil-
dren served, and source of support. Does your community have
a variety of programs? Which types of programs predominate?
What family needs are met by these programs?

3. Visit a local Head Start program. What benefits do you see for
the children? Talk to a staff member and find out what services
are provided for the children and their families.

4. Suppose you were asked by the parent of a young child, “How
do I find a good child care program?” What would you answer?
How can you help a parent recognize quality indicators?

5. Projections for the future, as we have discussed, indicate
an increased need for good early childhood programs. What
changes do you think are needed to bring about improvements
for children and for early childhood professionals?

4,

Select additional books, articles, and Web sites on topics discussed in
Chapter 1.

Children’s Defense Fund. 7%e state of America’s children. Annually
published yearbooks. Washington, DC: The Children’s Defense
Fund. Also available online at www.childrensdefense.org/.

Elkind, D. (1987). Miseducation: Preschoolers at risk. New York:
Knopf.

Elkind, D. (2001). The hurried child: Growing up too_fast too soon
(3rd ed.). New York: Perseus.

Kagan, S. L., & Cohen, N. E. (1997). Not by chance: Creating an
early care and education system_for America’s children. New
Haven, CT: The Bush Center in Child Development and Social
Policy, Yale University.


www.childrensdefense.org/

28 PART | The What of Early Childhood Education

B -

Child Care Information Center:
WWW.nccic.org
The National Child Care Information Center (NCCIC) is a part of the
Child Care Bureau, which, in turn, is part of the federal Administra-
tion for Children and Families. It serves as a national clearinghouse
and technical assistance center that links parents, providers, policy-
makers, researchers, and the public to early care and education infor-
mation. A wealth of helpful and informative data is available through
this Web site.

The Children’s Defense Fund:

www.childrensdefense.org

The Children’s Defense Fund is one of the most effective and out-
spoken advocates for the needs and rights of children in America to-
day. Its work includes advocacy related to children’s health, welfare,
early childhood development, education, family income and jobs, and
poverty prevention. Information related to legislation and advocacy
activities are found at this Web site.

Kids Count:
www.aecf.org
The Annie E. Casey Foundation publishes the yearly Kids Count data
book, which provides statistics on 10 key measures of child well-be-
ing. The report provides national and state-by-state data about the
condition of children. This Web site also provides information about
advocacy programs that have experienced success.

Go to www.cengage.com/login to register your access code for the
premium Web site for this book, where you will find more resources
to help you study. Additional resources for this chapter include Teach-
Source Videos, Experience Questions, Study Questions, Glossary
Flashcards, Web Activities, Web Links, and Case Studies with Critical
Thinking Questions that apply the concepts presented in this chapter.
If your textbook does not include an access code card, you can go to
www.ichapters.com to purchase access to the premium Web site.


www.nccic.org
www.childrensdefense.org
www.aecf.org
www.cengage.com/login
www.ichapters.com

The Who of
Early Childhood
Education

“Early childhood education is made up of different people.

. In Part Il we will explore the who of this field by examining
~ the characteristics and needs of three groups—children,
families, and teachers.
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In Chapter 2 you will find answers to the following W Early childhood practitioners

questions about children: < - TR e b

e What do all children have in common? known about child development and

* What age-related characteristics distinguish learning, . . . what is known about each
children of different ages and how does hild individual dl wh
brain development contribute to each child’s child as an individual, .. . [and] what
uniqueness? is known about the social and cultural

* Why is play important for all children and contexts in which children live.

how does play develop?

> ) . . o Developmentally Appropriate Practice
e How can you include children with disabilities Copple & Bredekamp, 2009, pp. 9-10

in your early childhood program?

* What are children who have different abili-
ties like?

At the heart of early childhood education are young children. All the
topics we will discuss in ensuing chapters are aimed at gaining a better
understanding of children and how, together with their families, we can
best facilitate their positive development. Although our focus will be on
children, it is always important to keep in mind that they must never be
seen in isolation, but rather as part of a family system that provides con-
text and identity through its lifestyle, culture, heritage, and traditions, as
emphasized in the DAP guidelines (Copple & Bredekamp, 2009). In this
chapter we will take a closer look at children. They also should be seen as
part of their community and cultural contexts, which shape much of their
identity.

31
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D) KEY POINT

The early childhood educator’s under-
standing of child development is vital

in providing a supportive and develop-
mentally appropriate program for young
children.

CHILDREN—SIMILARITIES

Children who grow up in nurturing environments are generally
wonderfully engaging and winning, in part because of the freshness
with which they approach all experiences. Most children possess a
sense of trust that the world and the people in it are friendly and kind,
and they will tackle that world with joy and enthusiasm. The amount of
information that children learn in the first few years of life is unparal-
leled in later learning. At no other time in life will there be such zest and
liveliness toward acquiring skills and knowledge.

Our task in working with young children is to provide an envi-
ronment in which this enthusiasm is nurtured and sustained rather
than subdued or even destroyed. Unfortunately, when children are not
in nurturing and stimulating environments, they could well lose that
sense of freshness and that enjoyment for learning. This is why we will
continue to emphasize the importance of engaging in developmentally
appropriate practice. Young children are eager to learn, but such
eagerness can be battered down if they are frequently overwhelmed
by developmentally inappropriate experiences. This is an awesome
responsibility on the shoulders of early childhood educators that can
be met through careful and sensitive study and understanding of the
characteristics and needs of young children.

Age-Related Commonalities among Children

Although children are unique, they nonetheless have much in common.
All children, including those with disabilities, share the need for
nurturing and trustworthy adults, for stability and security, for increasing
autonomy, and for a sense of competence and self-worth. Similarly, there
are common attributes and skills that characterize children at differ-
ent ages during the early years. In the course of normal development,
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Children's enthusiasm and eagerness to learn must be nurtured
through a supportive environment and by sensitive teachers who
understand their development.
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children reach developmental milestones in a fairly predictable manner
and within a reasonable time range (Allen & Marotz, 2007). The infor-
mation we have about development is derived from a body of research
that has set norms for children of different ages. These norms are based
on the pioneering research of Arnold Gesell (1880-1961), director of
the Yale Clinic of Child Development. According to Gesell, children go
through a predictable sequence of development, alternating between
broad stages when they are in balance and ones during which they
are in disequilibrium (Salkind, 2004). Out of this work also came the
concept of milestones, important accomplishments during children’s
development. Much of the information in the following brief overview
of some developmental characteristics of infants and one-, two-, three-,
four-, five-, and six- to eight-year olds comes from Arnold Gesell’s work.
In fact, much of what is considered developmentally appropriate for
children at specific ages—the foundation of Developmentally Appropriate
Practice—is based on the research of Arnold Gesell.

INFANTS. The first year of life is very crucial in establishing a founda-
tion for all areas of development. Astounding changes mark the first
year; within that time newborns, whose existence is totally dependent
on adults, become mobile, communicating 12-month-olds. Professionals
who care for infants need a sound understanding of the developmental
changes that take place during infancy.

Newborns’ earliest movements are reflexive, but they quickly
develop into more purposeful activity. In addition, their senses operate
remarkably well, providing a wealth of valuable information about this
new world into which they have been thrust. By the middle of the first
year, babies are reaching for and grasping objects, rolling over, and
sitting up with support. During the latter half of the year, infants master
the pincer grasp (holding objects with thumb and forefinger), crawling,
pulling themselves upright, and perhaps walking alone. Through
increasing skill in motor activity and use of all the senses, children
learn about and make sense of the world. Socially, infants signal their
recognition of significant people, especially parents and caregivers. This
burgeoning affinity shifts from following with the eyes to smiling and
later to crawling after adults. By the end of the first year, babies show
strong attachment to parents and caregivers and may show consider-
able fear or reluctance toward strangers. Infants are amazingly adept at
communicating and demonstrate increasing understanding of language.
They “converse” with adults through babbling and jabbering long
before they can produce recognizable words. First words also appear
by the end of the first year, usually relevant to social relationships,
especially, “ma-ma” and “da-da” (Allen & Marotz, 2007; Gonzales-
Mena & Eyer, 2007).

Infants need responsive adults who recognize and meet their indi-
vidual needs in a consistent, nurturing, respectful manner. Caregivers of
infants must be extremely sensitive to the importance of establishing a
stable relationship through which trust and security are generated. They
provide daily routines that are tailored to each child’s individual rhythm
and needs for care, food, sleep, play, and social interaction. Later, when

(DAP|
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Infants rapidly gain skills in all areas of
development, relying on information
about the world from movement and their
senses. They acquire strong attachments
to significant adults in their lives; stable,
consistent, and loving care is vital for
babies.
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One-year-olds’ rapidly growing mobility,
coupled with their expanding desire for
independence and their curiosity about

everything around them, lead them to be-
come avid explorers of their environment.

Their growing mastery of language and

new ability to mentally represent objects
and experiences help them move beyond
the here-and-now experiences of infancy.

babies begin to be mobile, caregivers must provide appropriate space
for crawling and beginning walking. As discussed in Developmentally
Appropriate Practice in Early Childhood Programs Serving Children

ffom Birth through Age 8, infants “thrive on responsive caregiving, an

engaging environment, and unhurried time to experience the simple
joys of being with others” (Copple & Bredekamp, 2009, p. 59). There
must be interesting things to explore, yet the environment must also
be safe and hygienic (Copple & Bredekamp, 2009).

ONE-YEAR-OLDS. Toddlers, as one-year-olds are also called, have
access to an expanding world of wonders to be explored. They gain
increasing skills in moving through this world, starting with a lurching,
wobbly gait when they first begin to walk and quickly refining their
walk so by the end of the second year it is quite smooth and steady
and includes running, walking backwards, and negotiating stairs. Soon
they also begin to combine their newly developed locomotion skill with
pushing and pulling objects. They are adept at picking up objects and,
with great glee, also love to drop or throw them. Their increasing control
over their finger muscles can be seen in their participation at meal times;
they enjoy self-feeding finger foods, wielding a spoon, and drinking
from a cup, though these endeavors are not always negotiated success-
fully. They become more independent, wanting to do many things for
themselves.

Language blossoms during the second year, becoming increasingly
more intelligible and varied. Vocabulary grows from a few words to an
impressive mastery of up to 300 words, and single words soon become
two-word sentences. During the second half of the second year, toddlers
gain the ability to internally represent objects and events. This is often
seen in play, when they imitate the actions of others, engage in simple
make-believe play, or dress up. Toddlers have great interest in other
children, but their play is characteristically parallel rather than interac-
tive. They focus on their own wants and needs and are not yet able
to place these in the context of other children’s wants and needs.
Perhaps the greatest challenge for toddlers is the need to reconcile their
continuing desire for closeness to their caregivers and their growing
need for independence (Allen & Marotz, 2007; Gonzalez-Mena & Eyer,
2007; Honig, 1993).

Caregivers of one-year-olds must continue to provide a safe,
consistent, sensitive, loving, and supportive environment. The interac-
tions, conversations, and give-and-take play between caregivers and chil-
dren contribute immensely to toddlers’ development. Caregivers must also
be constantly vigilant because toddlers are very curious about everything
around them and have very little awareness of safety. DAP tells us that
toddlers rely on caregivers who are loving, create an environment that is
safe to explore, and provide reassurance to the children that they are safe
(Copple & Bredekamp, 2009). The daily schedule provided for one-year-
olds is still dictated by individual rhythms and needs, but toddlers begin
to exhibit greater similarity in their daily patterns; thus, caregivers may
be able to schedule meals and naps for the group, while still remaining
sensitive to individual differences (Copple & Bredekamp, 2009).
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TWO-YEAR-OLDS. Some early childhood programs incorporate two-
year-olds, especially older ones, into preschool groups, whereas others
place twos into a separate toddler category. Twos are in a transitional
stage, making the move from babyhood to childhood. They are in the
process of acquiring and enthusiastically using many new skills, par-
ticularly the two that most visibly mark the distinction between baby
and child—language and motor control.

During this year, most children increasingly gain body control—
in their more self-assured walking and running that has lost its baby
stagger, and in their new-found finger control that allows them to put
together simple puzzles or use eating utensils. At the same time, they
experience tremendous language growth. Their growing vocabulary,
sentence length, and grammatical forms open up all sorts of possibili-
ties because of this increased communication competence. Self-help
skills are also improving, including the achievement of toilet train-
ing for the majority of children during this year. Just as important as
learning motor, language, and self-help skills is the process of gaining
independence through this mastery.

Two-year-olds undertake many activities for their sheer enjoyment
rather than to reach a goal. Running is pleasurable in itself rather than
as a means of getting somewhere fast; painting means involvement in
a sensory process rather than an interest in producing a picture. Activi-
ties are also undertaken with enormous enthusiasm. Twos wholeheart-
edly throw themselves into activities, whether painting, squishing play
dough, pouring sand and water, or reading books. They particularly
enjoy sensory experiences, using touch, taste, and smell, as well as
sight and sound. Two-year-olds are notorious for their desire to repeat,
using newfound skills over and over again. This desire is normal and
should be encouraged, for it builds competence and allows children to
fully assimilate skills before moving on to new ones.
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Two-year-olds, in transition from babyhood to childhood, are just
beginning to master many skills. They need ample opportunity to
practice these in a nurturing and safe environment.
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Two-year-olds, in transition from baby-
hood to childhood, quickly master many
skills. Their growing independence and
assertiveness are both a source of enjoy-
ment and a challenge for adults.
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By age three, children are much more
adept in motor, self-help, and language
skills and are becoming more socially
aware of peers. They enjoy helping and
pleasing adults.

Two-year-olds are just beginning to gain some social skills, although
association with peers is more characterized by playing side by side
than by interacting. They are generally not involved in cooperation and
sharing. In fact, young twos, with their limited self-control, may well
express their growing independence and self-assertiveness by grabbing
a desired toy from a peer or by throwing a tantrum. Tantrums, in fact,
not uncommon among twos, reflecting, for instance, their limited verbal
skills, which are not yet adequately able to express what they want.
They are also not adept at delaying gratification; they do not have the
ability to wait for something they want “right now” (Allen & Marotz,
2007; Copple & Bredekamp, 2009; Trawick-Smith, 2006).

In accordance with DAP, teachers of two-year-olds need to provide a
supportive, consistent, and safe environment in which rapidly growing
skills can be practiced and mastered. Frequent and enthusiastic praise
conveys that adults value the acquisition of skills. Gentle guidance
acknowledges children’s growing sense of self while helping them
develop self-control in relation to others (Copple & Bredekamp, 2009).

THREE-YEAR-OLDS. Three-year-olds have truly left babyhood behind,
not only in appearance—with the loss of baby fat—but also in added
skills. Increased balance and control are evident in large motor, fine
motor, and self-help areas. Threes like to use their new skills by being
helpful and wanting to please adults. Their added competence does not
mean, however, that they won’t occasionally have accidents or revert
to earlier behaviors when upset. Overall, however, their characteristic
way of responding to school experiences is with enthusiasm and
enjoyment.

By three, children’s speech is intelligible most of the time and con-
sists of longer sentences. Language becomes much more of a social and
cognitive tool. Three-year-olds engage in more extensive conversations,
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Three-year-olds’ budding skills allow them to
enjoy an ever-widening array of activities and peer
interactions.
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talking with and not just to people, and answer as well as ask questions.
In fact, three-year-olds are usually full of questions, constantly ask-
ing “Why?” or “What for?” or “How come?” Vocabulary continues to
increase dramatically, and grammar becomes more accurate.

This greater language facility helps increase peer interaction among
this age group. Three-year-olds are much more socially aware than
younger children, and their make-believe play, which began in the pre-
vious year by imitating simple personal and home routines, at times
includes two or three children. Short-lived friendships begin to form,
and children will play with each other as well as near each other. Social
problem-solving skills are just beginning to emerge. With guidance,
threes may share and take turns, but they still find such behaviors
difficult (Allen & Marotz, 2007).

Teachers of three-year-olds need to respect the growing skills and
competencies of their charges without forgetting just how recently they
acquired them. It is important to maintain patience and good humor,
remembering that the enthusiasm with which threes use these skills
is not always matched by accuracy and speed. Because three-year-olds
enjoy helping as well as practicing self-help skills, such behaviors should
be promoted and valued. The emerging social skills of three-year-olds
should be encouraged in an atmosphere in which social exploration is
safe and where playing alone or not having to give up a favorite toy
is also acceptable. All of these are factors that are congruent with DAP
(Copple & Bredekamp, 2009).

FOUR-YEAR-OLDS. Four-year-olds have achieved a maturity and com-
petence in motor and language development that leads them to assume a
general air of security and confidence, sometimes bordering on cockiness.
“Children test limits in order to practice self- confidence and firm up a
growing need for independence” (Allen & Marotz, 2007, p. 142).
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Four-year-olds need a stimulating environment in which to channel
their abundant energy and curiosity.
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Four-year-olds have achieved considerable
mastery in their motor and language abili-
ties. They tend to be quite self-confident,
often boasting or showing off. Social play
is an important part of their lives.
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Five-year-olds, compared with their
younger peers, are much more mature,
controlled, and responsible. Many skills
have been refined so that at this age
children are more interested in projects
and activities that result in products.

Fours seem to be in perpetual motion, throwing themselves whole-
heartedly into activities. They have mastered the basics of movement
and now eagerly embellish on these. Climbing, pedaling, pumping on
a swing, jumping over or off objects, easily avoiding obstacles when
running, all contribute to greater flexibility and exploration in play.
Four-year-olds like to try to show off with physical stunts. Improved
muscle coordination is also evident through more controlled use of the
fingers, such as in buttoning, drawing, and cutting with scissors. In
addition, many self-care activities have become routines rather than the
challenges they were at earlier ages.

If increased competence leads to noticeable embellishments in motor
activities, this is even more evident in the language area. By age four,
most children’s language usage has become remarkably sophisticated
and skilled. This accomplishment seems to invite new uses for language
beyond communication. Fours love to play with language, using it to
brag, engage in bathroom talk, swear, tell tall tales, and make up silly
rhymes. Four-year-olds are even more persistent than threes in asking
questions.

For four-year-olds, peers have become very important. Play is a social
activity more often than not, although fours enjoy solitary activities at
times as well. Taking turns and sharing become much easier because
four-year-olds begin to understand the reciprocal benefits of cooperation.
Their imaginative variations of movement and language skills extend
into group play, which is usually highly creative and ingenious, touched
by their sense of humor.

DAP encourages teachers of four-year-olds to provide an environ-
ment in which children have many opportunities for interactions with
each other, with adults, and with a wide selection of appropriate and
stimulating materials. Because of their heightened social involvements,
fours need consistent, positive guidance to help them develop emerging
social skills, for instance, in sharing, resolving conflicts, and negotiating
(Allen & Marotz, 2007; Copple & Bredekamp, 2009).

FIVE-YEAR-OLDS. Fives are much more self-contained and controlled,
replacing some of their earlier exuberant behaviors with a calmer, more
mature approach. They are competent and reliable, taking responsibility
seriously. They seem to be able to judge their own abilities more
accurately than at earlier ages, and they respond accordingly.

Five-year-olds’ motor activities seem more poised, their movement
more restrained and precise than ever before. There is also greater
interest in fine motor activities as children have gained many skills in
accurate cutting, gluing, drawing, and beginning writing. This interest
is spurred by the new desire to “make something” rather than merely
to paint, cut, or manipulate the play dough for the sheer enjoyment
of these activities. Five-year-olds’ self-reliance extends to assuming
considerable responsibility for self-care as well.

Language has also reached a height of maturity for fives, exhibited
through a vocabulary that contains thousands of words, complex and
compound sentence structures, variety and accuracy in grammatical
forms, and good articulation. Language increasingly reflects interest
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These five-year-olds had an end product in mind when they began
working with the blocks.

in and contact with a broadening world outside the child’s intimate
family, school, and neighborhood experiences. The social sphere of
five-year-olds revolves around special friendships, which take on more
importance. By five, children are quite adept at sharing toys, taking
turns, and playing cooperatively. Their group play is usually quite elab-
orate and imaginative, and it can take up long periods of time (Allen &
Marotz, 2007).

Teachers of five-year-olds, after providing a stimulating learning
environment and setting reasonable limits, can expect this age group
to take on considerable responsibility for maintaining and regulating
a smoothly functioning program. Fives need to be given many oppor-
tunities to explore their world in depth and assimilate what they learn
through multiple experiences. One way in which children can discuss,
plan, and carry out ideas stimulated by their experiences is through
group projects (Helm & Katz, 2001).

SIX- TO EIGHT-YEAR-OLDS. Before- and after-school programs are
designed primarily for young elementary school children of working
families. The children in such programs have remarkably mature skills
in all areas of development. Physically, they show well-developed and
refined motor skills. Their thinking has become much more logical and
systematic than it had been during the preschool years, and they are
able to recognize and take into consideration the viewpoint of others.
The language of school-age children is impressively adult-like, and they
love to use these language skills.

Six- to eight-year-olds exercise considerable independence and
are able to follow rules and standards without the need for constant
monitoring; yet they certainly still have a need for the nurturance and
security of caring adults. They also have a need for the world of peers,
within which they often form close friendships. Such friendships are, in

DY KEY POINT <«

Six- to eight-year-olds in before- and
after-school programs are very independ-
ent, though they still need support and
structure provided by caring adults. Their
mental abilities allow them to think much
more logically and take into consideration
the viewpoint of others, which becomes
an important factor in their more involved
peer relations.
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Positive self-esteem is a need shared by
all children and is fostered by adults who
convey to children that they are compe-
tent and worthwhile.

self-concept

Perceptions and feelings children may
have about themselves, gathered largely
from how the important people in their
world respond to them.

self-esteem
Children's evaluation of their worth in
positive or negative terms.
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School-age children enjoy the camaraderie and close friendship of
peers, often of the same gender.

most instances, with same-sex peers. For school-age children, play is
still a most important activity. It is more complex and organized than at
earlier ages, incorporating both formal and informal games with rules.
At this age, children enjoy projects they can initiate, implement, and
carry through to completion, exercising their sense of industry.

Adults who work with six- to eight-year-olds in before- and after-
school programs must provide a safe, nurturing climate. Caregivers
should provide materials appropriate for the expanding interests of this
group and allow children enough independence to pursue these in their
own way. At the same time, adults should be available as a resource
and to provide guidance and limits. Particularly after school, children
also need opportunities to expend energy through large motor activity
and games, which adults can arrange (Allen & Marotz, 2007; Click &
Karkos, 2008; Trawick-Smith, 2006). DAP reminds us that, although
children in the primary years have gained many skills, they continue to
learn in active ways, need physical activity to promote both motor and
cognitive skills, and need support and opportunities to refine social and
language abilities (Copple & Bredekamp, 2009).

Self-Esteem

One commonality shared by all children is the need to feel good about
themselves. Young children are beginning to form a self-concept, per-
ceptions and feelings about themselves gathered largely from how the
important people in their world respond to them. One aspect of self-
concept is self-esteem, children’s evaluation of their worth in positive or
negative terms (Katz, 2000; Marshall, 2009). Such evaluation can tell
children that they are competent, worthwhile, and effective or, alterna-
tively, incapable, unlikable, and powerless. It is particularly noteworthy
that children who feel good about themselves seem to be more friendly
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and helpful toward peers. On the other hand, low self-esteem is related
to poor mental health, low academic achievement, and delinquency
(Marshall, 2009).

A healthy self-concept is vital to all areas of a child’s development.
Although readiness in the natural progression of development is
triggered internally and furthered by appropriate external stimuli,
successful mastery of new learning also depends on a child’s feelings of
competence and ability to meet new challenges. Perceived competence
reflects the child’s belief in his or her ability to succeed in a given task
(Marshall, 2009). Successful experiences result in self-confidence that,
in turn, boosts self- esteem. Thus, many appropriate yet challenging
experiences help the child feel successful, confident, and capable.
A key to the development of competence in young children is to provide
them with meaningful tasks. Jones (2005) describes the “Big Jobs”
she sets for the children in her school; such jobs are useful, helpful
tasks that require the cooperation of several people working together.
The relevance and usefulness of the tasks gives children motivation to
solve problems they may encounter and to see the job to its comple-
tion. Some examples of Big Jobs include working in the school’s garden,
moving animal cages to a shady spot, shoveling snow to clear paths,
sponging off tables and easels, filling the water table, assembling new
furniture, and tightening loose bolts and screws (Jones, 2005).

The child needs to feel competent and able to face challenges as well
as have a sense of personal control—the feeling of having the power to
make things happen or stop things from happening. When children gen-
erally feel that what happens to them is completely out of their hands,
particularly if what happens is not always in their best interest, they
cannot develop this sense of control and will tend to see themselves as
helpless and ineffective. All children need opportunities to make appro-
priate choices and exercise autonomy to begin to develop the perception
that they have control, which also contributes to their emerging sense
of responsibility for their own actions (Katz, 2000).

The early years are crucial in the development of self-concept. Above
all, children’s positive concepts of themselves reflect healthy parent-
child relationships that are founded on love, trust, and consistency.
When early childhood teachers enter young children’s lives, they also
contribute to the formation of that concept. Marshall (2001, 2009)
cautions teachers that they must be sensitive to the cultural context
within which children grow up. Children’s self-concept will be enhanced
if the values promoted at home and in their school are the same. To do
this successfully, teachers must learn about the cultures of the children
in their classroom and infuse the curriculum and environment with a
variety of materials from these cultures. Stereotypes, prejudice, and
discrimination contribute to low self-concept (Katz, 2000).

At the same time, if a child comes to school with a history of abuse or
neglect, the teacher’s contribution of offsetting negative experiences can
help nurture self-esteem. Teachers strengthen children’s positive self-
esteem if they are sensitive to each child as an individual and to the needs
of children for affection, nurture, care, and feelings of competence. Thus,
teachers who understand children, know their characteristics, respond

The child with good self-esteem
has confidence in her ability to
succeed and master her environ-
ment. What elements of the early
childhood environment and what
teacher behaviors support and
nurture a child’s growing sense of
who she is and what she

can do?

perceived competence
Children’s belief in their ability to succeed
in a given task.

personal control
The feeling that a person has the power
to make things happen.

¥
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Recent neurological research underscores
the need for stimulation to facilitate the
amazing and rapid early learning that
takes place, the importance of consistent
and nurturing relationships, and the last-

ing effects of highly negative experiences.

myelin

A white, fatty substance that coats nerve
fibers in the brain, thereby increasing
the speed at which nerve impulses are
transmitted from cell to cell.

myelination

The gradual process by which myelin
coats brain cells, thus facilitating the
development of skills controlled by dif-
ferent parts of the brain as these become
myelinated.
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to them, and know how to challenge them in a supportive manner
contribute to this positive sense of self. In essence, everything the early
childhood teacher does has an impact on children’s self-concept.

The Brain and Children’s Development

Another commonality that all children share is the link between the fairly
predictable sequence of visible development, as previously discussed,
and the development of the brain. Over the past few years, the popular
media has been full of reports of discoveries about the amazing brain
of young children, although scientists caution that some of these claims
represent an over-interpretation of the research (Bruer, 1997; Bruer,
2002; Hirsh-Pasek & Bruer, 2007) The rapid-fire development of brain
cells in infancy, the amazing learning that takes place in the earliest
years, and the potentially lasting effects of negative experiences have all
helped to underscore just how important the early years are. The most
rapid brain development in relation to sensory and language develop-
ment takes place during the first year of life, while cognitive development
peaks by age two to three. Thus, the early years are crucial because the
brain is most malleable; the brain’s capacity to change decreases with
age, especially after three (National Scientific Council on the Developing
Child, 2007b; Perry & Szalavitz, 2007; Shonkoff & Phillips, 2000). The
exceptionally strong influence of early experience on brain architecture
makes the early years of life a period of both great opportunity and great
vulnerability for brain development” (National Scientific Council on the
Developing Child, 2007, p. 1).

There is a sequence of optimal experiences, tied to brain
development, which control the mastery of skills in childhood. We have
always known that babies follow a specific sequence, first crawling,
then standing, walking, running, jumping, and so forth. Brain research
has pinpointed the areas of the brain that develop to facilitate learning
in motor, as well as language, cognitive, social, and emotional, areas.
In addition, different areas of the brain are primarily involved at different
ages; the more primitive parts of the brain are dominant during prenatal
and early infant development, while increasingly more integrative parts
of the brain, such as the cortex and frontal cortex, are involved as the
child becomes more mature (Perry & Szalavitz, 2007).

Myelin is one factor that affects when developmental changes,
which are related to identifiable milestones in brain development, occur.
Myelin is a white, fatty substance which insulates nerve cells and
speeds up the rate at which nerve impulses are transmitted from one
cell to another (Shonkoff & Phillips, 2000). The development of new
behaviors is facilitated when impulses between cells move more quickly.
Myelination, the process by which myelin coats nerve fibers, takes place
at different rates in different parts of the brain. Thus, for instance,
cells in the area of the brain that control motor functions related to
walking begin to be coated in myelin in the latter part of the first year;
myelination thus facilitates the child’s mastery of walking. Myelination
of the cells involved in the mastery of different skills, therefore, have
their own timetable of development.
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There are times in children’s lives that are critical for development.
Very young children need to be lovingly touched, held, rocked, and
cuddled. They need to experience language, music, and other friendly
sounds. They also need ample time and opportunity to play (Steglin,
2005). They need many sensory experiences that stimulate and
broaden their repertoire of brain connections. They need to develop a
special bond with a small number of significant adults who are posi-
tive, responsive, and predictable. In other words, they need to have
numerous, repeated positive experiences on which to create templates
or internal models of what the world is like. Through such experiences,
very young children develop a picture of the world and, most important,
build attachment, that special bond which is intimately linked to safety
(Perry & Szalavitz, 2007).

When young children do not have such experiences, particularly
consistent and predictable care, they cannot fully develop that built-in
template for relationships. They do not have that special one or two
people who deeply care about them. They may never feel fully safe,
because they have not developed a strong, trusting relationship with
someone they can totally rely on. Such children may grow up never
experiencing deep relationships, only relating to others on a shallow
level. Lack of a strong, secure attachment to at least one caring adult
can result in a child living in an uneasy or stressful state because needs
are never satisfactorily met (Perry & Szalavitz, 2007).

Play

Another commonality among all children is the need for play, which
serves as a means of learning about and making sense of the world. But
more than that, play is essential to all aspects of children’s development.
DAP underscores that “play is an important vehicle for developing self-
regulation as well as for promoting language, cognition, and social
competence” (Copple & Bredekamp, 2009, p. 14). Play promotes mastery
as children practice skills; it furthers cognitive development as thinking
abilities are stretched; it involves language, encouraging new uses; it
involves physical activity; it helps children work through emotions; its
inventive nature makes it creative; and it is often a socializing event.
Beyond all that, however, it provides a way for children to assimilate
and integrate their life experiences. In no way is play a trivial pursuit,
but rather it is a serious undertaking necessary to healthy development
for all children. Play is the way children come to understand the world
(Steglin, 2005).

Educators have expressed concern about societal changes that have
decreased children’s opportunities to play. Opportunities for play in
contemporary early childhood classrooms are few, according to Steglin
(2005), who makes the case that teachers need to be eloquent advocates
for play-based curriculum in the early years. A number of organizations,
including the American Academy of Pediatrics (2007) and the Alliance
for Childhood (2005), an organization whose membership includes
some of the leading advocates for children’s healthy development, have
expressed concern for the decrease in the amount of time that today’s
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Play provides many opportunities for
children to practice skills, stretch thinking
abilities, work through emotions, socialize,
and be creative.

(DAP|



44 PART 11

TAKE A

The Who of Early Childhood Education

WHAT HAS HAPPENED TO CHILDREN’S PLAY?

There always has been recognition that play is a highly
important part of childhood, central in children’s lives.
“Children have played at all times throughout history
and in all cultures” (International Play Association, 2008).
But in recent years, the amount of time children spend in
play has decreased significantly and the very nature of
play itself has changed. A growing number of profession-
als and organizations are sounding the alarm about the
potential harm that can result.

Play benefits children by allowing them “to use
their creativity while developing their imagination, dex-
terity, and physical, cognitive, and emotional strength”
(American Academy of Pediatrics, 2007, p. 183). Chil-
dren learn about their world through play when they can
freely explore, practice adult roles, master their fears, and
develop confidence and new competencies. The social
benefits of play are highly valuable as children work in
groups, negotiate and share with others, learn to resolve
conflicts, make decisions, and stand up for themselves.
In addition, play promotes development of active and
healthy bodies (American Academy of Pediatrics, 2007).
Play is also a joyful activity that brings great pleasure to
children. A wealth of research underscores the value of
play (Saracho & Spodek, 2003; Steglin, 2005).

But the role of play in children’s lives has been com-
promised. One factor has to do with the many children
around the world who for a variety of reasons are denied
the opportunity to play, reasons including child labor and
exploitation, war and violence, and abject poverty. The
United Nations High Commission for Human Rights recog-
nizes that all children have the fundamental right to play,
“to be free to explore and discover the physical and social
world around them, . . . a key component of preserving
community and culture in the broadest sense” (Fronczek,
2004). Article 31 of the United Nation’s Convention on the
Rights of the Child states that every child has the right to
engage in play and recreation activities.

But concerns about children’s right to play are
increasingly being voiced in relation to children from
more affluent and secure backgrounds. “Many of these

children are being raised in an increasingly hurried and
pressured style that may limit the protective benefits
they would gain from child-driven play” (American Acad-
emy of Pediatrics, 2007, p. 172). Recess, creative arts,
and physical education have been decreased or elimi-
nated for many children as schools face the pressures of
meeting requirements of the No Child Left Behind Act
of 2001. This act’s focus on reading and mathematics
potentially has serious implications on children’s learn-
ing because cognitive capacity is significantly enhanced
by physical activity, which often becomes the expend-
able part of the curriculum. Test-taking rather than cre-
ative problem-solving has become the focus of public
education.

In addition, many parents put pressure on their chil-
dren at early ages to prepare for the future by spending
more time on academics and less on free play. Many
youngsters engage in a variety of highly scheduled enrich-
ment activities. Although such activities have benefits for
children, these are often at the expense of time for play.
In addition, children are less likely to be allowed to play
outside because of parents’ concerns about safety. Thus
children spend far more time than in the past indoors,
often in isolated activity with computers or television.
Furthermore, contemporary children’s toys are much more
scripted, further taking away opportunities for imagina-
tive play.

More attention is being focused on the potential harm
brought about by this change in children’s engagement
in play. In 2008, the Public Broadcasting Service aired a
documentary, book, and outreach project, “Where Do the
Children Play?” One segment of this PBS film examines
the suburbs. Explosive growth, massive highways, and
distant malls create an isolated environment that does
not provide sidewalks or places to ride bikes, walk, or play.
As a result, children spend time indoors with computers
and television, often by themselves. The film points out
that suburban kids—those ironically with the most
opportunity in some ways—suffer the greatest health
and psychological problems.
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children spend in play. Research also makes strong connections between
the quality of play during the early years and children’s readiness for
school (Bodrova & Leong, 2003). See “Take a Closer Look,” for further
discussion about the changing nature and opportunities for play and
what advocates suggest to change this situation.

STAGES OF PLAY. Play has been of interest to child researchers for
many years. Mildred Parten (1932) provided one of the landmark
studies, still considered valid today, in which young children’s social
play was categorized. She found an age-related progression in five types
of play, and an earliest category that is not really play but observation of
others’ play. Although children at later ages engage in earlier forms of
play, their play is typically more complex than it was when they were
younger. Parten’s six categories of social play are listed and explained
in Figure 2-1.

Other researchers have viewed play from a different perspective.
For instance, Sara Smilansky (1968) proposed play categories based on
children’s increasing cognitive abilities and measured by how children
use play materials. This view is complementary to Parten’s classifi-
cations because it focuses on a different aspect of play. Smilansky’s
categories are shown in Figure 2-2.

It is important for teachers to be aware of the different types
of play and to recognize that children develop increasing social
and cognitive skills as they progress. In particular, this awareness
helps set appropriate expectations for young children. For instance,
infants need appropriate objects, space, and time for observation,
manipulation, and exploration, which helps them learn about the
properties of their environment. Toddlers need the kind of toys
and props that help them use and integrate their growing ability to
mentally represent experiences. Preschoolers need sizable blocks of
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These girls are engaged in similar activities, but each is engrossed
in her own puzzle and there is little interaction between them. This
is typical of parallel play.

D) KEY POINT <«

Play can be categorized by its social
(six stages) or its cognitive (four stages)
characteristics.
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Parten’s Stages of Play

Parten’s Categories of Social Play

Types of Play  Definition Example

Unoccupied The child moves about the Sebastian wanders to the blocks and watches

behavior classroom going from one several children work together on a structure. After
area to another, observing a few seconds he looks around, then walks over to
but not getting involved. the art table, where he looks at the finger painting

materials brigfly but does not indicate a desire to
paint. He continues to wander, going from area to
area, watching but not participating.

Solitary play The child plays alone, unin- Lorraine works diligently at building a sand
volved with other children mountain, not looking at or speaking with the
nearby. Children at all ages children who are involved in other activities
engage in this type of play, around her.
although older children’s
solitary play is more
complex.

Onlooker play  Quite common among two- Rajeef stands just outside the dramatic play area
year-olds, a child stands and watches a group of children participate in
nearby watching others at doctor play, using various medical props.
play, without joining in.

Parallel play Children use similar Kalie alternates red and blue Legos on a board
materials or toys in similar while Terrance, sitting next to her, uses Legos to
ways but do not interact build a tall structure. They seem influenced by
with each other. each other’s activity but do not talk to each other

or suggest joining materials.

Associative Increasingly evident as pre- Several children are in the block area working on

play schoolers get older, children a common structure. Jolynne runs a car through
interact and even share an arch she has built at one side of the structure;
some of their materials, but Arlen keeps adding blocks to the top, saying, “This
they are not engaged in a is the lookout tower, “ while Akira surrounds the
common activity. Structure with a “fence.”

Cooperative Typical of older preschool- On arriving at school one day, the children_find an

play ers, this is the most social empty appliance box in their classroom. At first

form of play and involves
children playing together in
a shared activity.

they climb in and out of the box, but then a few
of them start talking about what it might be used

or. Jointly they decide to make it into a house,
and their discussion turns to how this could be
accomplished. While continuing to discuss the
project, they also begin the task of transforming
the box, cutting, painting, and decorating to reach
their common goal. It takes several days, but the
children together create a house.
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'FIGURE2-2
Smilansky’s Stages of Play

Types of Play

Functional
play

Constructive
play

Dramatic play

Games with
rules

Smilansky’s Categories of Cognitive Play

Definition

Characteristic of infants’ and
toddlers’ repetitive, motor
play used to explore what
objects are like and what
can be done with them.

Involves creating something
with the play objects.

The child uses a play object
to substitute for something
imaginary.

Involve accepted, prear-
ranged rules in play. This
stage is more typical of older
children.

Example

Clark picks up a block, turns it, and looks at it

Jrom all sides. He bangs it on the floor, then picks
another block with his left hand and bangs the
two blocks together. He alternates striking the
blocks against each other and on the_floor.

Clark uses blocks to construct a tower. His activity
now has a purpose.

Clark takes_four blocks, puts one on each of four
plates placed around the table, and sqys, “Here is
Jyour toast for breakfast.”

In kindergarten, Clark and a group of peers play
the game “Blockhead,” agreeing on the game’s
rules.

© Cengage Learning

The apparent common goal of these three children
suggests that they are engaged in cooperative play.
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Children have inborn temperaments that
contribute to individual uniqueness. Some
children are predisposed to be easygo-
ing, whereas others tend to be basically
difficult.

temperament

Children's inborn characteristics, such as
regularity, adaptability, and disposition,
that affect behavior.
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Children’s uniqueness also derives from
the cultural, ethnic, religious, linguis-
tic, and economic background of their
families.
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time to engage in self-selected play and many open-ended materials
that lend themselves to exploration and mastery (for instance, clay,
blocks, sand and water, Legos®).

In addition, time, space, and materials that lend themselves to social
play should always be available, including dolls, dress-up clothes,
and blocks. School-age children, while appreciating such open-ended
materials, also enjoy some simple organized games with rules. It is
important, however, to avoid highly competitive activities, which only
foster resentment and ill-will. We will discuss an alternative, cooperative
games, in Chapter 13.

CHILDREN—UNIQUENESS

Children have many characteristics in common and certainly share basic
needs for affection, acceptance, consistency, respect, and appropriate
challenges, yet there are many variations among children. The “profiles”
of young children presented earlier reflect many common characteristics
of these ages, but they will rarely describe any one child. While falling
within the normal range of development, each child possesses a unique
blend of attributes that makes him or her one of a kind.

Temperament

Children’s unique qualities reflect both inborn and external factors that
have molded who they are. Some children are born with an easygoing
temperament; for instance, they have a moderate activity level, predict-
able schedule of sleeping and eating, and a positive attitude toward and
curiosity in new experiences. Other children have more difficult tem-
peraments and, for example, are more irritable, unpredictable, and more
difficult to calm down, as found by Thomas, Chess, and Birch (1968) in
their classic study. Although children are born with such temperamental
characteristics, these gradually tend to affect the adults around them so
that families and teachers may begin to think of children as “difficult”
or “easy” and expect and reinforce their behavioral traits. On the other
hand, such traits also can be considerably modified by guidance prac-
tices (Rothbart & Derryberry, 2002). In turn, then, adults’ perceptions
of children contribute to children’s self-perceptions.

Culture

Children’s individuality also is shaped by the cultural, ethnic,
religious, and economic background of the family. “Family systems,
communication styles, religious preferences, education, parenting
practices, and community values all play important roles in shaping
a child’s unique heritage” (Allen & Marotz, 2007, p. 128b). It is
important that early childhood teachers and caregivers be sensitive to
family diversity and genuinely value different cultures and
backgrounds. Children mirror their primary environment—their home
and family—as, of course, they should. If teachers, whether
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consciously or unconsciously, denigrate what children experience
and learn at home, they will convey that the family, including the
child, is in some way inferior and undesirable. What a detrimental
impact this would have on children’s self-concept!

CHILDREN WITH DISABILITIES

Some children are born with or acquire conditions that place them out-
side the typical range of development for their age. They might have
a developmental delay, meaning that they accomplish tasks in one or
more developmental areas at a considerably later age than their peers.
Some children are considered at risk for delay, with a significant prob-
ability that problems will occur if early intervention services are not
called into play. Children may be at risk for environmental reasons,
such as poverty, or for biological reasons, such as low birth weight
(Allen & Cowdery, 2009). With appropriate help, children who have
developmental delays may well catch up to age norms. Other children
may have a deficit, or impairment, indicating development that is in
some way different (not just slower) from that of most children. Children
with hearing or visual deficits, mental retardation, or motor disabilities
are part of this category.

It has become more and more evident that children with disabilities
benefit from early intervention. In fact, the importance of providing
services as early as possible has been underscored by national poli-
cies that mandate such services for young children with disabilities.
In 1975, Public Law 94-142 (Education for All Handicapped Children
Act) was passed to ensure a “free and appropriate public education”
for all children with disabilities between the ages of 3 and 21. As part
of this law, programs are required to seek the input and involvement
of parents, in part articulated through an Individualized Education Plan
(IEP). The IEP is developed by a team that includes professionals and the
parents. A decade later, in 1986, Public Law 99-457 (the Education of
the Handicapped Act Amendments) added provisions for children from
birth to age five. Specifically, what was referred to as Part H of this law
addresses the needs of infants and toddlers with disabilities. It calls for
services to children under three who are experiencing or are at risk for
developmental delays and requires an Individualized Family Service Plan
(IFSP) for the child and family, developed by a transdisciplinary team.
Public Law 101-476, the Individuals with Disabilities Education Act
(IDEA), was passed in 1990, reauthorizing the earlier laws but reflecting
a change in philosophy away from labeling children as “handicapped”
and referring to them instead as “individuals with disabilities.” In 1997,
this law was further amended to provide comprehensive services for
infants and toddlers (Part C) and preschoolers (Part B). Finally, Public
Law 101-336, the Americans with Disabilities Act (ADA), was passed
in 1990, assuring all individuals with disabilities, including children,
full civil rights, including appropriate accommodations in child care and
preschool programs (Cook, Tessier, & Klein, 2008). These laws came
into being because of the commitment, dedication, and hard work of

The Children 49

DY KEY POINT <«

Children with developmental delays
accomplish tasks at an age older than
their peers, whereas the development of
children with impairments is in some way
different, not just slower.

developmental delay

A child's development in one or more
areas occurring at an age significantly
later than that of peers.

at-risk children

Because of adverse environmental
factors—for instance, poverty or low
birth weight—children considered at
risk for developmental delay.

deficit (or impairment)
A problem in development, usually organic,
resulting in below-normal performance.

Individualized Education Plan (IEP)
Mandated by Public Law 94-142, such a
plan must be designed for each child with
a disability and must involve parents as
well as teachers and other appropriate
professionals.

Individualized Family Service
Plan (IFSP)

Required by the 1986 Education of

the Handicapped Act Amendments for
children with disabilities under the age
of three and their families; the IFSP, often
developed by a transdisciplinary team
that includes teachers, social workers,
psychologists, and parents, determines
goals and objectives that build on the
strengths of the child and family.
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D) KEY POINT <

Many early childhood programs integrate
children with special needs. Such inclu-
sion, when carefully planned, provides
benefits for all involved.

least restrictive environment

A provision of Public Law 94-142 that
children with disabilities be placed in a
program as close as possible to a setting
designed for children without disabilities,
while being able to meet each child's
special needs.
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Many children with mild or mod-
erate disabilities are effectively
included in early childhood pro-
grams. The teacher may work
individually with the child in
some activities, but the child is a
part of the large group in most
or all aspects of the program.

parents and professionals whose advocacy eventually led to legal rem-
edies for the plight of children with disabilities who, too often, were
excluded from the educational system (Deiner, 2005).

Inclusion

One of the provisions of Public Law 94-142 is that children with
disabilities be placed in the least restrictive environment. This means
they should be placed in programs that are as close as possible to settings
designed for children without disabilities, while remaining appropriate
for their unique needs (Allen & Cowdery, 2009; Cook, Tessier, & Klein,
2008; Winter, 2007). “Inclusion is not about a place, or an instructional
strategy, or a curriculum; it is about belonging, being valued, and having
choices” (Allen & Cowdery, 2009, p. 4). This concept has led to the
expansion of inclusion, the integration of children with special needs
into regular programs. Inclusion is certainly not new, having informally
been part of many early childhood programs throughout this century
and more formally incorporated over the past several decades into Head
Start programs (Cook et al., 2008). It is also important to recognize that
inclusion may not be the best alternative for all children with special
needs; thus, a decision to integrate a child with special needs into a
regular classroom should be made only after careful consideration.

An inclusive program is founded on the premise that young chil-
dren, whether having a disability or not, are much more similar than
different. Children with disabilities can benefit from a good inclusion
program by experiencing success in a variety of developmentally
appropriate activities, through contact with age-mates who can be
both models and friends, and by exposure to the many opportunities
for informal incidental learning that take place in all early childhood
programs (Deiner, 2005). At the same time, children without disabilities
benefit from inclusion by learning that children who are in some way
different from them nonetheless have far more commonalities than
differences. An increasing number of young children with disabilities
are enrolled in early childhood programs (Cook et al., 2008).

Although inclusion has many potential benefits, the benefits do not
happen automatically. In other words, inclusion does not simply mean
enrolling children with special needs in an early childhood program.
Careful planning, preparation, modification, evaluation, and support are
necessary for successful inclusion. Early childhood teachers, because
they know a great deal about children and how best to work with them,
have many skills needed for working with children with disabilities as
well. In fact, recent research has shown that inclusion is most likely
to occur when teachers have some formal education in working with
children with disabilities (Essa, Bennett, Burnham, Martin, Bingham,
& Allred, 2008).

But placement of children with special needs in their classes also
involves learning some additional skills. It often means having to
acquire and use new teaching strategies, new terminology, and different
evaluation tools. It also involves working with a wider range of profes-
sionals (for instance, speech and physical therapists or psychologists)
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and more focused involvement with parents. In addition, early child-
hood teachers may find themselves with unexpectedly strong emotional
reactions, such as pity for the child, anger that the child has to suffer,
fear of the disability, or self-doubt in their own abilities, which they
must face and resolve.

One of the keys to successful inclusion is to view each child, whether
she has a disability or not, as an individual with unique characteristics,
strengths, and needs. This involves an attitude that sees a child, not
a child with Down syndrome or a child who is blind or a child who
stutters. For example, Ted may have Down syndrome but he loves to
paint, enjoys listening to stories at group time, and gives terrific hugs.
Similarly, Noni’s visual impairment does not diminish her enjoyment
of the sand table, her budding friendship with Connie, or her ability to
make others laugh through her language play. And Manuel, while often
tripping over words, can throw and catch a ball accurately. Many times
he is the one who notices a colorful butterfly passing or the first buds
of spring, and he has a totally winning smile. Working with a group of
children means recognizing, encouraging, and building on each child’s
strengths. In this way, children’s self-concept and self-assurance are
boosted so they can meet the challenges posed by their disabilities.

Characteristics of Children with Disabilities

It is beyond the scope of this text to discuss in depth such topics as char-
acteristics of children with disabilities, appropriate teaching methods,
testing and assessment tools, and the unique needs of the families of chil-
dren with disabilities. Considerable training is necessary to fully master
the skills and information of the relatively new field of early childhood
special education. This field combines and integrates the traditional skills
of teachers of young children with the specialized expertise of special
educators, therapists, and medical personnel. More information about
working with children with disabilities, particularly in arrangement of
the environment and planning curriculum, is shared in later chapters.

Most early childhood teachers, however, will inevitably find them-
selves in one or both of the following situations:

B One or more children with disabilities will be included in their
class.

B They will have concerns about a child who seems to experience
consistent difficulties in one or more areas of development.

In the former case, it is important that teachers work with families
and specialists to make the inclusion experience successful. In the
latter instance, teachers concerned about a child’s functioning need
to document their concerns and discuss them with the family, as well
as offer some concrete suggestions; for instance, how to begin the
referral process so the child is seen by an appropriate specialist. (We
will examine methods of observation and assessment in more detail in
Chapter 6.) For both of these reasons, it is important that teachers of
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D) KEY POINT <

Motor problems can range from slight
awkwardness to no control of motor
functions. Special equipment, careful
classroom arrangement, and adaptation
of activities allow children with motor
disabilities to be included.

Children with a variety of dis-
abilities are often part of inclusive
early childhood programs.

D> KEY POINT <

Children with cognitive disabilities, who
are classified as slow learners or educable
mentally retarded, can benefit from
inclusive programs. Down syndrome and
fragile X syndrome are two relatively
common cognitive disabilities.

slow learner
A child with mild cognitive delay and
general immaturity.

educable mentally retarded

A child who has noticeable delays in most
areas of development, including cognitive,
but can function quite well in a regular
early childhood program.
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young children have some basic information about the characteristics of
children with special needs.

CHILDREN WITH PHYSICAL DISABILITIES. Children can experience a
wide range of motor limitations, from being slightly clumsy to having
virtually no muscular control. The causes of such disabilities can stem
from orthopedic problems, genetic anomalies, brain dysfunctions,
or central nervous system damage. One of the most common motor
impairments is cerebral palsy, a central nervous system dysfunction
usually caused by lack of oxygen to the brain that can cause children
to be uncoordinated and awkward or can leave them with almost
no physical control (Paasche, Gorrill, & Strom, 2004). Children with
cerebral palsy often face challenges in other areas of development, but
the fact that a child is severely impaired physically does not mean that
he or she is necessarily mentally impaired.

Some motor problems can be corrected surgically or with orthopedic
aids such as casts, while many others can be improved through
systematic physical therapy. For some children, improved functioning
can be facilitated through adaptive equipment; for instance, a special
chair that supports weak muscles, or a wheeled board on which the
child can scoot to get around. Generally, specialists make determina-
tions about corrective measures, although early childhood teachers
will be able to carry out special procedures or help children adapt to
new equipment. It is important to help children feel as independent
and involved as possible. Some ways of encouraging independence
and involvement include placing materials within their reach, keep-
ing paths accessible to children in wheelchairs or using crutches, and
adapting ongoing activities to facilitate as much participation as pos-
sible (Cook et al., 2008).

CHILDREN WITH COGNITIVE DISABILITIES. When children’s intellec-
tual abilities lag significantly behind their chronological age, they are
considered to have special intellectual needs (Deiner, 2005). Intellectual
functioning is conventionally measured through 10 tests (see Chapter
6 for a fuller discussion), which indicate whether a child’s score falls
within the average range or is above or below average. Fifty percent of
all Americans fall within the average range.

About 16 percent are considered slow learners, having some mild
delays manifest by such indicators as late talking and walking and
general immaturity. Another 7 percent fall into the educable mentally
retarded group, with noticeable delays in most areas of development
(Deiner, 2005). Both slow learners and educable mentally retarded
children are often integrated into regular early childhood programs.
Children classified as more seriously involved are generally placed into
programs specifically designed for their needs. In public schools, these
children may be integrated into regular programs at lunch or recess
times or during art or music activities.

There are many types of intellectual disabilities, stemming from differ-
ent causes. Two of these are relatively common, and we will briefly discuss



CHAPTER 2 The Children 53

Stories from the Field &

TAYLA: A VERY SPECIAL LITTLE GIRL

Tayla came to our program through Early Intervention Ser-
vices when she was seven months old. She was small for
her age and capable of only eye movement and general
hand swipes. We were told that she had Monosomy 4Q, a
rare disease. She had to be fed by G-tube, had club feet, and
had severe palate malformation. She also suffered from
respiratory distress and received breathing treatments at
home. | had apprehensions when approached with the
care of Tayla because she was medically so fragile.

| asked a lot of questions and did as much research
about her condition on the Web as | could, but not much
information is available. A nearby nursing clinic was
brought in for support and emergencies. | continued to
be apprehensive, but with daily practice, handling of the
G-tube just became a routine. | became more confident
with time and took on more of her care, including cleaning
and rotating the G-tube, fitting the braces for her club feet,
and handling general hygiene needs. | quickly learned to
treat Tayla as any other child and include her in all activities
to the best of her abilities. This often meant altering the
activity a bit, but it made me into a better teacher.

Tayla was a social butterfly who was, for the most part,
a happy child. She constantly watched the other children
and adults in the room. She would seek out one-on-one
care, initiating contact with her eyes and smiles. From the
start, we found her to be a master of facial expressions,
able to show her mood and communicate effectively. She
smiled when the other children in the class vocalized or
when my co-teacher and | bantered back and forth. She
had the ability to make us laugh.

When she came to our program, she was not capable of
vocal communication at all, not even being able to cry. She
would breathe harder when she was upset and tears would
come to her eyes, but there was no sound whatsoever. As a
result, we had to be diligent in using eye contact and observ-
ing her, to ensure that we gave her proper care and met her
emotional needs. She loved to be touched and held. We of-
ten placed her between our legs or touching our legs while
sitting on the floor to make physical connection with her.

Tayla thrived at a rate that astounded us all. She had a
zest for life. You could see the learning and developmental
growth. We all relished every milestone, which had such
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Mary, Early Head Start Teacher
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importance because she had to work 10 times harder to
reach a goal. But she made much more rapid progress than
we expected. Within four weeks of joining our class, she
was able to move her head from side to side and reach
up with her hands to grasp a toy. The day she learned to
roll over was a big production. We captured the entire se-
quence on film. Within the same week she scooted across
the floor to reach toys and the other children. It was amaz-
ing to watch the impact she had on the other children too.
They were very empathic, much more than you would ex-
pect of young toddlers. They would automatically look out
for Tayla, taking care of her or helping in her care. They
would get down on her level to make eye contact or to
touch her.

Tayla's feeding needs dictated our classroom schedule.
Gradually, she began to eat baby food and food with strong
taste. She loved trying new things. Food played an important
partin her ability to reach midline and in sensory integration.
Tayla liked to paint in her food and used all of her senses
to explore. In time she also participated in all classroom
activities, including exploring with paint, clay, water, and
other materials. She was not left out of any activity.

This progress ended when Tayla was hospitalized for
over 8 weeks with respiratory distress and did not return
to our class for 11 weeks. At this time, oral feeding stopped
and she labored to do the simplest things again. We had
taken several steps backwards and had to begin again
with the basics. In the coming months, many medical con-
ditions came and went, each with their own challenges.

But that was not what | truly remember about Tayla. |
treasure what she taught me and taught the children just
with her presence in our classroom. She taught me to love
unconditionally, to accept without hesitation each child
and his or her own unique abilities, to savor each small
accomplishment, to value each struggle, and to covet each
small step toward a goal. She taught me how to appreciate
the value of a smile, the twinkle in an eye, and how to
live each day to the fullest. | appreciate the small things,
the quite moments, the one-on-one contact, and above all
the gift that each child is. | found myself often personally
reevaluating what is important in life because of the con-
tact | had with Tayla. Tayla was a wonderful teacher!
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Down syndrome

A disability in which children have
significant developmental, cognitive, and
intellectual delays, marked by noticeable
physical characteristics such as small
head and stature, slanted eyes, and pro-
truding tongue.

fragile X syndrome

A disability in which children have
significant developmental, cognitive, and
intellectual delays, marked by noticeable
physical characteristics such as large
head, crossed eyes, and poor muscle tone.

fetal alcohol syndrome (FAS)
Irreversible birth abnormalities resulting
from mother's heavy alcohol consumption
during pregnancy. Children are usually
retarded and hyperactive, and may have
small head size, and various limb or face
abnormalities.

fetal alcohol effect (FAE)

Not as serious or noticeable as fetal
alcohol syndrome, FAE, nonetheless, can
leave children at a disadvantage in ability
to learn and reach optimal development.

D) KEY POINT <

Learning disabilities affect basic learning
processes.

attention deficit disorder (ADD)
Difficulty in concentration on an activity
or subject for more than a few moments
at a time.
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them here. Children with Down syndrome usually have significant devel-
opmental, cognitive, and language delays. They also have some distinctive
physical characteristics, including floppy limbs, short stature, a small round
head, slanted eyes, and a protruding tongue. Down syndrome children are
prone to respiratory infections and frequently have heart abnormalities
as well. Such children are usually very affectionate and cheerful, and are
able to learn adaptive and early academic skills. Another group of children
with intellectual disability are diagnosed with fragile X syndrome, a dis-
ability that occurs far more often in boys than in girls. Delays in all areas
of development are usual, and children often have large heads, poor mus-
cle tone, and crossed eyes. Children with fragile X syndrome are sociable
but often shy and anxious (Paasche et al., 2004). Children with cognitive
deficits seem to have problems with memory and attention (Deiner, 2005).
This has implications for expectations and for strategies used by the
teacher. For instance, providing ample opportunity for repetition, many
activities that use more than one sensory modality, numerous motor
activities that reinforce concepts with action, and an environment that
is not overly stimulating and distracting can help children with cognitive
deficits focus on activities. Because children with cognitive deficits are
usually less mature than their peers, they may need help in joining in the
social play of the class. The teacher’s assistance can be helpful by model-
ing appropriate social behaviors to the child and by encouraging other
children to be accepting.

Some children are affected by the mother’s excessive use of alcohol
during pregnancy. Fetal alcohol syndrome (FAS) and the less severe man-
ifestation, fetal alcohol effect (FAE), can result in a small head and brain,
small stature, developmental and language delays, poor impulse control,
difficulty in grasping abstract concepts, hyperactivity, distractibility, and
sensory/perceptual problems (Harwood & Kleinfeld, 2002; Paasche et
al., 2004). It is estimated that 1 out of every 750 children are born with
FAS (Burd, Cotsonas-Hassler, Martsolf, & Kerbeshian, 2003). The most
effective environment for children with FAS or FAE seems to be one
that is structured and predictable. Consistency can help FAS and FAE
children learn the parameters of environment more effectively.

CHILDREN WITH LEARNING DISABILITIES. The term /learning
disability can have many meanings. Such disabilities affect basic
learning processes and may be seen in young children who have
problems listening, thinking, or speaking; in school-age children,
learning disabilities become more apparent when children have
difficulties with reading, writing, and math. Learning disabilities are
more difficult to diagnose and, therefore, treat in preschool-age children
(RTI Goes to Pre-K, 2007). Children with learning disabilities are of
average or above-average intelligence; their problem seems to be one
of processing information. They often also have problems with motor
control, particularly balance, coordination, body image, awareness of
space, and directionality (Cook et al., 2008; Deiner, 2005).

CHILDREN WITH ADD OR ADHD. Sometimes, though not always, learn-
ing disabilities occur in conjunction with attention deficit disorder (ADD)
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or attention deficit hyperactivity disorder (ADHD) (Paasche et al., 2004).

It is important not to confuse the normal activity and exuberance of
young children with ADHD. A child who is truly hyperactive—with a
very short attention span, undue restlessness, poor impulse control,
inability to concentrate, and great distractibility—needs medical help.
Various treatments, particularly psychoactive drugs, have helped many
children gain better control over their behavior; however, there is
considerable concern in the medical community about the long-term
effects of such medications. Be aware that drugs do not cure ADHD
but can help children manage their behavior more effectively (Deiner,
2005). Medication is effective for over 70 percent of children (Landau
& McAninch, 1993).

If a child in your class has been medically diagnosed as having
ADHD and is now taking medication, it is important that you carefully
observe how the medication affects the child and report this to the family
(Paasche et al., 2004). Particularly for children who spend many hours
a day in a child care setting, the teacher’s reports can be invaluable. We
will discuss various methods of observation, which can help you in this
task, in Chapter 6.

CHILDREN WITH VISUAL IMPAIRMENTS. There are varying degrees
of visual impairment, with complete sightlessness as the most extreme.
However, many children who are considered to be visually impaired are
able to see imperfectly, less clearly than a normal person. Some visual
impairments, especially if they are caused by a defect of the eye, can
be corrected or reduced through surgery or corrective lenses. Others,
particularly those stemming from brain or optic nerve damage, are most
likely not correctable (Deiner, 2005).

Children with severe visual impairments are usually identified
at an early age. Many children with less serious problems, however,
may go undiagnosed, because most children do not routinely see an
ophthalmologist and are simply not aware that something is wrong. It
is important to look for signs of potential visual problems. Eyes that are
frequently red or watery, have discharge, develop sties, or seem unco-
ordinated should be checked.

Some behavioral signs may also warn of possible visual problems.
These include frequently rubbing the eyes, tilting the head, continually
blinking, frowning, squinting, or complaining about headaches or
dizziness. It is also important to observe a child carefully who persists
in holding a book too close or too far, over- or underestimates distances
when putting together manipulative toys, loses interest in activities
such as group book reading (if this inattentiveness is unusual in other
activities), or can’t recognize familiar people from a distance. Any of
these signs, particularly if they occur in combination with others, are
reasons to discuss your concern with the family.

If a child with a severe visual disability is enrolled in your class,
there are some approaches you can use to maximize the child’s involve-
ment and learning. As with any sensory deficiency, it is important that
acuity in the other senses be heightened to help the child learn about
the world; thus, the senses of hearing and touch become particularly

attention deficit hyperactivity
disorder (ADHD)

Manifested by short attention span, rest-
lessness, poor impulse control, distractibil-
ity, and inability to concentrate.

D) KEY POINT <«

Children with mild or moderate visual
problems can function well in a regular
early childhood program. Children with
severe visual impairments will need
considerable special assistance.

% =" B
Many visual impairments can be
corrected or reduced through cor-
rective lenses.
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D> KEY POINT

Children with mild or moderate hearing
problems can function well in a regular
early childhood program. Children with
severe hearing impairments will need
considerable special assistance, usually
including special equipment.

total communication approach
Used with hearing impaired children,
utilizing a combination of methods such
as sign language, speech reading, and
hearing aids.
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important. Every new word or concept should be associated with touch.
Allow plenty of time for tactile exploration of new objects, particularly
relating parts to the whole in more complex items (for instance, peg-
board and pegs). Encourage the child to engage in physical activity and
talk about what he or she is doing. Also discuss what you and the other
children are doing as it happens. The environment should be free of
clutter so the visually impaired child can get around without danger of
tripping over an unexpected obstacle. All the children in the class can
help maintain an orderly environment. Use auditory and tactile cues to
help the child identify various areas of the room (the bubbling sound
of the aquarium to identify the science area, for instance). A specialist
who works with visually impaired children can be a great resource in
finding ways to make the child as independent and involved as possible
(Cook et al., 2008; Deiner, 2005).

CHILDREN WITH HEARING IMPAIRMENTS. Hearing is very much
tied to communication because children learn to understand and talk
by listening to and imitating others. As a result, a child with a hearing
impairment usually experiences problems in language learning as well.
Because language is also a primary tool in acquiring concepts about
the world, a child whose language is limited by hearing loss may also
experience cognitive problems. Severity of hearing loss, anywhere on
the continuum from mild to profound, will affect the corrective measures
as well as the strategies a teacher might use. Children with profound
hearing loss may have a cochlear implant, a complex electronic device
that can provide a sense of sound. Cochlear implants are surgically
placed behind the ear. Other children may benefit from hearing aids,
which amplify sounds. Some are helped to learn from a combination of
methods, including sign language, using whatever hearing capacity they
might have, and speech reading skills as part of a total communication
approach.

Some children with mild hearing loss may not have been identified
as having a problem. In addition, ear infections can affect hearing; thus,
some children are at risk of losing some of their hearing capacity. Be
alert to signs of potential problems. If a child frequently requests that
you repeat, often seems not to hear when you speak to her, is inatten-
tive or baffled at group times that require listening, or shows indica-
tions that her ears hurt, there may be cause for concern. Plan to observe
such signs more specifically and then share your observations with the
family.

If a child with an identified hearing disability is enrolled in your
class, the audiologist or speech therapist can provide guidelines for
adapting the program to maximize learning, possibly including some of
the suggestions listed here. Before talking to a hearing impaired child,
make sure that you have the child’s attention and wait for eye contact.
While talking, always face the child, preferably at eye level, and don’t
cover your mouth. Whenever appropriate, use body language to augment
your words. Also reduce background noise as much as possible to help
the child focus on relevant sounds. Enrich the visual environment of the
class by adding as many visual aids as possible; for instance, pictures
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of the day’s routine activities and pictorial labels of classroom materials.
If the child is learning sign language, try to learn as many of the signs
as possible and help the other children in the class learn some as well
(Deiner, 2005).

CHILDREN WITH COMMUNICATION IMPAIRMENTS. Language is a
complex process (we will discuss it in more detail in Chapter 12) that
depends on a number of interrelated factors. It involves the ability to
hear, understand, process information, speak, and articulate sounds
so they can be understood by others. Problems in communication can
stem from a variety of causes. For instance, a child’s language learning
might be delayed because of inadequate language stimulation in early
life; poor communication could be a symptom of problems synthesizing
information in a meaningful way; or poor articulation might be caused
by a malformation in the structure of the mouth. If, compared to age-
mates, a child in your class is particularly difficult to understand, has
difficulty understanding what you say, or consistently refuses to talk,
there may be a language or speech disability that should be discussed
with the family.

Coordination with the speech therapist can ensure that what is
accomplished in therapy is augmented in the early childhood setting.
In addition, a stimulating, consistent, and language-rich environment
can encourage the child to use language. Structure activities that will
result in success to build the child’s sense of confidence. Encourage
the child to participate in social activities by encouraging all forms of
communication, even if it is nonverbal. When appropriate, create a need
for speech; for instance, by “misunderstanding” the child’s request
made through gestures. Particularly if the child does not talk, maintain
relevant commentary. If the child does talk, be a patient listener, giving
your undivided attention. Never criticize the child’s incorrect speech, or
lack of speech, but praise appropriate speech when it occurs.

Communication may also be problematic if a child has little or
no command of the English language. A child learning English as a
second language does not, however, have a language deficit, because
the child most likely is fluent in the family’s native language. Strategies
for helping children become bilingual communicators are discussed in
detail in Chapter 12.

CHILDREN WITH EMOTIONAL OR BEHAVIORAL DEFICITS. As an
early childhood teacher, you will inevitably be around children whose
behavior is out of control at times. Most children will respond nega-
tively to some circumstances or provocations, such as hitting out, using
aggressive language, or being destructive. Such occasional behavior is
normal and can be dealt with by using suitable guidance techniques.
All children need positive guidance to help them gradually develop
self-control and acquire appropriate social skills and attitudes toward
other people. Because guidance is such an integral part of working
with young children, we will devote two chapters to various aspects
of guidance, including dealing with problem behaviors (see Chapters
14 and 15).

D) KEY POINT <«

The early childhood program can provide
a language-rich environment for a child
with a communication impairment.

Although display of some behavior
problems is normal for young children,
some have emotional deficits that require
special attention.
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autism spectrum disorder

A socioemotional condition of unknown
origin in which the child’s social, lan-
guage, and other behaviors are inappro-
priate, and often bizarre.

D) KEY POINT <

Children who suffer from chronic or long-
term illnesses also have special needs.

A small percentage of children have much more severe problems that
require intensive therapeutic intervention. One such condition, autism
spectrum disorder, encompasses several socioemotional conditions that
become evident before age three and are of unknown origin. Children
exhibit a variety of inappropriate behaviors that indicate inability
to read and respond to everyday social cues (Paasche et al., 2004).
It is not likely that a severely autistic child would be enrolled in an
integrated classroom, but it is highly likely that a child less involved on
the autistic spectrum will be in an inclusive class. However, if a child
in your class seems particularly distant from or oblivious of others
in the class, seems out of touch or disinterested in what is going on,
generally reacts with inappropriate emotions or shows no emotion,
frequently engages in self-stimulating behaviors, or repeats words
rather than responding to them, talk with the family and urge them to
seek a professional diagnosis and help (Deiner, 2005).

Some children are emotionally fragile because of life circumstances
that put them at risk. Such factors as family and community violence,
homelessness, abuse and neglect, and poverty can take a great toll
on children’s emotional well-being. A consistent, loving, thoughtful
environment, provided by the early childhood program, can help give
a measure of stability for such children. We will consider how to help
children deal with stress in greater detail in Chapter 16.

CHILDREN WITH HEALTH PROBLEMS. A range of chronic, long-term
health conditions can cause various problems for children. In addition to
the physical symptoms of the illness, which are often painful, children
with health problems are frequently subjected to scary medical treatment
and hospitalizations, may well be excluded from participating in some
activities, can be beset by anxiety and fears, and are absent from school
more than other children. Thus, children with health impairments need
special consideration, not only to ensure that their medical needs are met
but also to help them cope as effectively as possible with their illnesses.

Children can be beset by many health impairments too numerous
to review here, although we will briefly mention one unique group,
children who were prenatally exposed to HIV. Children with HIV and
AIDS may well be enrolled in early childhood programs, and those who
work with them need to understand the characteristics of their illness,
how it is transmitted, and precautions that need to be taken, particularly
since there are many misconceptions about AIDS. It is important that
Universal Precautions, usually spelled out by local or state health codes,
are taken.

If a child in your class has been diagnosed as having a chronic
health problem, it is important to gather information about the illness.
Family members, doctors, and therapists will be the best sources of
information because they can give you not only general information
about the illness but information about the child’s specific needs as
well. Another source is literature prepared by support or informational
organizations related to specific illnesses (for instance, the American
Diabetes Association or the Asthma and Allergy Foundation of Amer-
ica). Be particularly aware of preventive measures that need to be taken;
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for instance, medication or periods of rest. If there is the possibility that
the child may suffer an attack, as may happen with asthma or epilepsy,
know what steps should be taken. If appropriate, at least one member
of the staff should be trained in emergency procedures related to the
child’s condition.

It is also important to know what information the child has been
given about the condition. What you say to the child should agree with
what family members or other professionals have told the child. In addi-
tion, an open atmosphere allows the child, as well as other children, to
discuss fears, concerns, or questions. If a child is frequently absent from
school, take steps to ensure that the child continues to feel part of the
class. Involve other children in sending get-well messages or telephoning
the child (if appropriate), visit the child at home or in the hospital, and
send school activities that can be done at home (Deiner, 2005).

GIFTED CHILDREN. Recently there has been increasing attention paid
to the special needs of another group, those considered gifted children.
As you read the word gifted, you can probably conjure up an image of a
child you have come across, one who, in some ways, seemed precocious
and talented. Although we often can think of some characteristics of
giftedness in specific children, it is much more difficult to define this word
because different people have different concepts of its meaning. A broad
definition of giftedness would include children whose performance is
significantly above average in intellectual and creative areas. At the
same time, it is also important to acknowledge that some children have
the potential for outstanding performance that may only emerge from a
supportive atmosphere.

Children may show a number of traits and abilities that provide clues
to their giftedness. They are often precocious in various developmental
areas, particularly in language. They may have an unusually large and
advanced vocabulary; employ it appropriately in conversation on a
wide variety of topics; use language in humorous and creative ways
by making up elaborate stories, rhymes, and songs; and often begin
to read and write earlier than their peers. Giftedness can also be seen
in problem-solving ability as children like to play with ideas, come up
with unusual solutions, and see more than one viewpoint. They are
generally observant, catch on quickly to new concepts, and have a lon-
ger-than-average attention span (Cook et al., 2008; Deiner, 2005). Chil-
dren displaying such traits usually score significantly above average on
intelligence tests, which is one (though certainly not the only) measure
of giftedness.

Some children’s gift is seen through special talent in art, music, or
another creative area in which they are particularly advanced. One such
child, three-year-old Karen, continued to astound teachers as she drew
careful renditions of objects in her environment. On the playground
Karen often lay on her stomach on the grass to observe bugs, which she
then drew with meticulous detail.

Because gifted children often catch on quickly, they need a wide
variety of challenging and rewarding experiences that help them develop
positive attitudes about school and learning. At the same time, it is

Another group with special needs are
gifted children, who perform above
average in intellectual and creative areas.
Such children need a stimulating and
challenging environment.

gifted children

Children who perform significantly above
average in intellectual and creative areas.
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Some children are considered
gifted because of the precocious
performance significantly above
their age-mates in intellectual or
creative areas.
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D) KEY POINT <

Families of children with disabilities also
have some special needs that the early
childhood program can help meet.

important to keep in mind that gifted young children, although advanced
in some areas, are still preschoolers with the social and emotional needs
of those in their age group. Sensitive guidance can help them develop a
good sense of self, recognition of individual uniqueness and strengths,
and appropriate social interaction skills. The interests of gifted children
are similar to those of their age-mates, although they may want to learn
more about a topic or delve into it in more depth. Thus, it is important to
provide a variety of activities that allow children to enjoy involvement
at different levels. At the same time, all of the children will benefit from
exposure to novel, diverse, and enriching activities through classroom
materials, books, field trips, and class guests.

WORKING WITH FAMILIES
OF CHILDREN WITH DISABILITIES

All families need support, understanding, and reassurance, something
that is particularly true of families with children who have special needs.
In addition to dealing with the common multifaceted aspects of parenting,
families of young children with disabilities often also experience
greater emotional, financial, and physical strains. When a child with a
special need is involved in an early childhood program, it is particularly
important that open and accepting communication be established
between families and teachers.

Effective teachers recognize that a family in which a child with
special needs has become a member must make adjustments that could
change the family dramatically. They also recognize that each family
reacts differently to having a child with disabilities. Responses may
well be different, depending on the nature and severity of the child’s
disability. However, there are numerous other factors that are part
of the reaction, factors that can vary considerably, depending on the
family’s resources and supports. Many variables influence the family’s
adjustment, including personal characteristics of all family members,
stresses associated with having a child with special needs, effective
coping skills of the family, extra demands placed on the family by
the child, added expenses of medical treatment, crises associated with
the child’s disability, fatigue, and many others. Others, including mental
health and social service professionals, are often members of a team
that can assist the early childhood teacher with working with families of
children with disabilities (Gargiulo & Kilgo, 2005; Winter, 2007).

Only relatively recently has the importance of the family in the
lives of young children with special needs been legally acknowledged.
Both Public Laws 94-142 and 99-457 are very specific in outlining the
rights and roles of parents in determining the kinds of educational and
therapeutic services their children will receive in programs in which public
funding is provided for young children with disabilities. Specifically,
these laws outline guidelines for development of an Individualized
Education Plan (IEP) for preschoolers and an Individualized Family
Service Plan (IFSP) for children under the age of three. Both processes
require thorough involvement of families and teachers.



CHAPTER 2 The Children 61

In addition to such legally mandated involvement of families of
children with disabilities, families should be included and supported
in many other ways. Exchange of relevant information between
teachers and families will help both better understand and work
with the child. The school’s philosophy of focusing on commonalities
rather than differences among children should also provide support
for families. Sometimes families of children with special needs are
so centered on the disability that they do not see other aspects of the
child’s development with a clear perspective; families can be helped
to see just how similar their child is to other children. By recognizing
the unique strengths and needs of each family, teachers can be the
best possible resource by listening sensitively and openly, offering
practical recommendations and support, and helping to maximize each
child’s potential (Winter, 2007).

_____SUMMARY o

1. Young children are alike in three common areas:

A. “Profiles” that identify typical traits shared by the majority
of children of different ages

B. The need of all children for positive self-esteem

C. The need of all children for play as a way of learning about
the world

2. Factors that contribute to the wonderful diversity among chil-
dren include inborn traits and external factors.

3. Some children have specific, special needs that make them
unique. The early childhood program can help meet the needs
of special children by doing the following:

A. Ensuring the inclusion of children with and without dis-
abilities into the same program

B. Recognizing characteristics of children with motor, cogni-
tive, learning, visual, hearing, communication, emotional,
and health problems, as well as gifted children

____KEVTERMSLIST V¥

at-risk children

attention deficit disorder (ADD)

attention deficit hyperactivity disorder (ADHD)
autism spectrum disorder

deficit (or impairment)

developmental delay

Down syndrome

educable mentally retarded

fetal alcohol effect (FAE)

fetal alcohol syndrome (FAS)
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fragile X syndrome

gifted children

Individualized Education Plan (IEP)
Individualized Family Service Plan (IFSP)
least restrictive environment
myelin

myelination

perceived competence

personal control

self-concept

self-esteem

slow learner

temperament

total communication approach

L A -

1. Observe several children of the same age. These might be
children you work with and know well or children that you are
observing for the first time. What traits do they share? How are
they similar? Can you draw some conclusions about children of
that particular age?

2. Asyou observe children, identify a child who appears to be
self-confident. How does the child express this confidence? Do
you see a difference between this child and another who seems
less assured?

3. Observe a group of young children at play. Look for examples of
the various types of play discussed in this chapter. Do you see a
relationship between age and type of play?

4. Think about the same children you observed earlier for Key
Question #1 and describe what makes each of them unique.
How do they differ? Do you have any indications about what
factors underlie these unique characteristics?

5. [If you are able, observe an early childhood program in which a
child with special needs is integrated. Observe and talk to one
of the teachers. What special accommodations have been made
for this child? How does the child interact with the other chil-
dren in the class? How is the child’s independence encouraged?
Does the child participate in a few, some, or all activities?

£ ESOURCES

Select additional books, articles, and Web sites on topics discussed in
Chapter 2.

Allen, K. E., & Marotz, L. (2007). Developmental profiles: Pre-birth
through age eight (5th ed.). Clifton Park, NY: Thomson Delmar
Learning.
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____HELPFUL WEB SIT o

American Academy of Pediatrics:
Www.aap.org
The American Academy of Pediatrics’ Web site provides information
about issues related to children’s health. The Academy is committed
to attainment of optimal physical, mental, and social well-being of
all children.

Council for Exceptional Children,

Division for Early Childhood (DEC):
www.dec-sped.org
This is the official Web site of the Division for Early Childhood of
the Council for Exceptional Children. DEC promotes policies and
advances evidence-based practices that support families and enhance
optimal development in young children with disabilities or young
children who are at risk for developmental delays.

Zero to Three/National Center for Infants, Toddlers, and Families:
www.zerotothree.org
Zero to Three’s Web site advertises itself as the nation’s leading
resource on the first years of life. It includes a wealth of information
for parents and professionals about the growth and development of
infants and toddlers.

Go to www.cengage.com/login to register your access code for the pre-
mium Web site for this book, where you will find more resources to *
help you study. Additional resources for this chapter include Teach-

Source Videos, Experience Questions, Study Questions, Glossary

Flashcards, Web Activities, Web Links, and Case Studies with Critical

Thinking Questions that apply the concepts presented in this chapter.

If your textbook does not include an access code card, you can go to
www.ichapters.com to purchase access to the premium Web site.
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In Chapter 3 you will find answers to the following

VS&F Developmentally appropri-
= questions about families:

— ate practices derive from deep

knowledge of child development prin- * Why is it important to understand
family functioning through a theoretical
perspective?
e What important changes have occurred in
which each of them is living. The younger American families in recent years?

the child, the more necessary it is for * What needs of families can the early child-

" . . . ?
practitioners to acquire this particular hogdiprogranhelpitojmeet;

. . . * In what ways can you, as a teacher of young
knowledge through relationships with children, include and involve families in your
children’s families. program?

ciples and of the program’s children in
particular, as well as the context within

Developmentally Appropriate Practice * How can you form partnerships with families
Copple & Bredekamp, 2009, p. 22 by involving them in your program?

As we discussed in the last chapter, children are cen-
tral in early childhood education. Families have to be considered equally
important, however, in part because children are integral members of their
family systems, and family values and culture are an inseparable part of
children. Families are also at the core of early childhood education because
the early childhood staff shares with families the responsibility for social-
izing young children. It is important to provide for children a sense of con-
tinuity between home and school experiences, which can best be assured
through a carefully fostered partnership between the family and the early
childhood program (Powell, 1998; Powell & O’Leary, 2009). That effort will
be the focus of this chapter.
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CHAPTER 3

A THEORETICAL PERSPECTIVE

Throughout this book, we will review a variety of theories to help you
understand more clearly the many aspects of children’s development
and behavior. It is equally important to understand family functioning
from a theoretical perspective. Family systems theory provides a useful
approach to understanding the family as an ever-developing and chang-
ing social unit in which members constantly have to accommodate and
adapt to each other’s demands as well as to demands from outside the
family. This theory provides a dynamic, rather than static, view of how
families function.

From the perspective of family systems theory, the influence that
family members have on each other is not one-way but rather interactive
and reciprocal. Furthermore, it is impossible to understand the family by
gaining an understanding of its individual members because there is
more to the family than the “sum of its parts.” It is necessary to view its
interaction patterns and the unspoken “rules” that govern the members’
behaviors. Healthy families work well together, communicate often, are
able to make effective decisions, and can handle change. In addition,
understanding the family means looking at its functioning within the
larger context; for instance, the extended family, the community, and the
neighborhood. The early childhood center becomes part of that larger
context in which families function (Bronfenbrenner & Motrris, 1998).

Each individual’s development occurs in a broader ecological con-
text, within different but overlapping systems. The microsystem is
the most immediate system that affects the individual; it includes the
family, classroom, or workplace. These components of the microsystem
are linked together in the mesosystem through such relationships as
family-teacher interaction or employment practices that affect the family
(for instance, employer-supported child care or paid maternity leave).

The exosystem includes broader components of the neighborhood
and community that affect the functioning of the family; for example,
governmental agencies or mass media. Finally, the broadest system to
affect families is the macrosystem, which includes cultural, political, and
economic forces (Bronfenbrenner & Crouter, 1983). From such an eco-
logical perspective, the child and family are seen more clearly as part
of and affected by many other systems, each of which influences their
development and functioning. According to DAP, teachers gain in-depth
knowledge about children from their families to “learn about their home
and community environment, including its cultural dimensions. This
context is critical in making classroom decisions that are appropriate for
each child” (Copple & Bredekamp, 2009, p. 45).

Viewing children and families as parts of various systems helps
us avoid seeking simple explanations and acknowledge the complex
interactions that often underlie children’s and families’ behaviors. We
must take time to look at the many factors affecting behavior before
jumping to conclusions. It is also important to recognize that family
and school interact to affect children’s development in myriad possible
directions (Powell, 2009). This perspective makes good communica-
tion between home and school an imperative, not a choice. Finally, a
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Family systems theory views the family as
a dynamic, constantly changing system
that interacts with other systems, for
instance, those within the community.

family systems theory

A view of the family as an ever-develop-
ing and changing social unit in which
members constantly accommodate and
adapt to each other's demands as well as
to outside demands.

microsystem

According to family systems theory, that
part of the environment that most im-
mediately affects a person, such as the
family, school, or workplace.

mesosystem

According to family systems, the linkages
between the family and the immediate
neighborhood and community.

@3

exosystem

According to family systems theory, that
part of the environment that includes the
broader components of the community
that affect the functioning of the family,
such as governmental agencies or mass
media.

macrosystem

According to family systems theory, the
broadest part of the environment, which
includes the cultural, political, and eco-
nomic forces that affect families.
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In two-earner families,
parents often share child care

responsibilities.

¥

D> KEY POINT <

There is no simple or single definition of
the family because families come in many
forms.

systems approach helps us see the interrelatedness of all aspects of
children’s lives. We simply cannot assume that the child’s home exists
in one isolated “compartment,” while the school is in another. In the
same way, we cannot presume the families’ lives can be segmented into
isolated facets.

THE CHANGING AMERICAN FAMILY

The family is, and always has been, the most important element in most
children’s lives. The family is where children experience the emotional
and physical care and sustenance vital to their well-being. But the fam-
ily has no simple definition or boundaries. Whereas several decades ago
many young children might have been part of a “traditional” family—
working father, housewife mother, and two or three children—today’s
youngsters live in any of a wide variety of family configurations. Powell
(1998) summarizes this change, and its implications for early child-
hood educators, as follows:

Sweeping changes in the United States have shaped current ideas
about relationships between families and early childhood programs.
The growing ethnic, racial, and cultural diversity of the population
increases the chances that children will be cared for by adults whose
expectations and practices differ from those of the child’s family
members. Further, profound demographic and economic changes
have led to concerns about the adequacy of support systems for
families. (p. 61)

Family Forms

A family may be made up of one parent and one child, or it may be
part of an extended family of grandparents, uncles, aunts, cousins, and
many other relatives who are in frequent, close contact. Families may
have one, two, or more parents; these may be the biological parents,
stepparents, adoptive parents, or emotionally rather than legally related
caregivers. A single parent may have never been married or be divorced,
separated, or widowed; as part of this group, a sizeable number of young
children live with single fathers (U.S. Bureau of the Census, 2007).

If a family has undergone a divorce, children may live with the
same single or remarried parent all of the time, may alternate between
two parents who have joint custody, or may see one parent for brief
times during weekends or holidays. For some children, grandparents
or other relatives take on the function of parents. Some divorced par-
ents find alternate living arrangements, perhaps moving back with their
own parents, sharing housing with another adult or single parent, or
joining in a group housing arrangement. Because of divorce and remar-
riage, today’s children may also acquire various natural and adoptive
brothers and sisters, as well as half-siblings, step-siblings, or unrelated
“siblings” in less formal family arrangements.

Whatever the family form, a wide range of people can make up chil-
dren’s network of significant family members, as defined by emotional
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as well as legal ties. It is necessary, as a teacher of young children, that
you also consider and acknowledge these persons as part of a child’s
family. Anyone who is important in the child’s mind should be consid-
ered as important by you as well.

It is also important to be aware of legal restrictions that might affect
children’s relationships with adults in their lives. During some divorce
proceedings, one parent may file a restraining order against the other,
legally limiting or forbidding contact with the child. Although such situ-
ations are usually upsetting, it is necessary to be aware of and make
appropriate provisions for complying with any legal action.

Other Family Variations

Not only is there great variation in family form and composition, but
other characteristics differentiate families as well. Some of these include
racial, cultural, ethnic, language, economic, religious, and geographic
factors, and the sexual orientation of the parents. Such elements affect
family customs and traditions and also reflect deeper meanings; for
instance, defining values and relationships (Powell, 2009). In some
cases, a family’s uniqueness includes a mixture of cultures, religions,
races, or generations.

THE GROWTH OF ETHNIC AND CULTURAL DIVERSITY. The ethnic
and cultural diversity within the United States continues to change with
changing immigration patterns. The proportion of the population that is
classified as “white” has been decreasing over the past several decades
and is now less than 70 percent of the total. The U.S. Census of 2000
indicates that the Hispanic population more than doubled between 1980
and 2000 and has continued to grow by a rate of 13 percent, which is
almost four times the rate of the total population. Depending on where
you live, there are some generalizations that can be made about minority
populations. More than 40 percent of the Hispanic population lives in
the West, while African Americans constitute the largest share of diver-
sity in the Northeast, the Midwest, and the South. Native American and
Asian American populations also are found predominantly in the West.
Several states’ populations are now more than half made up of minori-
ties (Hobbs & Stoops, 2002). Given this picture, it is highly likely that
you will have children and families of a different ethnic, cultural, and
language background than your own in your early childhood program.
Effective communication is especially important to help both families
and teachers achieve mutual understanding and appreciation, which, in
turn, will help provide a consistent and positive experience for the
children (Powell, 2009).

You can learn about characteristics of various cultural, racial, or
religious groups by reading, but it is very important to avoid making
large-scale generalizations about a family based on group traits. Fami-
lies are complex, and only through genuine interest can a teacher get to
know them well. Effective and frequent communication helps the teacher
become aware of family attributes that can affect the child and family as
participants in the early childhood program. (Note that in Chapter 13 we

DY KEY POINT <«

Families also differ based on economic,
racial, cultural, ethnic, religious, language,
and geographic factors.

D> KEY POINT <«

The ethnic makeup of the population of
the United States continues to change,
with increasing numbers of Hispanic and
decreasing numbers of white individuals.

Families vary widely, something to
which the early childhood teacher
must be sensitive. Differences in
culture, ethnicity, race, religion,
language, and family composition
are contributing factors. How can
you, as the teacher of a diverse
group of children, get to know the
families and their values?
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Nearly one-fifth of children in America
grow up in poverty.

»> KEY POINT «(

Early childhood programs also include
children whose parents are gay and

leshian. i

D> KEY POINT

One of the most important needs of work-

ing parents is for high-quality, reliable
care for their young children.

will discuss some guidelines for promoting understanding of cultural
and ethnic variations in children and families; in Chapter 12 we will
consider some issues in working with children and families who are
bilingual or do not speak English at all.)

FAMILIES IN POVERTY. Many children living in the United States grow
up in poverty. The estimated 18 percent of American children living
in poverty includes 34.5 percent of African American, 27.5 percent of
Hispanic, 32.9 percent of Native American, 12 percent of Asian and
Pacific Islander, and 13.3 percent of white children. This means that
nearly one-fifth of American children live in families that suffer such
severe financial strain that they cannot meet their basic needs. The
poverty rate for children under age five is even higher than for older
children, at 20.8 percent (Children’s Defense Fund, 2008).

Historically, many early childhood education efforts have been aimed
at helping economically disadvantaged families, with Head Start and
Early Head Start as the most extensive of such antipoverty endeavors.
While such programs initially focused almost exclusively on the children,
more recently they have emphasized providing strong support to fami-
lies as well. This includes information and education, concrete assistance
(for instance, providing transportation), and emotional support. Careful
research has shown that high-quality early childhood programs, particu-
larly those in which family support has been included, have a dramatic
effect, not only in terms of children’s later school achievement, but also
on their families (Chafel, 1990; Seitz, Rosenbaum, & Apfel, 1985; Zigler
& Freedman, 1987).

GAY AND LESBIAN FAMILIES. Another aspect of diversity, of which
there is perhaps less recognition than there is for ethnic or cultural
diversity, has to do with the sexual orientation of the parents. Early
childhood programs often include children whose parents are gay or
lesbian partners. In 1990, an estimated 6 to 14 million children had gay,
lesbian, bisexual, or transgender parents (Gates, Badgett, Macomber, &
Chambers, 2007) and many young children know that some of their
family members or friends are homosexual (Rowell, 2007). Elizabeth
Rowell suggests reading children’s books that depict families that are
gay and lesbian to enhance the curriculum. “Young children from same-
sex parent families can recognize themselves, and all are encouraged to
talk about the commonalities of happy family lives” (p. 25).

THE NEEDS OF FAMILIES

The fact that a child is enrolled in an early childhood program indi-
cates that the family has a need that the program is able to meet. The
most common, and certainly the most obvious, family need is provision
of child care while the parents are at work. The proliferation of child
care centers and family child care homes in recent years has been in
response to the dramatic increase in the number of working, single-
parent, and two-earner-parent families.



CHAPTER 3 TheFamilies 69

i“olnl ¢

THE HIGH PRICE OF CHILD CARE

As you work with families of young children, you will
find that for many families in America, the cost of child
care is extremely high. Based on data from a government
report (Lino, 2008), a recent report from the National
Association of Child Care Research and Referral Agencies,
Parents and the High Price of Child Care: 2008 Update
(NACCRRA, 2008b), reveals some disturbing trends. The
report provides details about fees for infant, preschool,
and after-school care, including in-center and family child
care settings, in all states. It also examines this informa-
tion in relation to dual-earner and single-parent families.
The report ends with recommendations for possible ways
to help make high-quality child care more affordable for
working families.

Child care is expensive, especially for single-parent
families. Infant care costs more than care for preschool-
ers since the ratio in programs that care for infants must
allow for fewer children per caregiver; thus caregiver
wages raise the cost of care. The report also found that
before- and after-school care, although it is part-time,
is just as expensive as child care for preschoolers; as a
result, families continue to pay a high price for child care,
even after their children enter elementary school. In addi-
tion, the report shows some significant increases in child
care costs, especially for infant care. In some states, fami-
lies were expected to face a 52 percent increase in infant
care and a 42 percent increase in preschool care costs.
Furthermore, the price of child care is rising faster than
the rate of inflation.

The cost of child care is especially difficult to assume
for single-parent families. When average child care cost
is compared to average salaries of singe parents, the
proportion that is potentially spent on care for children
is very high. If a single parent had two children—for
instance, an infant and a four-year-old—the cost of child
care becomes unaffordable. Depending on the state, the
average price of child care for two children could range

from 48 to 102 percent of the median income for single
parents in that state. In almost every state, the price for
two children comes to more than half of single parents'’
median household income.

The proportion that families pay for child care in rela-
tion to all of their household expenses is also telling. In
every region of the country, families spend on average
more on infant care than they do on food. Monthly child
care fees for two children are higher than median rent costs
and almost as high or, in some areas, higher, than monthly
mortgage payments. In the great majority of states, the
average cost of infant care is higher than tuition at a four-
year public college.

Some families turn to family child care, which gener-
ally costs less, but the quality of such care is unknown.
Many states, the report points out, do not license or moni-
tor family child care providers who care for six or fewer
children. In these states, child care homes are not required
“to meet health and safety standards, background checks
and training requirements” (NACCRRA, 2008b, p. 7).

“As challenging as it is to afford child care, paying for
high-quality care (child care accredited by a national orga-
nization) is even more difficult” (NACCRRA, 2008b, p. 13).
The cost of care in accredited centers can be as much as 30
percent higher than cost in nonaccredited programs. The
main reason for this is the lower child-to-staff ratio that
is required. Only about 9 percent of centers in the United
States are accredited by a professional organization; thus,
quality of care is not always easy for families to find for
their children.

Affordable, high-quality child care is not readily avail-
able in the United States, so many families have to com-
promise on the care they can afford for their children. The
report ends with specific recommendations for increased
state and federal investment in child care as well as in
measures that would remove barriers and help families
find care that is both high quality and more affordable.
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Many parents are part of Erikson'’s stage
of generativity, in which care and nurture
of children is important.

generativity

According to Erik Erikson, the stage of
human development in which the mature
adult focuses on the care and nurture of
the young.

D> KEY POINT <

A goal of some early childhood programs
is to promote empowerment of the
families, to help them achieve a sense of
control over their lives.

empowerment
Helping families gain a sense of control
over events in their lives.

The Who of Early Childhood Education

But beyond the overall need for responsible and knowledgeable
adults to provide care for children while their parents work, families
have other needs that the early childhood center can help meet. Some
of these have to do with helping the parents, as individuals, meet the
demands of their multiple roles. Others revolve around coordination
of home and school routines and practices. One note to keep in mind:
although it is an ideal to consider that early childhood teachers can meet
everyone’s needs—children’s families’, co-workers’—sometimes this is
just not possible in actuality. Setting realistic goals within the particular
work setting can help establish priorities. There are other community
services that may provide for other needs.

Parenthood

We typically view parenthood from the perspective of children’s devel-
opment and how parents facilitate, support, and promote it. Rarely is
parenthood seen from the viewpoint of parents and their needs. Erik
Erikson (1963), whose theory of human development was one of the
first to span adulthood as well as childhood, considers that the most
important need of the mature adult in the stage of generativity is to care
for and nurture others. The tasks of this stage most often are carried out
in parenthood, through which the adult is concerned with meeting the
needs of the next generation. Implied in this process is growth of
the adult as an individual that is separate from the nurturance extended
to children. This acknowledgment of adulthood as a period of continued
development has been advanced by other writers (for instance, Gould,
1978; Levinson, 1978; Sheehy, 1976).

Empowerment

When families feel confident and competent in their parenting abilities
as well as in their role as members of the larger community, their chil-
dren benefit. Unfortunately, some families feel that they are powerless
in controlling what happens to them and to their children. An important
role that early childhood programs can serve for families is to promote
empowerment, a sense of control or power over events in their lives.
This is particularly important as families deal with a variety of agen-
cies and professionals; for instance, school, welfare, and political sys-
tems. Professionals can use a wide variety of techniques to help families
attain this sense of control, including approaches described in a number
of excellent publications, such as Alice Honig’s classic Parent Involve-
ment in Early Childhood Education (1979).

One of the forces behind the concept of empowerment has been the
move toward viewing parents and teachers as equals. Not too many
years ago, the pervasive attitude was that professionals were experts,
whereas parents were the passive recipients of their expertise (Powell,
1998). Such a view does not provide parents with the security that they
know their child best and that they should be full participants in any
decisions that affect the child. Families need to be treated with respect,
their opinions should be solicited and taken seriously, and they must be
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Viewing parents and teachers as equals, each contributing relevant
information and expertise, helps empower parents.

integrally involved in decisions about the child. In addition, when early
childhood professionals give families child development information,
they have tools with which to make informed decisions about their chil-
dren’s needs. Thus, involving, consulting with, and providing relevant
education for families can have a far-reaching impact by helping them
recognize their own importance and competence.

Coordinating Family Needs and the Program

Helping parents reach their potential as effective adults may be a goal in
some programs that work extensively with families, particularly those
who have limited incomes. In all early childhood programs, there are
additional points of contact between families and teachers, at times
revolving around seemingly mundane matters, but nonetheless impor-
tant. A flexible, good-humored attitude can help establish and maintain
positive home-school relationships.

Family members’ busy lives, or unforeseen events, are sometimes
at odds with the schedule and routine of the early childhood center. For
instance, one mother expressed concern that the center’s afternoon snack,
provided at 3:30, was served too late and that the child was not interested
in dinner at 5:30. Another parent preferred that her child not take a nap
at school, because when he slept during the day, he was just not ready to
sleep at home until quite late in the evening. Other problems may keep
a parent from arriving until after the center has closed; for instance, car
trouble, a traffic snarl, or unexpected overtime at work.

D) KEY POINT <«

Coordinating the needs of families with
the needs of children and the program
can be a challenge for early childhood
teachers.
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Effective home-school communication
is important to families, teachers, and
children.

All of these situations can cause conflict but also provide an oppor-
tunity to evaluate what is best for the child, the family, the other chil-
dren, and the teachers. Sometimes such predicaments can be resolved
fairly easily, but there are times when the needs of the child, the family,
or the school directly conflict. There is no simple answer, for instance,
to weighing whether a child should take a nap, particularly when he
appears to need it, or not take a nap because a delayed evening bedtime
keeps his mother from getting the sleep she needs. Teachers must care-
fully weigh their own professional judgment of what is best for the child
and take into account the child’s need for sleep, the potential effect of
being sleepy and cranky on the ability to function well at school, and
the fact that the child would be treated differently from the other chil-
dren by not napping (Ethics Commission, 1987). One way of resolving
such conflicts—whether it is a matter of discussing naps, snacks, or
pick-up time—is communication, our next topic.

Recently, the National Association for the Education of Young Chil-
dren (NAEYC), the largest early childhood professional organization,
initiated the “Supporting Teachers, Strengthening Families” initiative.
This program, using research-based strategies, includes a set of activi-
ties designed to provide intentional education and leadership so that
early childhood teachers can help to strengthen families. Check out
their Web site (www.naeyc.org/ece/supporting) to learn more about the
Strengthening Families initiative (Olson, 2007).

CONMMUNICATING
WITH FAMILIES

Effective, positive communication with families is vital to providing a
consistent and congruent experience for young children, but there is no
simple formula for assuring that such contact does indeed take place.
Each family is unique and brings to the early childhood program dis-
tinctive strengths and needs. Just as the teacher deals with each child
as a unique individual by employing a variety of teaching and guidance
methods, so must a flexible approach be maintained in communicating
with families to meet their individual requirements.

There are many bits of information that need to be shared by teach-
ers and the family. For instance, both sides will benefit from mutually
discussing the child. In addition, there is often more general information
about various aspects of the program that must be shared with families.
The type of information to be conveyed often determines the communi-
cation method used. Communication, as we will discuss, can be carried
out using both individual and group methods. Most early childhood cen-
ters utilize a combination of these approaches.

Individual Methods of
Communicating with Families

The best way to get to know each family is through individual inter-
action and contact. Informally, such contact can take place daily; for
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instance, when children are dropped off and picked up from school. More
formally, scheduled conferences between the teacher and parents or other
family members provide an avenue for the exchange of information.

INFORMAL CONTACT WITH FAMILIES. At the beginning and end of
each day, at least one teacher should be available to exchange a few
words with family members who drop off or pick up their children. Such
informal interactions can make teachers more sensitive to the needs of
children and families, can establish a mutual trust, can convey a feeling
of caring and interest to parents, and can heighten family involvement
in the program. Daily informal contact between teachers and parents is
important for another reason when very young children are concerned.
“During the time the parent is away, the infant is busily going about the
business of growing up. Each new achievement . . . should be shared
with parents” (Wilson, 1999, p. 90). In addition to being given infor-
mation about the child’s achievements and activities, parents of infants
also must be kept informed about their children’s routine activities, such
as eating, sleeping, and toileting. A consistent form, which caregivers
fill out throughout each day, can help parents see at a glance what the
child’s day was like.

Because frequent school-family contacts are important, it makes
sense to structure the schedule so that staff are free to participate in
such exchanges. Informal dialogues at the start and end of the day tend
to be the most pervasive form of family involvement in early childhood
programs (Gestwicki, 2010), especially those primarily involving work-
ing parents. In programs where children arrive by bus or come in car
pools, the teacher needs to make an extra effort to maintain contact
with families, for instance, through notes or telephone calls (Gestwicki,
2010).

Another informal means of contact with families is through occa-
sional telephone calls. These provide a comfortable way of talking to fam-
ilies, particularly if the calls are made often enough so they do not signal
“aproblem.” Some schools send home “happy notes,” brief, personalized
notes that share with the family something positive that happened dur-
ing the day, or use journals that are sent back and forth between home
and school with notes from both family and teachers. Some teachers
and families use e-mail as a way of touching base. E-mail, however,
may not be private; therefore, sensitive information should not be
shared in this way (Couchenor & Chrisman, 2008). The Internet pro-
vides some other creative means of communication. Some teachers cre-
ate Web pages to post and share information with parents. One teacher,
whom the author knows, downloads digital photographs each week and
posts them on a classroom Web site that families can easily access.

Powers (2006) offers some fundamental ways in which teachers
can create positive relationships with families. She suggests being avail-
able to answer parents’ questions and letting parents lead the conversa-
tion when they have something important to share. She also advises,
“be yourself,” but stay within personal boundaries while sharing with
parents. Another principle is to be trustworthy and keep strictly confi-
dential the information shared by family members. Finally, she advises,

DY KEY POINT <«

Families and teachers often use the begin-
ning and end of the day as a time for
brief, informal communication.
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More formal family—teacher communica-

tion takes place through family confer-
ences and home visits. Both should be
planned to facilitate a positive exchange
of information.

family-teacher conference
A one-on-one interaction between the
child’s family and the teacher.

“Remember that the relationship is in service of the child’s—not your—
needs” (Olson, 2007, p. 28).

FORMAL CONTACT WITH FAMILIES. Informal daily contacts between
teachers and family members can create a mutually respectful and
nonintimidating atmosphere. When teachers and families feel com-
fortable with each other, communication will more likely be honest.
In addition to such day-to-day encounters, more formal opportunities
should be structured, when a sizable block of uninterrupted time is set
aside for in-depth discussion. Such formal contacts can take the form of
a family-teacher conference or a home visit.

Such a conference is a regularly scheduled meeting that can satisfy
different objectives. It can focus on getting acquainted; sharing infor-
mation about the child and presenting a “progress report”; or, at the
initiation of either teacher or family, solving problems or discussing
specific issues. Conferences often have negative connotations for the
participants, who may view them as a time to share complaints and prob-
lems, even as a “last resort” when all else fails. Nonetheless, routinely
scheduled conferences should be positive, affirming, and supportive.

A conference should never be an impromptu event. The teacher
needs to be well prepared ahead of time, reviewing relevant informa-
tion and thinking about how best to present it. In fact, preparing for
conferences should be an ongoing process, beginning when the child
first enters the program. It is helpful if the teacher is ready with some
anecdotes to support what the family is told as well as to convey to
them that the teacher knows the child well. It is also important to think
through what questions to ask of the family to help the teacher better
understand and work with the child.

At the same time, the teacher should facilitate a relaxed and easy
forum for conversation. Sometimes sharing something with the family—
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Regularly scheduled conferences, where teachers and families
share information and insights, should be positive and affirming.
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for instance, a picture painted by the child or a favorite recipe for play
dough—contributes toward creating a positive atmosphere.

Another type of formal individual contact between teachers and
family is a home visit. Home visits share some of the same objectives
and procedures as family-teacher conferences, but they contribute some
added benefits as well. A teacher who visits a family at home conveys a
sense of caring and interest in the child’s world beyond the classroom.
Children are usually delighted to introduce their room, toys, pets, and
siblings to the teacher and are made to feel very special that the teacher
is visiting them at home. Parents can observe firsthand the interaction
between the child and the teacher and may become more relaxed with
the teacher who has shown this special interest. In addition, teachers
can observe firsthand the family’s home environment and family—child
interactions as a way of better understanding the child’s behavior. In
some instances, especially once a sense of trust has been established,
home visits can become an extremely important source of support; for
instance, for teen-aged parents.

Although there are very important benefits in conducting home vis-
its, they are also quite time consuming and may (though certainly not
inevitably) intimidate the family. A teacher’s commitment to learning as
much as possible about the children in the class and their families has
to be weighed against the investment of time involved in home visits
and the parents’ potential anxiety (Gestwicki, 2007).

WHEN PROBLEMS COME UP BETWEEN FAMILIES AND TEACHERS.
Ideally, the family and the teachers cooperate fully to provide congru-
ent, positive experiences for children at home and at school. Unfortu-
nately, there are times when this ideal is not always realized. In fact,
family—teacher disharmony is quite common (Galinsky, 1990). Families
and teachers may disagree, particularly when they feel rushed and tired

Parents and teachers may, at times, disagree. Communication
to help each other see the others’ point of view can help ease
tensions.

home visit

A one-on-one interaction between
the teacher and the child’s family that
takes place in the child's home.

D) KEY POINT <«

There are some strategies that can
help when problems arise between
families and teachers.
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As the Family Coordinator in my agency, when | talk with
someone about how much they enjoy working with chil-
dren, | always ask them, “Yes, but how do you like working
with the parents?” Many people find this more difficult,
but | find it absolutely necessary. | think that you cannot
truly understand a child and gain a child’s trust unless you
are able to gain the trust and understanding of that child’s
family. Even if children are in our care for many hours,
they always return to their family, which is where much of
learning and development happen. When we are able to
work with families and support them in their goals then
we can make a huge impact on the lives of the children.
Many families are not connected to their community.
They are so busy with work and parenting that they do
not have time to participate in their child’s education or
extracurricular activities. Many families do not know their
neighbors, they do not have many friends outside of work,
and their extended family may be far away or very busy
as well. In order to be able to get parents to participate
in program activities, we must be able to connect and
build relationships with them so they feel like they are an
important part of the program. There are many ways to
build this rapport with parents, but one way is to talk with
parents about their goals. We use the Family Develop-
ment Matrix to help families learn about their strengths
and needs and we then talk with them about what their
goals are. Any goal that the parent chooses to work on
opens the door for a conversation about what is impor-
tant for that family and how you can partner with them.
One young mother that | worked with, in talking
about her goals, said how much she missed reading for
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Stories from the Field
WORKING WITH PARENTS

Jamie, Head Start Family Partnership Coordinator

herself. She also did not have any health care for herself
and was worried about some health needs that she had
and could not address. As we were talking, she also men-
tioned that she was not involved in any extracurricular
activities and had felt isolated since she had become a
parent. We talked about all these concerns and wrote up
a few goals to help her get started. One goal that she
came up with was to get some audio books and listen
to them while she walked in the morning. | provided her
with some resources for health care options and encour-
aged her to come to some of the parent activities. When
she arrived at the following month’s parent meeting,
| was surprised and thrilled. She had a huge smile on
her face when she told me that she had been able to get
some health care and had seen a doctor regarding her
health concerns. She felt great because she was walking
more and really enjoyed listening to the books on tape.
She admitted to being somewhat nervous about attend-
ing the meeting but later stated that she enjoyed herself.
She was able to express some pride in herself for the steps
she had taken and had gained the confidence to try some
new skills. She participates in the program in other ways
now and says that she is feeling more connected and will-
ing to volunteer. The more successful this mother can be
in accomplishing her goals, the more confident she will be
in taking other steps to improve her situation and grow
as an advocate for her child. The better we are at reach-
ing out and creating welcoming environments for parents,
the more parents will be comfortable in letting us in.
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or when they are preoccupied with other aspects of their lives. In addition,
both may harbor some unacknowledged negative feelings; for instance,
disapproval of working mothers, jealousy or competition for the child’s
affection, or criticism of the other’s child guidance approach (Galinsky,
1988; Galinsky, 1990). Although the child is the common bond between
family and teachers, there are many other factors that affect their moods
and impinge on their interactions. The job stress experienced by the fam-
ily as well as by teachers can certainly spill over into the brief contact
between them as children are dropped off or picked up at school during
what Ellen Galinsky calls the “arsenic hour” (1988).

Galinsky (1988) offers some concrete suggestions for working
more effectively with parents. She suggests that when teachers become
upset with parents, it is often because teachers’ underlying expectations
are somehow not realized; teachers need to examine whether what they
expect is realistic or not. Similarly, teachers should scrutinize their atti-
tudes toward the parents, looking for hidden resentments or prejudices.
Teachers also need to make an effort to see the situations from the par-
ents’ point of view, asking themselves how they might feel if they were
in the parents’ shoes.

It can be very helpful to teachers to develop a support system,
whether within their own program or even outside of it, that allows them
to express and explore their feelings in an accepting and safe atmo-
sphere. Teachers must also recognize and convey to parents the limits
of their role. This includes being familiar with community resources to
which parents can be referred when a problem is beyond the scope of
the teacher’s role and expertise.

There is no simple formula for effective family-teacher communica-
tion. The family-teacher relationship is founded on trust and respect
that grow out of many small but significant daily contacts. Greeting
family members by name; sharing brief, positive anecdotes about their
children; writing personalized notes; making phone calls to the family
the teacher does not see often; and being sensitive to families’ needs all
contribute to a good relationship.

Group Methods of Communicating
with Families

In addition to personalized, individual contact between families and
teachers, early childhood programs generally also utilize other com-
munication methods for getting information to the families as a group.
These methods can serve a functional purpose; for instance, to let
families know that the school will be closed the day after Thanksgiv-
ing. They may also take on an educational role; for example, to give
families insight into an aspect of child development. We will review
three such methods—written communiqués, bulletin boards, and
meetings.

WRITTEN COMMUNIQUES. Newsletters, memos, e-mails, or other writ-
ten material can be an effective way of getting information to all families.
It is, of course, important to match written information to the reading

DY KEY POINT <<

Effective methods of communicating
with groups of families include newslet-
ters, memos, bulletin boards, and group
meetings.
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abilities of the families. If many or all of the families in the program are
non-English-speaking, for instance, communiqués should be written in
the families’ primary language.

It is also important that all such materials be neat, attractive, and
accurately written. A sloppy, misspelled, and ungrammatical letter
conveys that the message is probably not very important and that the
teacher does not care enough about the families to produce a thoughtful
document. Today, many schools have access to computers with news-
letter design templates or software, which makes it simpler than ever
to compose attractively arranged newsletters, check the grammar and
spelling, and incorporate graphics.

Many programs produce a regular newsletter that may contain
announcements, news of what the teachers have planned for the upcom-
ing time period, new policies, relevant community information, child
development research summaries, columns by local experts, and other
information of interest to families. A newsletter is only effective if it is
read. Thus, its length, the information included, and the writing style
need to be carefully considered.

Another form of written communication that can convey a great deal
of information to families is a school handbook, which families are given
when they enroll their children in the early childhood program. Such
a handbook should contain relevant information about school policies
and procedures, fees, hours of operation, holidays, sick child care, birth-
day routines, and other important matters. At the same time, it should
include a clearly articulated statement of the school’s philosophy.

BULLETIN BOARDS. Bulletin boards can be a useful means of convey-
ing information, or they can be a cluttered mass of overlaid memos that
no one bothers to look at. To be effective, a bulletin board should be
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A bulletin board can be an effective way to convey informa-
tion to families as a group. This bulletin board, for instance, is
organized and the information is current. What other methods
can help ensure good communication with families?
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attractively laid out, its contents need to be current, and posted items
should not compete with each other for attention. Furthermore, if family
members know that only current and important items will be posted on
a specific bulletin board, they are more likely to pay attention to it.

Bulletin boards can be used for a variety of purposes. They can be
informative; for instance, letting families know that the children will be
taking a field trip the following week or that a child in the group has
chicken pox. Many centers include a notice of the day’s activities on a
bulletin board, which lets families know the highlights of their child’s
day. Bulletin boards can also be educational, conveying relevant infor-
mation in a way that appeals to those who look at it.

At one center, for instance, the teachers wanted to follow up on
comments from several parents that their children were just scribbling
rather than drawing something recognizable. The teachers wanted to
help families understand that children’s art follows a developmental
pattern. They matted selections of the children’s pictures, arranged
them attractively on bulletin boards organized by the children’s ages,
and interspersed the pictures with quotes from experts on children’s
art. The pictures supported the quotations, thus conveying the mes-
sages that children gradually move toward representational art and that
there are common steps children go through in their development of art.
Many parents commented on how helpful they found this bulletin board
message. It proved to be a most effective teaching tool!

Documentation of children’s work and learning are another way that
programs communicate with parents. Documentation may take the form
of bulletin board displays or smaller daily journal entries, and include
such features as photographs, transcriptions of children’s words, the
teacher’s thoughts about the children’s work, samples of children’s art,
and other visible elements. Attention to aesthetic display is important.
The content of documentation generally focuses on an aspect of the
children’s work in the classroom and highlights their thinking about the
projects in which they are involved. We will discuss documentation in
more detail in Chapter 8.

MEETINGS AND OTHER GROUP FUNCTIONS. Group gatherings can
provide another effective way of reaching family members. Such func-
tions can take the form of meetings, the traditional forum for formal
family education, or they can be social. In addition, discussion groups
may be part of the early childhood program. When planning any kind
of group function, however, keep in mind that family members are
busy people who will weigh the benefits of attending a school program
against other demands on their time. In fact, for some families the pres-
sure of one more thing to do might be so stressful that it would out-
weigh the advantages of the program. Because each family’s needs are
different, the early childhood program must facilitate communication in
many different ways and be prepared to individualize ways of meeting
these needs.

If the director and staff feel that group meetings can serve a posi-
tive function in meeting the needs of some of the families, they must
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ensure that what they plan will interest potential participants. One way
to assess what might be relevant to families is to conduct an interest
survey. A brief form can solicit preferences about topic choices, time
and day, and type of meeting (see Figure 3-1 for a sample Family Inter-
est Survey). If the teachers or the director plan family functions without
input from the families, these functions may well fail to match their
interests and result in very low attendance (Gestwicki, 2007). Also,
families are often more likely to come to a meeting if a meal or snack
is included and if child care is provided. However, keep in mind that
if children have already spent 9 or 10 hours at the center, adding 2
evening hours may be more than is reasonable.

Family get-togethers may focus on having a speaker with exper-
tise on a topic of common interest, or they may revolve around discus-
sion led by a facilitator. It is important to remember that families’ shared

Family Interest Survey
L

Dear Families:
We would like to plan some family events for this year and want
your suggestions.

Please help us by sharing your preferences about the following:
(Please rate these as follows: A _ yes, definitely interested;
B _ moderately interested; C _ not at all interested.)

1. Type of event:

____ Family meeting on a specific topic (topic choice below)
____Discussion groups on specific topics

____ Family social function (picnic, dinner, party, and so on)
____Fundraiser to benefit your child’s class

2. Topic choice (for meetings or discussion groups):

____ Child behavior/guidance ____ Television

____ Child nutrition ____Good toys for children
____ Learning to read ____Balancing family/work
___ Self-esteem ____ Working mothers

____ What happens at school? ____ Child development

3. Best day (circle your choices): M T W Th F Sa
4. Best time:

____Lunch time ____ Afternoons

____ After work ____T7:30-9:00 PM.

5. Other matters: Will your attendance be influenced by:
____Provision of child care ____Provision of meals/snack

Thank you for your help!
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experiences are a valuable source of information and support. Thus, if
the main part of the program includes a speaker, time should also be
allocated for discussion.

One particularly enjoyable way of presenting some topics is to
illustrate them with slides or videotapes taken of the children at the
school. Such subjects as children’s play, social development, or devel-
opmentally appropriate toys can be enhanced with such visuals. In
addition to gaining insight into an aspect of their children’s develop-
ment, families will feel great pride in seeing their youngsters depicted
on the screen.

Small groups are generally more effective than large groups in
facilitating participation (Gestwicki, 2007). A common interest can
also encourage a more intimate atmosphere for a meeting; for instance,
involving families whose children will enter kindergarten or will be
moving from the infant room to the toddler program the following year,
or involving just the families of children in one class rather than those
from the entire early childhood center.

Some centers generate considerable enthusiasm for social events
during which families and teachers have the opportunity to exchange
information in a relaxed atmosphere. These can include holiday par-
ties, meals, or an open house, and they can involve all family members.
One university program sponsored a potluck dinner for families, staff,
and student teachers each semester. Prearranged seating assured that
students sat with the families of children they were observing. This
event attracted almost all of the families and proved to be enjoyable as
well as valuable for all involved.

COMMUNICATION IN SPITE OF CULTURAL AND LANGUAGE
BARRIERS. Communicating with families from different backgrounds,
especially if they speak a language other than English, can be a chal-
lenging prospect for many teachers. Communication is more than shar-
ing an understanding of words; it also involves sharing an
understanding of ideas. Families are influenced and shaped by their
culture, just as we are, and may have unique perspectives on child-rear-
ing and attitudes about children.

In their book, Working with Children_from Culturally Diverse Back-
grounds, Klein and Chen (2001) note that one difference in family
attitudes revolves around autonomy and obedience. More affluent fam-
ilies tend to value independence, while families with scarce resources
value obedience in their children. Some cultures—for instance, Asian
cultures—value maintenance of harmony and order, giving the wishes
of the individual less importance than those of the family. Similarly,
Hispanic families value conformity and cohesion of the extended fam-
ily. Gender roles and expectations are also influenced by culture as well
as by religion, with traditional roles prevalent in many groups (Klein &
Chen, 2001).

As a teacher, it is likely that you will work with children and families
from different backgrounds. Kirmani (2007) suggests several strategies
thatteachers can use to make children and families from other cultures feel
welcome. She suggests (1) using the child’s name accurately to preserve
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Family involvement in the early childhood
program has positive benefits for children,
families, and the school.

family involvement

The commitment of families to the early
childhood program through a wide variety
of options.

D> KEY POINT <

Family members may serve as resources
to the program by contributing special
talents, interests, and abilities; they may
serve as volunteers, or as members of

a policy board in a decision-making
capacity.
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the child’s sense of self-esteem and convey respect; (2) promoting
the child’s home language by valuing the child’s multilingual skills;
(3) including multicultural materials in the environment; and (4) creating
inclusive school spaces where families will feel welcome and comfortable.
“Numerous studies suggest that when teachers partner with parents and
caregivers from minority cultures, teachers gain cultural understanding”
(Prior & Gerard, 2007, p. 63) and are therefore better able to help the
children succeed.

FAMILY INVOLVEMENT

We have been discussing various ways in which communication between
teachers and families can be maintained. However this communication
takes place, it implies involvement on the part of the family. Let’s look
at family involvement in more detail now.

Family involvement in the early childhood program is a multifaceted
concept, embracing a wide range of options and levels. It can mean that
parents and other family members are passive recipients of information;
however, families may be more intensely engaged by serving as volun-
teers in the program or, at an even more complex level of involvement,
they can be participants in the decision-making process of the program
(Honig, 1979). Whatever the level, ample research has shown that such
involvement has positive benefits for children as well as for families
(Dunlap, 2000; Powell, 2009).

There is a reciprocal relationship between the family and the early
childhood program, each providing support and help to the other as
they are able. Family involvement will vary according to each fami-
ly’s ability to contribute and to its needs. Some families invest a great
deal of their time and energy in the program, whereas others need all
their resources to cope with the stresses they face. Some families sup-
port the program by participating in and contributing time to various
school activities; others seek support from the program in facing their
personal strains. The early childhood staff must be flexible to be able to
recognize each family’s capabilities and needs and to set expectations
or provide support accordingly.

Families can be involved in their children’s programs in many ways.
We will look at some of these; specifically, family members as resources,
as volunteers in the classroom, and as decision makers.

Families as Resources

Family members have many talents and abilities to contribute to the
program. Many early childhood programs invite parents or relatives to
participate on occasions when their job skills, hobbies, or other spe-
cial expertise can augment and enrich the curriculum. For instance,
a teacher may invite Jasmine’s mother, who is a dentist, to help the
children understand the importance of good dental hygiene and
care; the teacher may take the children to visit the bakery owned by
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Annie Lee’s uncle, because the class is discussing foods; she can ask
Michael’s father to show the children how he makes pottery; or she
may invite Ivan’s mother and new baby brother when the class talks
about babies and growing up. All family members—parents, siblings,
grandparents, other relatives, even pets—can be considered part of the
program, extending its resource base.

Family members can also help out with maintenance and construc-
tion tasks that are part of the program. In some schools, parents rou-
tinely take home the dress-up clothes and other classroom items to
wash or clean. In others, regularly scheduled clean-up days bring teach-
ers and family members to school on specified weekends to deep clean
the facility, materials, and equipment. Family members with carpentry
skills may construct or repair equipment. Others may develop learning
materials and games at home that will expand the activity options avail-
able to the children.

There are other ways in which family members can serve as pro-
gram resources. For instance, they can help orient new families to the
early childhood program, serve as role models, and provide support to
other families. Their suggestions and ideas can enrich the program.
Family members can also be extremely effective in providing local and
state support for legislation that affects children and families. They can
help provide program visibility in the community if the school is seek-
ing outside funding. Family support can be a potent force in maintain-
ing a high-quality early childhood program.

Family Members in the Classroom

Family members may also volunteer as teacher aides. Programs such as
parent-cooperative preschools require family involvement. In most pro-
grams, particularly child care centers, families participate occasionally,

© Cengage Learning

Family members, including parents, grandparents, and others, can
share their special interest or talents with children in the early
childhood program.

The Families
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Family education can take many forms to

meet the many different needs of families.

family education

Programs aimed at enhancing parent—
child relations and improving parenting
competence.

or not at all, because parents are usually working while their children
are at school.

Having family members in the classroom can have many benefits
for children, families, and teachers. Children can benefit from having
their parents participate in the classroom, feeling pride and a sense of
security as they see their parents and teachers working together. For
families, such firsthand experience can provide insight into how their
children spend their time at school, a basis for observing their own chil-
dren in relation to age-mates, and a chance to note guidance techniques
used by teachers. Teachers can benefit from the support parents offer,
the added pair of hands that can allow expanded activity possibilities,
and the opportunity to gain insight into parent—child interactions. Some
teachers relish such involvement; others feel skeptical and reluctant,
fearing a clash with the parents’ child-rearing practices, feeling stress
about being under constant observation, or worrying that the children
will get overexcited (Gestwicki, 2007).

Family Members as Decision Makers

Some programs ask family members to serve on an advisory or policy
board. Head Start and other federally funded programs, for instance,
invite parents to participate in parent advisory councils, as outlined by
federal regulations. Many not-for-profit child care or preschool centers
also require a governing board of which families are members. Effec-
tive decision-making boards can promote a true partnership between
families and the school program (Dunst & Trivette, 1988), providing
support for the school, empowerment of families, and increased mutual
understanding.

FAMILY EDUCATION

All forms of family involvement potentially serve an educational func-
tion, as parents have the chance to gain insights into their children’s
development and the school’s program. Often, however, early childhood
programs provide specific family education aimed at enhancing parent-
child relations and improving parenting competence. Given the num-
bers of children who grow up in abusive homes, and in abject poverty,
some professionals even consider that high-quality family education
programs should be mandatory to prevent needless impairment of
children through abuse, neglect, and deprivation (Anastasiow, 1988).
Evaluation of many family education programs aimed at economically
disadvantaged families has indicated that such programs can be very
effective, although much still remains to be learned through systematic
research (Powell, 1998). In addition, there is limited evidence that par-
ent education enhances the parenting skills of middle-class families as
well (Harris & Larsen, 1989).

The scope of parent education programs is not easy to capture in
a single definition because there is great diversity in the field. Douglas
Powell (1986) spells out some of the contrasts in parent education:
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Some programs focus on family-community relations while
others teach parents how to stimulate a child’s cognitive devel-
opment. Some programs prescribe specific skills and styles in
relating to young children while other programs help parents
determine what is best for them. Some programs are designed
primarily to disseminate child development information while
others attempt to foster supportive relationships among
program participants. Some programs are highly structured
while others let parents select activities they wish to pursue.
In some programs the staff serve as child development experts
while other programs adhere to a self-help model with staff in
nondirective facilitator roles. There are important differences
in the use of professionals, assistants or volunteers, program
length (weeks versus years), and program setting (group- ver-
sus home-based). (p. 47)

Although family education can take many forms, family get-
togethers or meetings are one frequently used forum. The content of
such programs can vary widely, determined by family interest and
need. Couchenor and Chrisman (2008) suggest six popular topics
for family education programs. These include the value of play for
young children, Developmentally Appropriate Practice in early child-
hood programs, positive guidance, limiting television, homework, and
healthy sexuality development. Finally, the family’s involvement in
and promotion of children’s education includes many areas of interest
to families.

____SUMMARY 3

1. Family systems theory is a way of viewing the family as a
dynamic unit.

2. The American family has undergone many changes recently.
Consider some of these changes by looking at the following:

A. Variety in family forms
B. Other factors that contribute to family diversity
C. Families in poverty

3. Families have specific needs that the early childhood program
can address. Consider issues related to family needs, including
the following:

A. The needs of adults in a unique stage of development, sepa-
rate from their children’s development

B. The need to feel empowered, in control of their lives

C. Coordination of the needs of the family with the early child-
hood program

The Families
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4. Two-way communication between families and the early child-
hood program is an important element in providing consistency
for children. Consider the following methods of communicating
with families:

A. Communicating with individual parents informally, on a
day-to-day basis, and formally, through conferences and
home visits

B. Communicating with groups of families through written
communiqués, bulletin boards, and meetings

5. Families can be involved in the early childhood program in a
number of ways—as resources, in the classroom, and as deci-
sion makers.

6. One function of the early childhood program is family educa-
tion, which can take a variety of forms.

8.9 .

empowerment
exosystem

family education
family involvement
family systems theory
family—teacher conference
generativity

home visit
macrosystem
mesosystem
microsystem

1. Think of your own family history. How has your family
changed over the past two (or three or four) generations?
Consider maternal employment, divorce, closeness to extended
family, and other factors. Compare your family with that of
other members of your class.

2. Sometimes the needs of families conflict with those of the
program. Which elements of the early childhood program could
pose a potential conflict? How might these be resolved? Read
“Ethics Case Studies: The Working Mother” in Young Children,
November 1987, page 16, for insight into the suggestions of
professionals to resolve such a conflict.

3. Visit an early childhood program. What evidence of communi-
cation with families do you see? Look at bulletin boards, notes,
pictures, and other written material. What kind of interaction
do you notice between families and teachers? What “messages”
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about the school’s concern for families do they get from this
communication?

4. Ask several parents whose children are enrolled in an early
childhood program about their contacts with the teachers
and the program. What is their overall attitude about contact
between home and school? Do they feel it is important or not
important . . . positive or negative . . . present or absent . . .
supportive or lacking in support? What do they expect from the
teachers? Do they feel communication between families and
teachers is important for their children?

5. How can family involvement benefit the early childhood pro-
gram? List some concrete ways in which families might contrib-
ute to the program.

ADDITIONAL RESOURC

Select additional books, articles, and Web sites on topics discussed in
Chapter 3.

Couchenor, D., & Chrisman, K. (2008). Families, schools, and
communities: Together for children (3rd ed.). Belmont, CA:
Wadsworth, Cengage Learning.

Gestwicki, C. (2010). Home, school and community relations:
A guide to working with parents (7th ed.). Belmont, CA:
Wadsworth, Cengage Learning.

Powell, D. R. (1989). Families and early childhood programs.
Washington, DC: NAEYC.

HELPFUL WEB SITES

National Parenting Education Network:
www.ces.ncsu.edu/depts/fcs/npen
This Web site features a network for parent educators that facilitates
linkages among practitioners, and provides information about best
practices and research in the parent education field.

Families and Work Institute:
www.familiesandwork.org
The Families and Work Institute is a nonprofit center for research
that provides data about the changing workforce, family, and com-
munity in America. Some of the most comprehensive research about
work and family issues are available on this Web site.

Divorceinfo:
www.divorceinfo.com
This Web site provides a good discussion of the effects of divorce
on preschool children, providing information about reactions and
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behaviors that might occur and ways in which adults can help chil-
dren whose families are undergoing a divorce.

Go to www.cengage.com/login to register your access code for the
premium Web site for this book, where you will find more resources
to help you study. Additional resources for this chapter include Teach-
Source Videos, Experience Questions, Study Questions, Glossary
Flashcards, Web Activities, Web Links, and Case Studies with Critical
Thinking Questions that apply the concepts presented in this chapter.
If your textbook does not include an access code card, you can go to
www.ichapters.com to purchase access to the premium Web site.


www.cengage.com/login
www.ichapters.com
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5

In Chapter 4 you will find answers to the following
questions about teachers and caregivers:

* What are the characteristics of a good teacher
of young children?

* What kinds of positions are available to you,
as a professional in the field of early child-
hood education?

* What paths can teachers-in-training take to
become part of the field of early childhood
education?

* How are early childhood education programs
regulated and held accountable?

e What contributes to professionalism in the
field of early childhood education?

* What contemporary issues face the field of
early childhood education and what can you
contribute toward solutions to these issues?

This chapter will focus on you...you as an
individual, you as a teacher or caregiver, you as
a member of a profession. However, everything

VSA‘E Whenever you see a great
= classroom, one in which chil-
dren are learning and thriving, you can
be sure that the teachers . . . are highly
intentional. In everything that good
teachers do—creating the environ-
ment, considering the curriculum and
tailoring it to the children as individu-
als, planning learning experiences, and

interacting with children and families—

they are purposeful and thoughtful. As
they make myriad decisions, big and
small, they keep in mind they outcomes
they seek.

Developmentally Appropriate Practice
Copple & Bredekamp, 2009, pp. 33-34

discussed in this book is relevant to you as a teacher. You are the one

who integrates knowledge about the development of children, about the
importance of families, about creating a healthy and stimulating environ-
ment, about child-sensitive curriculum planning, and about appropriate
and nurturing guidance to provide the best possible care and education for
young children. Thus, in this chapter we will explore important aspects of

teaching and the profession of early childhood education.
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A professional early childhood teacher is
distinguished by professionalism, knowl-
edge and standards, judgment, and ability
to translate theoretical information into
practical application.

early childhood teacher (or early
childhood educator)

A specifically trained professional who
works with children from infancy to age
eight.

caregiver (or child care worker)
Term traditionally used to describe a
person who works in a child care setting.
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Respect, patience, and creativity
are some of the characteristics
thought to be important in good
early childhood teachers.

The Who of Early Childhood Education

THE EARLY CHILDHOOD TEACHER
AND CAREGIVER

Before beginning a discussion of early childhood teachers, it is important
to make some distinctions in terminology. Unfortunately, no universally
accepted categories and titles define those who work with young chil-
dren, although some have been proposed, as we will discuss later. Often
labels conjure up stereotypes and do not reflect different educational
and experiential backgrounds found in the field.

Throughout this book the terms early childhood teacher and early
childhood educator will be used synonymously. Other terms are also
applied to those who work with young children, particularly caregiver
and child care worker. Traditionally, the distinction has been made that
a caregiver—for instance, someone who works in a child care center—
cares for the physical and emotional needs of infants, toddlers, or pre-
schoolers, whereas the teacher serves an educational function. This
is not a particularly appropriate distinction, however, since those who
work with young children both educate and nurture as part of their job
(Tarrant, Greenberg, Kagan, & Kauerz, 2009). The National Associa-
tion for the Education of Young Children (NAEYC), in its accreditation
process for early childhood programs, uses only the terms teacher and
assistant teacher or aide (NAEYC, 2004).

Certainly the early childhood teacher “cares for” and the caregiver
“teaches” young children. Which teacher has not tied shoelaces, wiped
noses, or dried tears? And which caregiver has not helped children learn
how to zip a coat, assemble a puzzle, or share the tricycle? Teaching and
caregiving functions seem not only inherent but also integrally related in
both roles to the point where a distinction is impossible to make (Willer,
1990). The distinction between the teacher and the caregiver, then, is
more than a general description of what they do, for their roles certainly
overlap. What does distinguish teachers, according to Katz (1984b), is
their professionalism, the way they use their knowledge and standards
of performance. Teachers possess advanced knowledge in child develop-
ment and early childhood education that they apply when they have to
make judgments and decisions on a moment-by-moment basis. At the
same time, they also share with other professionals a commitment
to maintaining the high standards set by the profession through its
organizations. But there really is no simple or single definition of a good
teacher of young children. In a summary of six in-depth interviews that
searched for a definition of “the good preschool teacher,” Ayers (1989)
concludes that there is “a kaleidoscope of possibility, for there are end-
less good preschool teachers” (p. 141).

Characteristics of the Good Early
Childhood Teacher

If asked what characteristics a good teacher of young children pos-
sesses, most of us would come up with an intuitive list of qualities such
as warmth, sensitivity, energy, sense of humor, flexibility, or patience.
Some clues about what makes a good teacher of young children can be
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gleaned from early childhood educators and researchers based on their
experience and insight. In a recent survey, Laura Colker (2008) inter-
viewed early childhood practitioners to find out what they viewed as
important characteristics of effective early childhood teachers. Follow-
ing are the 12 characteristics that were identified as integral to success-
ful teaching:

1. Passion. Most important is having a strong drive, a feeling
that you make a difference as a teacher of young children. In
fact, in his newest book, Letters to a Young Teacher (2007),
well-known educator and author, Jonathan Kozol, speaks of
the importance of passion in teaching.

2. Perseverance. It is important to have strong dedication and
willingness to fight for what you believe in and advocate for
children’s needs as well as for your profession.

3. Willingness to take risks. Closely related to the fir