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Early Readiness Assessment Subcommittee Timeline (with Meeting Dates) 

Date Time & 
Location 

Focus Discussion 

11.17.14 9:30-10 (Tour) 
10-12 noon 

Overview and 
Approaches to Learning 
and Social/Emotional 

• Background on Assessment and Domains 
• Current efforts regarding early learning 

standards, assessment 
• Lexington 4’s experience with high-impact 

early education for ages three through five, 
with a focus on these two domains  

1.26.15 TBD Language/Literacy and 
Cognitive  

• Overview and status of Circle assessment 
implementation (part of CDEP Evaluation). 

• Within discussion about Cognitive, address 
math 

3.23.15 TBD Physical Well-Being and 
Health; Wrap Up 

• Current state efforts 
• Institute for Child Success input about 

readiness research 
4.17.15  Draft recommendations to ERAS members for review. 
4.20.15-5.1.15  Public comment on draft recommendations.   
5.8.15  Draft recommendations revised and forwarded to EOC. 
6.8.15  ERAS recommendations to EOC for approval.  Recs sent to State Board of 

Education. 
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ERAS Charge 

Proviso 1A.76 of the 2014-15 General Appropriation Act (ratified by the General Assembly on 
June 5, 2014) requires the EOC to recommend the characteristics of a readiness assessment for 
children in prekindergarten and kindergarten, focused on early language and literacy 
development, to the State Board of Education no later than July 30, 2015.   
 

     1A.76. (SDE-EIA: Prekindergarten and Kindergarten Assessments)  For the current 
fiscal year, all students entering a publicly funded prekindergarten or public 
kindergarten must be administered a readiness assessment that shall focus on early 
language and literacy development no later than the forty fifth day of the school 
year.  The readiness assessment must be approved by the State Board of 
Education.  The approved readiness assessment must be aligned with kindergarten 
and first grade standards for English/language arts and mathematics.  The results of 
the assessment and the developmental intervention strategies recommended or 
services needed to address the child’s identified needs must be provided, in writing, 
to the parent or guardian.  The readiness assessment may not be used to deny a 
student admission or to progress to kindergarten or first grade. 

     The Education Oversight Committee shall recommend the characteristics of the 
readiness assessment for children in prekindergarten and kindergarten, focused on 
early language and literacy development, to the State Board of Education no later 
than July thirtieth.  Prior to submitting the recommendation to the State Board, the 
Education Oversight Committee shall seek input from the South Carolina First Steps 
to School Readiness Board of Trustees and other early childhood advocates.  The 
State Board must move expeditiously to approve or modify the criteria submitted by 
the committee.  Once approved, with the assistance of the Education Oversight 
Committee, the board shall develop a solicitation to be used in procuring the 
assessment.  The solicitation must be forwarded to the Executive Director of the 
Budget and Control Board who must immediately move to procure the readiness 
assessment in order to meet the forty-five day requirement.  The Executive Director 
is authorized to make changes to the solicitation with the consent of the Chairman 
of the State Board of Education and the Chairman of the Education Oversight 
Committee.  The Department of Education must bear the costs of the procurement.  

Act 287, the First Steps to School Readiness Initiative, describes school readiness as:  
 

the level of child development necessary to ensure early school success as measured 
in the following domains: physical health and motor skills; emotional and social 
competence; language and literacy development; and mathematical thinking and 
cognitive skills.  School readiness is supported by the knowledge and practices of 
families, caregivers, healthcare providers, educations, and communities.1 

                                                           
1 Act 287, First Steps to School Readiness, Section 59-152-25(G). 
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Act 284, the Read to Succeed Act, defines a readiness assessment as an assessment “used to 
analyze students’ literacy, mathematical, physical, social, and emotional-behavioral 
competencies in prekindergarten or kindergarten” (Section 59-155-120 (4)).  For full detail, see 
attached memo.  
 
The early childhood community in the state has been very engaged around this issue and 
has progressed toward defining the domains and determining the components of each 
domain.  Over the past two years, a ten-state consortium has considered the domains and 
determining the components.  While South Carolina is not a formal partner in the 
consortium, it has been a participant in the discussions.  Preliminary findings from the 
consortium’s work are expected at the end of October.   

ERAS Subcommittee Members 

Barbara Hairfield, Chair 
Margaret Anne Gaffney, Vice Chair 
Anne Bull 
Sen. Mike Fair 
Deb Marks 
Rep. Andy Patrick 
Patti Tate 
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M E M O R A N D U M 
 
 
 
 
TO: Barry Bolen, Chair of State Board of Education 

       Traci Young Cooper, Chair Elect of State Board of Education 
 
FROM: Melanie Barton 
 
DATE: June 30, 2014 
 
IN RE: Early Readiness Assessment Characteristics 
 
 
 
On behalf of the Education Oversight Committee (EOC), I am forwarding to you 
the recommendations of the Committee regarding proviso 1A.76. of the 2014-15 
General Appropriation Act as ratified by the General Assembly on June 5, 2014. 
 

1A.76. (SDE-EIA:  Prekindergarten  and  Kindergarten  Assessments) 
For the current fiscal year, all students entering a publicly funded 
prekindergarten or public kindergarten must be administered a readiness 
assessment that shall focus on early language and literacy development 
no later than the forty fifth day of the school year.  The readiness 
assessment must be approved by the State Board of Education.  The 
approved readiness assessment must be aligned with kindergarten and 
first grade standards for English/language arts and mathematics.  The 
results of the assessment and the developmental intervention 
strategies recommended or services needed to address the child's 
identified needs must be provided, in writing, to the parent or guardian.  
The readiness assessment may not be used to deny a student 
admission or to progress to kindergarten or first grade. 
The Education Oversight Committee shall recommend the characteristics 
of the readiness assessment for children in prekindergarten and 
kindergarten, focused on early language and literacy development, to 
the State Board of Education no later than July 30.  Prior to submitting 
the recommendation to the State Board, the Education Oversight 
Committee shall seek input from the South Carolina First Steps to School 
Readiness Board of Trustees and other early childhood advocates.  The 
State Board must move expeditiously to approve or modify the criteria 
submitted by the committee.  Once approved, with the assistance of the  
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Education Oversight Committee, the board shall develop a solicitation to 
be used in procuring the assessment.  The solicitation must be 
forwarded to the Executive Director of the Budget and Control Board 
who must immediately move to procure the readiness assessment in 
order to meet the forty- five day requirement.  The Executive Director is 
authorized to make changes to the solicitation with the consent of the 
Chairman of the State Board of Education and the Chairman of the 
Education Oversight Committee.   The Department of Education must 
bear the costs of the procurement. 

 
The proviso specifically requires that the EOC recommend “no later than July 30” to the State 
Board of Education the characteristics of a readiness assessment for children entering publicly 
funded  prekindergarten  (four-year-old  kindergarten)  and  kindergarten  (five-year-old 

kindergarten by the 45th day of the school year, which equates to the first nine weeks of school. 
Prior to submitting its recommendations, the EOC is required to seek input from the Office of First 
Steps to School Readiness Board of Trustees and other early childhood advocates. 
 
Background 
The General Assembly focused several of its key public education initiatives on improving 
reading  achievement.  The  General  Assembly  this  session  enacted  the  Read  to  Succeed 
legislation that addresses the importance of early identification and intervention of struggling 
readers, of teacher preparation and training, and of parental involvement and community 
support to systemically improve reading achievement. Furthermore, the General Assembly 
expanded the Child Development Education Pilot Program (CDEPP). Any four-year-old who 
qualifies for the free or reduced price Federal lunch program and/or Medicaid and who resides 
in a school district where at a poverty index of least 70 percent or more is eligible to participate 
in a full-day education program in a public or private center at no cost. The legislature also 
addressed  the importance  of  a  readiness  assessment  focused  on early  literacy  based  on 
evidence that: 

The assessment of emergent literacy skills can serve to identify those children who may 
be at risk for later reading difficulties.  Furthermore, assessment can guide the content 
and delivery of early literacy instruction.  Failure to identify children early and provide 
appropriate intervention to promote emergent literacy skills is likely to have serious 
repercussions for later development of conventional reading skills.2 

In the fall of 2013 the EOC contacted Dr. William H. Brown, leader of the previous CDEPP 
evaluations to assist the agency in planning and implementing an evaluation of the CDEPP 
Expansion. Dr. Brown and colleagues from the University of South Carolina convened a well- 
informed task force of individuals familiar with CDEPP and early childhood services including:3 
 

• Dr. Lorin Anderson, Distinguished Professor Emeritus, University of South Carolina 
• Dr. Kevin Andrews, EOC 
• Lillian Atkins, Lexington School District 4, Early Childhood Center 

                                                           
2 Spencer, E., Spencer, T., Goldstein, H., & Scheider, N. (2013). Identifying early literacy learning needs: Implications 
for child outcome standards and assessment systems. In T. Shanahan & C. Lonigan (Eds.), Literacy in preschool and 
kindergarten children: The National Early Literacy Panel and beyond (pp. 45-70). Baltimore, MD: Paul H. Brookes. 
3 2013-14 Expansion of the SC Child Development Education Pilot Program (CDEPP) Report. Appendix I. SC Education 
Oversight Committee. January 21, 2014. 2013-14 
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• Melanie Barton, EOC 
• Leigh Bolick, DSS Early Care and Education 
• Dr. Bill Brown, University of South Carolina 
• Floyd Creech, Florence School District 1 
• Dr. Leigh D’Amico, Office of Program Evaluation, University of South Carolina 
• Penny Danielson, SC Department of Education 
• Mary Lynn Diggs, Head Start Collaboration 
• Pam Dinkins, Central Carolina Technical College 
• Dr. Christine DiStefano, University of South Carolina 
• Dewayne Frederick, Beaufort Jasper EOC Head Start 
• Rachael Fulmer, State Budget Division 
• Dr. Susan Gehlmann, Berkeley County Schools, Director of Elementary Education 
• Betty Harrington, Clarendon School District 2, Manning Early Childhood Center 
• Ashley Hutchinson, Beaufort County Schools 
• Debbie Hyler, The School Foundation, Florence School District 1 
• Mellanie Jinnette, SC Department of Education 
• Kassie Mae Miller, Office of Program Evaluation, University of South Carolina 
• Jenny May, Children’s Law Center, University of South Carolina 
• Katy Sides, Institute for Child Success 
• Dr. Reginald Williams, South Carolina State University 
• Dr. Dan Wuori, Office of First Steps to School Readiness 
• Dana Yow, EOC 

 
The stakeholders met on November 1, 2013 in Columbia and began working on a framework 
and glossary. The framework and glossary were recommended and published in the EOC’s 

annual   evaluation   of   CDEPP.3     The   framework   identifies   key   academic   and   social 
accomplishments that must be addressed if children are to succeed in kindergarten. Included in 
these accomplishments are language and literacy skills defined as: 

Critical language and literacy skills included but are not necessarily limited to 
communication of needs and preferences, listening, receptive and expressive 
vocabulary, phonological awareness, alphabetic principal and knowledge, print and 
book knowledge, prewriting and writing skills, and reading comprehension. 

In addition the EOC has been working since last summer with officials from the Florida Center 
for Reading Research at Florida State University and from the Florida Just Read! Office and with 
early childhood experts in South Carolina at the school, district, higher education and state 
levels on the P-20 reading initiative. 
 
In April of 2014, the EOC staff participated in a Think Tank on School Readiness in Greenville, 
sponsored by the Institute for Child Success (ICS) in Greenville.  ICS had published an issue 
brief  and  extended  white  paper,  School Readiness: Moving Toward a Shared Definition, 
Standardized Assessment, and Unifying Language. On June 16, 2014 the EOC contacted the 
staff of ICS and asked ICS to review the nine characteristics of a readiness assessment focused 
on early language and literacy development that were tentatively approved by the EOC on June 
8. Based upon the input of the Think Tank and the research paper, ICS concurred that the nine 
 
3 2013-14 Expansion of the SC Child Development Education Pilot Program (CDEPP) Report. Section V. SC Education Oversight 
Committee. January 21, 2014. 
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characteristics capture many of the elements ICS considers “essential to an effective early 
language and literacy assessment. ICS sees print awareness and orientation, verbal 
communication, picture and letter recognition, ability to tell a story, beginning of proper oral word 
use and sentence structure, alphabetic principle and knowledge, prewriting and writing/pretend, 
listening/story recall and vocabulary as important elements of this assessment, which are in line 

with the elements included in the EOC recommended assessment characteristics.”i 
 
On June 10, 2014 the EOC staff mailed and emailed letters to the Executive Director and 
Deputy Director of the Office of First Steps to School Readiness, to the Governor and to the 
Vice-Chair of the Board of Trustees to the Office of First Steps requesting input on the proposed 
nine characteristics. The First Steps Board of Trustees met on June 26, 2014 and voted to 
recommend three additional characteristics of the assessment to the EOC. These 
recommendations are included in the following: 
 
Recommendation: 
Consequently, per the requirements of Proviso 1A.76. the Education Oversight Committee 
recommends to the State Board of Education, the following characteristics of an early language 
and literacy assessment for students entering four-year-old and five-year-old kindergarten 
programs during the 2014-15 school year. 
 
A readiness assessment administered to children in four-year-old and five-year-old kindergarten 
in school year 2014-15 and focused on early language and literacy development should have 
the following characteristics: 
 

1. The assessment should measure critical language and literacy skills including, but not 
limited to communication of needs and preferences, listening, receptive and expressive 
vocabulary, phonological awareness, alphabetic principles and knowledge, print and 
book knowledge, prewriting and writing skills, and reading comprehension. 

 
2. The assessment must be supported by empirical data or evidence documenting that it 

measures these critical language and literacy skills and that these competencies are 
predictive of later reading and writing success. 

 
3. The assessment should provide student-level results that can then inform individual 

literacy instruction by teachers. 
 

4. The assessment should provide student-level results that can assist parents or guardians 
in providing appropriate support to assist their child’s language development. 

 
5. The assessment should be able to measure student growth from one year to the next, 

from 4K to 5K, at a minimum. 
 

6. The assessment  should  provide  accommodations  for  children  with  disabilities  and 
children who are English language learners. 

 
7. The assessment should give timely, student-level feedback and reports to parents, 

teachers, schools and the state. 
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8. The assessment should demonstrate alignment with South Carolina English language 
arts standards. 

 
9. The assessment should have a well-documented and detailed description of its 

development and history, including what states use the assessment to guarantee the 
assessment’s reliability and validity. 

 
10. The assessment should be curriculum neutral and therefore not require the use of any 

specific early childhood curriculum in the publicly funded prekindergarten or public 
kindergarten programs. 

 
In addition, based upon the input received, the EOC also recommends to the State Board of 
Education that vendors responding to the request for proposal be asked to: 
 

• Document the specific components of the assessment, including but not limited to, print 
awareness and orientation, verbal communication, picture and letter recognition, ability 
to tell a story, beginning of proper oral word use and sentence structure, alphabetic 
principle and knowledge, prewriting and writing/pretend, listening/story recall and 
vocabulary; 

 
• Document the amount of ongoing professional development that can be provided to 

schools and districts; and 
 
• Document the amount of time that will be required to administer the assessment so that 

the assessment is respectful of classroom teachers’ time and need for professional 
development. 

 
 
 
C: Nancy Busbee, SC Department of Education 

Liz Jones, SC Department of Education 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
i Email from Katy Sides, Director of Research and Grants, Institute for Child Success, to Melanie Barton, Executive Director of 
the EOC, dated June 21, 2014. 
 



Proviso Language for Early Childhood Assessment  

     1A.76.  (SDE-EIA: Prekindergarten and Kindergarten Assessments)  For the current fiscal year, 
all students entering a publicly funded prekindergarten or public kindergarten must be 
administered a readiness assessment that shall focus on early language and literacy 
development no later than the forty fifth day of the school year.  The readiness assessment 
must be approved by the State Board of Education.  The approved readiness assessment must 
be aligned with kindergarten and first grade standards for English/language arts and 
mathematics.  The results of the assessment and the developmental intervention strategies 
recommended or services needed to address the child’s identified needs must be provided, in 
writing, to the parent or guardian.  The readiness assessment may not be used to deny a 
student admission or to progress to kindergarten or first grade. 

     The Education Oversight Committee shall recommend the characteristics of the readiness 
assessment for children in prekindergarten and kindergarten, focused on early language and 
literacy development, to the State Board of Education no later than July thirtieth.  Prior to 
submitting the recommendation to the State Board, the Education Oversight Committee shall 
seek input from the South Carolina First Steps to School Readiness Board of Trustees and 
other early childhood advocates.  The State Board must move expeditiously to approve or 
modify the criteria submitted by the committee.  Once approved, with the assistance of the 
Education Oversight Committee, the board shall develop a solicitation to be used in procuring 
the assessment.  The solicitation must be forwarded to the Executive Director of the Budget 
and Control Board who must immediately move to procure the readiness assessment in order 
to meet the forty-five day requirement.  The Executive Director is authorized to make changes 
to the solicitation with the consent of the Chairman of the State Board of Education and the 
Chairman of the Education Oversight Committee.  The Department of Education must bear the 
costs of the procurement.  
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NOTE:  THIS COPY IS A TEMPORARY VERSION. THIS 
DOCUMENT WILL REMAIN IN THIS VERSION UNTIL 
PUBLISHED IN THE ADVANCE SHEETS TO THE ACTS AND 
JOINT RESOLUTIONS.  WHEN THIS DOCUMENT IS 
PUBLISHED IN THE ADVANCE SHEET, THIS NOTE WILL 
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(A287, R295, H3428) 
 
AN ACT TO AMEND THE CODE OF LAWS OF SOUTH 
CAROLINA, 1976, BY ADDING SECTION 59-152-25 SO AS TO 
DEFINE TERMS CONCERNING THE FIRST STEPS TO 
SCHOOL READINESS INITIATIVE; BY ADDING SECTION 
59-152-32 SO AS TO PROVIDE THE FIRST STEPS BOARD OF 
TRUSTEES SHALL DEVELOP A COMPREHENSIVE 
LONG-RANGE INITIATIVE FOR SCHOOL READINESS AND 
A STRATEGY FOR FULFILLING THIS INITIATIVE; BY 
ADDING SECTION 59-152-33 SO AS TO PROVIDE A 
STATEWIDE ASSESSMENT OF STUDENT SCHOOL 
READINESS; BY ADDING SECTION 63-11-1725 SO AS TO 
PROVIDE FOR THE COMPOSITION, FUNCTION, AND 
DUTIES OF THE SOUTH CAROLINA EARLY CHILDHOOD 
ADVISORY COUNCIL; BY ADDING SECTION 63-11-1735 SO 
AS TO PROVIDE FIRST STEPS SHALL ENSURE THE 
COMPLIANCE OF BABYNET WITH FEDERAL 
MAINTENANCE OF EFFORT REQUIREMENTS, AND TO 
DEFINE CERTAIN TERMS; TO AMEND SECTION 59-152-10, 
RELATING TO THE ESTABLISHMENT OF FIRST STEPS, SO 
AS TO REDESIGNATE COUNTY FIRST STEPS 
PARTNERSHIPS AS LOCAL FIRST STEPS PARTNERSHIPS 
AND PROVIDE FOR THE CONTINUANCE OF CERTAIN 
COLLABORATIONS AND PARTNERSHIPS; TO AMEND 
SECTION 59-152-20, RELATING TO THE PURPOSE OF FIRST 
STEPS, SO AS TO REDESIGNATE COUNTY PARTNERSHIPS 
AS LOCAL PARTNERSHIPS; TO AMEND SECTION 59-152-30, 
RELATING TO THE GOALS OF FIRST STEPS, SO AS TO 
RESTATE CERTAIN GOALS OF STUDENT READINESS; TO 
AMEND SECTION 59-152-40, RELATING TO OVERSIGHT OF 
THE INITIATIVE BY THE FIRST STEPS BOARD OF 
TRUSTEES, SO AS TO REQUIRE THE BOARD ALSO BE 
ACCOUNTABLE FOR THE INITIATIVE; TO AMEND 
SECTION 59-152-50, RELATING TO THE ESTABLISHMENT 
OF THE OFFICE OF FIRST STEPS TO SCHOOL READINESS, 
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SO AS TO REVISE THE TIME AND MANNER FOR 
REQUIRED PERFORMANCE AUDITS, REVISE ONGOING 
DATA COLLECTION PROVISIONS, AND TO CORRECT AN 
OBSOLETE REFERENCE; TO AMEND SECTION 59-152-60, 
RELATING TO FIRST STEPS PARTNERSHIPS, SO AS TO 
PROVIDE EACH COUNTY MUST BE REPRESENTED AND 
SERVED BY A LOCAL PARTNERSHIP BOARD, TO PROVIDE 
THAT MEETINGS AND ELECTIONS OF LOCAL 
PARTNERSHIP BOARDS ARE SUBJECT TO THE FREEDOM 
OF INFORMATION ACT AND TO IMPOSE CERTAIN 
DISCLOSURE REQUIREMENTS, TO SPECIFY AND REVISE 
REQUIREMENTS FOR THE MEMBERSHIP COMPOSITION 
OF A LOCAL PARTNERSHIP BOARD, TO PROVIDE THE 
BOARD OF TRUSTEES SHALL CONDUCT A FORMAL 
REVIEW OF THE MEMBERSHIP CATEGORIES OF FIRST 
STEPS PARTNERSHIP BOARD COMPOSITION, MAKE 
RELATED FINDINGS CONCERNING THE CONTINUED 
APPLICABILITY AND APPROPRIATENESS OF THESE 
CATEGORIES, TO REPORT ITS FINDINGS TO THE 
GENERAL ASSEMBLY, AND TO MAKE CONFORMING 
CHANGES, TO AMEND SECTION 59-152-70, RELATING TO 
THE POWERS AND DUTIES OF A LOCAL PARTNERSHIP 
BOARD, SO AS TO PROVIDE REQUIREMENTS 
CONCERNING THE COMPREHENSIVE PLAN OF EACH 
LOCAL PARTNERSHIP BOARD, TO REVISE THE 
REQUIREMENTS CONCERNING COUNTY NEEDS 
ASSESSMENTS, RECORD KEEPING AND REPORTING, TO 
PROVIDE STAFFING PURSUANT TO LOCAL BYLAWS, AND 
TO PROVIDE MULTIPLE LOCAL PARTNERSHIPS MAY 
COLLABORATE TO MAXIMIZE EFFICIENT DELIVERY OF 
SERVICES AND THE EXECUTION OF THEIR DUTIES AND 
POWERS; TO AMEND SECTION 59-152-90, RELATING TO 
FIRST STEPS GRANTS, SO AS TO ESTABLISH THE GRANTS 
AS LOCAL PARTNERSHIP GRANTS, AND TO REVISE THE 
PROCESS FOR OBTAINING A GRANT AND THE METHOD 
OF ALLOCATING GRANT FUNDS; TO AMEND SECTION 
59-152-100, RELATING TO USE OF FIRST STEPS GRANT 
FUNDS, SO AS TO PROVIDE THE SECTION APPLIES TO 
GRANTS EXPENDED BY A FIRST STEPS PARTNERSHIP, 
AND TO REVISE THE PERMISSIBLE USES OF GRANT 
FUNDS; TO AMEND SECTION 59-152-120, RELATING TO 
THE USE OF GRANT FUNDS FOR CAPITAL 
EXPENDITURES, SO AS TO REVISE THE PURPOSE FOR 
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WHICH FUNDS MAY BE USED AND TO REQUIRE PRIOR 
APPROVAL OF THE BOARD OF TRUSTEES; TO AMEND 
SECTION 59-152-130, RELATING TO A MANDATORY 
MATCHING OF FUNDS BY LOCAL PARTNERSHIPS, SO AS 
TO REVISE THE MANDATORY AMOUNT, TO ENCOURAGE 
PRIVATE CONTRIBUTIONS TO HELP LOCAL 
PARTNERSHIPS MEET THEIR MANDATORY MATCHING 
REQUIREMENT, AND TO DELETE A PROVISION 
ALLOWING CERTAIN EXPENSES TO BE INCLUDED IN 
DETERMINING MATCHING FUNDS; TO AMEND SECTION 
59-152-140, RELATING TO THE PERMISSIBILITY OF CARRY 
FORWARD FUNDS BY A LOCAL PARTNERSHIP, SO AS TO 
MAKE A CONFORMING CHANGE; TO AMEND SECTION 
59-152-150, RELATING TO ACCOUNTABILITY SYSTEMS, SO 
AS TO PROVIDE FOR THE EXCLUSIVE USE OF ALL 
PRIVATE AND NONSTATE FUNDS SOUGHT BY LOCAL 
PARTNERSHIPS; TO AMEND SECTION 59-152-160, 
RELATING TO PROGRESS EVALUATIONS, SO AS TO 
REVISE RELATED REQUIREMENTS TO INCLUDE AN 
INDEPENDENT EVALUATION OF EACH PREVALENT 
PROGRAM INVESTMENT IN A CERTAIN MANNER AND TO 
IMPOSE RELATED REPORTING REQUIREMENTS; TO 
AMEND SECTION 63-11-1720, RELATING TO THE FIRST 
STEPS BOARD OF TRUSTEES, SO AS TO REVISE THE 
COMPOSITION OF THE BOARD, TO CREATE THE OFFICE 
OF FIRST STEPS STUDY COMMITTEE AND PROVIDE FOR 
ITS FUNCTIONS AND COMPOSITION, AND TO 
REAUTHORIZE THE PROVISIONS OF ACT 99 OF 1999 
UNTIL JULY 1, 2016; TO AMEND SECTION 63-11-1730, 
RELATING TO POWERS OF THE BOARD OF TRUSTEES, SO 
AS TO MAKE CONFORMING CHANGES, DELETE 
OBSOLETE LANGUAGE, AND ADD MISCELLANEOUS 
PROVISIONS; TO AMEND SECTION 1-5-40, RELATING TO 
DUTIES OF THE SECRETARY OF STATE TO MONITOR 
STATE BOARD AND COMMISSIONS, SO AS TO INCLUDE 
THE BOARD OF TRUSTEES; AND TO REPEAL SECTION 
59-152-80 RELATING TO FIRST STEPS GRANTS AND 
SECTION 59-152-110 RELATING TO THE USE OF FIRST 
STEPS LOCAL PARTNERSHIP GRANT FUNDS. 
 
Be it enacted by the General Assembly of the State of South Carolina: 
 
Definitions 
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SECTION 1. Chapter 152, Title 59 of the 1976 Code is amended by 
adding: 
 
 “Section 59-152-25. For the purposes of this title:  
 (A) ‘Evidence-based program’ means a program based on a clear 
and consistent program model that is designated as such by the South 
Carolina First Steps to School Readiness Board of Trustees because the 
program:  
  (1)(a) is grounded in published, peer-reviewed research that is 
linked to determined outcomes; 
   (b) employs well-trained and competent staff to whom the 
program provides continual professional development that is relevant to 
the specific model being delivered;  
   (c) demonstrates strong linkages to other community-based 
services; and  
   (d) is operated to ensure program fidelity; or 
  (2) is commonly recognized by experts in the field as such a 
program.  
 (B) ‘Board of trustees’ or ‘board’ means the First Steps to School 
Readiness Board of Trustees pursuant to Article 17, Title 63. 
 (C) ‘Evidence-informed program’ means a program that does not 
satisfy the criteria of an evidenced-based program model but that the 
South Carolina First Steps to School Readiness Board of Trustees 
determines is supported by research indicating its potential 
effectiveness. 
 (D) ‘Partnership’ refers to a local First Steps organization 
designated as such by the South Carolina First Steps to School 
Readiness Board of Trustees, organized under Section 501(c)(3) of the 
Internal Revenue Code as a nonprofit corporation, and formed to 
further, within the coverage area, the purpose and goals of the First 
Steps initiative as stated in Sections 59-152-20 and 59-152-30. 
 (E) ‘Preschool child’ means a child from the prenatal stage to entry 
into five-year-old kindergarten. 
 (F) ‘Prevalent program investment’ means a program administered 
by a partnership and funded with state grant money, which accounts for 
at least ten percent of total programmatic spending in First Steps. 
 (G) ‘School readiness’ means the level of child development 
necessary to ensure early school success as measured in the following 
domains: physical health and motor skills; emotional and social 
competence; language and literacy development; and mathematical 
thinking and cognitive skills.  School readiness is supported by the 
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knowledge and practices of families, caregivers, healthcare providers, 
educators, and communities.” 
 
Comprehensive long-range initiative 
 
SECTION 2. Chapter 152, Title 59 of the 1976 Code is amended by 
adding: 
 
 “Section 59-152-32. (A) In Section 63-11-1720, the South Carolina 
First Steps to School Readiness Board of Trustees may carry out its 
assigned functions by developing a comprehensive long-range initiative 
for improving early childhood development, increasing school 
readiness and literacy, establishing results-oriented measures and 
objectives, and assessing whether services provided by First Steps 
Partnerships to children and families are meeting the goals and 
achieving the results established in this chapter. The board shall do the 
following to fulfill these duties before July 1, 2015: 
  (1) in consultation with the State Board of Education, and with 
the advice and consent of that board, adopt a description of school 
readiness that includes specific: 
   (a) characteristics and development levels of a ready child that 
must include, but are not limited to, emerging literacy, numeracy, and 
physical, social, and emotional competencies; 
   (b) characteristics of school, educators, and caregivers that the 
board considers necessary to create an optimal learning environment 
for the early years of students’ lives; and 
   (c) characteristics of the optimal environment which would 
lead to the readiness of students and their continued success;  
  (2) establish specific benchmarks and objectives for use by the 
board of trustees, local partnership boards, and any agency that 
administers a program to benefit preschool children;  
  (3) determine whether state and local programs and activities are 
effective and contribute to achieving the goals established in Section 
59-152-30; and 
  (4) publish and distribute a list of approved evidence-based and 
evidence-informed programs.   
 (B) The board of trustees shall review the school readiness 
description, benchmarks, and objectives and adopt any revisions it 
considers appropriate before December 31, 2014, again before 
December 31, 2019, and every five years afterward.” 
 
School readiness assessment 
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SECTION 3. Chapter 152, Title 59 of the 1976 Code is amended by 
adding: 
 
 “Section 59-152-33. (A) Before July 1, 2015, the South Carolina 
Education Oversight Committee shall recommend an assessment to 
evaluate and measure the school readiness of students prior to their 
entrance into a prekindergarten or kindergarten program per the goals 
pursuant to Section 59-152-30 to the State Board of Education.  Prior to 
submitting the recommendation to the State Board, the Education 
Oversight Committee shall seek input from the South Carolina First 
Steps to School Readiness Board of Trustees and other early childhood 
advocates.  In making the recommendation, the South Carolina 
Education Oversight Committee shall consider assessments that are 
research-based, reliable, and appropriate for measuring readiness. The 
assessment chosen must evaluate each child’s early language and 
literacy development, numeracy skills, physical well-being, social and 
emotional development, and approaches to learning. The assessment of 
academic readiness must be aligned with first and second grade 
standards for English language arts and mathematics.  The purpose of 
the assessment is to provide teachers, administrators, and parents or 
guardians with information to address the readiness needs of each 
student, especially by identifying language, cognitive, social, 
emotional, and health needs, and providing appropriate instruction and 
support for each child. The results of the screenings and the 
developmental intervention strategies recommended to address the 
child’s identified needs must be provided, in writing, to the parent or 
guardian. Reading instructional strategies and developmental activities 
for children whose oral language and emergent literacy skills are 
assessed to be below the national standards must be aligned with the 
district’s reading proficiency plan for addressing the readiness needs of 
each student.  The school readiness assessment adopted by the State 
Board of Education may not be used to deny a student admission or 
progress to kindergarten or first grade. Every student entering the 
public schools for the first time in prekindergarten and kindergarten 
must be administered a readiness screening by the forty-fifth day of the 
school year.   
 (B) The results of individual students in a school readiness 
assessment may not be publicly reported.   
 (C) Following adoption of a school readiness assessment, the State 
Board of Education shall adopt a system for reporting population-level 
results that provides baseline data for measuring overall change and 
improvement in the skills and knowledge of students over time.  The 
Department of Education shall house and monitor the system. 
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 (D) The South Carolina First Steps to School Readiness Board of 
Trustees shall support the implementation of the school readiness 
assessment and must provide professional development to support the 
readiness assessment for teachers and parents of programs supported 
with First Steps funds. The board shall utilize the annual aggregate 
literacy and other readiness assessment information in establishing 
standards and practices to support all early childhood providers served 
by First Steps.” 
 
Advisory council 
 
SECTION 4. Article 17, Chapter 11, Title 63 of the 1976 Code is 
amended by adding: 
 
 “Section 63-11-1725. (A) For the purposes of this article, ‘advisory 
council’ means the South Carolina Advisory Council established by 
Executive Order Number 2010-06 in compliance with the Improving 
Head Start for School Readiness Act of 2007, 42 U.S.C. Section 9837b, 
et seq. 
 (B) The membership of the advisory council is exclusively 
composed of the membership of the Board of Trustees of the South 
Carolina First Steps to School Readiness Initiative. Each voting and 
nonvoting member shall serve as a voting member of the South 
Carolina Advisory Council, concurrent with his service on the board. 
 (C) The advisory council is an entity distinct from the Board of 
Trustees and must act accordingly to fulfill its responsibilities under 42 
U.S.C. Section 9837b(b)(1)(D)(i) of the Improving Head Start for 
School Readiness Act of 2007. The advisory council shall keep 
separate minutes that explicitly distinguish its actions and votes from 
those made when acting in the capacity of the board of trustees. The 
advisory council must officially adjourn before acting as the board of 
trustees, and the board of trustees shall adjourn before acting as the 
advisory council.  
 (D) The State Director of First Steps shall coordinate the activities 
of the advisory council. Pursuant to 42 U.S.C. Section 
9837b(b)(1)(D)(i), the advisory council shall: 
  (1) conduct a periodic statewide needs assessment concerning the 
quality and availability of early childhood education and development 
programs and services for children from birth to the age of school 
entry, including an assessment of the availability of high-quality 
prekindergarten services for low income children in the State;  
  (2) identify opportunities for, and barriers to, collaboration and 
coordination among federally funded and state-funded child 
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development, child care, and early childhood education programs and 
services, including collaboration and coordination among state agencies 
responsible for administering these programs; 
  (3) develop recommendations for increasing the overall 
participation of children in existing federal, state, and local child care 
and early childhood education programs, including outreach to 
underrepresented and special populations;  
  (4) develop recommendations regarding the establishment of a 
unified data collection system for public early childhood education and 
development programs and services throughout the State; 
  (5) develop recommendations regarding statewide professional 
development and career advancement plans for early childhood 
educators in the State; 
  (6) assess the capacity and effectiveness of two-year and 
four-year public and private institutions of higher education in the State 
for supporting the development of early childhood educators, including 
the extent to which these institutions have in place articulation 
agreements, professional development and career advancement plans, 
and practice or internships for students to spend time in a Head Start or 
prekindergarten program; 
  (7) make recommendations for improvements in state early 
learning standards and undertake efforts to develop high-quality 
comprehensive early learning standards, as appropriate; 
  (8) develop and publish, using available demographic data, an 
indicators-based measure of school readiness at the state and 
community level;  
  (9) incorporate, within the periodic statewide needs assessments 
required in 42 U.S.C. Section 9837b, any data related to the capacity 
and efforts of private sector providers, Head Start providers, and local 
school districts to serve children from birth to age five, including fiscal, 
enrollment, and capacity data; and 
  (10) perform all other functions, as permitted under federal and 
state law, to improve coordination and delivery of early childhood 
education and development to children in this State. 
 (E) The advisory council shall designate a meeting as its annual 
meeting. All of the chief executive officers of the state agencies 
represented on the Early Childhood Advisory Council must attend the 
annual meeting in person.   
 (F) The advisory council shall prepare an annual report of its 
activities for presentation to the Governor and General Assembly.” 
 
BabyNet, definitions, compliance with federal law 
 



 9 

SECTION 5. Article 17, Chapter 11, Title 63 of the 1976 Code is 
amended by adding: 
 
 “Section 63-11-1735. (A) For the purposes of this article: 
  (1) ‘BabyNet’ is the interagency early intervention system that is 
the Part C program in South Carolina.  
  (2) ‘I.D.E.A.’ means the Individuals with Disabilities Education 
Act, 20 U.S.C. Section 1400, et seq. 
  (3) ‘Maintenance of effort’ means the requirement of Part C that 
relevant state and local agencies maintain a specified level of financial 
support for early intervention services in compliance with 34 C.F.R. 
303.124.  
  (4) ‘Part C program’ means a program of early intervention 
services to infants and toddlers with disabilities required in each state 
by I.D.E.A. and for which South Carolina First Steps to School 
Readiness is designated as the lead agency to administer the Part C 
program in South Carolina by Executive Order Number 2009-12 in 
compliance with Subchapter VIII, Chapter 33, Title 20, U.S. Code 
Annotated relating to Head Start programs, and as provided in Section 
44-7-2520(A), which relates to definitions concerning the South 
Carolina Infants and Toddlers with Disabilities Act. 
 (B) First Steps shall ensure that BabyNet complies with the 
maintenance of effort requirement by coordinating with all agencies 
that provide early intervention services in this State to ensure they each 
properly document all Part C expenditures annually.” 
 
Establishment provision, conforming changes 
 
SECTION 6. Section 59-152-10 of the 1976 Code is amended to read: 
 
 “Section 59-152-10. There is established the South Carolina First 
Steps to School Readiness, a comprehensive, results-oriented initiative 
for improving early childhood development by providing, through local 
partnerships, public and private funds, and support for high-quality 
early childhood development and education services for children by 
providing support for their families’ efforts toward enabling their 
children to reach school ready to succeed.” 
 
Purposes revised 
 
SECTION 7. Section 59-152-20 of the 1976 Code is amended to read: 
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 “Section 59-152-20. The purpose of the First Steps initiative is to 
develop, promote, and assist efforts of agencies, private providers, and 
public and private organizations and entities, at the state level and the 
community level, to collaborate and cooperate in order to focus and 
intensify services, assure the most efficient use of all available 
resources, and eliminate duplication of efforts to serve the needs of 
young children and their families.  First Steps funds must not be used to 
supplant or replace any other funds being spent on services but must be 
used to expand, extend, improve, or increase access to services or to 
enable a community to begin to offer new or previously unavailable 
services in their community.  The South Carolina First Steps to School 
Readiness Board of Trustees, Office of First Steps to School Readiness, 
and the local First Steps Partnerships shall ensure that collaborations, 
the existence and continued development of partnerships, and the 
sharing and maximizing of resources occur so that the funding of grants 
and services, as provided in this chapter, may continue.” 
 
Goals, conforming changes 
 
SECTION 8. Section 59-152-30 of the 1976 Code is amended to read: 
 
 “Section 59-152-30. The goals for South Carolina First Steps to 
School Readiness are to:  
 (1) provide parents with access to the support they might seek and 
want to strengthen their families and to promote the optimal 
development of their preschool children;  
 (2) increase comprehensive services so children have reduced risk 
for major physical, developmental, and learning problems;  
 (3) promote high-quality preschool programs that provide a healthy 
environment that will promote normal growth and development;  
 (4) provide services so all children receive the protection, nutrition, 
and health care needed to thrive in the early years of life so they arrive 
at school ready to succeed; and  
 (5) mobilize communities to focus efforts on providing enhanced 
services to support families and their young children so as to enable 
every child to reach school healthy and ready to succeed.” 
 
Board of trustees’ obligations, accountability for initiative added 
 
SECTION 9. Section 59-152-40 of the 1976 Code is amended to read: 
 
 “Section 59-152-40. The South Carolina First Steps to School 
Readiness Board of Trustees established in Section 63-11-1720 shall 
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oversee and be accountable for the South Carolina First Steps to School 
Readiness initiative.” 
 
First Steps office, supervision, program evaluations, risk factors, 
data collection 
 
SECTION 10. Section 59-152-50 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-50.  Under supervision of the South Carolina First 
Steps to School Readiness Board of Trustees, there is created an Office 
of South Carolina First Steps to School Readiness.  The office shall:  
 (1) provide to the board information on best practice, successful 
strategies, model programs, and financing mechanisms;  
 (2) review the local partnerships’ plans and budgets in order to 
provide technical assistance and recommendations regarding local grant 
proposals and improvement in meeting statewide and local goals;  
 (3) provide technical assistance, consultation, and support to local 
partnerships to facilitate their success including, but not limited to, 
model programs, strategic planning, leadership development, best 
practice, successful strategies, collaboration, financing, and evaluation; 
 (4) evaluate each program funded by the South Carolina First Steps 
to School Readiness Board of Trustees on a regular cycle to determine 
its effectiveness and whether it should continue to receive funding;  
 (5) recommend to the board the applicants meeting the criteria for 
First Steps partnerships and the grants to be awarded;  
 (6) submit an annual report to the board by December first which 
includes, but is not limited to, the statewide needs and resources 
available to meet the goals and purposes of the First Steps to School 
Readiness initiative, a list of risk factors the office considers to affect 
school readiness, identification of areas where client-level data is not 
available, an explanation of how First Steps programs reach the most 
at-risk children, the ongoing progress and results of the First Steps to 
School Readiness initiative statewide and locally, fiscal information on 
the expenditure of funds, and recommendations and legislative 
proposals to further implement the South Carolina First Steps to School 
Readiness initiative statewide;  
 (7) provide for ongoing data collection.  Before June 30, 2015, the 
board shall develop a response to the November 2014 external 
evaluation of each prevalent program and the overall goals of the 
initiative, as provided in Section 59-125-160.  The office shall contract 
with an external evaluator to develop a schedule for an in-depth and 
independent performance audit designed to measure the success of each 
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prevalent program in regard to its success in supporting the goals of the 
State Board and those set forth in Section 59-152-20 and Section 
59-152-30.  Results of all external performance audits must be 
published in the First Steps annual report; and  
 (8) coordinate the First Steps to School Readiness initiative with all 
other state, federal, and local public and private efforts to promote good 
health and school readiness of young children and support for their 
families.” 
 
Local partnership boards, obligations, bylaws, membership 
 
SECTION 11. Section 59-152-60 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-60. (A) Each county must be represented by a 
Local First Steps Partnership Board and each local board must provide 
services within every county it represents. A local partnership board 
must be comprised of individuals with resources, skills, knowledge, 
and interest in improving the readiness of young children for school.  A 
list of all local partnership board members must be published in the 
partnership’s annual report, be reported annually to the local legislative 
delegation, and be on file with the Office of First Steps. 
 (B) The South Carolina First Steps to School Readiness Board of 
Trustees must establish bylaws for use by each local partnership board. 
These bylaws must, in addition to other requirements provided in this 
section, require that a meeting or election of a local partnership board 
comply with all Freedom of Information Act and IRS disclosure 
requirements. 
 (C) In accordance with the bylaws established by the board of 
trustees, each local partnership board shall maintain a total minimum 
membership of twelve and a maximum membership of thirty elected, 
appointed, and designated individuals.  Elected and appointed members 
shall comprise a voting majority of the board. 
  (1) No more than four from any of the following categories may 
be elected to sit on a First Steps Partnership Board: 
   (a) prekindergarten through primary educator; 
   (b) family education, training, and support provider;  
   (c) childcare or early childhood development/education 
provider;  
   (d) healthcare provider;  
   (e)  local government;  
   (f) nonprofit organization that provides services to families 
and children;  
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   (g) faith community;   
   (h) business community; 
   (i)  philanthropic community; and 
   (j)  parents of preschool children.  
  (2) To assure that all areas of the county or multicounty region 
are adequately represented and reflect the diversity of the coverage 
area, each county legislative delegation may appoint up to four 
members to a local partnership board.  Of these members, two are 
appointed by the Senate members and two by the House of 
Representative members of the delegation from persons with resources, 
skills, or knowledge that have specific interests in improving the 
readiness of young children for school.  
  (3) Each of the following entities located within a particular First 
Steps Partnership coverage area shall designate one member to serve as 
a member of the local First Steps Partnership Board:  
   (a) county department of social services;  
   (b) county department of health and environmental control;  
   (c) Head Start or early Head Start;  
   (d) county library; and  
   (e) each of the school districts in the county. 
 (D) In conjunction with the independent external program 
evaluation established in Section 59-152-160, the South Carolina First 
Steps to School Readiness Board of Trustees shall conduct a formal 
review of the membership categories for First Steps Partnership Board 
composition.  Upon completion of the review, the South Carolina First 
Steps to School Readiness Board of Trustees shall submit to the 
General Assembly a statement either verifying the continued 
applicability and appropriateness of the composition categories for First 
Steps Partnership Boards in place at that time, or recommending any 
appropriate and necessary changes. 
 (E) Members who miss more than three consecutive meetings 
without excuse or members who resign must be replaced from the same 
categories as their predecessor.  The terms of the members of a local 
First Steps Partnership Board are for four years; however, membership 
on the board may not exceed eight consecutive years.  
 (F) The chairman of a local partnership board must be elected by 
majority vote of the board.  The chairman shall serve a one-year term; 
however, the chairman may be elected to subsequent terms not to 
exceed a total of four consecutive years.  
 (G)  A local First Steps Partnership board must have policies and 
procedures for conducting meetings and disclosing records comparable 
to those provided for in the Freedom of Information Act.  Prior to every 
vote taken by the board, members must abstain from voting if the issue 
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being considered would result in a conflict of interest.  The abstention 
must be noted in the minutes of the meeting.” 
 
Local partnership boards, comprehensive plans, staff costs, 
efficiency collaborations, performance reviews 
 
SECTION 12. Section 59-152-70 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-70. (A) A First Steps Partnership Board shall, 
among its other powers and duties:  
  (1) adopt bylaws as established by the First Steps to School 
Readiness Board to effectuate the provisions of this chapter which must 
include the creation of a periodic meeting schedule;  
  (2) coordinate a collaborative effort at the county or multicounty 
level which will bring the community together to identify the area 
needs related to the goals of First Steps to School Readiness; develop a 
strategic long-term plan for meeting those needs; develop specific 
initiatives to implement the elements of the plan; and integrate service 
delivery where possible;  
  (3) coordinate and oversee the implementation of the 
comprehensive strategic plan including, but not limited to, direct 
service provision, contracting for service provision, and organization 
and management of volunteer programs; 
  (4) effective July 1, 2016, each partnership’s comprehensive plan 
shall include the following core functions: 
   (a) service as a local portal connecting families of preschool 
children to community-based services they may need or desire to 
ensure the school readiness of their children; 
   (b) service as a community convener around the needs of 
preschool children and their families; and 
   (c) support of state-level school readiness priorities as 
determined by the State Board; 
  (5) update a needs assessment every three years;  
  (6) implement fiscal policies and procedures as required by the 
First Steps office and as needed to ensure fiscal accountability of all 
funds appropriated to the partnership;  
  (7) keep accurate records of the partnership’s board meetings, 
board member’s attendance, programs, and activities for annual 
submission to the First Steps to School Readiness Board of Trustees;  
  (8) collect information and submit an annual report by October 
first to the First Steps to School Readiness Board of Trustees, and 
otherwise participate in the annual review and the three-year evaluation 
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of operations and programs.  Reports must include, but not be limited 
to:  
   (a) determination of the current level and data pertaining to the 
delivery and effectiveness of services for young children and their 
families, including the numbers of preschool children and their families 
served;  
   (b) strategic goals for increased availability, accessibility, 
quality, and efficiency of activities and services for young children and 
their families which will enable children to reach school ready to 
succeed;  
   (c) monitoring of progress toward strategic goals;  
   (d) report on implementation activities;  
   (e) recommendations for changes to the strategic plan which 
may include new areas of implementation;  
   (f) evaluation and report of program effectiveness and client 
satisfaction before, during, and after the implementation of the strategic 
plan, where available; and  
   (g) estimation of cost savings attributable to increased 
efficiency and effectiveness of delivery of services to young children 
and their families, where available.  
 (B) Each local partnership may, in the performance of its duties, 
employ or acquire staff pursuant to the local partnership bylaws 
established by the South Carolina First Steps School to Readiness 
Board of Trustees.  Overhead costs of a First Step partnership’s 
operations may not exceed eight percent of the total state funds 
appropriated for partnership grants.  The South Carolina First Steps to 
School Readiness Board of Trustees shall contract with an independent 
cost accountant to provide recommendations as to an adequate, and not 
excessive, overhead cost rate for individual partnerships no later than 
July 1, 2017.  Once these recommendations are received, the First Steps 
to School Readiness Board of Trustees may adjust the overhead 
percentage for the local partnership.  
 (C) Each First Steps partnership may apply for, receive, and expend 
federal, state, and local funds, grants, and other funding in order to 
improve programs as provided in Section 59-152-25(A).  
 (D) To be designated a First Steps partnership, the local partnership 
must be a private nonprofit corporation organized under Section 
501(c)(3) of the Internal Revenue Code.   
 (E) Multiple First Steps local partnerships may collaborate in a 
manner they determine will maximize the efficient and effective 
provision of First Steps services and programs to children and their 
families and best enable the partnerships to execute their duties and 
powers established in this chapter. In such a collaboration, partnerships 
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may merge or work in concert with one or more of their program, 
administrative, or development functions or establish multicounty 
partnerships. The decision to collaborate in the manner permitted in this 
subsection rests entirely with the local partnership boards of directors 
involved. 
 (F) As a condition of receiving state funds, each local partnership 
must be subject to performance reviews by South Carolina First Steps, 
including, but not limited to, local board functioning and collaboration 
and compliance with state standards and fiscal accountability.  If any 
significant operational deficiencies or misconduct is identified within 
the partnership, the South Carolina First Steps Board of Trustees must 
identify a remedy with input from the local legislative delegation.” 
 
Local partnership boards, grant funding 
 
SECTION 13. Section 59-152-90 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-90. (A) A local partnership’s grant may be funded 
annually by the First Steps School to Readiness Board of Trustees and 
must be contingent on the General Assembly’s appropriation of funds 
to use for offering grants. 
 (B) To obtain a grant, a First Steps partnership must qualify by 
meeting the grant requirements established pursuant to subsection (C).  
A First Steps Partnership shall submit an application to the Office of 
First Steps in a format specified by the First Steps to School Readiness 
Board.  The application shall include the level of funding requested, a 
description of needs of children and families; assets and resources 
available; and the proposed strategies to address needs as they relate to 
the goals of South Carolina First Steps to School Readiness. 
 (C)(1) Pursuant to Section 63-11-1730, the South Carolina First 
Steps to School Readiness Board of Trustees shall establish the grant 
qualification requirements.  The board shall develop and promulgate 
grant qualification requirements in regulation pursuant to the 
Administrative Procedures Act.  These requirements must include, but 
not be limited to, the following: 
   (a) adoption and adherence to bylaws promulgated by the 
South Carolina First Steps to School Readiness Board of Trustees, 
which includes, but is not limited to, compliance with the board 
composition, attendance, voting, and disclosure requirements; 
   (b) utilization of the South Carolina First Steps to School 
Readiness benchmarks and objectives; 
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   (c) implementation of programs and activities, which are 
effective and contributing to state goals, and otherwise acceptable 
pursuant to the requirements of Chapter 152, Title 59; and 
   (d) fulfillment of all the duties in Section 59-152-70. 
  (2) The South Carolina First Steps to School Readiness Board of 
Trustees shall establish a formula, which includes the identification of 
the most relevant and effective factors, by which the allocations for 
qualifying partnership grants are calculated.  The board shall identify 
the factors, develop the funding formula, and promulgate both in 
regulation pursuant to the Administrative Procedures Act.  The factors 
utilized in the funding formula, and the weight given to each factor by 
the formula, must reflect that the intent of the General Assembly is to 
ensure that the money allocated to each local partnership is in 
proportion to the following: 
   (a) population of eligible children; 
   (b) population of at-risk children; and 
   (c) population with below average income. 
  (3) First Steps shall include the grant qualification requirements 
and funding formula on its website.  The website information shall 
include formula details, announcements regarding proposed changes to 
the formula, and directions for public input.   
 (E) In conjunction with the independent external program 
evaluation established pursuant to Section 59-152-160, the board of 
trustees shall conduct a formal review of the grant qualification 
requirements and funding process adopted pursuant to subsections (C) 
and (D) and, upon completion of the review, shall submit to the 
General Assembly a statement either verifying the continued 
applicability and appropriateness of the grant qualification 
requirements and funding process in use at that time or recommending 
any appropriate and necessary changes. 
 (F) Funding must reflect the combined total allocations of the 
coverage area of a multicounty partnership.” 
 
Local partnership boards, grant funding 
 
SECTION 14. Section 59-152-100 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-100. (A) Grant funds expended by First Steps 
partnerships must be used to address the needs of young children and 
their families as identified in the partnerships’ comprehensive plans.  
The funds must be used to expand, extend, or improve the quality of 
provided services if there is evidence as to existing programs’ 
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effectiveness; offer new or previously unavailable services in the area; 
or increase access to services.  Partnership grant funds may not 
supplant comparable current expenditures by counties or state agencies 
on behalf of young children and their families, and may not be used 
where other state or federal funding sources are available.  Partnerships 
are expected to collaborate with other community organizations or 
entities expending funds on early childhood services designed to impact 
school readiness in order to maximize impact and minimize duplication 
of efforts. 
 (B) At least seventy-five percent of state funds appropriated for 
programs must be used by the local partnership for evidence-based 
programs. Not more than twenty-five percent of state funds 
appropriated for programs to a local partnership may be used for 
evidence-informed programs. 
 (C) All activities and services provided by a local partnership must 
be made available to young children and families on a voluntary basis 
and must focus solely on ‘school readiness’ as defined in Section 
59-152-25 by implementing programs geared specifically toward the 
achievement of First Steps goals pursuant to Section 59-152-30.  
 (D) Any part of the initiative within the county strategic plan using 
local district resources within a school district must be conducted only 
with approval of the district’s board of trustees.” 
 
Local partnerships, funding use restrictions 
 
SECTION 15. Section 59-152-120 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-120. Funds received by a local partnership may not 
be used for capital expenses, new construction, or to renovate, 
refurbish, or upgrade existing facilities without prior approval by the 
South Carolina First Steps to School Readiness Board of Trustees.” 
 
Matching funds 
 
SECTION 16. Section 59-152-130 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-130. (A)  Local partnerships shall provide an 
annual match of at least fifteen percent, to include private donations, 
grant funds, and in-kind donated resources, or any combination of 
them.  The South Carolina First Steps to School Readiness Board of 
Trustees may decrease this percentage requirement for a partnership 
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based on their capacity to provide that match.  The First Step 
partnership shall encourage private individuals and groups to contribute 
to a partnership’s efforts to meet its match.  The match required of 
individual partnerships by the First Steps board should take into 
consideration such factors as:  
  (1) local wealth, using such indicators as the number and 
percentage of children eligible for free and reduced lunches in grades 
1-3; and  
  (2) in-kind donated resources.  
 Only in-kind donations, as defined by the standard fiscal 
accountability system provided for in Section 59-152-150, which meet 
the criteria established by the South Carolina First Steps to School 
Readiness Board of Trustees and that are quantifiable may be applied to 
the in-kind match requirement.   
 (B) The Office of South Carolina First Steps to School Readiness 
shall establish guidelines and reporting formats for partnerships to 
document expenses to ensure they meet matching fund requirements.  
The office shall compile a report annually on the private cash and 
in-kind contributions received by the South Carolina First Steps to 
School Readiness Board of Trustees and First Steps partnerships.” 
 
Carry forward funds, conforming change 
 
SECTION 17. Section 59-152-140 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-140. To ensure effective use of funds, awards under 
contract for First Steps Partnerships, with the approval of the Office of 
First Steps to School Readiness, may be carried forward and used in the 
following fiscal year.  Funds appropriated to South Carolina First Steps 
to School Readiness may also be carried forward into subsequent 
years.” 
 
Private and nonstate funds 
 
SECTION 18. Section 59-152-150 of the 1976 Code is amended to 
read: 
 
 “Section 59-152-150. (A) The Office of South Carolina First Steps 
to School Readiness shall develop and require local partnerships to 
adopt and implement a standard fiscal accountability system including, 
but not limited to, a uniform, standardized system of accounting, 
internal controls, payroll, fidelity bonding, chart of accounts, and 
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contract management and monitoring.  Additionally, the accountability 
system shall require competitive bids for the purchase or procurement 
of goods and services of ten thousand dollars or more.  A bid other than 
the lowest bid may be accepted by a majority vote of the partnership 
board if other considerations outweigh the cost factor; however, written 
justification must be filed with the Office of First Steps.  The Office of 
First Steps may contract with outside firms to develop and ensure 
implementation of this standard fiscal accountability system, and the 
Office of First Steps may inspect fiscal and program records of 
partnerships and developing partnerships to ensure their compliance 
with the required system.  The Office of First Steps may contract with a 
state entity with existing means for developing contracts and disbursing 
funds in order to make use of the existing infrastructure, if it is efficient 
and not administratively burdensome to partnerships.  
 (B) Each local First Steps partnership shall expend funds through 
the South Carolina First Steps to School Readiness Board of Trustees 
or its fiscal designees until the capacity of the local partnership to 
manage its fiscal and administrative responsibilities in compliance with 
the standard accountability system has been reviewed and certified by 
the South Carolina First Steps to School Readiness Board of Trustees 
or its designee.  
 (C) All private and nonstate funds sought by local partnerships must 
be used exclusively for meeting the goals and purpose of First Steps as 
specified in Section 59-152-20 and Section 59-152-30.  Private funds 
received by a First Steps partnership must be deposited in a separate 
fund subject to review by the Office of First Steps and the State Board.  
 (D) Disbursements may be made only on the written authorization 
of the individual designated by the partnership board and only for the 
purposes specified.  A person violating this section is guilty of a 
misdemeanor and, upon conviction, must be fined five thousand dollars 
or imprisoned for six months, or both.  
 (E) The offenses of misuse, misappropriation, and embezzlement of 
public funds apply to this chapter.” 
 
Progress evaluations, revisions 
 
SECTION 19. Section 59-125-160 of the 1976 Code is amended to 
read: 
 
 “Section 59-125-160. (A) The South Carolina First Steps to School 
Readiness Board of Trustees shall establish internal evaluation policies 
and procedures for local partnerships for an annual review of the 
functioning of the partnership, implementation of strategies, and 



 21 

progress toward the interim goals and benchmarks.  In instances where 
no progress has been made, the Office of First Steps to School 
Readiness shall provide targeted assistance and/or the South Carolina 
First Steps to School Readiness Board of Trustees may terminate the 
grant.  An independent evaluation of each prevalent program 
investment using valid and reliable measures must be completed and 
published by the First Steps Board of Trustees no less than every five 
years.  The First Steps board shall adopt a cyclical evaluation calendar 
including each major program investment no later than June 30, 2015.  
After publication of a baseline report for each major program 
investment as defined in Section 59-152-25, subsequent reports will be 
published no later than five calendar years from the date of each prior 
publication.  In addition to the independent evaluation of each prevalent 
program, an evaluation of the progress on the initiative’s goals and 
purpose must be completed by November 1, 2014, and every five years 
thereafter by an independent, external evaluator under contract with the 
South Carolina First Steps to School Readiness Board of Trustees.  The 
purpose of this evaluation will be to gauge First Steps’ progress in 
meeting the goals established in Section 59-152-20 and Section 
59-52-30. 
 (B) Local partnerships must agree to participate in such an 
evaluation in order to receive a First Steps grant.  Subsequent grant 
approval and grant allocations must be dependent, in part, on the results 
of the evaluations.  If an evaluation finds no progress has been made in 
meeting local goals or implementing strategies as agreed to in the First 
Steps grant, the grant may be terminated.  
 (C) The purpose of the evaluation is to assess progress toward 
achieving the First Steps goals and to determine the impact of each 
strategy in supporting improved school readiness as defined in Section 
52-152-15.  The impact assessment shall include, but is not limited to, 
school readiness measures; benefits from child development services; 
immunization status; low birth-weight rates; parent literacy; parenting 
skills; parental involvement; transportation; and developmental 
screening results.  During the course of the evaluation, if an evaluator 
determines that any state agency has failed to comply with the 
coordination and collaboration provisions as required in this chapter, 
the final report must reflect that information.  Each program evaluation 
report must be reported to the General Assembly no later than three 
months after conclusion of the evaluation.  Local partnerships shall 
cooperate fully in collecting and providing data and information for the 
evaluation of their funded strategies.” 
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Board of trustees, composition revisited, study committee, act 
reauthorization 
 
SECTION 20. A.  Section 63-11-1720 of the 1976 Code is amended 
to read: 
 
 “Section 63-11-1720. (A) There is created the South Carolina First 
Steps to School Readiness Board of Trustees which must be chaired by 
the Governor, or his designee, and must include the State 
Superintendent of Education, or his designee, who shall serve as ex 
officio voting members of the board.   
 (B) In making the appointments specified in subsection (C)(1), (2), 
and (3) of this section, the Governor, President Pro Tempore of the 
Senate, and the Speaker of the House of Representatives shall seek to 
ensure diverse geographical representation on the board by appointing 
individuals from each congressional district as possible. 
 (C) The board shall include members appointed in the following 
manner: 
  (1) the Governor shall appoint one member from each of the 
following sectors:  
   (a) parents of young children;  
   (b) business community;  
   (c) early childhood educators;  
   (d) medical providers;  
   (e) child care and development providers; and 
   (f) the General Assembly, one member from the Senate and 
one member from the House of Representatives; 
  (2) the President Pro Tempore of the Senate shall appoint one 
member from each of the following sectors:  
   (a) parents of young children;  
   (b) business community;  
   (c) early childhood educators; and  
   (d) medical or child care and development providers; 
  (3) the Speaker of the House of Representatives shall appoint one 
member from each of the following sectors:  
   (a) parents of young children;  
   (b) business community;  
   (c) early childhood educators; and  
   (d) medical or child care and development; 
  (4) the chairman of the Senate Education Committee or his 
designee; 
  (5) the chairman of the House Education and Public Works 
Committee or his designee; and 
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  (6) the chief executive officer of each of the following shall serve 
as an ex officio voting member:  
   (a) Department of Social Services;  
   (b) Department of Health and Environmental Control;  
   (c) Department of Health and Human Services;  
   (d) Department of Disabilities and Special Needs;  
   (e) State Head Start Collaboration Officer; and 
   (f) Children’s Trust of South Carolina.  
 (D) The terms of the members are for four years and until their 
successors are appointed and qualify.  The appointments of the 
members from the General Assembly shall be coterminous with their 
terms of office.  
 (E)  Vacancies for any reason must be filled in the manner of the 
original appointment for the unexpired term.  A member may not serve 
more than two terms or eight years, whichever is longer.  A member 
who misses more than three consecutive meetings without excuse or a 
member who resigns must be replaced in the same manner as his 
predecessor.  Members may be paid per diem, mileage, and subsistence 
as established by the board not to exceed standards provided by law for 
boards, committees, and commissions.  A complete report of the 
activities of the First Steps to School Readiness Board of Trustees must 
be made annually to the General Assembly. 
 (F)(1) There is created the Office of First Steps Study Committee to 
review the structure, responsibilities, governance by an organization 
exempt from federal income tax pursuant to Section 501(c)(3) of the 
Internal Revenue Code of 1986, and administration of the Office of 
First Steps.  The goal of the study committee is to guarantee that 
children from birth to school-age receive needed services from the 
Office of First Steps in the most effective way through coordination 
with other agencies that serve the same population.  Also, the study 
committee shall determine whether the services provided by the Office 
of First Steps are provided in the most cost-effective and direct manner 
to entities served by the Office of First Steps, including County First 
Steps Partnerships Boards.  The study committee shall evaluate the 
structure and costs of the Office of First Steps becoming an 
independent agency and make a recommendation as to whether the 
Office of First Steps should become an agency, remain as a program at 
the Department of Education, be relocated within a state agency other 
than the Department of Education, or any other alternative structure the 
study committee deems fit.  The study committee shall also address the 
issues concerning the governance of an organization exempt from 
federal income tax pursuant to Section 501(c)(3) of the Internal 
Revenue Code of 1986 relative to the structure recommended by the 
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study committee.  When making its recommendation as to the structure, 
the study committee must include an analysis of the costs associated 
with a change in structure.  Such costs include, but are not limited to, 
personnel, data security, data management, and fiscal services. 
  (2) The study committee shall be composed of: 
   (a) four members of the Senate appointed by the Chairman of 
the Senate Education Committee.  Of these members, one must be 
appointed upon the recommendation of the Senate Majority Leader, 
one must be appointed upon the recommendation of the Senate 
Minority Leader, and one must be a member of the South Carolina First 
Steps to School Readiness Board of Trustees; 
   (b) four members of the House of Representatives appointed 
by the Chairman of the House Education and Public Works Committee.  
Of these members, one must be appointed upon the recommendation of 
the House Majority Leader, one must be appointed upon the 
recommendation of the House Minority Leader, and one must be a 
member of the South Carolina First Steps to School Readiness Board of 
Trustees; 
   (c) one member appointed by the Governor, who shall serve as 
chairman; 
   (d) the President of the Institute for Child Success, or his 
designee; 
   (e) the Chairman of the Education Oversight Committee, or 
his designee; and 
   (f) the Chairman of the Joint Citizens Legislative Committee 
on Children, or his designee. 
 Except for the two members of South Carolina First Steps to School 
Readiness Board of Trustees appointed pursuant to subitems (a) and 
(b), no member of the study committee may be a member of the South 
Carolina First Steps to School Readiness Board of Trustees or a 
member of a County First Steps Partnership Board. 
  (3) The study committee must be staffed by the staff of the 
Senate Education Committee and the House Education and Public 
Works Committee. 
  (4) The study committee shall complete its review and submit its 
recommendation to the General Assembly no later than March 15, 
2015.  Upon submission of its recommendation, the study committee is 
dissolved.” 
 
 B.  Act 99 of 1999, South Carolina First Steps to School Readiness 
Act, is reauthorized until July 1, 2016.  
 



 25 

Board of trustees, promulgation of comprehensive long-term 
initiative, regulations, and policies 
 
SECTION 21. Section 63-11-1730 of the 1976 Code is amended to 
read: 
 
 “Section 63-11-1730. To oversee and be accountable for the South 
Carolina First Steps to School Readiness Initiative, in accordance with 
the APA, the board shall: 
 (1) develop and promulgate a comprehensive long-range initiative 
for improving early childhood development and increasing school 
readiness and literacy, which shall include the specific requirements of 
Chapter 152, Title 59; 
 (2) in accordance with the APA, promulgate regulations and 
establish guidelines, policies, and procedures for the continued 
implementation of the South Carolina First Steps to School Readiness 
initiative; 
 (3) provide oversight on the continued implementation and 
evaluation of the South Carolina First Steps to School Readiness 
initiative at the state and local levels; 
 (4) establish and promulgate grant qualification requirements and a 
formula by which allocations for qualifying partnership grants shall be 
calculated; 
 (5) ensure the provision of technical assistance, consultation 
services and support to First Steps Partnerships including: the creation 
and annual revision of county needs assessments; the prioritization, 
implementation, and evaluation of each First Steps Partnership’s 
strategic plans based on needs assessments; and the identification of 
assets from other funding sources; 
 (6) assess and develop recommendations: for ensuring coordination 
and collaboration among service providers at both the state and county 
level, for increasing the efficiency and effectiveness of state programs 
and funding and other programs and funding sources, as allowable, as 
necessary to carry out the First Steps to School Readiness initiative, 
including additional fiscal strategies, redeployment of state resources, 
and development of new programs; 
 (7) establish and promulgate results-oriented measures and 
objectives and assess whether services provided by First Steps 
Partnerships to children and families are meeting the goals and 
achieving the results established for the First Steps initiative pursuant 
to Chapter 152, Title 59; 
 (8) receive gifts, bequests, and devises for deposit for awarding 
grants to First Steps Partnerships;  
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 (9) report annually to the General Assembly by January first on 
activities and progress to include recommendations for changes and 
legislative initiatives and results of program evaluations; 
 (10) establish and promulgate internal policies and procedures to 
allow the board to operate optimally, which shall include, but not be 
limited to, an established and consistent process for decision making; 
 (11) develop, implement, and document an annual performance 
process for the Director of the Office of South Carolina First Steps; 
 (12) establish and promulgate bylaws for adoption by local First 
Steps Partnerships; 
 (13) establish and promulgate internal evaluation policies and 
procedures for local partnerships for annual review pursuant to Chapter 
152, Title 59; and  
 (14) arrange for the conduction of an independent external program 
evaluation pursuant to Chapter 152, Title 59.” 
 
Secretary of State monitoring of boards and commissions, First 
Steps board added 
 
SECTION 22. Section 1-5-40(A) of the 1976 Code is amended by 
adding an item at the end to read: 
 
 “(107) South Carolina First Steps to School Readiness Board of 
Trustees.” 
 
Repeal 
 
SECTION 23. Sections 59-152-80 and 59-152-110 of the 1976 Code 
are repealed. 
 
Time effective 
 
SECTION 24. This act takes effect upon approval by the Governor.  
 
Ratified the 5th day of June, 2014. 
 
Vetoed by the Governor -- 6/11/14. 
Veto overridden by House -- 6/17/14. 
Veto overridden by Senate -- 6/18/14.  
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(A284, R313, S516) 
 
AN ACT TO AMEND THE CODE OF LAWS OF SOUTH 
CAROLINA, 1976, BY ADDING CHAPTER 155 TO TITLE 59 
SO AS TO CREATE THE SOUTH CAROLINA READ TO 
SUCCEED OFFICE AND TO PROVIDE FOR ITS PURPOSES, 
TO PROVIDE NECESSARY DEFINITIONS, TO PROVIDE FOR 
A COMPREHENSIVE STATE PLAN TO IMPROVE READING 
ACHIEVEMENT IN PUBLIC SCHOOLS BY ASSESSING THE 
READINESS AND READING PROFICIENCY OF STUDENTS 
PROGRESSING FROM PREKINDERGARTEN THROUGH 
THIRD GRADE AND PROVIDING APPROPRIATE 
INTERVENTIONS AND OTHER ASSISTANCE TO STUDENTS, 
AS APPROPRIATE, TO PROVIDE RELATED OBLIGATIONS 
OF THE STATE DEPARTMENT OF EDUCATION, READ TO 
SUCCEED OFFICE, STATE BOARD OF EDUCATION, AND 
EACH SCHOOL CONCERNING THE PLAN AND RELATED 
PROVISIONS, TO PROVIDE THAT BEGINNING WITH THE 
2017-2018 SCHOOL YEAR A STUDENT MUST BE RETAINED 
IN THE THIRD GRADE IF HE FAILS TO DEMONSTRATE 
READING PROFICIENCY AT THE END OF THE THIRD 
GRADE AS INDICATED BY SCORING AT A CERTAIN 
ACHIEVEMENT LEVEL ON THE STATE SUMMATIVE 
READING ASSESSMENT, TO PROVIDE EXCEPTIONS, TO 
PROVIDE FOR THE ASSISTANCE OF RETAINED STUDENTS 
THROUGH CERTAIN SUPPORT AND SERVICES, TO 
PROVIDE RELATED EDUCATION REQUIREMENTS FOR 
TEACHERS AND ADMINISTRATORS IMPLEMENTED OVER 
SEVERAL YEARS, TO ENCOURAGE LOCAL SCHOOL 
DISTRICTS TO CREATE FAMILY-SCHOOL-COMMUNITY 
PARTNERSHIPS TO PROMOTE AND ENHANCE READING 
DEVELOPMENT AND PROFICIENCY THROUGHOUT THE 
YEAR IN HOMES AND IN THE COMMUNITY, TO REQUIRE 
THE READ TO SUCCEED OFFICE AND EACH DISTRICT TO 
PLAN FOR AND ACT DECISIVELY TO ENGAGE THE 
FAMILIES OF STUDENTS AS FULL PARTICIPATING 
PARTNERS IN PROMOTING THE READING AND WRITING 
HABITS AND SKILLS DEVELOPMENT OF THEIR 
CHILDREN IN A CERTAIN MANNER, AND TO PROVIDE 
THE BOARD AND DEPARTMENT SHALL TRANSLATE THE 
STATUTORY REQUIREMENTS FOR READING AND 
WRITING SPECIFIED IN THIS CHAPTER INTO 
STANDARDS, PRACTICES, AND PROCEDURES FOR 
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SCHOOL DISTRICTS, BOARDS, AND THEIR EMPLOYEES 
AND FOR OTHER ORGANIZATIONS, AS APPROPRIATE, 
AND IN A CERTAIN MANNER; BY ADDING CHAPTER 156 
TO TITLE 59 SO AS TO CREATE THE CHILD EARLY 
READING DEVELOPMENT AND EDUCATION PROGRAM, 
TO PROVIDE A FULL DAY, FOUR-YEAR-OLD 
KINDERGARTEN PROGRAM FOR AT-RISK CHILDREN 
WHICH MUST BE MADE AVAILABLE TO QUALIFIED 
CHILDREN IN ALL PUBLIC SCHOOL DISTRICTS WITHIN 
THE STATE, TO SPECIFY REQUIREMENTS OF THE 
PROGRAM, TO PROVIDE THE PROGRAM FIRST MUST BE 
MADE AVAILABLE TO ELIGIBLE CHILDREN IN EIGHT 
SPECIFIC TRIAL DISTRICTS AND THAT REMAINING 
FUNDS MAY BE USED TO EXPAND THE PROGRAM IN A 
SPECIFIC MANNER, TO PROVIDE ELIGIBILITY CRITERIA, 
TO PROVIDE REQUIREMENTS AND PROCEDURES FOR 
DETERMINING ELIGIBILITY, TO PROVIDE RELATED 
REQUIREMENTS OF THE DEPARTMENT OF EDUCATION, 
READ TO SUCCEED OFFICE, AND THE OFFICE OF FIRST 
STEPS TO SCHOOL READINESS, TO REQUIRE PROVIDERS 
OF THE SOUTH CAROLINA CHILD EARLY READING 
DEVELOPMENT AND EDUCATION PROGRAM SHALL 
OFFER A COMPLETE EDUCATIONAL PROGRAM IN 
ACCORDANCE WITH AGE-APPROPRIATE 
INSTRUCTIONAL PRACTICE AND A RESEARCH-BASED 
PRESCHOOL CURRICULUM ALIGNED WITH SCHOOL 
SUCCESS, TO PROVIDE RELATED REQUIREMENTS, TO 
RECOGNIZE AND IMPROVE RELATIONSHIPS BETWEEN 
THE SKILLS AND PREPARATION OF PREKINDERGARTEN 
INSTRUCTORS AND THE EDUCATIONAL OUTCOMES OF 
STUDENTS, TO PROVIDE PUBLIC AND PRIVATE 
PROVIDERS ARE ELIGIBLE FOR TRANSPORTATION 
FUNDS PURSUANT TO CERTAIN CRITERIA AND 
REQUIREMENTS, TO PROVIDE SPECIFIC DUTIES OF THE 
READ TO SUCCEED OFFICE WITH RESPECT TO 
APPROVED PRIVATE PROVIDERS AND PUBLIC 
PROVIDERS, TO PROVIDE FUNDING FORMULAS, TO 
PROVIDE THE DEPARTMENT OF SOCIAL SERVICES 
SHALL MAINTAIN A LIST OF ALL APPROVED PUBLIC AND 
PRIVATE PROVIDERS AND PROVIDE THE DEPARTMENT 
OF EDUCATION AND THE OFFICE OF FIRST STEPS 
INFORMATION NECESSARY TO CARRY OUT THE 
REQUIREMENTS OF THIS CHAPTER, TO PROVIDE THE 
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OFFICE OF FIRST STEPS TO SCHOOL READINESS IS 
RESPONSIBLE FOR THE COLLECTION AND 
MAINTENANCE OF DATA ON THE STATE-FUNDED 
PROGRAMS PROVIDED THROUGH PRIVATE PROVIDERS, 
AND TO MAKE THESE REQUIREMENTS CONTINGENT ON 
STATE FUNDING. 
 
Whereas, the South Carolina General Assembly finds that national 
research has documented that students unable to comprehend 
grade-level text struggle in all their courses; and 
 
Whereas, the South Carolina General Assembly finds that while 
reading typically has been assessed through standardized tests 
beginning in third grade, research has found that many struggling 
readers reach preschool or kindergarten with low oral language skills 
and limited print awareness. Once in school, they and other students 
fail to develop proficiency with reading and comprehension because of 
inadequate instruction and engaged practice; and 
 
Whereas, the South Carolina General Assembly finds that research has 
also shown that students who have difficulty comprehending texts 
struggle academically in their content area courses but seldom receive 
effective instructional intervention during middle and high school to 
improve their reading comprehension. These are the students least 
likely to graduate; and 
 
Whereas, the South Carolina General Assembly finds that one recent 
longitudinal study found that students reading below grade level at the 
end of third grade were six times more likely to leave school without a 
high school diploma; and 
 
Whereas, the South Carolina General Assembly finds that reading 
proficiency is a fundamental life skill vital for the educational and 
economic success of our citizens and State.  In accordance with the 
ruling of the South Carolina Supreme Court that all students must be 
given “an opportunity to acquire the ability to read, write, and speak the 
English language”, the South Carolina General Assembly finds that all 
students must be given high quality instruction and engage in ample 
time actually reading and writing in order to learn to read, comprehend, 
write, speak, listen, and use language effectively across all content 
areas; and 
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Whereas, to guarantee that all students exhibit these abilities and 
behaviors, the State of South Carolina must implement a 
comprehensive and strategic approach to reading proficiency for 
students in prekindergarten through twelfth grade that begins when 
each student enters the public school system and continues until he or 
she graduates.  Now, therefore, 
 
Be it enacted by the General Assembly of the State of South Carolina: 
 
South Carolina Read to Succeed Act 
 
SECTION 1. Title 59 of the 1976 Code is amended by adding: 

 
“CHAPTER 155 

 
South Carolina Read to Succeed Act 

 
 Section 59-155-110. There is established within the South Carolina 
Department of Education the South Carolina Read to Succeed Office to 
implement a comprehensive, systemic approach to reading which will 
ensure that: 
 (1) classroom teachers use evidence-based reading instruction in 
prekindergarten through grade twelve, to include oral language, 
phonological awareness, phonics, fluency, vocabulary, and 
comprehension; administer and interpret valid and reliable assessments; 
analyze data to inform reading instruction; and provide evidence-based 
interventions as needed so that all students develop proficiency with 
literacy skills and comprehension;  
 (2) classroom teachers periodically reassess their curriculum and 
instruction to determine if they are helping each student progress as a 
proficient reader and make modifications as appropriate; 
 (3) each student who cannot yet comprehend grade-level text is 
identified and served as early as possible and at all stages of his or her 
educational process;  
 (4) each student receives targeted, effective, comprehension support 
from the classroom teacher and, if needed, supplemental support from a 
reading interventionist so that ultimately all students can comprehend 
grade-level texts;  
 (5) each student and his parent or guardian is continuously 
informed in writing of: 
  (a) the student’s reading proficiency needs, progress, and ability 
to comprehend and write grade-level texts;  
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  (b) specific actions the classroom teacher and other reading 
professionals have taken and will take to help the student comprehend 
and write grade-level texts; and 
  (c) specific actions that the parent or guardian can take to help 
the student comprehend grade-level texts by providing access to books, 
assuring time for the student to read independently, reading to students, 
and talking with the student about books; 
 (6) classroom teachers receive pre-service and in-service 
coursework which prepares them to help all students comprehend 
grade-level texts;  
 (7) all students develop reading and writing proficiency to prepare 
them to graduate and to succeed in their career and post-secondary 
education; and  
 (8) each school district publishes annually a comprehensive 
research-based reading plan that includes intervention options available 
to students and funding for these services. 
 
 Section 59-155-120. As used in this chapter:  
 (1) ‘Board’ means the State Board of Education. 
 (2) ‘Department’ means the State Department of Education.  
 (3) ‘Discipline-specific literacy’ means the ability to read, write, 
listen, and speak across various disciplines and content areas including, 
but not limited to, English/language arts, science, mathematics, social 
studies, physical education, health, the arts, and career and technology 
education. 
 (4) ‘Readiness assessment’ means assessments used to analyze 
students’ literacy, mathematical, physical, social, and 
emotional-behavioral competencies in prekindergarten or kindergarten.   
 (5) ‘Reading interventions’ means individual or group assistance in 
the classroom and supplemental support based on curricular and 
instructional decisions made by classroom teachers who have proven 
effectiveness in teaching reading and an add-on literacy endorsement or 
reading/literacy coaches who meet the minimum qualifications 
established in guidelines published by the Department of Education.  
 (6) ‘Reading portfolio’ means an organized collection of evidence 
and assessments documenting that the student has demonstrated 
mastery of the state standards in reading equal to at least a level above 
the lowest achievement level on the state reading assessment. 
 (7) ‘Reading proficiency’ means the ability of students to meet state 
reading standards in kindergarten through grade twelve, demonstrated 
by readiness, formative, or summative assessments. 
 (8) ‘Reading proficiency skills’ means the ability to understand 
how written language works at the word, sentence, paragraph, and text 
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level and mastery of the skills, strategies, and oral and written language 
needed to comprehend grade-level texts. 
 (9) ‘Research-based formative assessment’ means assessments used 
within the school year to analyze strengths and weaknesses in reading 
comprehension of students individually to adapt instruction to meet 
student needs, make decisions about appropriate intervention services, 
and inform placement and instructional planning for the next grade 
level.   
 (10) ‘Substantially fails to demonstrate third-grade reading 
proficiency’ means a student who does not demonstrate reading 
proficiency at the end of the third grade as indicated by scoring at the 
lowest achievement level on the statewide summative reading 
assessment that equates to Not Met 1 on the Palmetto Assessment of 
State Standards (PASS). 
 (11) ‘Summative assessment’ means state-approved assessments 
administered in grades three through eight and any statewide 
assessment used in grades nine through twelve to determine student 
mastery of grade-level or content standards. 
 (12) ‘Summer reading camp’ means an educational program offered 
in the summer by each local school district or consortia of school 
districts for students who are unable to comprehend grade-level texts 
and who qualify for mandatory retention. 
 (13) ‘Third-grade reading proficiency’ means the ability to read 
grade-level texts by the end of a student’s third grade year as 
demonstrated by the results of state-approved assessments administered 
to third grade students, or through other assessments as noted in this 
chapter and adopted by the board.  
 (14) ‘Writing proficiency skills’ means the ability to communicate 
information, analysis, and persuasive points of view effectively in 
writing. 
 
 Section 59-155-130. The Read to Succeed Office must guide and 
support districts and collaborate with university teacher training 
programs to increase reading proficiency through the following 
functions, including, but not limited to:  
 (1) providing professional development to teachers, school 
principals, and other administrative staff on reading and writing 
instruction and reading assessment that informs instruction; 
 (2) providing professional development to teachers, school 
principals, and other administrative staff on reading and writing in 
content areas; 
 (3) working collaboratively with institutions of higher learning 
offering courses in reading and writing and those institutions of higher 
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education offering accredited master’s degrees in reading-literacy to 
design coursework leading to a literacy teacher add-on endorsement by 
the State;  
 (4) providing professional development in reading and coaching for 
already certified reading/literacy coaches and literacy teachers;  
 (5) developing information and resources that school districts can 
use to provide workshops for parents about how they can support their 
children as readers and writers; 
 (6) assisting school districts in the development and 
implementation of their district reading proficiency plans for 
research-based reading instruction programs and assisting each of their 
schools to develop its own implementation plan aligned with the 
district and state plans;  
 (7) annually designing content and questions for and review and 
approve the reading proficiency plan of each district;  
 (8) monitor and report to the State Board of Education the yearly 
success rate of summer reading camps.  Districts must provide 
statistical data to include the: 
  (a) number of students enrolled in camps; 
  (b) number of students by grade level who successfully complete 
the camps; 
  (c) number of third-graders promoted to fourth grade; 
  (d) number of third-graders retained; and 
  (e) total expenditure made on operating the camps by source of 
funds to include in-kind donations; and 
 (9) provide an annual report to the General Assembly regarding the 
implementation of the South Carolina Read to Succeed Act and the 
State and the district’s progress toward ensuring that at least ninety-five 
percent of all students are reading at grade level. 
 
 Section 59-155-140. (A)(1) The department, with approval by the 
State Board of Education, shall develop, implement, evaluate, and 
continuously refine a comprehensive state plan to improve reading 
achievement in public schools. The State Reading Proficiency Plan 
must be approved by the board by February 1, 2015, and must include, 
but not be limited to, sections addressing the following components: 
   (a) reading process;  
   (b) professional development to increase teacher reading 
expertise;  
   (c) professional development to increase reading expertise and 
literacy leadership of principals and assistant principals;  
   (d) reading instruction;  
   (e) reading assessment; 
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   (f) discipline-specific literacy; 
   (g) writing; 
   (h) support for struggling readers; 
   (i)  early childhood interventions; 
   (j)  family support of literacy development; 
   (k) district guidance and support for reading proficiency; 
   (l)  state guidance and support for reading proficiency; 
   (m) accountability; and 
   (n) urgency to improve reading proficiency. 
  (2) The state plan must be based on reading research and 
proven-effective practices, applied to the conditions prevailing in 
reading-literacy education in this State, with special emphasis on 
addressing instructional and institutional deficiencies that can be 
remedied through faithful implementation of research-based practices. 
The plan must provide standards, format, and guidance for districts to 
use to develop and annually update their plans, as well as to present and 
explain the research-based rationale for state-level actions to be taken. 
The plan must be updated annually and must incorporate a state reading 
proficiency progress report.  
  (3) The state plan must include specific details and explanations 
for all substantial uses of state, local, and federal funds promoting 
reading-literacy and best judgment estimates of the cost of 
research-supported, thoroughly analyzed proposals for initiation, 
expansion, or modification of major funding programs addressing 
reading and writing. Analyses of funding requirements must be 
prepared by the department for incorporation into the plan. 
 (B)(1) Beginning in Fiscal Year 2015-2016, each district must 
prepare a comprehensive annual reading proficiency plan for 
prekindergarten through twelfth grade consistent with the plan by 
responding to questions and presenting specific information and data in 
a format specified by the Read to Succeed Office. Each district’s PK-12 
reading proficiency plan must present the rationale and details of its 
blueprint for action and support at the district, school, and classroom 
levels. Each district shall develop a comprehensive plan for supporting 
the progress of students as readers and writers, monitoring the impact 
of its plan, and using data to make improvements and to inform its plan 
for the subsequent years.  The district plan piloted in school districts in 
Fiscal Year 2013-2014 and revised based on the input of districts shall 
be used as the initial district reading plan framework in Fiscal Year 
2014-2015 to provide interventions for struggling readers and fully 
implemented in Fiscal Year 2015-2016 to align with the state plan. 
  (2) Each district PK-12 reading proficiency plan shall: 
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   (a) document the reading and writing assessment and 
instruction planned for all PK-12 students and the interventions in 
prekindergarten through twelfth grade to be provided to all struggling 
readers who are not able to comprehend grade-level texts. 
Supplemental instruction shall be provided by teachers who have a 
literacy teacher add-on endorsement and offered during the school day 
and, as appropriate, before or after school in book clubs, through a 
summer reading camp, or both;  
   (b) include a system for helping parents understand how they 
can support the student as a reader at home;  
   (c) provide for the monitoring of reading achievement and 
growth at the classroom, school, and district levels with decisions about 
intervention based on all available data; 
   (d) ensure that students are provided with wide selections of 
texts over a wide range of genres and written on a wide range of 
reading levels to match the reading levels of students;  
   (e) provide teacher training in reading and writing instruction; 
and  
   (f) include strategically planned and developed partnerships 
with county libraries, state and local arts organizations, volunteers, 
social service organizations, and school media specialists to promote 
reading.  
  (3)(a) The Read to Succeed Office shall develop the format for 
the plan and the deadline for districts to submit their plans to the office 
for its approval.  A school district that does not submit a plan or whose 
plan is not approved shall not receive any state funds for reading until it 
submits a plan that is approved. All district reading plans must be 
reviewed and approved by the Read to Succeed Office. The office shall 
provide written comments to each district on its plan and to all districts 
on common issues raised in prior or newly submitted district reading 
plans.  
   (b) The Read to Succeed Office shall monitor the district and 
school plans and use their findings to inform the training and support 
the office provides to districts and schools. 
   (c) The department may direct a district that is persistently 
unable to prepare an acceptable PK-12 reading proficiency plan or to 
help all students comprehend grade-level texts to enter into a 
multidistrict or contractual arrangement to develop an effective 
intervention plan.  
 (C) Each school must prepare an implementation plan aligned with 
the district reading proficiency plan to enable the district to monitor and 
support implementation at the school level.  The school plan must be a 
component of the school’s strategic plan required by Section 
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59-18-1310.  A school implementation plan shall be sufficiently 
detailed to provide practical guidance for classroom teachers. Proposed 
strategies for assessment, instruction, and other activities specified in 
the school plan must be sufficient to provide to classroom teachers and 
other instructional staff helpful guidance that can be related to the 
critical reading and writing needs of students in the school. In 
consultation with the School Improvement Council, each school must 
include in its implementation plan the training and support that will be 
provided to parents as needed to maximize their promotion of reading 
and writing by students at home and in the community. 
 
 Section 59-155-150. (A) With the enactment of this chapter, the 
State Superintendent of Education shall ensure that every student 
entering publically funded prekindergarten and kindergarten beginning 
in Fiscal Year 2014-2015 will be administered a readiness assessment 
by the forty-fifth day of the school year.  Initially the assessment shall 
focus on early language and literacy development.  Beginning in Fiscal 
Year 2016-2017, the assessment must assess each child’s early 
language and literacy development, mathematical thinking, physical 
well-being, and social-emotional development. The assessment may 
include multiple assessments, all of which must be approved by the 
board. The approved assessments of academic readiness must be 
aligned with first and second grade standards for English/language arts 
and mathematics.  The purpose of the assessment is to provide teachers 
and parents or guardians with information to address the readiness 
needs of each student, especially by identifying language, cognitive, 
social, emotional, health problems, and concerning appropriate 
instruction for each child. The results of the assessment and the 
developmental intervention strategies recommended to address the 
child’s identified needs must be provided, in writing, to the parent or 
guardian. Reading instructional strategies and developmental activities 
for children whose oral language skills are assessed to be below the 
norm of their peers in the State must be aligned with the district’s 
reading proficiency plan for addressing the readiness needs of each 
student. The results of each assessment also must be reported to the 
Read to Succeed Office. 
 (B) Any student enrolled in prekindergarten, kindergarten, first 
grade, second grade, or third grade who is substantially not 
demonstrating proficiency in reading, based upon formal diagnostic 
assessments or through teacher observations, must be provided 
intensive in-class and supplemental reading intervention immediately 
upon determination. The intensive interventions must be provided as 
individualized and small group assistance based on the analysis of 
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assessment data. All sustained interventions must be aligned with the 
district’s reading proficiency plan.  These interventions must be at least 
thirty minutes in duration and be in addition to ninety minutes of daily 
reading and writing instruction provided to all students in kindergarten 
through grade three.  The district must continue to provide intensive 
in-class intervention and at least thirty minutes of supplemental 
intervention until the student can comprehend and write text at 
grade-level independently. In addition, the parent or guardian of the 
student must be notified, in writing, of the child’s inability to read 
grade-level texts, the interventions to be provided, and the child’s 
reading abilities at the end of the planned interventions. The results of 
the initial assessments and progress monitoring also must be provided 
to the Read to Succeed Office.  
 (C) Programs that focus on early childhood literacy development in 
the State are required to promote:  
  (1) parent training and support for parent involvement in 
developing children’s literacy; and 
  (2) development of oral language, print awareness, and emergent 
writing; and are encouraged to promote community literacy including, 
but not limited to, primary health care providers, faith-based 
organizations, county libraries, and service organizations. 
 (D) Districts that fail to provide reports on summer reading camps 
pursuant to Section 59-15-130(8) are ineligible to receive state funding 
for summer reading camps for the following fiscal year; however, 
districts must continue to operate summer reading camps as defined in 
this act. 
 
 Section 59-155-160. (A) Beginning with the 2017-2018 School 
Year, a student must be retained in the third grade if the student fails to 
demonstrate reading proficiency at the end of the third grade as 
indicated by scoring at the lowest achievement level on the state 
summative reading assessment that equates to Not Met 1 on the 
Palmetto Assessment of State Standards (PASS).  A student may be 
exempt for good cause from the mandatory retention but shall continue 
to receive instructional support and services and reading intervention 
appropriate for their age and reading level. Good cause exemptions 
include students: 
  (1) with limited English proficiency and less than two years of 
instruction in English as a Second Language program; 
  (2) with disabilities whose individual education plan indicates the 
use of alternative assessments or alternative reading interventions and 
students with disabilities whose Individual Education Plan or Section 
504 Plan reflects that the student has received intensive remediation in 
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reading for more than two years but still does not substantially 
demonstrate reading proficiency; 
  (3) who demonstrate third-grade reading proficiency on an 
alternative assessment approved by the board and which teachers may 
administer following the administration of the state assessment of 
reading; 
  (4) who have received two years of reading intervention and 
were previously retained;  
  (5) who through a reading portfolio document, the student’s 
mastery of the state standards in reading equal to at least a level above 
the lowest achievement level on the state reading assessment.  Such 
evidence must be an organized collection of the student’s mastery of 
the state English/language arts standards that are assessed by the grade 
three state reading assessment.  The Read to Succeed Office shall 
develop the assessment tool for the student portfolio; however, the 
student portfolio must meet the following minimum criteria: 
   (a) be selected by the student’s English/language arts teacher 
or summer reading camp instructor; 
   (b) be an accurate picture of the student’s ability and only 
include student work that has been independently produced in the 
classroom; 
   (c) include evidence that the benchmarks assessed by the grade 
three state reading assessment have been met.  Evidence is to include 
multiple choice items and passages that are approximately sixty percent 
literary text and forty percent information text, and that are between 
one hundred and seven hundred words with an average of five hundred 
words.  Such evidence could include chapter or unit tests from the 
district or school’s adopted core reading curriculum that are aligned 
with the state English/language arts standards or teacher-prepared 
assessments; 
   (d) be an organized collection of evidence of the student’s 
mastery of the English/language arts state standards that are assessed 
by the grade three state reading assessment.  For each benchmark there 
must be at least three examples of mastery as demonstrated by a grade 
of seventy percent or above; and 
   (e) be signed by the teacher and the principal as an accurate 
assessment of the required reading skills; and 
  (6) who successfully participate in a summer reading camp at the 
conclusion of the third grade year and demonstrate through either a 
reading portfolio or through a norm-referenced, alternative assessment, 
selected from a list of norm-referenced, alternative assessments 
approved by the Read to Succeed Office for use in the summer reading 
camps, that the student’s mastery of the state standards in reading is 
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equal to at least a level above the lowest level on the state reading 
assessment.  
 (B) The superintendent of the local school district must determine 
whether a student in the district may be exempt from the mandatory 
retention by taking all of the following steps:  
  (1) The teacher of a student eligible for exemption must submit 
to the principal documentation on the proposed exemption and 
evidence that promotion of the student is appropriate based on the 
student’s academic record. This evidence must be limited to the 
student’s individual education program, alternative assessments, or 
student reading portfolio.  The Read to Succeed Office must provide 
districts with a standardized form to use in the process. 
  (2) The principal must review the documentation and determine 
whether the student should be promoted.  If the principal determines 
the student should be promoted, the principal must submit a written 
recommendation for promotion to the district superintendent for final 
determination.  
  (3) The district superintendent’s acceptance or rejection of the 
recommendation must be in writing and a copy must be provided to the 
parent or guardian of the child. 
  (4) A parent or legal guardian may appeal the decision to retain a 
student to the district superintendent if there is a compelling reason 
why the student should not be retained.  A parent or legal guardian 
must appeal, in writing, within two weeks after the notification of 
retention.  The letter must be addressed to the district superintendent 
and specify the reasons why the student should not be retained.  The 
district superintendent shall render a decision and provide copies to the 
parent or legal guardian and the principal. 
 (C)(1) Students eligible for retention under the provisions in Section 
59-155-160(A) may enroll in a summer reading camp provided by their 
school district or a summer reading camp consortium to which their 
district belongs prior to being retained the following school year.  
Summer reading camps must be at least six weeks in duration with a 
minimum of four days of instruction per week and four hours of 
instruction per day, or the equivalent minimum hours of instruction in 
the summer.  The camps must be taught by compensated teachers who 
have at least an add-on literacy endorsement or who have documented 
and demonstrated substantial success in helping students comprehend 
grade level texts.  The Read to Succeed Office shall assist districts that 
cannot find qualified teachers to work in the summer camps.  Districts 
also may choose to contract for the services of qualified instructors or 
collaborate with one or more districts to provide a summer reading 
camp.  Schools and school districts are encouraged to partner with 
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county or school libraries, institutions of higher learning, community 
organizations, faith-based institutions, businesses, pediatric and family 
practice medical personnel, and other groups to provide volunteers, 
mentors, tutors, space, or other support to assist with the provision of 
the summer reading camps.  A parent or guardian of a student who does 
not substantially demonstrate proficiency in comprehending texts 
appropriate for his grade level must make the final decision regarding 
the student’s participation in the summer reading camp.   
  (2) A district may include in the summer reading camps students 
who are not exhibiting reading proficiency at any grade and do not 
meet the good cause exemption.  Districts may charge fees for these 
students to attend the summer reading camps based on a sliding scale 
pursuant to Section 59-19-90, except where a child is found to be 
reading below grade level in the first, second, or third grade and does 
not meet the good cause exemption.   
 (D) Retained students must be provided intensive instructional 
services and support, including a minimum of ninety minutes of daily 
reading and writing instruction, supplemental text-based instruction, 
and other strategies prescribed by the school district. These strategies 
may include, but are not limited to, instruction directly focused on 
improving the student’s individual reading proficiency skills through 
small group instruction, reduced teacher-student ratios, more frequent 
student progress monitoring, tutoring or mentoring, transition classes 
containing students in multiple grade spans, and extended school day, 
week, or year reading support. The school must report to the Read to 
Succeed Office on the progress of students in the class at the end of the 
school year and at other times as required by the office based on the 
reading progression monitoring requirements of these students. 
 (E) If the student is not demonstrating third-grade reading 
proficiency by the end of the second grading period of the third grade: 
  (1)(a) his parent or guardian timely must be notified, in writing, 
that the student is being considered for retention and a conference with 
the parent or guardian must be held prior to a determination regarding 
retention is made, and conferences must be documented; 
   (b) within two weeks following the parent/teacher conference, 
copies of the conference form must be provided to the principal, parent 
or guardian, teacher and other school personnel who are working with 
the child on literacy, and summary statements must be sent to parents 
or legal guardians who do not attend the conference; 
   (c) following the parent/teacher retention conference, the 
principal, classroom teacher, and other school personnel who are 
working with the child on literacy must review the recommendation for 
retention and provide suggestions for supplemental instruction; and 
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   (d) recommendations and observations of the principal, 
teacher, parent or legal guardian, and other school personnel who are 
working with the child on literacy must be considered when 
determining whether to retain the student. 
  (2) The parent or guardian may designate another person as an 
education advocate also to act on their behalf to receive notification and 
to assume the responsibility of promoting the reading success of the 
child.  The parent or guardian of a retained student must be offered 
supplemental tutoring for the retained student in evidenced-based 
services outside the instructional day.   
 (F) For students in grades four and above who are substantially not 
demonstrating reading proficiency, interventions shall be provided by 
reading interventionists in the classroom and supplementally by 
teachers with a literacy teacher add-on endorsement or reading/literacy 
coaches.  This supplemental support will be provided during the school 
day and, as appropriate, before or after school as documented in the 
district reading plan, and may include book clubs or summer reading 
camps. 
 
 Section 59-155-170. (A) To help students develop and apply their 
reading and writing skills across the school day in all the academic 
disciplines, including, but not limited to, English/language arts, 
mathematics, science, social studies, the arts, career and technology 
education, and physical and health education, teachers of these content 
areas at all grade levels must focus on helping students comprehend 
print and nonprint texts authentic to the content area.  The Read to 
Succeed Program is intended to institutionalize in the public schools a 
comprehensive system to promote high achievement in the content 
areas described in this chapter through extensive reading and writing.  
Research-based practices must be employed to promote comprehension 
skills through, but not limited to:  
  (1) vocabulary; 
  (2) connotation of words; 
  (3) connotations of words in context with adjoining or prior text; 
  (4) concepts from prior text; 
  (5) personal background knowledge; 
  (6) ability to interpret meaning through sentence structure 
features; 
  (7) questioning; 
  (8) visualization; and 
  (9) discussion of text with peers. 
 (B) These practices must be mastered by teachers through 
high-quality training and addressed through well-designed and 
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effectively executed assessment and instruction implemented with 
fidelity to research-based instructional practices presented in the state, 
district, and school reading plans. All teachers, administrators, and 
support staff must be trained adequately in reading comprehension in 
order to perform effectively their roles enabling each student to become 
proficient in content area reading and writing. 
 (C) During Fiscal Year 2014-2015, the Read to Succeed Office shall 
establish a set of essential competencies that describe what certified 
teachers at the early childhood, elementary, middle or secondary levels 
must know and be able to do so that all students can comprehend 
grade-level texts.  These competencies, developed collaboratively with 
the faculty of higher education institutions and based on research and 
national standards, must then be incorporated into the coursework 
required by Section 59-155-180.  The Read to Succeed Office, in 
collaboration with South Carolina Educational Television, shall provide 
professional development courses to ensure that educators have access 
to multiple avenues of receiving endorsements. 
 
 Section 59-155-180. (A) As a student progresses through school, 
reading comprehension in content areas such as science, mathematics, 
social studies, English/language arts, career and technology education, 
and the arts is critical to the student’s academic success.  Therefore, to 
improve the academic success of all students in prekindergarten 
through grade twelve, the State shall strengthen its pre-service and 
in-service teacher education programs. 
 (B)(1) Beginning with students entering a teacher education program 
in the fall semester of the 2016-2017 School Year, all pre-service 
teacher education programs including MAT degree programs must 
require all candidates seeking certification at the early childhood or 
elementary level to complete a twelve credit hour sequence in literacy 
that includes a school-based practicum and ensures that candidates 
grasp the theory, research, and practices that support and guide the 
teaching of reading.  The six components of the reading process that are 
comprehension, oral language, phonological awareness, phonics, 
fluency, and vocabulary will provide the focus for this sequence to 
ensure that all teacher candidates are skilled in diagnosing a child’s 
reading problems and are capable of providing an effective 
intervention.  All teacher preparation programs must be approved for 
licensure by the State Department of Education to ensure that all 
teacher education candidates possess the knowledge and skills to assist 
effectively all children in becoming proficient readers. The General 
Assembly is not mandating an increase in the number of credit hours 
required for teacher candidates, but is requiring that pre-service teacher 
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education programs prioritize their missions and resources so all early 
and elementary education teachers have the knowledge and skills to 
provide effective instruction in reading and numeracy to all students. 
  (2) Beginning with students entering a teacher education program 
in the fall semester of the 2016-2017 School Year, all pre-service 
teacher education programs, including MAT degree programs, must 
require all candidates seeking certification at the middle or secondary 
level to complete a six credit hour sequence in literacy that includes a 
course in the foundations of literacy and a course in content-area 
reading.  All middle and secondary teacher preparation programs must 
be approved by the department to ensure that all teacher candidates 
possess the necessary knowledge and skills to assist effectively all 
adolescents in becoming proficient readers.  The General Assembly is 
not mandating an increase in the number of semester hours required for 
teacher candidates but rather is requiring that pre-service teacher 
education programs prioritize their mission and resources so all middle 
and secondary education teachers have the knowledge and skills to 
provide effective instruction in reading and numeracy to all students. 
 (C)(1) To ensure that practicing professionals possess the knowledge 
and skills necessary to assist all children and adolescents in becoming 
proficient readers, multiple pathways are needed for developing this 
capacity. 
  (2) A reading/literacy coach shall be employed in each 
elementary school.  Reading coaches shall serve as job-embedded, 
stable resources for professional development throughout schools in 
order to generate improvement in reading and literacy instruction and 
student achievement.  Reading coaches shall support and provide initial 
and ongoing professional development to teachers based on an analysis 
of student assessment and the provision of differentiated instruction and 
intensive intervention.  The reading coach shall: 
   (a) model effective instructional strategies for teachers by 
working weekly with students in whole, and small groups, or 
individually; 
   (b) facilitate study groups; 
   (c) train teachers in data analysis and using data to 
differentiate instruction;  
   (d) coaching and mentoring colleagues; 
   (e) work with teachers to ensure that research-based reading 
programs are implemented with fidelity; 
   (f) work with all teachers (including content area and elective 
areas) at the school they serve, and help prioritize time for those 
teachers, activities, and roles that will have the greatest impact on 
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student achievement, namely coaching and mentoring in the 
classrooms; and 
   (g) help lead and support reading leadership teams. 
  (3) The reading coach must not be assigned a regular classroom 
teaching assignment, must not perform administrative functions that 
deter from the flow of improving reading instruction and reading 
performance of students and must not devote a significant portion of his 
or her time to administering or coordinating assessments.  By August 1, 
2014, the department must publish guidelines that define the minimum 
qualifications for a reading coach.  Beginning in Fiscal Year 
2014-2015, reading/literacy coaches are required to earn the add-on 
certification within six years, except as exempted in items (4) and (5), 
by completing the necessary courses or professional development as 
required by the department for the add-on.  During the six-year period, 
to increase the number of qualified reading coaches, the Read to 
Succeed Office shall identify and secure courses and professional 
development opportunities to assist educators in becoming reading 
coaches and in earning the literacy add-on endorsement.  In addition, 
the Read to Succeed Office will establish a process through which a 
district may be permitted to use state appropriations for reading 
coaches to obtain in-school services from department-approved 
consultants or vendors, in the event that the school is not successful in 
identifying and directly employing a qualified candidate.  Districts 
must provide to the Read to Succeed Office information on the name 
and qualifications of reading coaches funded by the state 
appropriations.   
  (4) Beginning in Fiscal Year 2015-2016, early childhood and 
elementary education certified classroom teachers, reading 
interventionists, and those special education teachers who provide 
learning disability and speech services to students who need to 
substantially improve their low reading and writing proficiency skills, 
are required to earn the literacy teacher add-on endorsement within ten 
years of their most recent certification by taking at least two courses or 
six credit hours every five years, or the equivalent professional 
development hours as determined by the South Carolina Read to 
Succeed Office, consistent with existing recertification requirements.  
Inservice hours earned through professional development for the 
literacy teacher endorsement must be used for renewal of teaching 
certificates in all subject areas.  The courses and professional 
development leading to the endorsement must be approved by the State 
Board of Education and must include foundations, assessment, content 
area reading and writing, instructional strategies, and an embedded or 
stand-alone practicum.  Whenever possible these courses shall be 
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offered at a professional development rate which is lower than the 
certified teacher rate.  Early childhood and elementary education 
certified classroom teachers, reading specialists, and special education 
teachers who provide learning disability and speech services to students 
who need to improve substantially their reading and writing proficiency 
and who already possess their add-on reading teacher certification can 
take a content area reading course to obtain their literacy teacher 
add-on endorsement.  Individuals who possess a literacy teacher add-on 
endorsement or who have earned a master’s or doctorate degree in 
reading are exempt from this requirement.  Individuals who have 
completed an intensive and prolonged professional development 
program like Reading Recovery, Project Read, the South Carolina 
Reading Initiative, or another similar program should submit their 
transcripts to the Office of Educator Licensure to determine if they 
have completed the coursework required for the literacy teacher add-on 
certificate. 
  (5) Beginning in Fiscal Year 2015-2016, middle and secondary 
licensed classroom teachers are required to take at least one course or 
three credit hours, or the equivalent professional development hours as 
determined by the South Carolina Read to Succeed Office, to improve 
reading instruction within five years of their most recent certification.  
The courses and professional development must be approved by the 
State Board of Education and include courses and professional 
development leading to the literacy teacher add-on endorsement.  
Coursework and professional development in reading must include a 
course in reading in the content areas.  Whenever possible these 
courses will be offered at a professional development rate which is 
lower than the certified teacher rate.  Individuals who possess a literacy 
teacher add-on endorsement or who have earned a master’s or doctorate 
degree in reading are exempt from this requirement.  Individuals who 
have completed an intensive, prolonged professional development 
program like Reading Recovery, Project Read, the South Carolina 
Reading Initiative, or another similar program should submit their 
transcripts the to the Office of Educator Licensure to determine if they 
have completed the coursework or professional development required 
for the literacy teacher add-on certificate.  
  (6) Beginning in Fiscal Year 2015-2016, principals and 
administrators who are responsible for reading instruction or 
intervention and school psychologists in a school district or school are 
required to take at least one course or three credit hours within five 
years of their most recent certification, or the equivalent professional 
development hours as determined by the South Carolina Read to 
Succeed Office.  The course or professional development shall include 
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information about reading process, instruction, assessment, or content 
area literacy and shall be approved by the Read to Succeed Office. 
  (7) The Read to Succeed Office shall publish by August 1, 2014, 
the guidelines and procedures used in evaluating all courses and 
professional development, including virtual courses and professional 
development, leading to the literacy teacher add-on endorsement. 
Annually by January first, the Read to Succeed Office shall publish the 
approved courses and approved professional development leading to 
the literacy teacher add-on endorsement. 
 
 Section 59-155-190. Local school districts are encouraged to create 
family-school-community partnerships that focus on increasing the 
volume of reading, in school and at home, during the year and at home 
and in the community over the summer. Schools and districts should 
partner with county libraries, community organizations, local arts 
organizations, faith-based institutions, pediatric and family practice 
medical personnel, businesses, and other groups to provide volunteers, 
mentors, or tutors to assist with the provision of instructional supports, 
services, and books that enhance reading development and proficiency.  
A district shall include specific actions taken to accomplish the 
requirements of this section in its reading proficiency plan. 
 
 Section 59-155-200. The Read to Succeed Office and each school 
district must plan for and act decisively to engage the families of 
students as full participating partners in promoting the reading and 
writing habits and skills development of their children. With support 
from the Read to Succeed Office, districts and individual schools shall 
provide families with information about how children progress as 
readers and writers and how they can support this progress. This family 
support must include providing time for their child to read, as well as 
reading to the child. To ensure that all families have access to a 
considerable number and diverse range of books appealing to their 
children, schools should develop plans for enhancing home libraries 
and for accessing books from county libraries and school libraries and 
to inform families about their child’s ability to comprehend grade-level 
texts and how to interpret information about reading that is sent home. 
The districts and schools shall help families learn about reading and 
writing through open houses, South Carolina Educational Television, 
video and audio tapes, websites, and school-family events and 
collaborations that help link the home and school of the student. The 
information should enable family members to understand the reading 
and writing skills required for graduation and essential for success in a 
career.  Each institution of higher learning may operate a year-round 
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program similar to a summer reading camp to assist students not 
reading at grade level. 
 
 Section 59-155-210. The board and department shall translate the 
statutory requirements for reading and writing specified in this chapter 
into standards, practices, and procedures for school districts, boards, 
and their employees and for other organizations as appropriate.  In this 
effort, they shall solicit the advice of education stakeholders who have 
a deep understanding of reading, as well as school boards, 
administrators, and others who play key roles in facilitating support for 
and implementation of effective reading instruction.” 
 
Child Early Reading Development and Education Program 
 
SECTION 2. Title 59 of the 1976 Code is amended by adding: 

 
“CHAPTER 156 

 
Child Early Reading Development and Education Program 

 
 Section 59-156-110. There is created the South Carolina Child 
Early Reading Development and Education Program which is a full 
day, four-year-old kindergarten program for at-risk children which 
must be made available to qualified children in all public school 
districts within the State.  The program must focus on: 
 (1) a comprehensive, systemic approach to reading that follows the 
State Reading Proficiency Plan and the district’s comprehensive annual 
reading proficiency plan, both adopted pursuant to Chapter 155, Title 
59; 
 (2) successfully completing the readiness assessment administered 
pursuant to Section 59-155-150; 
 (3) the developmental and learning support that children must have 
in order to be ready for school; 
 (4) incorporating parenting education, including educating the 
parents as to methods that may assist the child pursuant to Section 
59-155-110, 59-155-130, and 59-155-140; and 
 (5) identifying community and civic organizations that can support 
early literacy efforts. 
 
 Section 59-156-120. (A)(1) The South Carolina Child Early 
Reading Development and Education Program first must be made 
available to eligible children from the following eight trial districts in 
Abbeville County School District et al vs. South Carolina: Allendale, 
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Dillon 2, Florence 4, Hampton 2, Jasper, Lee, Marion 7, and 
Orangeburg 3. 
  (2) With any funds remaining after funding the eight trial 
districts, the program must be expanded to the remaining plaintiff 
school districts in Abbeville County School District et al vs. South 
Carolina and then expanded to eligible children residing in school 
districts with a poverty index of ninety percent or greater.  Priority must 
be given to implementing the program first in those of the plaintiff 
districts which participated in the pilot program during the 2006-2007 
School Year, then in the plaintiff districts having proportionally the 
largest population of underserved at-risk four-year-old children. 
  (3) With any funds remaining after funding the school districts 
delineated in items (1) and (2), the program must be expanded 
statewide.  The General Assembly, in the annual general appropriations 
bill, shall set forth the priority schedule, the funding, and the manner in 
which the program is expanded.  
 (B) Unexpended funds from the prior fiscal year for this program 
shall be carried forward and shall remain in the program.  In rare 
instances, students with documented kindergarten readiness barriers, 
especially reading barriers, may be permitted to enroll for a second 
year, or at age five, at the discretion of the Department of Education for 
students being served by a public provider or at the discretion of the 
Office of South Carolina First Steps to School Readiness for students 
being served by a private provider. 
 
 Section 59-156-130. (A) Each child residing in the program’s 
district, who has attained the age of four years on or before September 
first of the school year and meets the at-risk criteria, is eligible for 
enrollment in the South Carolina Child Early Reading Development 
and Education Program for one year. 
 (B)(1) The parent of each eligible child may enroll the child in one 
of the following programs: 
   (a) a school-year four-year-old kindergarten program delivered 
by an approved public provider; or 
   (b) a school-year four-year-old kindergarten program delivered 
by an approved private provider. 
  (2) The parent enrolling a child must complete and submit an 
application to the approved provider of choice.  The application must 
be submitted on forms and must be accompanied by a copy of the 
child’s birth certificate, immunization documentation, and 
documentation of the student’s eligibility as evidenced by family 
income documentation showing an annual family income of one 
hundred eighty-five percent or less of the federal poverty guidelines as 
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promulgated annually by the United States Department of Health and 
Human Services or a statement of Medicaid eligibility. 
  (3) In submitting an application for enrollment, the parent agrees 
to comply with provider attendance policies during the school year.  
The attendance policy must state that the program consists of six and 
one-half hours of instructional time daily and operates for a period of 
not less than one hundred eighty days a year.  Pursuant to program 
guidelines, noncompliance with attendance policies may result in 
removal from the program. 
 (C)(1) No parent is required to pay tuition or fees solely for the 
purpose of enrolling in or attending the program established under this 
chapter.  Nothing in this chapter prohibits charging fees for childcare 
that may be provided outside the times of the instructional day provided 
in these programs. 
  (2) If by October first of the school year at least seventy-five 
percent of the total number of children eligible for the Child Early 
Reading Development and Education Program in a district or county 
are projected to be enrolled in that program, Head Start, or ABC Child 
Care Program as determined by the Department of Education and the 
Office of First Steps, Child Early Reading Development and Education 
Program providers may then enroll pay-lunch children who score at or 
below the twenty-fifth national percentile on two of the three DIAL-3 
subscales and may receive reimbursement for these children if funds 
are available. 
 
 Section 59-156-140. (A) Public school providers participating in 
the South Carolina Child Early Reading Development and Education 
Program must submit an application to the Department of Education.  
Private providers participating in the South Carolina Child Early 
Reading Development and Education Program must submit an 
application to the Office of First Steps.  The application must be 
submitted on the forms prescribed, contain assurances that the provider 
meets all program criteria set forth in this section, and will comply with 
all reporting and assessment requirements. 
 (B) Providers shall: 
  (1) comply with all federal and state laws and constitutional 
provisions prohibiting discrimination on the basis of disability, race, 
creed, color, gender, national origin, religion, ancestry, or need for 
special education services; 
  (2) comply with all state and local health and safety laws and 
codes; 



 24 

  (3) comply with all state laws that apply regarding criminal 
background checks for employees and exclude from employment any 
individual not permitted by state law to work with children; 
  (4) be accountable for meeting the educational needs of the child 
and report at least quarterly to the parent or guardian on his progress; 
  (5) comply with all program, reporting, and assessment criteria 
required of providers; 
  (6)  maintain individual student records for each child enrolled in 
the program, including, but not limited to, assessment data, health data, 
records of teacher observations, and records of parent or guardian and 
teacher conferences; 
  (7) designate whether extended day services will be offered to 
the parents and guardians of children participating in the program; 
  (8) be approved, registered, or licensed by the Department of 
Social Services; and 
  (9) comply with all state and federal laws and requirements 
specific to program providers. 
 (C) Providers may limit student enrollment based upon space 
available, but, if enrollment exceeds available space, providers shall 
enroll children with first priority given to children with the lowest 
scores on an approved prekindergarten readiness assessment.  Private 
providers must not be required to expand their programs to 
accommodate all children desiring enrollment, but are encouraged to 
keep a waiting list for students they are unable to serve because of 
space limitations. 
 
 Section 59-156-150. The Department of Education, the Read to 
Succeed Office, and the Office of First Steps to School Readiness shall: 
 (1) develop the provider application form; 
 (2) develop the child enrollment application form; 
 (3) develop a list of approved research-based preschool curricula 
for use in the program based upon the South Carolina Content 
Standards, and provide training and technical assistance to support its 
effective use in approved classrooms serving children; 
 (4) develop a list of approved prekindergarten readiness 
assessments to be used in conjunction with the program, and provide 
assessments and technical assistance to support assessment 
administration in approved classrooms serving children; 
 (5) establish criteria for awarding new classroom equipping grants; 
 (6) establish criteria for the parenting education program providers 
must offer; 
 (7) establish a list of early childhood related fields that may be used 
in meeting the lead teacher qualifications; 
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 (8) develop a list of data-collection needs to be used in 
implementation and evaluation of the program; 
 (9) identify teacher preparation program options and assist lead 
teachers in meeting teacher program requirements; 
 (10) establish criteria for granting student retention waivers; and 
 (11) establish criteria for granting classroom-size requirements 
waivers. 
 
 Section 59-156-160. (A) Providers of the South Carolina Child 
Early Reading Development and Education Program shall offer a 
complete educational program in accordance with age-appropriate 
instructional practice and a research-based preschool curriculum 
aligned with school success.  The program must focus on: 
  (1) a comprehensive, systemic approach to reading that follows 
the State Reading Proficiency Plan and the district’s comprehensive 
annual reading proficiency plan, both adopted pursuant to Chapter 155, 
Title 59; 
  (2) successfully completing the readiness assessment 
administered pursuant to Section 59-155-150; 
  (3) the developmental and learning support that children must 
have in order to be ready for school;  
  (4) incorporating parenting education, including educating the 
parents as to methods that may assist the child pursuant to Section 
59-155-110, 59-155-130, and 59-155-140, including strengthening 
parent involvement in the learning process with an emphasis on 
interactive literacy; and 
  (5) identifying community and civic organizations that can 
support early literacy efforts. 
 (B) Providers shall offer high-quality, center-based programs, 
including, but not limited to, the following: 
  (1) employ a lead teacher with a two-year degree in early 
childhood education or related field or be granted a waiver of this 
requirement from the Department of Education for public schools or 
from the Office of First Steps to School Readiness for private centers; 
  (2) employ an education assistant with pre-service or in-service 
training in early childhood education; 
  (3) maintain classrooms with at least ten four-year-old children, 
but no more than twenty four-year-old children, with an adult to child 
ratio of 1:10.  With classrooms having a minimum of ten children, the 
1:10 ratio must be a lead teacher to child ratio.  Waivers of the 
minimum class size requirement may be granted by the South Carolina 
Department of Education for public providers or by the Office of First 
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Steps to School Readiness for private providers on a case-by-case 
basis; 
  (4) offer a full day, center-based program with six and one-half 
hours of instruction daily for one hundred eighty school days; 
  (5) provide an approved research-based preschool curriculum 
that focuses on critical child development skills, especially early 
literacy, numeracy, and social and emotional development; 
  (6) engage parents’ participation in their child’s educational 
experience that shall include a minimum of two documented 
conferences for each year; and 
  (7) adhere to professional development requirements outlined in 
this chapter. 
 
 Section 59-156-170. (A) Every classroom providing services to 
four-year-old children established pursuant to this chapter must have a 
qualified lead teacher and an education assistant as needed to maintain 
an adult to child ratio of 1:10. 
 (B)(1) In classrooms in private centers, the lead teacher must have at 
least a two-year degree in early childhood education or a related field 
and who is enrolled and is demonstrating progress toward the 
completion of a teacher education program within four years. 
  (2) In classrooms in public schools, the lead teacher must meet 
state requirements pertaining to certification. 
 (C) All education assistants in private centers and public schools 
must have the minimum of a high school diploma or the equivalent, and 
at least two years of experience working with children under five years 
old.  The assistant must have completed the Early Childhood 
Development Credential (ECD) 101 or enroll and complete this course 
within twelve months of hire.  Providers may request waivers to the 
ECD 101 requirement for those assistants who have demonstrated 
sufficient experience in teaching children five years old and younger.  
The providers must request this waiver in writing to First Steps or the 
Department of Education, as applicable, and provide appropriate 
documentation as to the qualifications of the teaching assistant. 
 
 Section 59-156-180. The General Assembly recognizes there is a 
strong relationship between the skills and preparation of 
prekindergarten instructors and the educational outcomes of students.  
To improve these educational outcomes, participating providers shall 
require all personnel providing instruction and classroom support to 
students participating in the South Carolina Child Early Reading 
Development and Education Program to participate annually in a 
minimum of fifteen hours of professional development, including, 
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teaching children from poverty.  Professional development should 
provide instruction in strategies and techniques to address the 
age-appropriate progress of prekindergarten students in developing 
emergent literacy skills, including, but not limited to, oral 
communication, knowledge of print and letters, phonemic and 
phonological awareness, and vocabulary and comprehension 
development. 
 
 Section 59-156-190. Both public and private providers are eligible 
for transportation funds for the transportation of children to and from 
school.  Nothing in this section prohibits providers from contracting 
with another entity to provide transportation services provided the 
entities adhere to the requirements of Section 56-5-195.  Providers must 
not be responsible for transporting students attending programs outside 
the district lines.  Parents choosing program providers located outside 
of their resident district shall be responsible for transportation.  When 
transporting four-year-old child development students, providers shall 
make every effort to transport them with students of similar ages 
attending the same school.  Of the amount appropriated for the 
program, not more than one hundred eighty-five dollars for each 
student may be retained by the Department of Education for the 
purposes of transporting four-year-old students.  This amount annually 
must be increased by the same projected rate of inflation as determined 
by the Office of Research and Statistics of the State Budget and Control 
Board for the Education Finance Act. 
 
 Section 59-156-200. For all private providers approved to offer 
services pursuant to this chapter, the Office of First Steps to School 
Readiness shall: 
 (1) serve as the fiscal agent; 
 (2) verify student enrollment eligibility; 
 (3) recruit, review, and approve eligible providers.  In considering 
approval of providers, consideration must be given to the provider’s 
availability of permanent space for program service and whether 
temporary classroom space is necessary to provide services to any 
children; 
 (4) coordinate oversight, monitoring, technical assistance, 
coordination, and training for classroom providers; 
 (5) serve as a clearing house for information and best practices 
related to four-year-old kindergarten programs; 
 (6) receive, review, and approve new classroom grant applications 
and make recommendations for approval based on approved criteria; 
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 (7) coordinate activities and promote collaboration with other 
private and public providers in developing and supporting four-year-old 
kindergarten programs; 
 (8) maintain a database of the children enrolled in the program; and 
 (9) promulgate guidelines as necessary for the implementation of 
the program. 
 
 Section 59-156-210. For all public school providers approved to 
offer services pursuant to this chapter, the Department of Education 
shall: 
 (1) serve as the fiscal agent; 
 (2) verify student enrollment eligibility; 
 (3) recruit, review, and approve eligible providers.  In considering 
approval of providers, consideration must be given to the provider’s 
availability of permanent space for program service and whether 
temporary classroom space is necessary to provide services to any 
children; 
 (4) coordinate oversight, monitoring, technical assistance, 
coordination, and training for classroom providers; 
 (5) serve as a clearing house for information and best practices 
related to four-year-old kindergarten programs; 
 (6) receive, review, and approve new classroom grant applications 
and make recommendations for approval based on approved criteria; 
 (7) coordinate activities and promote collaboration with other 
private and public providers in developing and supporting four-year-old 
kindergarten programs; 
 (8) maintain a database of the children enrolled in the program; and 
 (9) promulgate guidelines as necessary for the implementation of 
the program. 
 
 Section 59-156-220. (A) Eligible students enrolling with private 
providers during the school year must be funded on a pro rata basis 
determined by the length of their enrollment.   
 (B) Private providers transporting eligible children to and from 
school must be eligible for a reimbursement of up to five hundred fifty 
dollars for each eligible child transported, funded on a pro rata basis 
determined by the length of the child’s enrollment.  Providers who are 
reimbursed are required to retain records as required by their fiscal 
agent.   
 (C) Providers enrolling between one and six eligible children must 
be eligible to receive up to one thousand dollars for each child in 
materials and equipment grant funding, with providers enrolling seven 
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or more such children eligible for grants not to exceed ten thousand 
dollars. 
 (D) Providers receiving equipment grants are expected to participate 
in the program and provide high-quality, center-based programs for a 
minimum of three years.  A provider who fails to participate for three 
years shall return a portion of the equipment allocation at a level 
determined by the Department of Education and the Office of First 
Steps to School Readiness.  Funding to providers is contingent upon 
receipt of data as requested by the Department of Education and the 
Office of First Steps. 
 
 Section 59-156-230. The Department of Social Services shall: 
 (1) maintain a list of all approved public and private providers; and 
 (2) provide the Department of Education and the Office of First 
Steps information necessary to carry out the requirements of this 
chapter. 
 
 Section 59-156-240. The Office of First Steps to School Readiness 
is responsible for the collection and maintenance of data on the 
state-funded programs provided through private providers.” 
 
Time effective, contingent on funding 
 
SECTION 3. This act takes effect upon approval by the Governor and 
is subject to the availability of state funding.   
 
Ratified the 9th day of June, 2014. 
 
Approved the 11th day of June, 2014.  

 
__________ 
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�

Summary

The assessment of young children’s development and learn-
ing has recently taken on new importance. Private and 
government organizations are developing programs to 

enhance the school readiness of all young children, especially chil-
dren from economically disadvantaged homes and communities 
and children with special needs. These programs are designed to 
enhance social, language, and academic skills through responsive 
early care and education. In addition, they constitute a site where 
children with developmental problems can be identified and 
receive appropriate interventions. 

Societal and government initiatives have also promoted 
accountability for these educational programs, especially those 
that are publicly funded. These initiatives focus on promoting 
standards of learning and monitoring children’s progress in meet-
ing those standards. In this atmosphere, Congress has enacted 
such laws as the Government Performance and Results Act and 
the No Child Left Behind Act. School systems and government 
agencies are asked to set goals, track progress, analyze strengths 
and weaknesses in programs, and report on their achievements, 
with consequences for unmet goals. Likewise, early childhood 
education and intervention programs are increasingly being 
asked to prove their worth. 
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�	 EARLY CHILDHOOD ASSESSMENT

In 2006, Congress requested that the National Research 
Council (NRC) conduct a study of developmental outcomes and 
appropriate assessment of young children. With funding from the 
Office of Head Start in the U.S. Department of Health and Human 
Services, the specific charge to this committee was the identifica-
tion of important outcomes for children from birth to age 5 and 
the quality and purposes of different techniques and instruments 
for developmental assessments. 

The committee’s review highlights two key principles. First, 
the purpose of an assessment should guide assessment decisions. 
Second, assessment activity should be conducted within a coher-
ent system of medical, educational, and family support services 
that promote optimal development for all children. 

Our focus on the need for purposefulness and systematicity 
is particularly important at this time, because young children 
are currently being assessed for a wide array of purposes, across 
a wide array of domains, and in multiple service settings. The 
increase in the amount of assessment raises understandable wor-
ries about whether assessments are selected, implemented, and 
interpreted correctly. Assessments of children may be used for 
purposes as diverse as determining the level of functioning of 
individual children, guiding instruction, or measuring function-
ing at the program, community, or state level. 

Different purposes require different types of assessments, and 
the evidentiary base that supports the use of an assessment for 
one purpose may not be suitable for another. As the consequences 
of assessment findings become weightier, the accuracy and 
quality of the instruments used to provide findings must be more 
certain. Decisions based on an assessment that is used to monitor 
the progress of one child can be important to that child and her 
family and thus must be taken with caution, but they can also be 
challenged and revisited more easily than assessments used to 
determine the fate or funding for groups of children, such as those 
attending a local child care center, an early education program, or 
a nationwide program like Head Start. When used for purposes of 
program evaluation and accountability, often called high stakes,� 

�We have adopted the following definition of high-stakes assessment (see 
Appendix A): Tests and/or assessment processes for which the results lead to sig-
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SUMMARY	 �

assessments can have major consequences for large numbers of 
children and families, for the community served by the program, 
and for policy. 

If decisions about individual children or about programs are 
to be defended, the system of assessment must reflect the highest 
standards of evidence in three domains: the psychometric proper-
ties of the instruments used in the assessment system; the evidence 
supporting the appropriateness of the assessment instruments for 
different ethnic, racial, language, functional status, and age group 
populations; and the domains that serve as the focus of the assess-
ment. In addition, resources need to be directed to the training of 
assessors, the analysis and reporting of results, and the interpreta-
tion of those results. Such attention is especially warranted when 
making decisions about whether programs will continue to be 
funded by tax monies.

 The purpose and system principles apply as well to the inter-
pretation, use, and communication of assessment data. Collecting 
data should be preceded by planning how the data will be used, 
who should have access to them, in what decisions they will play 
a role, and what stakeholders need to know about them. Ideally, 
any assessment activity benefits children by providing informa-
tion that can be used to inform their caregivers and teachers, to 
improve the quality of their care and educational environments, 
and to identify child risk factors that can be remedied. But assess-
ments may also have adverse consequences. Direct assessments 
may make children feel anxious, incompetent, or bored, and 
indirect assessments may constitute a burden on adults. An 
assessment activity may also deflect time and resources from 
instruction, and assessments cost money. It is therefore important 
to ensure that the value of the information gathered through 
assessments outweighs any negative effects on adults or children 
and that it merits the investment of resources.

Purposeful and systematic assessment requires decisions 
about what to assess. In this study, the committee focuses on five 

nificant sanctions or rewards for children, their teachers, administrators, schools/
programs, and/or school systems. Sanctions may be direct (e.g., retention in grade 
for children, reassignment for teachers, reorganization for schools) or unintended 
(e.g., narrowing of the curriculum, increased dropping out).
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domains that build on the school readiness work of the National 
Education Goals Panel (1995): 

1.	 physical well-being and motor development, 
2.	 social and emotional development,
3.	 approaches toward learning, 
4.	 language development (including emergent literacy), and
5.	 cognition and general knowledge (including mathematics 

and science).

This list reflects state early learning standards, guidelines from 
organizations focused on the welfare of young children, and 
the status of available assessment instruments. The domains are 
not specific about many areas of potential interest to parents, to 
educators, and to society, such as art, music, creativity, prosocial 
behavior, and morality. Also, for some purposes and for some chil-
dren, including infants and preschool children with disabilities, a 
functional rather than a domain-specific approach to assessment 
may be appropriate.

Once a purpose has been established and a set of domains 
selected, the next challenge is to identify the best assessment 
instrument; this may be one that is widely used, or an adaptation 
of a previously used instrument, or in some cases a newly devel-
oped instrument. The varied available approaches, which include 
conducting direct assessments, interviewing parents or teachers, 
observing children in natural or slightly structured settings, and 
analyzing their work, all constitute rich sources of information. 
Issues of psychometric adequacy, in particular the validity of the 
instrument chosen for all the subgroups of children to be consid-
ered, are paramount, for observational and interview instruments 
as well as direct assessments. 

The remainder of this summary presents guidelines for assess-
ment related to four issues: purposes, domains and measures, 
implementation, and systems. The summary concludes with key 
points for a future research agenda. 
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 Guidelines on Purposes of Assessment

(P-1)	 Public and private entities undertaking the assessment of 
young children should make the purposes of assessment 
explicit and public. 

(P-2)	 The assessment strategy—which assessments to use, how 
often to administer them, how long they should be, how 
the domain of items or children or programs should be 
sampled—should match the stated purpose and require 
the minimum amount of time to obtain valid results for 
that purpose. Even assessments that do not directly involve 
children, such as classroom observations, teacher rating 
forms, and collection of work products, impose a burden 
on adults and will require advance planning for using the 
information. 

(P-3)	 Those charged with selecting assessments need to weigh 
options carefully, considering the appropriateness of candi-
date assessments for the desired purpose and for use with 
all the subgroups of children to be included. Although the 
same measure may be used for more than one purpose, 
prior consideration of all potential purposes is essential, as 
is careful analysis of the actual content of the assessment 
instrument. Direct examination of the assessment items is 
important because the title of a measure does not always 
reflect the content. 

Guidelines on Domains and Measures of 
Developmental Outcomes

(D-1)	 Domains included when assessing child outcomes and the 
quality of education programs should be expanded beyond 
those traditionally emphasized (language, literacy, and 
mathematics) to include others, such as affect, interper-
sonal interaction, and opportunities for self-expression.

(D-2)	 Support is needed to develop measures of approaches to 
learning and socioemotional functioning, as well as other 
currently neglected domains, such as art, music, creativity, 
and interpersonal skills.

(D-3)	 Studies of the child outcomes of greatest importance to par-
ents, including those from ethnic minority and immigrant 
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groups, are needed to ensure that assessment instruments 
are available for domains (and thinking about domains) 
emphasized in different cultural perspectives, for example, 
proficiency in the native language as well as in English.

(D-4)	 For children with disabilities and special needs, domain-
based assessments may need to be replaced or supple-
mented with more functional approaches. 

(D-5)	 Selecting domains to assess requires first establishing the 
purposes of the assessment, then deciding which of the var-
ious possible domains dictated by the purposes can best be 
assessed using available instruments of proven reliability 
and validity, and considering what the costs will be of omit-
ting domains from the assessment system (e.g., reduction of 
their importance in the eyes of practitioners or parents). 

Guidelines on  
Instrument Selection and Implementation

(I-1)	 Selection of a tool or instrument should always include 
careful attention to its psychometric properties.

	 A.	 Assessment tools should be chosen that have been shown 
to have acceptable levels of validity and reliability evidence 
for the purposes for which they will be used and the popu-
lations that will be assessed.

	 B.	 Those charged with implementing assessment systems 
need to make sure that procedures are in place to examine 
validity data as part of instrument selection and then to 
examine the data being produced with the instrument to 
ensure that the scores being generated are valid for the 
purposes for which they are being used.

	 C.	 Test developers and others need to collect and make available 
evidence about the validity of inferences for language and 
cultural minority groups and for children with disabilities.

	 D.	 Program directors, policy makers, and others who select 
instruments for assessments should receive instruction in 
how to select and use assessment instruments.

(I-2)	 Assessments should not be given without clear plans for 
follow-up steps that use the information productively and 
appropriately.
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(I-3)	 When assessments are carried out, primary caregivers 
should be informed in advance about their purposes and 
focus. When assessments are for screening purposes, pri-
mary caregivers should be informed promptly about the 
results, in particular whether they indicate a need for fur-
ther diagnostic assessment. 

(I-4)	 Pediatricians, primary medical caregivers, and other quali-
fied personnel should screen for maternal or family fac-
tors that might impact child outcomes—child abuse risk, 
maternal depression, and other factors known to relate to 
later outcomes.

(I-5)	 Screening assessment should be done only when the avail-
able instruments are informative and have good predictive 
validity. 

(I-6)	 Assessors, teachers, and program administrators should be 
able to articulate the purpose of assessments to parents and 
others. 

(I-7)	 Assessors should be trained to meet a clearly specified 
level of expertise in administering assessments, should be 
monitored systematically, and should be reevaluated occa-
sionally. Teachers or other program staff may administer 
assessments if they are carefully supervised and if reliabil-
ity checks and monitoring are in place to ensure adherence 
to approved procedures. 

(I-8)	 States or other groups selecting high-stakes assessments 
should leave an audit trail—a public record of the decision 
making that was part of the design and development of the 
assessment system. These decisions would include why the 
assessment data are being collected, why a particular set of 
outcomes was selected for assessment, why the particular 
tools were selected, how the results will be reported and to 
whom, as well as how the assessors were trained and the 
assessment process was monitored. 

(I-9)	 For large-scale assessment systems, decisions regarding 
instrument selection or development for young children 
should be made by individuals with the requisite program-
matic and technical knowledge and after careful consid-
eration of a variety of factors, including existing research, 
recommended practice, and available resources. Given the 
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broad-based knowledge needed to make such decisions 
wisely, they cannot be made by a single individual or by 
fiat in legislation. Policy and legislation should allow for 
the adoption of new instruments as they are developed and 
validated.

(I-10)	 Assessment tools should be constructed and selected for 
use in accordance with principles of universal design, so 
they will be accessible to, valid, and appropriate for the 
greatest possible number of children. Children with dis-
abilities may still need accommodations, but this need 
should be minimized.

(I-11)	 Extreme caution needs to be exercised in reaching conclu-
sions about the status and progress of, as well as the effec-
tiveness of programs serving, young children with special 
needs, children from language-minority homes, and other 
children from groups not well represented in norming or 
validation samples, until more information about assess-
ment use is available and better measures are developed.

Guidelines on Systems

(S-1)	 An effective early childhood assessment system must 
be part of a larger system with a strong infrastructure to 
support children’s care and education. The infrastructure 
is the foundation on which the assessment systems rest 
and is critical to its smooth and effective functioning. The 
infrastructure should encompass several components that 
together form the system: 

	 A.	 Standards: A comprehensive, well-articulated set of stan-
dards for both program quality and children’s learning that 
are aligned to one another and that define the constructs of 
interest as well as child outcomes that demonstrate that the 
learning described in the standard has occurred.

	 B.	 Assessments: Multiple approaches to documenting child 
development and learning and reviewing program quality 
that are of high quality and connect to one another in well-
defined ways, from which strategic selection can be made 
depending on specific purposes.
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	 C.	 Reporting: Maintenance of an integrated database of assess-
ment instruments and results (with appropriate safeguards 
of confidentiality) that is accessible to potential users, that 
provides information about how the instruments and 
scores relate to standards, and that can generate reports for 
varied audiences and purposes.

	 D.	 Professional development: Ongoing opportunities provided 
to those at all levels (policy makers, program directors, 
assessment administrators, practitioners) to understand the 
standards and the assessments and to learn to use the data 
and data reports with integrity for their own purposes. 

	 E.	 Opportunity to learn: Procedures to assess whether the 
environments in which children are spending time offer 
high-quality support for development and learning, as well 
as safety, enjoyment, and affectively positive relationships, 
and to direct support to those that fall short. 

	 F.	 Inclusion: Methods and procedures for ensuring that all 
children served by the program will be assessed fairly, 
regardless of their language, culture, or disabilities, and 
with tools that provide useful information for fostering 
their development and learning.

	 G.	 Resources: The assurance that the financial resources 
needed to ensure the development and implementation of 
the system components will be available. 

	 H.	 Monitoring and evaluation: Continuous monitoring of the 
system itself to ensure that it is operating effectively and 
that all elements are working together to serve the interests 
of the children. This entire infrastructure must be in place to 
create and sustain an assessment subsystem within a larger 
system of early childhood care and education.

(S-2)	 A successful system of assessments must be coherent in a 
variety of ways. It should be horizontally coherent, with the 
curriculum, instruction, and assessment all aligned with 
the early learning and development standards and with the 
program standards, targeting the same goals for learning, 
and working together to support children’s developing 
knowledge and skill across all domains. It should be verti-
cally coherent, with a shared understanding at all levels of 
the system of the goals for children’s learning and devel-
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opment that underlie the standards, as well as consensus 
about the purposes and uses of assessment. It should be 
developmentally coherent, taking into account what is known 
about how children’s skills and understanding develop over 
time and the content knowledge, abilities, and understand-
ing that are needed for learning to progress at each stage of 
the process. The California Desired Results Developmental 
Profile provides an example of movement toward a multi-
ply coherent system. These coherences drive the design of 
all the subsystems. For example, the development of early 
learning standards, curriculum, and the design of teaching 
practices and assessments should be guided by the same 
framework for understanding what is being attempted 
in the classroom that informs the training of beginning 
teachers and the continuing professional development of 
experienced teachers. The reporting of assessment results 
to parents, teachers, and other stakeholders should also be 
based on this same framework, as should the evaluations of 
effectiveness built into all systems. Each child should have 
an equivalent opportunity to achieve the defined goals, and 
the allocation of resources should reflect those goals. 

(S-3)	 Following the best possible assessment practices is especially 
crucial in cases in which assessment can have significant 
consequences for children, teachers, or programs. The 1999 
NRC report High Stakes: Testing for Tracking, Promotion, and 
Graduation urged extreme caution in basing high-stakes 
decisions on assessment outcomes, and we conclude that 
even more extreme caution is needed when dealing with 
young children from birth to age 5 and with the early care 
and education system. We emphasize that a primary pur-
pose of assessing children or classrooms is to improve the 
quality of early childhood care and education by identifying 
where more support, professional development, or funding 
is needed and by providing classroom personnel with tools 
to track children’s growth and adjust instruction. 

(S-4)	 Accountability is another important purpose for assess-
ment, especially when significant state or federal invest-
ments are made in early childhood programs. Program-
level accountability should involve high stakes only under 
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very well-defined conditions: (a) data about input factors 
are fully taken into account, (b) quality rating systems or 
other program quality information has been considered in 
conjunction with child measures, (c) the programs have 
been provided with all the supports needed to improve, 
and (d) it is clear that restructuring or shutting the pro-
gram down will not have worse consequences for children 
than leaving it open. Similarly, high stakes for teachers 
should not be imposed on the basis of classroom function-
ing or child outcomes alone. Information about access to 
resources and support for teachers should be gathered and 
carefully considered in all such decisions, because sanction-
ing teachers for the failure of the system to support them is 
inappropriate. 

(S-5)	 Performance (classroom-based) assessments of children 
can be used for accountability, if objectivity is ensured by 
checking a sample of the assessments for reliability and 
consistency, if the results are appropriately contextualized 
in information about the program, and if careful safeguards 
are in place to prevent misuse of information.

(S-6)	 Minimizing the burdens of assessment is an important goal; 
being clear about purpose and embedding any individual 
assessment decision into a larger system can limit the time 
and money invested in assessment.

(S-7)	 It is important to establish a common way of identifying 
children for services across the early care and education, 
family support, health, and welfare sectors.

(S-8)	 Implementing assessment procedures requires skilled admin-
istrators who have been carefully trained in the assessment 
procedures to be implemented; because direct assessments 
with young children can be particularly challenging, more 
training may be required for such assessments.

(S-9)	 Implementation of a system-level approach requires having 
services available to meet the needs of all children identi-
fied through screening, as well as requiring follow-up with 
more in-depth assessments.

(S-10)	If services are not available, it can be appropriate to use 
screening assessments and then use the results to argue 
for expansion of services. Failure to screen when services 
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are not available may lead to underestimation of the need 
for services.

Research AGENDA

Among the tasks of the committee was the development of a 
research agenda to improve the quality and suitability of devel-
opmental assessment, across a wide array of purposes and for the 
benefit of all the various subgroups of children who will eventu-
ally be entering kindergarten. References to the need for research 
on assessment tools and the building of an assessment system 
are distributed throughout this document. Major topics of recom-
mended research, with details in Chapter 11, are

 
•	 research related to instrument development,
•	 research related to assessment processes,
•	 research on the use of assessment tools and processes with 

special populations, and
•	 research related to accountability.

Conclusion

Well-planned and effective assessment can inform teaching 
and program improvement, and contribute to better outcomes for 
children. Current assessment practices do not universally reflect 
the available information about how to do assessment well. This 
report affirms that assessments can make crucial contributions to 
the improvement of children’s well-being, but only if they are well 
designed, implemented effectively, developed in the context of 
systematic planning, and are interpreted and used appropriately. 
Otherwise, assessment of children and programs can have nega-
tive consequences for both. The value of assessments therefore 
requires fundamental attention to their purpose and the design 
of the larger systems in which they are used.
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Perspectives on Early Childhood 
Learning Standards and Assessment

3

In a perfect world, participants in the development of a set of 
early childhood services at either a local or system level would 
begin by thinking about what is needed to improve the physi-

cal well-being and developmental competence of young children. 
They would decide what outcomes could be anticipated for 
children who participate in a particular well-designed program 
or set of services. They would subsequently concern themselves 
with what standards and processes would be needed to ensure 
that participating children would benefit from the program. The 
planners would select formative assessments to track children’s 
progress toward the standards and use this information to guide 
instructional adjustments. And finally, reliable and valid processes 
to assess whether children’s overall development and learning 
have met the expectations of the planners would be selected and 
employed. The results of such assessment would be used to refine 
the program practices with the expectation that the outcomes for 
children would improve even further. 

In the real world, this rarely happens. The underresourced 
complex of early childhood care and education settings in the 
United States is seldom able to implement the ideal sequence of 
steps at the local, state, or national level. The federal government, 
individual states, and local providers usually find themselves 
working at least partially backward to create workable processes 
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to determine what the expectations for children and their families 
should be, what program standards lead to the accomplishment 
of those outcomes, and how to assess children’s status related to 
the standards as a function of program participation. 

That picture is changing as the early childhood field, as never 
before, is influenced by and actively reconfigures itself in response 
to the burgeoning development of state prekindergarten (pre-K) 
programs and accompanying expectations for documentation 
of children’s progress, the development of learning standards 
in K-12 education, the parallel development of state assessment 
systems, and the accompanying development of quality rating 
systems across the early care and education sector.

This chapter describes the development of well-defined expec-
tations for child outcomes—that is, early learning standards—as 
a function of participation in an early childhood setting of some 
kind, how these learning standards are being used, and how prac-
titioners are able to access information about how to use them. We 
use the term “early learning standards,” as defined by the Early 
Childhood Education Assessment Consortium of the Council of 
Chief State School Officers, in collaboration with several early 
childhood organizations. Early learning standards are statements 
that describe expectations for the learning and development of 
young children across the domains of health and physical well-
being, social and emotional well-being, approaches to learning, 
language development and symbol systems, and general knowl-
edge about the world around them (Council of Chief State School 
Officers and Early Childhood Education Assessment Consortium, 
2007).

Until recently the very idea of defined expectations for what 
children should know and be able to do at particular times in 
these very early years of their lives was rejected by many in the 
early childhood field. Policy makers, researchers, program lead-
ers, and teachers have historically depended on structural pro-
gram and process standards (e.g., the qualifications of staff, group 
size and ratio, nature of the curriculum, provisions for parental 
involvement, the nature of adult and child interaction) to assess 
whether a program was offering a quality experience for children. 
These sets of program and process standards exist in forms as 
diverse as the minimum regulations each state requires for child 
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care settings, to requirements for operating the federal Head Start 
program, to regulations for state prekindergarten programs, to 
standards for National Association for the Education of Young 
Children accreditation (National Association for the Education of 
Young Children, 2006). Program standards can reflect the mini-
mum floor under which a program cannot operate, such as in the 
case of the states’ child care regulations, or they can be the high-
est quality requirements, as in the case of the new Accreditation 
Standards of the National Association for the Education of Young 
Children (2006). 

DEVELOPMENT OF EARLY LEARNING STANDARDS 

Decades of research on effective programs have demonstrated 
that children participating in programs adhering to high-quality 
program and process standards exhibit improved developmental 
and learning outcomes compared with children with no program 
or those experiencing a low-quality program (Ackerman and 
Barnett, 2006; High/Scope Educational Research Foundation, 
2002). Many states making an investment in prekindergarten 
conduct evaluations of program quality and, in some cases, 
assess child outcomes. These studies are in addition to the regu-
lar program monitoring done to ensure that programs meet state 
standards, and they have increased in number as more and more 
states have begun to invest public money in prekindergarten 
(Gilliam and Zigler, 2001). Michigan, for example, has compelling 
longitudinal program evaluation data on the link between pro-
gram quality and child outcomes in the Michigan School Readi-
ness Program (High/Scope Educational Research Foundation, 
in press; National Institute for Early Education Research, 2005). 
Few other public or private programs (e.g., child care, private 
preschools) are subject to either quality-driven program standards 
or requirements for assessing child outcomes. 

The earliest state early learning standards were developed by 
states operating pre-K programs (typically for 3- and 4-year-olds or 
just 4-year-olds). Such standards were developed on the premise 
that evaluation of child outcomes could not be done without a set 
of early learning standards against which to measure children’s 
progress. Since the early 1990s, there has been an explosion of 
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activity around the development of state learning standards, and 
every state now has them except North Dakota (where they exist 
in draft form). National early learning standards, such as those 
developed for Head Start and by subject-specific professional orga-
nizations, have also been created (Council of Chief State School 
Officers and Early Childhood Education Assessment Consortium, 
2003a; U.S. Department of Health and Human Services, Admin-
istration for Children and Families, 2003). A set of model early 
learning standards has been developed by a national committee of 
experts (Pre-kindergarten Standards Panel, 2002), although a 2003 
study found that few states made specific reference to this docu-
ment (Council of Chief State School Officers and Early Childhood 
Education Assessment Consortium, 2003b).

Virtually every report or article about states and their devel-
opment of early learning expectations begins with an expression 
of surprise about how quickly the development process unfolded 
across the nation (see Box 3-1). The development and implemen-
tation of these standards reflect a significant shift in how the 
field has viewed the usefulness of setting expectations for young 
children’s learning and development. Appendix C provides more 
information about state early childhood standards.

While acknowledging that adherence to high-quality program 
standards substantially increases the likelihood that participat-
ing children will benefit from the program, advocates have been 
forceful in expressing reservations about creating these sets of 
expectations (Hatch, 2001; National Association for the Education 
of Young Children and National Association of Early Childhood 
Specialists in State Departments of Education, 2002). Such reser-
vations include a number of concerns:

•	 The threat of ignoring the variability of children’s develop-
ment and learning and of their experiences.

•	 Worry that early labeling of the most vulnerable children as 
“failures” puts their access to appropriate instruction and 
thus their future development at risk.

•	 Unfairly judging programs on the basis of whether par-
ticipating children meet standards, without taking into 
account their status at entry to the program or information 
about the resources available to the program.
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BOX 3-1 
The Development of Major Early Learning Standards

1989	 Goal 1, “All children ready to learn,” articulated by the 
nation’s governors at education summit

1995	 Publication of Reconsidering Children’s Early Development 
and Learning (Kagan, Moore, and Bredekamp, 1995)

1998	 Publication of Preventing Reading Difficulties (National 
Research Council, 1998)

	 Publication of Principles and Recommendations for Early 
Childhood Assessments (Shepad, Kagan, and Wurtz, 
1998)

1999	 10 states have standards for children ages 3-4

2000	 Publication of From Neurons to Neighborhoods (National 
Research Council and Institute of Medicine, 2000)

	 Publication of Head Start Child Outcomes Framework (U.S. 
Department of Health and Human Services, Administration 
for Children and Families, 2000)

2001	 Publication of Eager to Learn (National Research Council, 
2001)

2002	 17 states have standards for children ages 3-4; 4 states 
have standards for children ages 0-3

	 Good Start, Grow Smart initiative (White House, 2002) 
launched

	 Head Start National Reporting System launched

2007	 49 states have standards for children ages 3-4; 18 states 
have standards for children ages 0-3

	 Publication of Taking Stock: Assessing and Improving Early 
Childhood Learning and Program Quality (National Early 
Childhood Accountability Task Force, 2007)

	 States now required to report outcomes data for children 
with disabilities served through Part C and Part B of the 
Individuals with Disabilities Education Act as part of their 
Annual Performance Report
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•	 The risk of children being unfairly denied program partici-
pation based on what they do or do not know.

•	 The risk that responsibility for meeting the standards will 
shift from the adults charged with providing high-quality 
learning opportunities to very young children.

•	 Whether high-quality teaching will be undermined by 
the pressure to meet standards, causing the curriculum to 
become rigid and focused on test content and the erosion of 
a child-centered approach to curriculum development and 
instructional practices.

•	 Whether switching to child outcome standards as the sole 
criterion for determining the effectiveness of programs or 
personnel is unfair. Early childhood services continue to be 
underresourced, and poor child outcomes may reflect the 
lack of resources.

•	 Misunderstanding of how to achieve standards frequently 
appears to engender more teacher-centered, didactic 
practices.

Although these concerns cannot be dismissed, it is important 
to note that early learning standards were developed as a tool to 
improve program quality for all children. Their rapid develop-
ment has resulted from a combination of policy shifts and an 
emerging practitioner consensus, influenced by a number of 
factors:

•	 The standards-setting activity in K-12 education, which 
gained momentum after the 1990 establishment of the 
National Education Goals Panel and the subsequent pas-
sage of Goals 2000 by Congress in 1994. This act and its 
accompanying funding led states to develop or refine K-12 
standards in at least the areas of English language arts, 
mathematics, science, and history.

•	 Greater understanding about the capabilities of young 
children. Earlier work of the National Research Council 
(NRC) has played a key role in informing and developing 
that understanding and thereby supporting the develop-
ment of early learning standards. The most influential NRC 
document influencing the development of standards for 
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preschool-age children has been Eager to Learn: Educating 
Our Preschoolers (National Research Council, 2001). Other 
important influences include From Neurons to Neighbor-
hoods: The Science of Early Childhood Development (National 
Research Council and Institute of Medicine, 2000) and 
Preventing Reading Difficulties in Young Children (National 
Research Council, 1998). 

•	 Linking of the development of early learning standards 
with receipt of federal funds from the Child Care and 
Development Fund for each state (U.S. Department of 
Health and Human Services, Administration for Chil-
dren and Families, 2002). The requirement that all states 
develop voluntary early learning guidelines in language, 
literacy and mathematics followed the release of the 2002 
early childhood initiative, Good Start, Grow Smart (White 
House, 2002).

 HEAD START CHILD OUTCOMES FRAMEWORK

Head Start is a large, well-known federally funded early 
childhood services program, serving over 909,000 children in 
FY 2006. Actions taken by Head Start are highly visible and 
embody federal policies toward early childhood services. The 
following narrative provides some background for understand-
ing the evolution of the Head Start National Reporting System.

Development of the Framework

The Head Start Child Outcomes Framework was developed in 
response to an unfolding set of congressional mandates beginning 
with the 1994 reauthorization of the Head Start Act, which man-
dated the development of measures to assess services and admin-
istrative and fiscal practices, to be usable for local self-assessment 
and peer review, to identify Head Start strengths and weaknesses, 
and to identify problem areas (Section 641A).

The earliest response to this mandate by the Head Start 
Bureau was the creation of a Pyramid of Services diagram that 
local programs could use to support and inform continuous 
program improvement efforts (see Figure 3-1). The pyramid was 
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also used in the formulation of the Family and Child Experiences 
Survey (FACES) (McKey and Tarullo, 1998).� 

When Head Start was reauthorized in 1998, programs were 
required to include specific child outcomes in their self-assessment 
process. This requirement led in 2000 to the development of the 
Child Outcomes Framework (U.S. Department of Health and 
Human Services, Administration for Children and Families, 2000). 
The development process was informed by the participation of a 
committee of outside experts (the Head Start Bureau Technical 
Work Group on Child Outcomes), who used the Pyramid of Ser-
vices as a basis for their deliberations.

Bureau staff also consulted standards documents from profes-
sional associations and the existing state early learning standards, 
of which 10 sets existed at the time.� Although those sets of state 
standards displayed some common elements, great disparity was 
reflected in the ways the developmental domains were described 
and in which domains were included. Some included only a few 
domains, such as language and literacy; others reflected the five 
dimensions described by the National Education Goals Panel 
Goal 1 Technical Planning Group (Kagan, Moore, and Bredekamp, 
1995) or additional content-related domains (e.g., social studies, 
science, mathematics, arts). 

As had the state leaders, the developers of the Head Start 
Child Outcomes Framework struggled with how to organize 
learning expectations for Head Start children. They settled on 
eight broad categories that include the domains in the Goal 1 
document (Kagan, Moore, and Bredekamp, 1995), with the addi-
tion of the content categories of mathematics, science, and the 
arts. Expectations related to social studies were included under 
the social emotional domain as “knowledge of families and com-

�FACES employs direct assessment items from several nationally normed early 
childhood instruments, along with teacher reports, parent reports, and obser-
vation, to assess numerous cognitive and socioemotional outcomes. It follows 
children from their Head Start experiences through kindergarten and through 
the 1997 cohort into first grade (U.S. Department of Health and Human Services, 
Administration for Children and Families, 2006a, available: http://www.acf.hhs.
gov/programs/opre/hs/faces/index.html).

�From Thomas Schultz via personal communication with committee member 
Harriet Egertson.
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FIGURE 3-1  Head Start Program performance measures conceptual frame-
work. 
SOURCE: U.S. Department of Health and Human Services, Administration 
for Children and Families (2006).

munities.”� The eight general domains in the final document—
language development, literacy, mathematics, science, creative 
arts, social and emotional development, approaches to learning, 
and physical health and development—were divided further into 
27 domain elements, and 100 examples of more specific indicators 
of children’s skills, abilities, knowledge, and behaviors considered 
to be important for school success (U.S. Department of Health and 

�From S.A. Andersen via personal communication with committee member 
Harriet Egertson.
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Human Services, Administration for Children and Families, 2003). 
Among the 100 indicators were 13 specific, legislatively mandated 
domain elements or indicators in various language, literacy, and 
numeracy skills. Two indicators are specific to the desired out-
comes for young children learning English.

The framework was clearly intended to provide guidance 
for ongoing child assessment and program improvement efforts. 
Several caveats are specified in the introduction: the framework 
is intended to focus on children ages 3 to 5 rather than younger 
children and to guide local programs in selecting, developing, or 
adapting an assessment instrument or set of assessment tools. 

The framework is not intended to be an exhaustive list of 
everything a child should know or be able to do by the end of pre-
school or to be used directly as a checklist for assessing children. 
There is no mention of its relationship to curriculum development. 
The introduction further attempts to broaden practitioner under-
standing of the use of the framework: “Information on children’s 
progress on the Domains, Domain Elements and Indicators can 
be obtained from multiple sources, such as teacher observations, 
analysis of samples of children’s work and performance, parent 
reports, or direct assessment of children. Head Start assessment 
practices should reflect the assumption that children demonstrate 
progress over time in development and learning on a develop-
mental continuum, in forms such as increasing frequency of a 
behavior or ability; increasing breadth or depth of knowledge and 
understanding; or increasing proficiency or independence in exer-
cising a skill or ability” (U.S. Department of Health and Human 
Services, Administration for Children and Families, 2000).

Good Start, Grow Smart Initiative

The next step in the federal effort to prepare children to suc-
ceed in school with improved Head Start programs came in 2002. 
President George W. Bush mandated the Good Start, Grow Smart 
initiative to help states and local communities strengthen early 
learning for young children. As described in the executive sum-
mary of the initiative, President Bush directed the Department 
of Health and Human Services (HHS) to develop a strategy for 
assessing the standards of learning in early literacy, language, and 
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numeracy skills in every Head Start center. Every local program 
was required to assess all children between the ages of 3 and 5 on 
these indicators at the beginning, middle, and end of each year 
and to analyze the assessment data on the progress and accom-
plishments of all enrolled children. Federal program monitoring 
teams were to conduct onsite reviews of each program’s imple-
mentation of these requirements.

HHS was also directed to design a national reporting system 
to collect data from every local program. This system, combined 
with ongoing Head Start research and onsite program monitoring 
reviews, was envisioned as a source of comprehensive informa-
tion on local program effectiveness. Local program data would be 
used to target new efforts in staff training and program improve-
ment to enhance the capacity of Head Start to increase children’s 
early literacy and school readiness. In addition, data on whether 
a program is successfully teaching standards of learning would 
be used in HHS evaluations of local Head Start agency contracts 
(White House, 2002).

Head Start National Reporting System

The Administration for Children and Families (ACF) responded 
to the mandate of the Good Start, Grow Smart initiative to assess 
children’s progress against uniform national standards by develop-
ing the National Reporting System (NRS), an instrument to be used 
to assess all 4- and 5-year-olds in Head Start. 

The NRS was developed by a contractor, Westat, on an accel-
erated schedule. Work began in August 2002. Westat recruited a 
Technical Work Group of experts in child development, assess-
ment, measurement, and program evaluation as advisers and also 
used focus groups and other methods to gather information and 
plan the NRS. After a field test in spring 2003, ACF approved a 
15-minute assessment battery, trained Head Start program per-
sonnel as assessors, and implemented the NRS for the first time 
in fall 2003.

The NRS in its original form assessed skills in four areas: 
(1) comprehension of spoken English, tested with a “language 
screener,” (2) vocabulary, (3) letter naming, and (4) early math-
ematical skills. Westat and its advisers did not include other 
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domains because of the difficulty in finding high-quality instru-
ments that would meet NRS requirements. Most of the items in 
the NRS battery were taken from existing assessment instruments 
that had been used in Head Start research or in local Head Start 
assessment programs. 

A Spanish-language version of the assessment was developed 
as well. In the first year of implementation, it was administered 
after the English version to children whose home language was 
Spanish and who passed a Spanish language screener. Thus all 
children were assessed in English or Spanish only if they had 
passed the screener for that language.

The NRS aroused much concern on the part of some early 
childhood experts.� More than 200 educators, researchers, and 
practitioners signed letters to Congress in early 2003 laying out 
their concerns about the NRS, along with some suggested ways 
to improve it. The letters ended with the following words: “If we 
can move ahead on adopting a matrix sampling design for the 
proposed Reporting System; if we can ensure that the System is 
composed of subtests that are reliable, valid, and fair; and if we 
can have adequate time to learn how to mount this historically 
largest-ever effort to test young children without creating chaos 
and confusion, then we will have created a system that has a 
chance of assisting young, at-risk children” (Meisels et al., 2003). 

In May 2005, the Government Accountability Office (GAO) 
released a report on the first year of implementation of the NRS 
(U.S. Government Accountability Office, 2005). In it, the GAO 
identified several weaknesses in the system and its implementa-
tion, noting: “Currently, results from the first year of the NRS are 
of limited value for accountability purposes because the Head 
Start Bureau has not shown that the NRS meets professional 
standards for such uses, namely that (1) the NRS provides reli-

�Among the other criticisms of the NRS was dissatisfaction with the omission of 
any measure of socioemotional development. A socioemotional component, based 
on teacher observations over a 1-month period, was added to the NRS as of the fall 
2006 administration. For that administration, teachers were asked to assess only 
children who had been in the program for at least 4 weeks. It included items asking 
the teacher to report on approaches to learning, cooperative classroom behavior, 
relations with other children, and behavior problems (U.S. Department of Health 
and Human Services, Administration for Children and Families, 2006b).
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able information on children’s progress during the Head Start 
program year, especially for Spanish-speaking children, and (2) its 
results are valid measures of the learning that takes place” (U.S. 
Government Accountability Office, 2005, “Highlights”). 

The American Educational Research Association, along with 
a smaller group of experts, went on record with their reservations 
about the NRS later in 2005, when legislation was under consid-
eration to suspend its implementation (American Educational 
Research Association, 2005; Yoshikawa and McCartney, 2005, 
personal communication to U.S. House of Representatives). The 
National Head Start Association expressed its concerns in a letter 
to the Office of Management and Budget (OMB) in 2006, after 
plans for continuing implementation of the NRS were submitted 
for OMB clearance. Believing that the burden of the reporting 
system on Head Start programs had been underestimated by ACF 
and that the results to be gained by continuing it did not justify 
the burden, the National Head Start Association requested that 
implementation of the NRS be suspended. 

Reactions like these were among the factors that led to the con-
gressional request for this National Academies study. The reautho-
rization of the Head Start program (P.L. 110-134, 2007) was signed 
into law in December 2007, while the current study was under 
way. It requires ACF to discontinue administration of the NRS in 
its current form, directing it to take into account the results of this 
National Academies report and of other scientific research in any 
new assessment design, development, and implementation. 

At the time of this writing, administration of the NRS has been 
terminated, and ACF is under a requirement to follow a more 
rigorous process as it develops new assessment tools for Head 
Start. Other early childhood programs and funders, including state 
and local agencies charged with overseeing child development 
programs, are also working to devise assessments that can serve to 
improve the provision of services to children and to ensure better 
outcomes. This committee’s challenging task is to provide useful 
guidance for all these efforts.

















































































Good Start, Grow Smart Task Force
South Carolina Early Learning Standards

It is with pleasure that we announce the completion of  the Good Start, Grow Smart Early Learning Standards for pre-

school children and the people who teach and care for them. South Carolina is committed to quality early childhood 

education whether it is in child care, Head Start, or public school programs. We believe these programs provide the 

foundation for successful education, employment, and life experiences for the youngest citizens of  South Carolina. We 

have endorsed the work of  the Good Start, Grow Smart Collaborative Partners as a strategy to bring together a variety 

of  programs serving young children and their families to create a blended system of  services that are of  high quality. The 

multi-agency collaboration endorses the new South Carolina Good Start, Grow Smart Early Learning Standards.

The South Carolina Early Learning Standards have been developed from current research in the critical areas of  early 

learning and development. They apply to all settings in which children receive care and education. The Good Start, Grow 

Smart Collaborative writing teams, comprised of  representatives from the SC Department of  Education Office of  Early 

Childhood Education, SC Department of  Social Services, South Carolina Head Start Collaboration Office, Center for 

Child Care Career Development, Advocates for Better Care, First Steps to School Readiness, Catawba Indian Nation, SC 

Voices for Children, SC ETV, and teachers from both public and private child care centers as well as faith-based organi-

zations wrote these standards. The group reviewed early childhood research, early learning standards from 19 states, 

South Carolina Academic Standards, and Head Start Performance Standards. The work was guided by state and national 

research in the field and supported by content experts from Clemson University, Furman University and the University of  

South Carolina. These Early Learning Standards are intended to align with South Carolina K-12 Academic Standards and 
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the Head Start Child Outcomes. The standards, indicators and snapshots will guide teachers as 

they provide early learning opportunities that support children’s success in school.

We hope you will use the standards in your early childhood education and care programs. 

We recognize that publishing the standards is an important step in our state’s effort to en-

sure that all children in the state have early childhood experiences that prepare them for 

the future. We believe that using these standards will contribute to the quality of  care 

and education children receive.
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The purpose of  the South Carolina Early Learning Standards: 

	 To support the readiness of  young children through nurturing 
	 early care and education environments and developmentally 
	 appropriate practices through the development of  voluntary 
	guidelines as required by the Good Start, Grow Smart Initiative; 

	 To educate and provide guidance for families, 
	 educators/caregivers, administrators, and policymakers on 
	 developmental expectations for children in the preschool years; 

	 To inform the development of  program standards across early learning 	
	environments. 

The rationale for the purpose: 

To strengthen linkages between current federal, state, public 
and private early childhood efforts to support school readiness of  

young children through nurturing early care and education 
environments and developmentally appropriate practices.
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Guiding Principles

All children are learners. 

All children are capable and competent.  

Children are individuals who develop at various rates.  

Children learn through play and the active exploration of  their environment.  

Every child is unique and is accepted for his/her differences in  
development, culture, home environment, and learning style. 
 
Expectations for children must be guided by knowledge of  child growth and  
development. 
 
Parents are children’s most important caregivers and educators.   

It takes a partnership among families, early care and education providers, schools, 
health care providers, and other community resources to promote children’s  
development and school success. 

Quality early learning experiences are essential to prepare a child for success in 
school and life. 

•

•

•

•

•

•

•

•

•
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How To Use The South Carolina Early Learning Standards

The South Carolina Early Learning Standards are based on what we know about children, including what they should 
know and be able to do along with a continuum of  development. The Standards are grouped around five areas of  
children’s development including:

Approaches To Learning
Social and Emotional Development
Mathematics
Language and Literacy
Physical Development and Health

Early childhood professionals can use these standards in a number of  ways:
1. Identifying the developmental goals early childhood professionals should help children attain by age five
It is important to remember that not all children will attain all of the standards by age five. The standards provide a 
map from which early childhood professionals can ascertain the developmental “road” children will travel on their way 
to kindergarten. The standards should be used only as a guide and not as an absolute for all children.

2. Improving classroom environment and integrating the curriculum
Each of  these domains is addressed every day in early childhood programs through the curriculum and the materials 
that are chosen. The standards are not a curriculum in and of  themselves; rather they can be used to guide decisions 
about curriculum, materials and classroom environment. When early childhood professionals consider children’s de-
velopment addressed in the standards, the result is an integrated curriculum that meets the developmental needs of  
all children in the classroom.

7



Frequently Asked Questions

What are the Early Learning Standards? 
Early learning standards specify developmental expectations for preschool children. They are supported by practice and scientific 
research. They include performance based standards and examples called “snapshots”. Snapshots were written to give teachers 
practical ways to see what is meant in the standard. (Children who meet the developmental expectations outlined in the Early Learn-
ing Standards should be prepared to master the South Carolina’s Academic Standards).

Why are Early Learning Standards necessary? 
Early Learning Standards provide a shared framework for understanding and communicating expectations for young children’s 
development. They are a guide for parents, caregivers, teachers, directors, administrators and policy makers, all of  whom share 
responsibility for the well being of  young children. These standards are meant to weave together Head Start, public schools and 
private child care into a fabric that will reach every preschooler in South Carolina.

Why does South Carolina need its own Early Learning Standards? 
These standards reflect the shared values and commitments of  the citizens of  South Carolina to prepare young children for success 
in school. They reflect attention to all the domains of  a child’s early learning and development and recognize that these domains are 
interrelated and interdependent.

How were the Early Learning Standards developed? 
In this initial development process, professionals from across the state contributed to content area discussions that resulted in 
these standards.  The developmental domains, expectations, and standards reflect a survey of  the scientific literature and practice 
based evidence on child development. National and regional guidelines were also consulted, including those of  the National Asso-
ciation for the Education of  Young Children (NAEYC), and Head Start Child Outcomes.

Who wrote the Early Learning Standards and what resources were used? 
The development of  the standards and snapshots within each domain were drafted by the Good Start Grow Smart Collaborative 
Partnership under the direction of  the Office of  Early Childhood Education at the SC Department of  Education. 
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The partnership included:

Representatives from the SC Department of  Social Services - Child Care Services
Representatives from the SC Center for Child Care Career Development
Representatives from the SC Office of  First Steps to School Readiness
ABC Level B center teachers
School district early childhood and special education resource teachers
Head Start program managers and directors
Representatives of  the Elementary School Principals’ Association
Educators from the University of  South Carolina, Clemson University, Furman University  
and SC State University
Kindergarten teachers
Personnel from the SC Office of  Early Childhood Education
Catawba Indian Nation - Early Care and Education
Voices for South Carolina’s Children
Representatives from private child care
Faith-based representatives

The process used to develop the early learning standards reflected collaboration, shared val-
ues and the development of  challenging and meaningful standards that reflect best practices 
and new knowledge gleaned from research and evidence. Next, focus groups of  experts and 
teachers assisted in the refinement of  the standards content and reviewed their conceptual 
alignment.

How would a school district or other early care and education program use the Early 
Learning Standards? 
These standards can be used as guides for developing and adopting curriculum content, including 
instructional methods and materials, assessment practices, and for planning professional develop-
ment opportunities.

•
•
•
•
•
•
•
•

•
•
•
•
•
•
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What are the expected outcomes of  the Early Learning Standards? 
The Early Learning Standards are voluntary and applicable across all early learning environments, including Head Start, child care, tribal, faith 
based and public and private preschool programs.

Are school districts or other formal early learning environments, such as Title One 4 K classes, First Steps classes, and HeadStart, 
required to adopt the Early Learning Standards?
 
Yes. The Early Learning Standards have included the SC Academic 4K and 5K standards, in mathematics and Language Arts, which are required 
for Title 1, Head Start and public school programs.

Are child care programs and church preschool programs required to adopt the Early Learning Standards?

No. The Early Learning Standards are voluntary for child care programs and church preschool programs. We encourage all programs in South 
Carolina to adopt and implement these standards.

How do the standards relate to the assessment of  the development of  young children? 

The SC Early Learning Standards provide the appropriate expectations for young children in all five domains. This sets the stage for appropriate 
curriculum development and assessment. The South Carolina Department of  Education recommends the use of  Work Sampling and the Child Ob-
servation Record as appropriate 4K assessment tools. The Peabody Picture Vocabulary Test (PPVT) is used for children served in Even Start pro-
grams. In Head Start programs the Classroom Assessment Scoring System (CLASS) is used. The SC Department of  Social Services has adopted 
the ABC Level B Standards and the Early Childhood Environment Rating Scale (ECERS-R) as appropriate tools to assess program quality. 

Appropriate assessment development takes into account the following:

Young children learn in a variety of  ways and develop at their own rate.

Young children learn best through handson experiences as well as listening. They represent their knowledge by actions rather than by telling.

Young children’s learning is rapid and on-going; point-in-time assessments do not give a complete picture of  their learning.

Young children’s achievements are the result of  a complex mix of  their ability to learn and they’re past learning opportunities.
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The Head Start Child Development and Early Learning Framework 
Promoting Positive Outcomes in Early Childhood Programs Serving Children 3-5 Years Old 

The Framework represents the foundation of the Head Start Approach to School Readiness. It aligns with and builds from the five 
essential domains of school readiness identified by the National Education Goals Panel (see inner circle) and lays out essential areas 
of learning and development. The Framework can be used to guide curriculum, implementation, and assessment to plan teaching 
and learning experiences that align to school readiness goals and track children's progress across developmental domains. The 
domains  and domain elements  apply to all 3 to 5 year olds in Head Start and other early childhood programs, including dual 
language learners and children with disabilities. 

FIGURE 1 
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English Language Development 
The ten domains above apply to all children. 
One domain, English Language Development, 
applies only to children who are dual language 
learners (DLLs). These children speak a 
language other than English at home. 

 Domain Element 
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(goals)
(prosperity)

Early childhood education in South Carolina includes a 
diverse collection of families, early care and education 
programs, and schools where children have the opportunity 
to begin a lifelong love of learning.  The quality of early care, 
development, and learning impacts both individual child 
success and the state’s workforce as a whole.  High quality 
early education is beneficial for all children, but research 
shows that it is especially beneficial for children at high risk 
for academic failure.1   South Carolina invests in services 
to improve the quality of early childhood education with 
the short-term goal of increasing school readiness and the 
longer-term goals of enabling later academic achievement 
and creating a competitive workforce.2 

Families, child care centers and homes, Head Start 
programs, pre-kindergartens, and early intervention 
programs each offer children opportunities to become 
curious about their world. While approximately 80% of 
children ages birth through four are at home with a family 
caregiver3,  children may attend early care programs out of 
the home as young as six weeks old for forty or more hours 
per week.4  Whether our state intentionally creates rich 
early care and learning opportunities depends largely on 
a shared understanding of what matters in early childhood 
education, why it matters, and what factors leaders should 
consider in making early care and learning policy decisions.

Because educational policy decisions can often be highly 
politicized, it is essential that policymakers, educational 
leaders, and community members have independent 
research-based information upon which to ground their 
decisions.  This brief helps prepare decision-makers to 
understand the early care and learning environment, how 
other states are addressing early care and learning, and it 
lays out several key considerations in developing a statewide 
kindergarten entry assessment.

(fragmented early care and learning)
Early learning experiences impact later academic success.  
Academic achievement in prior grades is one of the best 
individual predictors of academic success.5  Mastering a range 
of cognitive, social, emotional, language and literacy skills also 
makes learning at later ages more efficient.  This, in turn, makes 
learning easier and more likely to continue.6 
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Before they enter school, many young children are exposed to a variety of environments.  For example, 
a child may be at home with a parent for a few years, in a child care center when the parent is at 
work, or in pre-kindergarten before entering five-year-old kindergarten.  Typically, the personnel 
working in early care and learning environments do not communicate with each other on an ongoing 
basis.  In particular, vulnerable children tend to shift among family, center-based, and publicly funded 
settings over time.7   In many instances across the state, each setting provides children with different, 
and sometime conflicting, early learning skills.  If each of these environments were aligned on how 
to help children achieve the specific skills needed for academic and lifelong success, then countless 
resources spent on teaching the most basic early literacy and numeracy skills—or worse yet, undoing 
poor habits—could be used to prepare children for future success.

Part of the reason early care and learning settings are fragmented is because child care centers, Head 
Start programs, pre-kindergartens, and early childhood intervention programs each have their own 
funding streams, mandates, and standards by which they are measured.  Within a single state such 
as South Carolina, as many as thirty federal funding streams may support programs that impact 
young children and their families.8   With the exception of Head Start and Early Head Start, home 
visiting programs supported by the Maternal, Infant, and Early Childhood Home Visiting (MIECHV) 
Program, virtually all program and early learning content standards are designed and implemented 
by states.9 

There are also numerous state agencies, private nonprofits, and faith-based organizations that fund 
or operate early learning programs in South Carolina.  If a funder requires it, each program may have 

its own data collection and reporting 
requirements.  Within the current 
early care and learning landscape, 
coordinated accountability measures, 
shared definitions, or procedures for 
maintaining reliable, valid data across 
early childhood programs are few and 
far between, and often non-existent.

Compounding this complexity is the 
fact that families, and in particular 
parents at home with children, have 

very limited guidance on how to prepare their children for success in school.  When South 
Carolina has a clear, shared understanding of what it means to be ready for kindergarten, 
we can consistently communicate that understanding in every early care and learning 
environment for children.  

(defining and measuring school readiness) 
A threshold step in unifying South Carolina’s diverse early care and learning system is to 
begin to speak a common language.   A statewide definition of school readiness that early 
care and learning stakeholders agree upon is essential.  Although there has been significant 
work across the nation, many states grapple with how to define school readiness.  There is no 
common, nationally agreed upon definition of kindergarten readiness.10   

Despite the work that still remains to be done, important groundwork has begun in South 
Carolina on this initial step.  Legislation introduced in the 2013-2014 Session of the General 
Assembly defines school readiness as, “the level of child development necessary to ensure 
early school success as measured in the following domains:  physical health and motor skills; 
emotional and social competence; language and literacy development; and mathematical 
thinking and cognitive skills.”11   
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The bill also requires the state to adopt a 
description of school readiness that includes, 
among other things, specific characteristics 
of a child ready for school, requirements 
for schools, educators, and caregivers, and 
characteristics of the optimal learning 
environment.  The bill also establishes 
benchmarks to be used by the First Steps 
Board, local First Step partnership boards, 
and agencies that administer programs to 
benefit preschool children.

To begin to put this conceptual definition 
and common language into action, several states are working on a specific type of school 
readiness measure, the kindergarten entry assessment.  Kindergarten entry assessments are 
used to look backward—as a tool to improve programs to promote school readiness and to 
look forward—to ensure that children continue to grow and learn once they enter school.12   
When South Carolina measures school readiness statewide and uses that data to continually 
improve early care and learning experiences for young children, we will systematically get 
children ready for school and ensure that they succeed once they get there.

(kindergarten entry assessments)
A kindergarten entry assessment is an important tool in helping to better understand and 
address achievement gaps earlier in children’s development.13   Across the state, most school 
districts assess students at some point in kindergarten, first grade, or second grade.14   Why, then, 
does South Carolina need a statewide kindergarten entry assessment?  Simply, kindergarten is 
the first point in which virtually all children in South Carolina are located in a single setting.  
Since public school serves the vast majority of students in the state, kindergarten is the first 
opportunity to obtain a comprehensive statewide snapshot of students’ skills, thinking, and 
developmental status.  

Measuring school readiness at the beginning of kindergarten also provides valuable 
information about the experiences children had prior to entering school—be they experiences 
in the home, in child care, or in pre-kindergarten.  Also depending on the type of assessment 
instrument chosen, measuring school readiness at the beginning of children’s entry into the 
K-12 system can serve as a baseline for kindergarten instruction and for measuring future 
progress.15   Finally, a uniform statewide kindergarten entry assessment can help provide 
information about young children who move among schools or from one district to another.16 

South Carolinians have long understood the importance of a statewide school readiness 
assessment.   Over three decades ago, South Carolina was one of the first states in the nation to 
develop a statewide school readiness assessment.  In 1979 the Basic Skills Assessment Program 
required statewide testing and reporting for children in public schools.  Part of this program 
was a readiness assessment administered at the beginning of first grade called the Cognitive 
Skills Assessment Battery (CSAB), which was administered between 1979 and 2001.17   The 
results were used to guide teacher instruction and meet children’s individual learning needs.18 

In 2001, the state replaced the CSAB with a new assessment tool, the South Carolina Readiness 
Assessment (SCRA).  Unlike the CSAB, the SCRA was not a test given at a point in time, 
but instead was a year-long assessment during the kindergarten and first grade years of 
school.19   The SCRA involved teacher observation and sampling of student work to measure an 
individual child’s performance.  The SCRA measured three domains: English/language arts, 
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math, and personal and social development.  It was administered for the last time in the 2008 
school year as a statewide requirement.20   Since that time, school districts across the state 
have used a variety of assessments at various points in the elementary years.  Currently, there 

is no common, statewide measure and what data is collected is retained at the district level.

The reasons for developing a statewide kindergarten entry assessment tool are many.  An ideal 
kindergarten entry assessment tool would provide this information on two different levels—
the individual level and the aggregate level.  It is important to keep both functions in mind 
while developing the assessment tool.

At the individual level, information about students’ strengths and weaknesses can enhance 
learning in kindergarten.  An assessment that provides information on an individual level 
can also be valuable for teachers and parents.  For teachers, the results can guide work with 
students to develop and learn during the coming school year.  For parents, the results can 
provide key information to engage parents in an active role to help their children learn at 

home.21 

At the aggregate level, a statewide 
kindergarten entry assessment can 
determine the extent to which children 
are ready for school and identify 
populations that need additional 
intervention.22   This information can be 
used to determine overarching needs for 
specific populations.  

This type of information can also be used 
to design professional training for early childhood program providers and elementary teachers 
about the unique needs of specific groups.  Looking at kindergarten entry assessments over 
time can also help communities determine what policies and practices are impacting school 
readiness.  Kindergarten entry assessment data can assist in understanding patterns, and in 
a broader sense, whether specific early childhood community interventions are successful.

Ongoing training, quality assurance mechanisms, and continual evaluation are essential to 
implement and sustain a statewide kindergarten entry assessment.  Without these assurances, 
there is no way to ensure kindergarten entry assessments are implemented properly and 
that data are used consistently, accurately, and appropriately.23   Lessons learned from the 
South Carolina Readiness Assessment highlight the importance of supporting and monitoring 
kindergarten teachers as they administer the assessment. Using the data to improve instruction 
through coaches, online platforms, and higher education teacher training is of the utmost 
importance.24   Periodic refresher training, oversight, spot-checking, and ongoing reliability 
studies are also key components of successful kindergarten entry assessment programs.25 

The importance of ongoing evaluation and feedback loop for any kindergarten entry assessment 
cannot be overstated.  The National Association for the Education of Young Children (NAEYC) 
and the National Association of Early Childhood Specialists in State Departments of Education 
(NAECS/SDE) specifically address the importance of evaluation.  The Associations’ position 
paper emphasizes that a goal of evaluation is to determine intended as well as unintended 
results.26 Ongoing evaluation ensures that the assessment is being administered properly, 
that the assessment is providing accurate data, and that the data are being used properly to 
inform services, especially instruction.  Evaluation is a crucial step in ensuring usability and 
continually improving the information obtained from a kindergarten entry assessment.
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Despite the important information that a statewide kindergarten entry assessment can provide, 
it is crucial to understand the limits of that information.  There is national consensus in early 
education that assessments should not be used to determine whether children should be held 
back from kindergarten.27   Furthermore, kindergarten entry assessments should also not be 
used as the sole indicator of early childhood program performance.  The reason is simple--the 
myriad of factors that influence a child’s academic success are nearly impossible to quantify 
and untangle.  Factors may include traits intrinsic to the child, such as a natural curiosity or 
persistence.  Academic success may also be influenced by family conditions such as significant 
economic hardship, limited parental education, and the presence of toxic stress in the home.28   
Using a kindergarten entry assessment as the sole high stakes tool to determine which early 
childhood care and learning programs are effective would do more harm than good.   

A statewide kindergarten entry assessment is a necessary but not sufficient piece of information 
that can be used in combination with other data to explore which early childhood programs, 
kindergarten teachers, or curricula are effective.29  However, statewide kindergarten entry 
assessments alone do not provide a complete picture of how to continually improve early care 
and learning opportunities for children.

(national kindergarten entry assessment movement)
Nationally, there continues to be significant progress in developing and improving statewide 
kindergarten entry assessments.  As of 2010, when the National Conference of State Legislatures 
published a state survey, 25 states had a kindergarten entry assessment system.30   An additional 
four states were in the process of developing or implementing a kindergarten entry assessment 
system.31   In 2012, just two years later, combined information from the National Conference of 
State Legislatures and the Race to the Top—Early Learning Challenge32  funding competition 
indicated that 42 states had developed or were in the process of developing a kindergarten 
entry assessment.33   In short, the development of kindergarten entry assessments is a dynamic 
and rapidly evolving field. 

Several states have joined forces 
to work on kindergarten entry 
assessments in formal and 
informal consortiums.  South 
Carolina, eight other states and 
the District of Columbia, are 
a part of a US Department of 
Education grant that is exploring 
a kindergarten through third grade assessment system.34   This North Carolina-led consortium 
is designed to develop kindergarten entry through third grade assessment recommendations, 
informed by the practices and needs of each state and also by national researchers who are 
part of the consortium.  Meanwhile, participants continue to determine the appropriate 
direction for their state.  While other states are receiving funding for their participation, 
South Carolina is not.  South Carolina’s involvement in this consortium is an important first step 
in learning from other states, however significant work across time will be required to actually 
implement an assessment system.

Because most states across the nation have either developed, procured, or are in the process 
of developing statewide kindergarten entry assessments, there is a wealth of information 
available about other states’ experiences and plans.35  Readiness assessments have varied 
across the nation regarding the number of children in the state who are assessed, the areas of 
child development that are assessed, and how the information from the assessments is used.36 
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(domains)

In 2010 there was no consensus among states on what areas of child development a kindergarten 
assessment should measure.  Of the 20 states that required a particular statewide instrument, 
11 states assessed between five and nine domains of kindergarten readiness.  The remaining 
nine states only evaluated literacy readiness.37   

By January 2012, however, 
consensus around five key 
domains emerged among many 
states.38   Thirty-five of 37 states 
that applied for Race to the 
Top—Early Learning Challenge 
proposed how they would revise or 
develop a statewide kindergarten 
entry assessment that covered 
five domains.  The five domains 
include:  1) language and literacy 
development; 2) cognition and 
general knowledge, including early 
mathematics and early scientific 
development; 3) approaches to 
learning; 4) physical well-being 
and motor development, including 
adaptive skills; and 5) social and 
emotional development.  

The South Carolina Readiness Assessment instrument measured over 40 indicators in three 
domains: English/language arts, math, and personal and social development.39   

Legislation introduced in the 2013-2014 Session of the General Assembly outlines five 
kindergarten readiness domains:  1)Physical health and motor skills; 2)Emotional and social 
competence; 3)Language and literacy development; 4)Mathematical thinking and cognitive 
skills; and 5)Approaches to learning.40   

Adding more domains to a kindergarten entry assessment requires a tradeoff.  The more 
domains that are measured, the more expensive and time consuming the assessment 
becomes to administer.  Additional domains also place a burden upon teachers to complete 
the assessment and students to take the assessment.  When the state previously used South 
Carolina Readiness Assessment instrument, there were over 40 indicators and the assessment 
was given three times per year.  A lesson from the state’s experience with the SCRA suggests 
focusing on fewer indicators and reducing the burden on teachers to administer the test.  An 
additional concern about more detailed assessment is the burden on information systems 
in analyzing and interpreting the data produced.  At least one state has articulated these 
concerns as important considerations in choosing its kindergarten entry assessment.41   

Regardless of whether three, four or five domains are measured, any kindergarten entry 
assessment must be linked to the standards being taught in kindergarten.  Every state that 
applied for the Race to the Top—Early Learning Challenge aligned the state’s early learning 
standards and kindergarten entry assessment.42   South Carolina’s Good Start, Grow Smart 
Early Learning Standards were developed by a multi-organizational taskforce led by the 
Office of Early Childhood Education at the South Carolina Department of Education.  These 
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voluntary standards for preschool children include five domains of development: 

•	 Approaches to Learning

•	 Social and Emotional Development

•	 Mathematics

•	 Language and Literacy

•	 Physical Development and Health  

An important step in developing a South Carolina kindergarten entry assessment is to take 
state early learning standards into account.   

The National Association for the Education of Young Children (NAEYC) and the National 
Association of Early Childhood Specialists in State Departments of Education (NAECS/SDE) 
have also underscored the need for a systematic approach to link assessments with curriculum 
and instruction.43   Aligning assessment instruments with early learning standards helps to 
reinforce the concept that the skills children need to be ready to enter school should be closely 
aligned with skills being taught in school.  

(direct assessments vs. teacher observational assessments)
Another consideration in creating a statewide kindergarten entry assessment is whether the 
assessment will be administered directly to children, or measured by teacher observation of 
students’ work or performance over time.44  Both direct and observation assessments have 
been used in South Carolina.  The Cognitive Skills Assessment Battery (CSAB) was a direct 
assessment given at a point in time and the South Carolina Readiness Assessment (SCRA) was 
a series of teacher observations of student work during the kindergarten year of school.  

Nationally, there has been a dramatic movement towards observational assessments.  Almost 
all of the 37 states submitting applications for the Race to the Top—Early Learning Challenge 
proposed using an observational or “authentic” assessment instrument administered by 
kindergarten teachers during the first two months of school.45   

There are several disadvantages of direct assessments.  

•	 Direct assessments often require schools to purchase testing kits and tools 

•	 Some direct assessments for young children, if given one-on-one to the child, may 
also require specialized knowledge to administer  

•	 Often these assessments are adaptive and require the person administering the test 
to ask different questions depending on the answers a child gives 

•	 A single point-in-time test cannot comprehensively capture all of the cumulative 
experiences in the home, in programs, and in the community that a young child has 
experienced46  

•	 At times, direct assessment of child performance require some young children to 
use objects less familiar to them, such as using a pencil and paper or computer 

Observational assessments, on the other hand, can provide more complete information about 
a child because the child is in a familiar setting with familiar people.  However, observational 
or “authentic” assessments can be expensive to administer in both the time it takes to observe 
a child and also in the time it takes to train teachers to give the assessment instrument 
consistently.   Observational assessments may also be biased depending on the person 
conducting the assessment and may not be standardized if completed in different contexts 
for different children.47  Ultimately, the quality of data from observational kindergarten 
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entry assessments depends on teachers’ ability to administer assessments and record the 
results appropriately, accurately, and consistently across multiple children and school-related 
circumstances.48   

Both types of assessments may have costly licensing, reporting, and analysis fees.  Often these 
fees are associated with the expenses of the materials necessary to administer the assessment, 
conducting ongoing research about the assessment, and updating reporting and analysis 
features.

With finite financial and human resources, it is important to balance the expense of assessment 
with the quality of information provided.  States that are confronting this decision consider 
the desired use of the data as well as the feasibility and costs of implementing these major 
types of assessments. Pilot testing of differing assessments can lead to better decision making 
related to the type of kindergarten entry assessment to select.  In addition, an understanding 
of assessments currently used in the early grades may identify commonly administered direct 
or observational assessments across the state.

(professional development)
Most kindergarten entry assessments require significant professional development for teachers 
who administer the assessment.  Professional development is needed to ensure that those 

administering the test understand the 
purpose and guidelines of conducting 
the assessment.  If appropriate 
professional development is not 
provided, assessment results are 
compromised and cannot be used 
to effectively make local or state-
level decisions.  Picture-based, 
paper-pencil, and computer-adapted 
direct assessments generally require 
the least professional development 
because most of the assessment 
content is given directly to the child.  

Some direct assessments, 
particularly those designed for 
young children, require some 

questioning or direction-giving by the administrator.  Observational assessments typically 
require significantly more professional development as observers gain an understanding 
of attributes that they are observing and methods of scoring those attributes.  While this 
professional development may be time-consuming, it is necessary to promote a better overall 
understanding of the child’s skills and abilities and potentially lead to more focus on areas in 
future classroom interactions and instruction.

(random sampling vs. administering to all kindergarteners)
Nationally, the trend is to assess all entering kindergarteners.  In 2010, of the 25 states with 
kindergarten entry assessments, 21 assessed every entering kindergartener and three included 
a large percentage of kindergarteners.49  Two states that did not require assessments enacted 
legislation for the assessments to become mandatory in the future.50  Minnesota is the only 
state in the nation that has reported using a representative sample of students. 51

Using a random sample of students makes the assessment significantly less expensive to 
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administer.  Furthermore, sampling reduces the potential for misuse of the data produced.52  
However, administering a kindergarten entry assessment to a random sample of children 

limits the ability to use the kindergarten 
entry assessment to inform instruction on 
an individual basis.53 This significantly 
limits the usefulness of a kindergarten 
entry assessment for both teachers and 
parents.  Nevada’s Early Childhood Advisory 
Council found that if a kindergarten entry 
assessment adds value for educators and 
school districts, then the assessment is 
more likely to be successful.54  Also, not 

administering a kindergarten assessment to every child means that data from the test may not 
be useful to evaluators who later want to examine the impact of not being ready for school on 
other poor educational outcomes later in life.

While there are several considerations in determining whether to administer a kindergarten 
entry assessment to all children or a random sample, if decision makers want to use a 
kindergarten entry assessment to inform individualized teaching at home and in the school, 
then the assessment should be administered to all students. 

(state-created vs. proprietary assessments)
Several high-quality nationally-recognized kindergarten entry assessments have been designed 
by companies that specialize in assessment instruments.  Many have particular strengths and 
are appropriate for children with differing cultural and socioeconomic backgrounds.  Some 
assessments measure development in a particular domain such as literacy skills.  Others assess 
multiple areas of child development.55   

Some of the more widely recognized assessments include Developmental Indicators for 
the Assessment of Learning (DIAL-3), Dynamic Indicators of Basic Early Literacy Skills 
(DIBELS), Early Development Instrument (EDI), Teaching Strategies Gold, Work Sampling 
System (WSS), and Measures of Academic Progress (MAP).  Almost all of these instruments 
are used in school districts in South Carolina.  

Many proprietary assessments have a research base that supports how the assessment 
should be used.  For example, the EDI was specifically designed to provide information at 
the neighborhood level to specifically plan community-based interventions and prevention 
strategies.56  Much of the research is from studies in Australia where the EDI has been 
implemented nationwide since 2009.

Several states have created their own assessment tools.57   State-created assessment 
instruments can be tailored to better reflect state-specific learning standards and can be less 
costly than proprietary assessment materials.  However, state-created instruments should 
also meet reliability and validity standards.  Reliability is the degree to which an assessment 
provides the same result when different people administer the assessment to the same child.  
Validity is the degree to which an assessment measures what the assessment is intended to 
measure.58  Ensuring that state-created assessments meet these standards permits results 
to be analyzed for trends over time.  However, reliability and validity testing is often time 
and labor intensive.59  Minimizing the importance of reliability and validity standards can 
result in data that may not predict kindergarten readiness and may not truly reflect a child’s 
development in various areas. 

Whether South Carolina chooses to develop its own assessment or use a proprietary 
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kindergarten entry assessment, or a combination of both, it is crucial to understand costs, 
f lexibility, validity, and reliability of either a state-created or proprietary assessment.

(reporting data)
As mentioned above, assessments can provide valuable information about children’s 
educational trajectories.  This type of information may be particularly helpful in looking at 
educational outcomes over time for groups of children by race, ethnicity, or socioeconomic 
status.  However, kindergarten entry assessment data are most useful when the data are 
reported to the state level and connected with other data about similarly situated children.   

Many states have a state longitudinal educational data system, or SLEDS.  Several states 
have recognized the need to integrate kindergarten entry assessment data into the state’s 
longitudinal data system.60  A state longitudinal education data system can link data from 
pre-kindergarten through postsecondary and into the workforce, to help decision makers to 
answer a broad range of program and policy questions and target improvement strategies. 61  

While housing the data in the state longitudinal educational data system is critical for 
longitudinal analysis and the inclusion of multiple factors in analyses, counties and local 
decision-makers need access to these data as well.  Data dashboards that allow decision 
makers to look at multiple data points related to their program, school, or community are 
gaining popularity for their ease of use and provision of clear data points.

South Carolina is fortunate to have the significant expertise of the Budget and Control 
Board’s Office of Research and Statistics Data Warehouse.  Much of the data needed for 
a state longitudinal educational data system is already collected and reported at the state 
level.  Nevertheless, efforts to improve access to these data are an important component of an 
effective kindergarten entry assessment system.

Next Steps

•	 CONVENE a stakeholders group to finalize a kindergarten readiness description. 
A statewide definition and description of kindergarten readiness will provide a 
common framework for understanding and promoting kindergarten readiness 
across the spectrum of early care and learning environments.  Including families, 
early education programs, and schools will also help align a statewide kindergarten 
readiness definition and description with South Carolina early learning standards 
and K-12 learning standards.  

•	 IDENTIFY kindergarten entry assessments that are aligned with the state’s 
definition of school readiness and provide data necessary to understand children’s 
progress in key domains.  This will allow for resource planning and promote 
longitudinal analysis of progress at the state and community levels.

•	 PILOT TEST multiple kindergarten entry assessments and gain feedback from 
local assessment experts, instructional leaders including teachers, and county 
and state-level early childhood decision makers.  Input from teachers who will be 
administering the test, will be key to sustaining and ensuring the success of any 
assessment that is adopted.

•	 Most important, a pilot process allows decision makers to EVALUATE the 
professional development needs related to the assessments, feasibility of the 
assessments within school settings, effective reporting processes, and the 
appropriate data to guide resource planning and analysis of progress. 

10

(conclusion) 
This is an encouraging time to improve early care and learning in South Carolina.  State and 
national attention has never been greater and data driven decision making is becoming more 
commonplace.  The General Assembly’s recent expansion of the Child Development Education 
Pilot Program (CDEPP) and current attention being given to the importance of early literacy 
skills make this an auspicious time to examine ways to improve children’s kindergarten 
readiness and systems that support school services.

A common understanding of the concept of kindergarten readiness will afford more 
children the opportunity to enter school prepared to succeed.  Convening a group of 
knowledgeable education and early 
childhood development leaders to guide 
a readiness definition is important.  
This group of stakeholders could 
include representatives from various 
early care and learning programs, 
family representatives, kindergarten 
and elementary school teachers, 
administrators, and researchers from 
across the state.  Input from public 
and private practitioners, researchers, 
and community leaders will ensure 
that a description of school readiness 
and kindergarten assessment produces 
information that is useful for families, 
teachers, and early childhood programs to strengthen their work with young children.   

A kindergarten entry assessment allows for continual quality improvement in the educational 
system.  From South Carolina’s past history, we know that what gets measured gets done.  The 
early Cognitive Skills Assessment Battery administered at the beginning of first grade showed 
the power of a statewide readiness measurement tool.  In 1980, 36.3% of entering first graders 
scored “not ready.”  Ten years later, the “not ready” rate had declined to 25.6% and a decade 
later the “not ready” rate declined to 13.6%.62   This consistent and dramatic reduction over 
time is clear evidence that developing and continuously using a statewide kindergarten entry 
assessment tool will significantly impact and focus the state’s attention on what matters for 
children. 

South Carolina was on the forefront to understand children’s skills and abilities at school 
entry in the late 1970s.  The state maintained a focus on capturing information about children 
in their earliest years of school until 2008.  Across that time, children’s experiences prior to 
school entry have become more diverse with larger numbers of children attending some type 
of early childhood education program or receiving early intervention.  

South Carolina programs, resources, and strategies related to early care and education have 
grown, providing numerous opportunities for families and young children.  However, lack 
of common understanding of kindergarten readiness and no method for assessing strengths 
and areas for improvement have left South Carolina and her early childhood programs 
without a common metric for measuring progress.  A common school readiness definition 
and a kindergarten entry assessment have the potential to allow South Carolina to focus on 
data-based quality improvement across the next several years for its youngest citizens and to 
encourage higher levels of academic success in their early academic years and beyond.

Please visit www.instituteforchildsuccess.org/research to download full listing of endnotes.
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�chool readiness assessment is a hot
topic these days, in large part because of in-
creased accountability pressures in both the
public schools and early care and education
settings. What exactly is meant by the phrase
school readiness assessment and what should early
care and education teachers and administrators
know about it? This Research in Review article
uses a question-and-answer format to address
several issues about school readiness.

�����������		
����
������

School readiness is more than just about chil-
dren. School readiness, in the broadest sense,
involves children, families, early environments,
schools, and communities (NASBE 1991). Children
are not innately ready or not ready for school.
Their skills and development are strongly influ-
enced by their families and through their interac-
tions with other people and environments before
coming to school. With 81 percent of U.S. children
in nonparental care arrangements the year before
kindergarten (West, Denton, & Germino-Hausken
2000), child care centers and family child care
homes are important early environments that
affect children’s development and learning.

Schools are also an important piece of the
readiness puzzle because different schools have
different expectations about readiness. The same
child, with the same strengths and needs, can be
considered ready in one school and not ready in
another school. It is the school’s responsibility to
educate all children who are old enough to legally
attend school, regardless of their skills (see
“Characteristics of Ready Schools”).
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Finally, communities are important
because readiness for school success
is a community responsibility, not
just the responsibility of parents and
preschool teachers. Communities, for
example, should provide high-quality
health care and support services for
families of young children and work
to ensure that all families with young
children have access to high-quality care
and education.

Most school readiness assessments
focus on one part of the puzzle—the
child. The National Education Goals
Panel (NEGP 1997) identifies five do-
mains of children’s development and
learning that are important to school
success: physical well-being and motor
development, social and emotional
development, approaches toward
learning, language development, and
cognition and general knowledge (Kagan,
Moore, & Bredekamp 1995; see NEGP
1997 for a family-friendly description of

school readiness). The NEGP work on school readiness
has been important in broadening people’s understand-
ing of readiness beyond the ABCs and 123s and high-
lighting the interconnections among the five domains.
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School readiness assessment typically refers to
assessment of young children around school entry—
right before kindergarten, at kindergarten entry, or very
early in the kindergarten year. The tools described as
school readiness assessments vary in their purposes
and designs. Thus, people using the phrase “school
readiness assessment” may be referring to very differ-
ent kinds of assessment.

The NEGP report Principles and Recommendations for
Early Childhood Assessments (Shepard, Kagan, & Wurtz
1998) identifies and describes five major purposes for
assessing young children. School readiness assess-

ments typically fall under one of these
purposes. It is important to understand
the different purposes of assessment
because assessment tools are typically
developed for a single purpose and
cannot easily be used for some other
purpose. Each of the five purposes de-
scribed in the Principles and Recommen-
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dations report are highlighted on the following pages.
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�� Teachers of young children
assess children’s skills to help teachers adapt their
teaching. The information is gathered on all children
because the teacher needs to know the strengths and
needs of each child in the class, not just some. Assess-
ments are often informal, such as teacher observations
or children’s work
samples, but may also
include more formal
assessments. The content
of assessments for this
purpose should be closely
tied to the classroom
curriculum.

These assessments can
help kindergarten teachers
improve classroom in-
struction by indicating
children’s strengths and
weaknesses. Well-prepared
teachers assess children’s
skills throughout the day,
for example, by taking a
picture of a child’s block
structure or writing a note
at the end of the day about
two children’s social inter-
action. Focusing on school
readiness assessment for
the purpose of improving
learning can support good
teaching practices. These
assessments also help
families to better under-
stand the developmental
status of their children.

�����

�����������
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��� This
type of assessment generally uses a two-step process.
First, all children are screened. If the screening suggests
that a child’s development is atypical, then the second
step is implemented—the child is referred for a more
thorough assessment to determine specific needs and
eligibility for special education or related services.
More thorough assessments must meet high standards
of technical adequacy because they will be used to help
make important decisions about children.

Many early care and education programs and public
schools routinely conduct screenings of young children
when they enter the program. Screening tools should
cover general developmental milestones in multiple
areas, rather than be tied specifically to a curriculum.

The reason is that screening serves to determine
whether a child’s development is within the range of
what is expected for children that age, not whether the
child is learning particular concepts covered in a
curriculum. Screening tools can tell parents, teachers,
and specialists whether a child’s development is within
the range of expectations or whether the child should
be referred for a more in-depth evaluation. Screenings,
however, cannot positively identify children with
special needs.

����	�����
���������� Assessments of young
children’s skills are often included in evaluations to
determine the effectiveness of early childhood pro-
grams. Assessments chosen for this purpose should
reflect program goals and be appropriate for the
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children attending the program. Generally, child
assessments for the purpose of program
evaluation need only include a sample of
children rather than all. Program effectiveness
can be determined by showing that a represen-
tative group of children from the program has
improved; the program does not have to
demonstrate success for each and every child.
Gathering evaluation data on a sample of
children rather than all children minimizes the
likelihood of information being used inappropri-
ately to make decisions about individual children or
judgments about individual teachers. School readiness
assessments for program evaluation provide important
indicators of an early childhood program’s effective-
ness in preparing children for school. They provide
useful feedback to help administrators continuously
improve program quality. If teachers complete these
assessments, there must be safeguards to ensure that
the data are not biased because the teachers are
invested in the results (that is, want children in their
class or program to do well). Assessments for the
purpose of measuring program success typically cannot
provide teachers with information to help improve
children’s learning. Such assessments often sample only
some, not all, children, and the tools used often are not
designed for the purpose of improving instruction.

�����
����
��

����	
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�
Communities or
states may choose
to conduct school
readiness assess-
ments to provide a
snapshot of chil-
dren as they enter
kindergarten. Were
this snapshot taken

of a group of kindergartners every few years, then
policy makers could monitor readiness trends (for
example, determine whether over time children come to
school with more skills). This type of school readiness
assessment is broader than that done for program
evaluation purposes. It does not focus on a single
program but instead allows the public and policy
makers to determine whether the many early childhood
investments collectively are positively affecting school
readiness.

As with program evaluation, child assessments for
determining a ready school generally should be con-
ducted on only a sample of children. Such assessments
can provide a general picture of the characteristics of a
group of children as they enter kindergarten but cannot
relate information about individual children’s skills.

Program assessments rarely
provide detail about any indi-
vidual program’s effectiveness.
(See Love, Aber, & Brooks-Gunn
1994 for a discussion of commu-
nity school readiness assessments
and Scott-Little, Kagan, & Clifford
2003 for a discussion of state
school readiness assessments.)

�����
��������� ���!
�
�����
��"������ Assessments
become high stakes if used to
make decisions about individual
children or teachers. Assessment
tools for this purpose must meet
rigorous standards of technical
accuracy because they will be
used to make important decisions
about individuals. Because few
assessment tools for young
children meet high standards, the
NEGP report (Shepard, Kagan, &
Wurtz 1998) recommends that no
child assessments be conducted
for high-stakes accountability
purposes until third grade.©
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Assessments of all children,
for any purpose, may be used for
high-stakes accountability. Once
data are gathered and available,
it may be tempting to use them
to make decisions about indi-
vidual children and teachers. For
example, readiness assessments
may be used to deny or discour-
age entry into kindergarten even
when children are legally entitled
to the service. Similarly, such
assessments may be used to
punish teachers whose average
classroom assessment scores are
low, even though the assessment
tool did not meet high standards
of technical adequacy. The
potential risk for harm must be
considered before any assess-
ment data are collected. Safe-
guards should always be in place
to minimize risks.
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As stated earlier, individual children vary widely in
their skills. However, research has shown that there are
some general group differences in children’s school
readiness skills. The most recent and comprehensive
national data about children’s skills when they enter
kindergarten come from the Early Childhood Longitudi-
nal Study, Kindergarten Cohort (ECLS-K)—a study of a
nationally representative group of approximately 22,000
kindergartners conducted by the U.S. Department of
Education (Zill & West 2001). Relevant findings from this
study are highlighted below.

#������"��!����
���������
�������� The ECLS-
K study demonstrates that children with particular risk
factors—living in a family that receives food stamps or
temporary assistance; living in a single parent home;
having a mother with less than a high school education;
and having parents whose primary language is not
English—had lower skills when they entered school (Zill
& West 2001). Specifically, children with at least one of
the four risk factors had lower skills in reading, math,
and general knowledge, and were more likely to be in
poorer health upon entering kindergarten compared to
children with no risk factors. The effect of risk factors
was cumulative: children with more risk factors had

lower skills in all five areas of
development tested (physical
well-being and motor develop-
ment, social and emotional
development, approaches toward
learning, language development,
and cognitive development and
general knowledge) as they
entered school.

���
������ Using data from
the same national study of chil-
dren entering kindergarten, Lee
and Burkam (2002) found that
African American, Hispanic, and
other children (including biracial
and Native American) had lower
math and reading skills at the
beginning of kindergarten than
did White or Asian children. Afri-
can American and Hispanic chil-
dren in families from lower socio-
economic status had the lowest
math and reading skills.

$

�
�� Zill and West (2001) found that girls in the
ECLS-K study had slightly higher reading skills than
boys, were about the same as boys in math and general
knowledge, had better prosocial skills than boys, and
were less likely to engage in problem behaviors than
boys at the beginning of kindergarten.

These research findings suggest that some groups of
children tend to start school less prepared to succeed
than others. It is important to remember that these are
group differences. Not all children within the at-risk
groups had poor skills when they entered school (Zill &
West 2001). Some children within each at-risk group had
strong skills. Understanding group differences may help
early childhood and kindergarten teachers plan appro-
priate learning opportunities needed for children at
risk. Teachers must not make assumptions, however, of
individual children’s skills based on their membership
in one or more of the groups discussed.
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������������������

There are several important limitations of school
readiness assessments. First, each assessment tool is
designed for a particular purpose and cannot automati-
cally or easily be used for another purpose. This means
that the purpose of the assessment must be clear
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before an appropriate assessment tool can be selected.
It also means that multiple assessment tools or ap-
proaches are needed to address multiple purposes.

Second, each school readiness assessment tool is
designed with an
explicit or implicit
definition of school
readiness. Assess-
ment users must
articulate their own
definition of school
readiness before
they can select an
appropriate measure
that matches their
definition. If this is
not done, then the
assessment instru-
ment(s) will by de-
fault define school
readiness—for bet-
ter or for worse. For
instance, if school

readiness is defined as covering all five domains de-
scribed by NEGP, then the school readiness assessment
needs to measure all five domains. If the assessment
measures only early literacy, then users are automati-
cally equating readiness with literacy skills.

Third, assessments are only as good as the people
conducting them. Any assessment requires careful
training before use. If assessments are not done well,
then the data collected may not
provide the information sought.
This, in turn, could lead to worse—
not better—decisions being made
about young children and programs.
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A team of people, rather than one
individual, generally works together
to plan a school readiness assess-
ment. Ideally, this team includes
administrators, teachers, families,
and experts in the assessment of
young children’s skills. The follow-
ing key questions can help guide the
team’s planning.

• What is your definition of school
readiness? Are you interested in all
five domains of development—

physical well-being and motor development, social and
emotional development, approaches toward learning,
language development, and cognitive development and
general knowledge? If so, do you already collect infor-
mation on some domains (for example, health), or are
you looking for assessment tools that cover all five
domains? If the purpose of the assessment is to im-
prove learning, does the content of the assessment
match the curriculum content?

• What is your purpose or purposes? You will need to
select an assessment tool or tools to match each of
your purposes.

• What are the characteristics of the children to be
assessed? How old are they? Do they speak languages
besides English? What are their races or ethnicities? Do
some have disabilities? In what part of the country do
they live? The assessment tools selected should be
designed to be used with children similar to the ones
you will be assessing. Furthermore, the assessment tool
should include documented evidence of the character-
istics of children on which the assessment was tested.

• What are the technical properties of the assessment?
Is there evidence for adequate validity (the tool really
measures what it claims to measure)? Is there evidence
for adequate reliability (i.e., the tool produces similar
results for a child, across a short time frame or across
the different individuals administering the assessment)?
Different purposes require different standards of techni-
cal properties (Shepard, Kagan, & Wurtz 1998).

Assessment tools for the purposes of program evalua-
tion and monitoring trends must
meet high standards for technical
properties. The Standards for Edu-
cational and Psychological Testing
(AERA, APA, & NCME Joint Commit-
tee 1999) may be a useful resource
for evaluating the technical ad-
equacy of assessments.
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There is no one best approach to
or tool for assessing school
readiness. Different purposes
require different approaches. Even
within a particular purpose, there
is still variability in the assess-
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ments chosen. For example, a review of state
prekindergarten evaluation reports identified 42
different assessment tools used in 13 state evaluations
(Gilliam & Zigler 2001). For a review of commercially
available school readiness assessments, see Assessing
Kindergarten Children: A Compendium of Assessment
Instruments (Niemeyer & Scott-Little 2001).

Generally, there are two different kinds of school
readiness assessments: naturalistic assessments (some-
times referred to as informal or authentic) and stan-
dardized, norm-referenced assessments (sometimes
referred to as formal). Naturalistic assessments include
observations, work samples, and teacher checklists.
Although both types of assessment are sometimes used
for various purposes, the naturalistic type is most often
used for the purpose of improving learning.

Standardized, norm-referenced assessments follow a
standard set of administration rules so that each child
theoretically experiences the assessment similarly (for
example, each person administering the test gives the
same instructions). Norm-referenced assessments
permit a child’s performance to be compared to those

of other children his age. This type of assessment is
used frequently for identifying children with special
needs, for evaluating programs, and in high-stakes
accountability. The table above highlights key advan-
tages and disadvantages of each type of assessment.

With regard to gathering assessment information and
from whom, generally it is best to tap multiple
sources—teachers, families, and the child himself
(Shepard, Kagan, & Wurtz 1998). In North Carolina’s
statewide school readiness assessment, for instance,
teachers provided information about children’s social
skills and problem behaviors, families contributed
knowledge about children’s health and their ap-
proaches toward learning, and one-on-one assessments
conducted with children added to the learning about
children’s communication skills and general knowledge
(Maxwell et al. 2001). Gathering information from
multiple sources is useful in understanding children’s
skills across various settings. Families, for example,
have a perspective on their children’s skills from
experiences at home that may differ from how teachers
see children in a group, classroom setting.
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The NEGP concept of a ready school suggests that it
is a school’s responsibility to educate all children who
walk through its door, regardless of whether children
are ready or not ready. The idea of schools’ readiness
for children is also evident in state policies regarding
school entry. Most states use age, not skill level, as the
criterion for determining when a child is eligible—and
legally entitled—to attend public school (Saluja, Scott-
Little, & Clifford 2000). Thus a child’s readiness should
not be a factor in determining eligibility for kindergar-
ten. However, practice does not always follow this phi-
losophy. Some families, school administrators, and
teachers may want to delay school entry based on chil-
dren’s readiness. But research suggests that delaying

school entry does not
generally benefit chil-
dren. (See Marshall
2003 and Stipek 2002 for
research summaries on
the effects of delayed
kindergarten entry.)

If a child is deemed
not ready for school,
preschool teachers and
administrators can talk
to the family and kin-
dergarten teacher
about the particular
needs of the child and
work together to de-
velop strategies for
improving the child’s
skills. If concerned that
the child’s skills are far
behind those of her
peers, the team may
refer the child for
screening to determine
whether she has a dis-
ability. Recognizing that
school readiness con-
cerns more than just
the child, the team can
also identify strategies
all can use to support
the child’s success. The
preschool teacher and
administrator, for ex-
ample, can discuss

strategies for ensuring that the child receives high-
quality, individualized, and developmentally appropriate
instruction that addresses all five domains of development.

If the team believes that the child is considered not
ready because of inappropriate expectations from
school staff, then a larger effort is likely needed to bring
about change. The next section of this article discusses
these larger efforts to develop consensus on school
readiness.
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Even with the work of the NEGP and multiple years of
research and discussion, a common definition of school
readiness remains elusive (Meisels 1999). Parents,

������������������	���
�������	���	��
�����


������������
���������
�	���
��
	�

�
��������

�������������
	��	������
�
���
	���

������	

��
��
�	����������	�����
���
��

P
h

o
to

s 
b

y 
C

as
ey

 S
il

ls

�
�
�	�������
���
�����������
�
��������

��
��
��
����


	����
�


���������	

�



����������

��������	��
����
� � ��������	
��
�����������	 � 
����
������ 	

preschool teachers, and kindergarten teachers—even
within the same community—may differ in their expec-
tations of school readiness (Graue 1993; NEGP 1993).
Discussions about people’s views of school readiness
are needed to develop a community-wide set of expecta-
tions regarding school readiness.

Communities, schools, or preschool programs can
sponsor school readiness forums in which families,
teachers, administrators, and community leaders
discuss school readiness. Individual preschool pro-
grams can host meetings to discuss school readiness
among preschool teachers and parents from their
program along with kindergarten teachers in their
neighborhood schools.  Multiple conversations most
likely will be needed to enable the group to reach a
consensus about school readiness.

Joint professional development and kindergarten
transition activities can be helpful in minimizing
differences in expectations between preschool and
kindergarten programs (Firlik 2003). Public schools and
early care and education programs in the school
district could cosponsor staff training for preschool and
kindergarten teachers. Such experiences may help
teachers from different systems develop more views in
common on readiness. Preschool teachers visiting
kindergarten classrooms gain a better understanding of
the kindergarten experiences their students will en-
counter. And when  kindergarten teachers visit pre-
school classrooms, they appreciate and understand the
preschool experiences their students have had.
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Although the many challenges in ensuring that school
readiness assessments are done appropriately require
the efforts of many, every individual can make a differ-
ence. Here are some ways an individual can work to
support the appropriate use of school readiness
assessments.

% &
��
����
�� Reading about school readiness and
participating in other professional development activi-
ties will help you develop expertise in this area.

% $
���
	��	
�� Apply your expertise to the discus-
sion of school readiness at the local, state, or national
level. You can speak out to help ensure that school
readiness assessment efforts benefit, not harm, young
children. Start with your own program, making sure that
you are using the appropriate instruments and proce-
dures for your particular purpose of interest and that
the program’s assessment results are used to help
children.

% &���������

������� People have different perspec-
tives about school readiness and school readiness
assessments, which can lead to some heated discus-
sions. Strengthening relationships with preschool
teachers, administrators, families, and public school
staff makes it easier to work together toward a common
understanding of this controversial topic. If you work in
an early care and education setting, reach out to
kindergarten teachers to discuss your views of school
readiness and assessment. If you are a kindergarten
teacher, work with preschool teachers on school
readiness issues.
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Early Childhood Center 
School Plan Overview 2014-2015 

 
Purpose: To Prepare a Learning Environment that nurtures the whole child while building a partnership 
with families and the community 

Performance Goals for 2013-2014 
Student Achievement Goals for 2014-2015 

Data Source-Dial 3 
Measure: % students Scoring at or 

above the 50th  percentile in 4K 
Dial 3Baseline 

 
2012-13 

 
2013/-14 2014-15 

Concepts 68% 79% 82%--82% 85%* 
Language 71% 73% 77%--80% 84%* 

Motor 79% 86% 87%--91% 93%* 
Data Source-Dominie (HRSW) 

Measure: % students Scoring 
average or above in 5K 

Dominie 
Baseline 

 

2012/13 
 

2013/14 2014-15 

 80% 86% 87%--90% 90%* 
 
Implemented Strategies to meet Student Achievement Goals: 
Curriculum: 

a) Provide high quality Professional Development that supports our goal: To increase student learning by 
gaining a deeper understanding of self-regulation/executive function and how to support and accelerate 
language development. 

b) Continue to participate in TransformSC as we seek to prepare our environment for the whole child with the 
goal of preparing them for learning at ever higher levels. 

c) Increase parent and community understanding of 21st Century Skills  
d) Increase through scholarly professional study our understanding of: 

• How to support self-regulation that leads to higher executive functioning and the role of 21st 
Century Skills in the lives of our students. 

• Oral language development and how to maximize opportunities for growth in our students through 
the use of Oral Language Development manual and other resources. 

• The reciprocity of oral language, writing, and reading. 
Continuing Strategies: 

o Provide preschool to all enrolled students 
o Offer school choice for 5K students between the Montessori Method and Creative Curriculum. 
o Continue to offer a balanced literacy approach and follow Year at a Glance and Unit Plans that are 

aligned to with standards to ensure that all students have access to the same learning opportunities in ELA, 
Math, Science, Science, Social Studies, Movement, and Music. 

o Refine and provide interventions through RTI process in classroom and with interventionists 
o Provide a Behavior Interventionist that supports students’ growth in behaviors that enhance and encourage 

academic and social/emotional growth. 
o Mentoring Program for students need extra support 
o Enhance our outdoor learning opportunities, now to include recycling 

 
Assessments: 

a) Dial 3-developmental assessment in 3 areas: Language, Concepts, Motor Skills (3K-4K) 
b) Fountas and Pinnell-formative literacy assessment to scaffold learning (5K) 
c) Dominie Hearing and Recording Sounds in Words-phonemic awareness 
d) OLAI2-measure of oral language 
e) Circle Language and Literacy Assessment for 4K and 5K 

 



 

 

Lexington 4 Early Childhood Center 

Annual School Summary Report to Parents 2013-14 

Goals for 2014-2015  

  

Purpose 

To prepare a learning environment that nurtures the whole child while building a partnership with families 

and the community. 

The ECC: A TransformSC School 
The ECC was chosen as an innovative pilot site for TransformSC, an initiative of New Carolina, focusing on early childhood 

readiness for first grade.  This organization of business leaders is partnering with educators in selected schools across 

South Carolina who are striving to ensure that students transition successfully from preschool, elementary, middle, and high 

school to graduate and be college, career and citizenship ready.  The faculty and staff of the ECC are proud to represent 

the district in this initiative. 

PALS 
Promoting: Achievement, Learning, and Success 

 Offered once per month as a way to build community with families and school, grow learning of curriculum and parenting, 

and provide quality time for families to spend with their children.   At each session parents are given a book to add to 

their home library. 

 Community Outreach and PALS was offered was offered at various times during the school year. 

Montessori Curriculum 
 24 teachers are trained or are currently being trained in the Montessori Method.   

 Montessori is a hands-on approach to individualized learning in a prepared environment where the teacher 

facilitates and scaffolds individual needs.  

 Students in 5K have the choice to stay with their Montessori teacher for 3 three years, thus providing continuity 

in learning and the opportunity to forge strong relationships.  

Creative Curriculum 
5K students are given the option to be in a kindergarten class utilizing the Creative Curriculum method.  Students work 

together in small and large groups and in centers.   

Literacy Coach 
  Students and teachers interact with literacy coach in all areas relating to English Language Arts.  This coach shares and 

models ‘best practices’ with teachers and students.  Both curriculum choices have a strong focus on literacy. 

School Improvement Council 
  This group helps determine the strengths and weaknesses for the ECC and develops strategies to meet new challenges.  As 

an important link to the community, this committee strives to connect families with community services through a Community 

Outreach Fair, speakers that offer parenting tips, and opportunities for children and parents to learn together.  

Professional Learning Communities 
Faculty and Staff at the ECC meet in study groups and collaborative planning groups in our quest to increase our knowledge 

of how young children learn.  We take a scholarly approach to our learning in order to increase student achievement. Our 

focus this school year has been increasing our knowledge of oral language development. 

School Priorities for 2014-2015  

 Continue to strengthen Home-School communication through additional Parent Survey, newsletters, school website, phone 

calls, and use of the internet, and PALS. 

 Continue to grow our mentoring program for our students needing extra support. 

 Continue to enhance our outdoor opportunities (gardens, trees, composting, and exercise). 

 Increase through scholarly professional study our understanding of oral language development and how to maximize 

opportunities for growth in our students.                

 Continue to participate in TransformSC as we seek to prepare our environment for the whole child with the goal of 

preparing them for learning at ever higher levels. 

School Improvement Council  

Emily Allen, Katherine Bessinger, Allison Brisco, Donna Brown, Crystal Dinkins, Sandy Drawdy, Bradley Frick, Taylor Jeffcoat, Gina Peterson, 

Olivia Speares, Holly Miller, Lillian Atkins
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Assessments for Young Children

Catherine E. Snow and Susan B. Van Hemel, Editors

Board on Children, Youth, and Families

Board on Testing and Assessment

Division of Behavioral and Social Sciences and Education
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Social and emotional development

Defining the Domain

Research on young children’s social and emotional develop-
ment has focused on three broad issues: (1) social competence, 
which reflects the degree of effectiveness the child has in social 
interactions with others (Fabes, Gaertner, and Popp, 2006); (2) self-
regulation, which involves the modulating thought, affect, and 
behavior by means of deliberate as well as automated responses 
(Rothbart, Posner, and Kieras, 2006); and (3) maladjustment, con-
sisting of clusters of symptoms that emerge over time, in more 
than one context, in more than one relationship, and that may 
impede the child’s ability to adapt and function in the family 
and the peer group (Campbell, 2006). Although there is general 
agreement on these three dimensions, different researchers parse 
the field somewhat differently, with the result that the various 
measures that have been developed reflect different emphases in 
defining the domain. 

Importance in Practice and Policy

Although there is a lack of agreement as to how this domain 
should be subdivided, there is substantial agreement on the 
importance of the social and emotional development of young 
children to those working directly with them before and after 
the transition to formal schooling. In addition, a number of state 
consensus documents defining what young children should 
know and be able to do include a strong focus on their social and 
emotional skills, reflecting a recognition of the importance of this 
domain among policy makers as well. 

Many states have addressed social and emotional develop-
ment in their early learning guidelines. In reviews of state early 
learning guidelines, Scott-Little and colleagues conclude that 
guidelines for preschool-age children focus more on language 
and cognition than on physical and social and emotional devel-
opment, whereas guidelines for infants and toddlers are more 
balanced across domains, with the guidelines for infants focus-
ing especially on social and emotional development (Scott-Little, 
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Kagan, and Frelow, 2006). California’s “Preschool Learning Foun-
dations in Social and Emotional Development for Ages 3 and 4” 
(http://www.cde.ca.gov/re/pn/fd/documents/preschoollf.pdf) 
is an excellent example of the development of a consensus docu-
ment regarding expectations for children’s social and emotional 
skills in the preschool years. Relying heavily on the research on 
young children’s social and emotional development, the docu-
ment “describes benchmarks for the behavior of 3- and 4-year-
olds in central domains of social and emotional development. . . . 
In focusing on social and emotional foundations of school readi-
ness, a central assumption—well supported by developmental 
and educational research—is that school readiness consists of 
social-emotional competencies as well as other cognitive compe-
tencies and approaches to learning required for school success” 
(p. 1). The standards for social and emotional development in 
California’s early learning standards identify the dimensions 
of self (self-awareness and self-regulation, social and emotional 
understanding, empathy and caring, and initiative in learning), 
social interaction (including interactions with familiar adults, 
interaction with peers, group participation, and cooperation and 
responsibility) and relationships (attachments to parents, close 
relationships with teachers and caregivers, and friendships). The 
perspective that social and emotional development and early 
learning are closely linked is reflected in the inclusion of “Initia-
tive in Learning” as a component of social and emotional develop-
ment, involving the child’s interest in activities in the classroom, 
enjoyment of learning and exploring, and confidence in his or her 
ability to make new discoveries. 

Importance for Later Development

The social and emotional demands of formal schooling on 
young children differ from those of early childhood settings, 
and children’s skills in this area at school entry are predictors 
of how well they make the adjustment to the new setting and 
progress academically (see Bierman and Erath, 2006; Campbell, 
2006; Ladd, Herald, and Kochel, 2006; Mashburn and Pianta, 
2006; Raver, 2002; Thompson and Raikes, 2007; Vandell, Nenide, 
and Van Winkle, 2006). Early childhood care and educational 
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settings usually involve a choice of activities for portions of the 
day, many activities involve small rather than large groups, and 
children tend to have access to adult caregivers and teachers not 
only for guidance on activities but also when they are upset or 
experiencing difficulty with peers. Studies of kindergarten class-
rooms indicate a shift toward large group activities, which are 
structured, directed by teachers, and involve less choice. Lower 
adult-child ratios and more structured activities result in more 
limited access to adults. Not only do children need to learn to 
navigate interactions in larger groups and in tasks with more 
structure, but they also need to form new relationships with 
peers and teachers. 

The domains of socioemotional development and executive 
function—the cognitive processes used in response to novel 
stimuli—are of central importance in early childhood, although a 
final decision about exactly which subskills in this area are most 
important to measure and most predictive would be somewhat 
speculative at this point. Nonetheless, providing a full picture of 
a young child’s development or of the impact of a care and edu-
cational setting requires attending at least to the measurement of 
social competence, attention regulation, and behavior problems. 
Studies in these areas illustrate evidence of linkages between early 
social and emotional development and behavioral adjustment to 
school as well as academic performance. 

Social competence: A series of studies by Ladd and colleagues 
provides evidence for how different facets of social engagement 
in the kindergarten classroom combine to predict participation in 
the classroom and achievement. In one, the researchers concluded 
that findings were consistent with the hypothesis that “children’s 
classroom participation, particularly the ability to behave in a 
cooperative/independent manner in the kindergarten milieu, 
is a powerful precursor of early achievement” (Ladd, Birch, and 
Buhs, 1999). 

The connection between a child’s socioemotional characteris-
tics and teacher-child relationships is well established. Teachers 
report more conflicts with children who exhibit antisocial behav-
iors, such as interpersonal aggression or tantrums (e.g., Birch 
and Ladd, 1998; Hamre and Pianta, 2001; Howes, Phillipsen, and 
Peisner-Feinberg, 2000; Ladd and Burgess, 2001; Ladd, Birch, and 
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Buhs, 1999; Pianta and Steinberg, 1992; Silver et al., 2005). Close-
ness, conflict, and dependence have been identified as three fea-
tures of teacher-child relationships that are important to children’s 
development (Mashburn and Pianta, 2006). 

While relationships with teachers as well as peers during 
the transition to formal schooling appear to be central to posi-
tive engagement in school and thereby achievement, positive 
teacher and peer relations in turn appear to rest at least in part on 
children’s knowledge of emotions and their ability to regulate the 
expression of their own emotions (Bierman et al., under review; 
Denham, 2006; Vandell, Nenide, and Van Winkle, 2006). 

Self-regulation: Recent research on self-regulation acknowl-
edges that some aspects of it involve emotion (e.g., modulation in 
the expression of negative emotions) and behavior (e.g., inhibition 
of aggressive impulses), and other aspects focus more on atten-
tional and cognitive skills (e.g., the ability to maintain a set of 
instructions actively in working memory over time and despite 
distractions, taking the perspective of another, switching attention 
as task demands change) (Diamond et al., 2007; McClelland et al., 
2007; Raver, 2002, 2004). 

Socioemotional development is of importance during the 
early childhood period because it relates to children’s capacities 
to form relationships, both trusting relationships with adults and 
friendships with peers, and these relationships in turn seem to be 
related to the speed of learning in early care and educational set-
tings. These markers of positive relations with peers and teachers 
have implications for children’s engagement and participation in 
the classroom. Children learn to regulate the expression of emo-
tion in a variety of ways, including turning to others with whom 
they have secure relationships for comfort and support, using 
external cues, and, increasingly with age, managing their own 
states of arousal (Thompson and Lagattuta, 2006). 

Behavior problems: Serious behavior problems are apparent 
early in some children. Research summarized by Raver (2002) 
indicates that children with early and serious problems of aggres-
sion who are rejected by peers are at elevated risk in terms of poor 
academic achievement, grade retention, dropping out of school, 
and eventually delinquency. Raver notes that children who are 
disruptive tend to get less instruction and positive feedback from 
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teachers, to spend less time on task, to engage less with peers in 
learning tasks, and to show lower levels of school engagement 
overall, as reflected in part by lower attendance. 

With respect to evidence relating to early social and emotional 
competencies, two notes of caution are needed. First, social and 
emotional competencies are worthy developmental goals in their 
own right, independent of their relationship to academic out-
comes. Second, research in this area is not all in accord with the 
perspective that early social and emotional development predicts 
more positive academic achievement. 

We note that, in a recent study, Duncan and colleagues (2007) 
carried out coordinated analyses of six major data sets looking at 
early predictors of later academic achievement. They found that 
early measures of achievement were strong predictors of later 
academic achievement, that measures of attention were moder-
ately strong predictors of later achievement, but that measures of 
early social and emotional development, gleaned from parent and 
teacher reports, showed no or almost no predictive relationship 
to later achievement. The findings of this important study clearly 
differ from those of the reviews and findings summarized earlier. 
However, as the authors of this article themselves note, “our 
analysis is focused on behavior during the years just before and 
at the point of school entry. If some types of socioemotional skills 
are well established before the preschool years, and unchanging 
during these years, then we will not be able to detect their effects” 
(p. 1442). A further issue with this set of analyses is that the 
extensive set of control variables in the analyses includes many 
of the documented predictors of early social and emotional devel-
opment, such as maternal education, family structure, family 
income, and, in some of the data sets, also parenting and home 
environment as well as participation in early care and education. 
This extensive set of controls may have diminished the capacity to 
detect relationships between early social and emotional develop-
ment and later achievement. Finally, there was differential attri-
tion in a number of the data sets included in the analyses, with 
greater attrition among families at greater risk. Selective attrition 
also works against detecting patterns of relationship between 
social and emotional development and academic achievement. 

In summary, a number of recent reviews summarize evidence 
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confirming the relation of early social and emotional competen-
cies, self-regulation, and absence of serious behavior problems to 
early participation in learning activities and to academic achieve-
ment. While it is important to note that social and emotional 
development predicts later academic outcomes, at the same time 
we insist that children’s social and emotional well-being and 
competencies are worthy developmental goals in their own right, 
independent of their relationship to academic outcomes. 

Evidence of Malleability

According to a review by Raver (2002), there is substantial 
evidence from experimental evaluations that it is possible to 
improve young children’s social and emotional development at 
the point of school entry or earlier, helping them to develop and 
stay on a positive course in their relationships with teachers and 
peers and to engage positively in learning activities. While the 
evidence summarized points to program effects across all the 
levels of intensity and the setting of the interventions considered 
(in the classroom, with parents, or both), findings are stronger 
when interventions engage parents as well as teachers and are 
more intensive. More recent reviews contribute to understanding 
the complexity of this domain (Bierman and Erath, 2006; Fabes, 
Gaertner, and Popp, 2006). 

Several recent developments in intervention research on 
young children’s social and emotional development are note
worthy. First, very recent work has focused explicitly on interven-
tions targeting children’s self-regulation skills. In recent work by 
Diamond and colleagues (Diamond et al., 2007), the Tools of the 
Mind curriculum, which embeds direct instruction in strengthen-
ing executive function in play activities and social interactions, 
was experimentally evaluated in prekindergarten programs in 
low-income neighborhoods. This intervention takes a Vygotskian 
approach—that is, it encourages extended dramatic play, teaches 
children to use self-regulatory private speech, and provides 
external stimuli to support inhibition. Results showed signifi-
cant improvements in direct assessments of children’s executive 
function. By the end of the school year, children in classrooms 
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implementing Tools of the Mind did not need help staying on task 
or redirecting inappropriate behavior. This study provides impor-
tant evidence that aspects of self-regulation are malleable. 

 Measurement Issues

An ongoing challenge in the research on social and emotional 
development of young children is to forge agreement about spe-
cific constructs, measures, and the mapping of constructs to mea-
sures (Fabes, Gaertner, and Popp, 2006; Raver, 2002). The internal 
complexity of the domain is reflected in the fact that different 
measures parse it differently. The lack of agreement impedes the 
capacity to look across studies at accumulating patterns of find-
ings (Zaslow et al., 2006). 

Another challenge is that some see measures of social and 
emotional development as reflecting in part the early child-
hood environment and the teacher-child relationship, rather 
than as pure measures of the child. For example, a teacher who 
requires 3-year-olds in an early childhood classroom to sit still 
for long periods to do seat work is likely to assess many children 
as inattentive or disruptive (Thompson and Raikes, 2007). Her 
rating of a child as having behavior problems may actually be a 
reflection of her inappropriate expectations, rather than a child’s 
enduring behavior problem. 

Another measurement challenge is the heavy reliance in this 
domain on teacher and parent reports. In development are direct 
assessments of children’s behavioral self-regulation (Emotion 
Matters II Direct assessments developed by Raver and modeled 
after work by Kochanska and colleagues); of the executive func-
tion aspects of self-regulation (the Head to Toe Task described 
by McClelland and colleagues, 2007); and of the Dots Task from 
the Directional Stroop Battery and the Flanker Task described 
by Diamond and colleagues (2007). Further work with these 
measures may generate important evidence about their reli-
ability and validity, as well as their sensitivity to intervention 
approaches and their relation to teacher and parent reports and 
direct observations. 
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Testing All Children

Much developmental research has assumed universality of 
many measures tapping socioemotional processes in child devel-
opment (Phinney and Landin, 1998). More recently, investigators 
have begun to challenge this assumption by testing whether 
measures show a similar or different factor structure and different 
patterns of predictive validity across groups of children who vary 
by race, ethnicity, and culture (Knight and Hill, 1998; Mendez, 
Fantuzzo, and Cicchetti, 2002; Phinney and Landin, 1998; Raver, 
Gershoff, and Aber, 2007). Measures and constructs should be 
reviewed carefully for the presence or absence of consistent 
psychometric properties across groups of black, Hispanic, and 
European American children. More often than not, measurement 
equivalence for Asian and Pacific Islander children, American 
Indian children, and biracial children has been all but ignored (see 
Chapter 8 for more on assessing special populations). 

Available Measures

Existing measures of socioemotional development address 
two large groups of constructs: socioemotional functioning 
and self-regulation. Socioemotional functioning, in turn, can be 
divided into measures of positive functioning (prosocial behavior, 
relations with peers, attachment to caregiver, acceptance of author-
ity) and problematic functioning (aggression, resisting authority, 
loneliness, depression). Self-regulation measures typically tap 
such domains as delayed gratification, sustained attention, behav-
ioral persistence, and problem-solving skills—measures that may 
overlap with those classified under “approaches to learning” by 
some researchers. 

A relatively well-articulated inventory of measures that can 
be used to capture constructs in the socioemotional domain 
now exists, although approximately half of those measures are 
newly developed and thus are not yet endowed with high levels 
of certainty about the full spectrum of psychometric properties. 
That said, the field has developed enough experience using these 
measures in experimental and nonexperimental research with 
low-income preschool-age children that solid estimates of their 



Copyright © National Academy of Sciences. All rights reserved.

Early Childhood Assessment:  Why, What, and How
http://www.nap.edu/catalog/12446.html

ASSESSING LEARNING AND DEVELOPMENT	 97

reliability, predictive validity, and distributional properties exist, 
as does information about the costs of collecting these assess-
ments and their relative costs and benefits. Appendix Table 5-2 
lists many of these measures. 

Approaches to Learning

Defining the Domain

The developmental domain of approaches to learning includes 
such constructs as showing initiative and curiosity, engagement 
and persistence, and reasoning and problem-solving skills (U.S. 
Department of Health and Human Services, Administration for 
Children and Families, 2003b). These skills are viewed sepa-
rable from both socioemotional adjustment and overall cognitive 
skills (Fantuzzo et al., 2007), although it will be clear from the 
preceding section that the distinction from socioemotional skills 
is sometimes hard to draw. Approaches to learning are defined 
as “distinct, observable behaviors that indicate ways children 
become engaged in classroom interactions and learning activi-
ties,” according to a recent review (Fantuzzo et al., 2007). Such 
behaviors are viewed as an essential component of school readi-
ness (National Education Goals Panel, 1997; U.S. Department of 
Health and Human Services, Administration for Children and 
Families, 2003b), although they are less understood or researched 
than other components (Fantuzzo et al., 2007). 

Evidence of Consensus

There is general consensus that children need to be able to 
engage in classroom activities in order to learn in a classroom set-
ting. The National Education Goals Panel (1997) underscored the 
importance of such learning behaviors. Subsequently, Head Start 
included indicators regarding approaches to learning in its Child 
Outcomes Framework (U.S. Department of Health and Human 
Services, Administration for Children and Families, 2003a). And 
16 states have included indicators in this area in their early learn-
ing guidelines. Furthermore, elementary school teachers in the 
early grades believe that these behaviors are important (Foulks 



Copyright © National Academy of Sciences. All rights reserved.

Early Childhood Assessment:  Why, What, and How
http://www.nap.edu/catalog/12446.html

98	 EARLY CHILDHOOD ASSESSMENT

and Morrow, 1989; Lewit and Baker, 1995), claiming that many 
children, especially from low-income homes, enter kindergarten 
lacking them (Rimm-Kaufman, Pianta, and Cox, 2000). 

Evidence of Continuity and Associations with  
Important Outcomes

Aspects of infant behavior, such as giving attention and the 
ability to sustain attention, appear to show continuity over time 
and relate to educational outcomes. Learning behaviors, such as 
persistence and attention in the classroom, have been shown to 
be related to specific academic skills in early childhood, such as 
early mathematics and literacy skills, across a number of studies 
(Fantuzzo, Perry, and McDermott, 2004; Green and Francis, 1988; 
McDermott, 1984; McWayne, Fantuzzo, and McDermott, 2004), 
even when measures of emotional adjustment were also consid-
ered. Approaches to learning as rated by the kindergarten teacher 
at entry to school predicted growth in mathematics from kinder-
garten to third grade in a national sample, the Early Childhood 
Longitudinal Study-Kindergarten Cohort (ECLS-K) (DiPerna, Lei, 
and Reid, 2007). 

Several studies have found significant associations between 
young children’s learning-related behavior and their academic 
performance. Normandeau and Guay (1998) reported that first 
graders’ “cognitive self-control” (the ability to plan, evaluate, and 
regulate problem-solving activities; attend to tasks; persist; resist 
distraction) was associated with their academic achievement, net 
of their intellectual skills assessed in kindergarten. Howse et al. 
(2003) found that teachers’ ratings of kindergarteners’ (but not 
second graders’) motivation (e.g., “is a self-starter,” “likes to do 
challenging work”) predicted concurrent reading achievement, 
with receptive vocabulary (but not previous reading achieve-
ment) held constant. 

In a longitudinal study of children from kindergarten through 
second grade by McClelland, Morrison, and Holmes (2000), 
teachers’ ratings of kindergarten children’s work-related skills 
(compliance with work instructions, memory for instructions, 
completion of games and activities) were significantly associated 
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with children’s academic performance in kindergarten, with IQ 
controlled. Work-related skills in kindergarten also predicted aca-
demic performance at the end of second grade, with kindergarten 
academic scores controlled. In a more recent study, McClelland, 
Acock, and Morrison (2006) found that learning-related behavior 
in kindergarten predicted reading and mathematics scores in 
sixth grade and growth in reading and mathematics between 
kindergarten and second grade, but not between second and sixth 
grades. They controlled for IQ, age, ethnicity, and maternal edu-
cation. The measure they used was very broad, including social 
interaction and participation in play activities as well as task 
behavior (such as working independently and organizing work 
products). In one of the few other longitudinal studies, Green and 
Francis (1988) found that learning style (e.g., settles down well 
at an activity that needs concentration, willing to try on his or 
her own, copes with something new without getting nervous or 
upset) in 5- and 6-year-olds predicted reading scores 4 years later, 
when the children were 9 and 10 years old. The study did not, 
however, hold constant previous reading scores. 

Evidence from Interventions and Malleability

A number of observational studies have examined the extent 
to which approaches to learning in the fall predicted emotion 
regulation and peer play (Fantuzzo et al., 2005), mathematics 
and literacy skills at the end of the Head Start year (Fantuzzo, 
Perry, and McDermott, 2004; Fantuzzo et al., 2007), and gains in 
mathematical skills during the first 4 years of elementary school 
(DiPerna, Lei, and Reid, 2007). 

Efforts to promote children’s approaches to learning are inher-
ent in many of the components of center-based education. Specific 
tests of their effectiveness, however, have been few. As noted 
above, a recently published experimental study (Diamond et al., 
2007) showed effects for the Vygotskian play-based preschool 
curriculum called Tools of the Mind (Bodrova and Leong, 2001) 
on aspects of children’s executive functioning related both to 
socioemotional development and to approaches to learning, such 
as maintaining attention and controlling behavior. 
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Testing All Children

Many of the studies that have specifically focused on 
approaches to learning during early childhood appear to have 
been conducted in Head Start classrooms, which serve low-
income children, including many black children and English 
language learners. 

Available Measures

Appendix Table 5-3 lists many measures of approaches to 
learning. The most widely used measures are questionnaires 
completed by the teacher. The Preschool Learning Behavior Scale 
(McDermott et al., 2000) asks the teacher about observable learn-
ing behaviors of children ages 3- to 5½-year-olds in the classroom 
context. The Teacher Rating Scale, an adaptation of the Social 
Skills Rating Scale for the ECLS-K study, includes a scale measur-
ing approaches to learning for 5-year-olds, including items asking 
about engagement in learning, organization, creativity, and adapt-
ability. These measures show good internal consistency and some 
content-specific validity, in that they predict academic outcomes 
even when other teacher ratings of emotional adjustment are also 
considered. Other measures include observations of behaviors 
during testing conditions appropriate for children as young as 
3 months through entry to kindergarten and specific tasks mea-
suring attention or inhibitory control (see the section on cognitive 
skills), as well as measures of motivation. 

Language and Literacy

Defining the Domain

Development of language and emergent literacy has long 
been targeted for research, with the result that many assessment 
procedures have been developed not only for use in research, but 
also for clinical and educational purposes. The increasing empha-
sis on school readiness as a target of early childhood programs has 
motivated the development of formative assessments for various 
domains of emergent literacy. The domain of language and lit-





Introduction To Approaches To Learning

The way a child approaches learning will influence both his/her attitude toward learning and success in all educational 

endeavors. This domain recognizes that children approach learning in different ways, emphasizes the development of  

a positive attitude and desire to acquire new skills and knowledge. It is inclusive of  the child’s curiosity about the world 

and openness to different experiences, tasks, and challenges. Because of  these affective factors, it is the domain which 

contains the most individual variation.

The preschool years are also a time of  considerable growth in cognitive skills. As children’s attention spans lengthen 

throughout this period, they begin to build the skills of  initiating, engaging in, and completing self-chosen tasks. Children 

also make considerable progress in the skills of  remembering and applying prior learning to new situations, reasoning, 

problem-solving, and predicting possible results of  their actions.

Early childhood theorists and practitioners agree that factors beyond the classroom greatly affect the child’s ability to 

learn. If  the child is fearful, angry, hungry, anxious, sad, depressed, in poor health, lonely, or feeling incompetent, learn-

ing will not occur -- at least not to the level of  his/her potential. It is the teacher’s responsibility to work with parents to 

ensure the nurture of  their child and to prepare a developmentally appropriate environment where children can use their 

imaginations, make choices, and direct much of  their own learning. Where this kind of  support and challenge is available, 

all children, regardless of  innate abilities or the presence of  disabilities, can learn and be successful.
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Approaches to Learning – Children with different needs and abilities

Many kinds of  learning take place in natural settings—classroom, home, community.  Children watch and imitate—model 

their behavior from others.  ALL young children are eager to learn and will try to do things they see their friends doing.

To facilitate learning in children with different abilities, teachers can provide detail feedback and descriptive praise to the 

child:  “Tommy, you are climbing the ladder by yourself, carefully holding each rung and using one hand and one foot at a 

time.”  This type of  praise serves multiple purposes:

•	 Tommy is encouraged to appreciate his own skills.

•	 Other children see Tommy and try to model him and friends recognize his skill.

•	 Using words, “carefully, one hand and one foot,” tell other children with different needs what they can try.

If  children do not actively participate in imitation, i.e., fitting cups together, working a puzzle, creating a birthday card, 

making an animal with clay, and saying, “The bright colored birds must be a male,” specific demonstration, practice, rep-

etition, and training must be considered by the teacher for a child who may not know how to imitate.  Consider:

•	 demonstrating the skill

•	 encouraging the child to “help” you

•	 physically guiding the child, if  necessary

14



•	 allowing much practice time

•	 reinforcing the child’s efforts

Play is the foundation for learning.  Teachers plan a curriculum that uses play as the medium for learning.  Play for ALL 

children is generally inclusive in three (3) areas of  learning:

1.	 About themselves – self-image, competent, independent, and good feelings about themselves as a learner.

2.	 About the world around them – communication, social skills, observation, initiative, choice, and task completion.  	

	 They respond to parents and community.

3.	 About problem-solving – observation, investigation, prediction, changes, compromise, and solve problems socially.

A good environment for children with different needs and abilities reflects the teacher’s knowledge of  inclusion for all 
children.  Assistive technology supports, materials (various sizes, weights, textures, colors), accessible puzzles, chairs, 
toilet, handles, space, and playground may be needed to enhance the learning environment.

Competence in self-care is a major goal in approaches to learning.  The more proficient a child is in caring for his person-
al needs, the less support he will need to be successful in an inclusive setting.  Self-care skills are learned behaviors and 
can be integrated with all areas of  the curriculum—name, color, texture, perceptual motor, language.

Some different abilities are multiple and affect several areas of  development.  Teachers and parents must be diligent in 
observing for signs of  other needs.  The teacher’s role is to provide current information and resources and be available 
to consult with the team who is working in the best interests of  the child.  The child care professional is not an expert in 
diagnosing, but can be very effective in helping parents secure referrals and treatments.  

Positive reinforcement, interesting and appropriate materials, and knowledgeable teacher support are the basis for de-
veloping genuine interest and positive reactions from each child with different needs and abilities.
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3-Year Olds 4-Year Olds 5-Year OldsSOUTH CAROLINA KINDERGARTEN
ACADEMIC STANDARDS - APPROACHES TO LEARNING

AL 1.  Children engage in play as a means to develop their individual approaches to learning.

AL 2.  Children show curiosity, eagerness and satisfaction as a learner.

AL 3.  Children demonstrate initiative, engagement, and persistence in learning.

AL 4. Children demonstrate an increasing ability to envision a goal and to accomplish it.

AL 5. Children extend their learning through the use of  memory, reasoning,  and 

	   problem-solving skills.
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Introduction to Social and Emotional Development

Social and Emotional development occurs throughout virtually every aspect of  a child’s day. As they play, young children learn 

about and develop an appreciation for their own abilities and accomplishments. They also learn how to interact positively with 

other people, form and value friendships, and express both positive and negative feelings appropriately. Children’s self-confi-

dence and trust in the world around them expand as they experience dependable, consistent routines, 

practices, and expectations in the classroom. As they begin to develop a sense of  belonging to the “class-

room community,” they show more responsibility for following classroom rules and for caring for learn-

ing materials. The child’s placement in such a “ready classroom” is one of  the best predictors of  his/

her readiness for future academic learning in the primary years.

For some children, prekindergarten or kindergarten may be the child’s first experience in a social 

setting outside the family. Because young children have learned behaviors, language, and values 

through their family’s lifestyle and modeling, they will bring these practices to school. Teachers 

must show respect for the child’s family and culture while helping him/her to learn those skills and 

attitudes which have been demonstrated to underlie school success. In classrooms where the 

teacher greets each child warmly upon arrival, soothes the child whose mother left home without 

hugging him/her, quietly provides a pencil for the child who “forgot”, and values every child as part 

of  a “community of  learners,” the attainment of  social and emotional standards will be higher than 

in more academically focused classrooms or in those classrooms where there is little organization or 

positive expectation for the child’s success. Either extreme is detrimental to children’s understanding 

and future growth, and prevents the strong social and emotional development which forms the founda-

tion of  all other learning and experiences in life.
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Social/Emotional Development – Children with different needs and abilities

It is critically important for children who may be identified by the amount and intensity of  their reaction when compared to children of  the 
same age, to learning how to act, interact, and react within the world around them. Teachers who work with children who may be seen as hav-
ing a social/emotional disorder can help them appreciate their own uniqueness by having a positive acceptance of  every child.  

Social/emotional concerns:

•	 appear over a period of  time
•	 occur often
•	 are intense
•	 exhibit behaviors inappropriate to the setting

To increase understanding about the interdependence of  the world around us:

•	 call each child by their name or teach the child’s name via sign language
•	 encourage telling about, drawing, or painting themselves and their family
•	 ask the child to tell you about their favorite toy or draw it
•	 get children outdoors to touch and experience nature/neighborhood
•	 provide a variety of  tools and media for children to make themselves, family, favorite toy, their house, an animal, etc.

Children demonstrate a variety of  social-emotional behaviors that may include:

•	 extreme anxiety on separation from parent
•	 uncontrolled crying, throwing objects, hitting, OR very passive—avoid eye contact
•	 range of  emotional outbursts—expressive, uncontrolled, withdrawn
•	 difficulty making friends with peers
•	 become dependent on one caregiver
•	 lack of  experience may appear as a developmental delay
•	 remain in one area of  the classroom or reject toys
•	 react strongly to routines

Teachers should provide an inclusive environment, which focuses on daily life realities of  teaching children with different needs and different 
abilities.  The teacher plans the curriculum to include the individual differences represented by all children in her class and society in general.
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SOUTH CAROLINA KINDERGARTEN
ACADEMIC STANDARDS - SOCIAL AND EMOTIONAL DEVELOPMENT

Social and Emotional Development Goal: Children use play as a vehicle to build relationships 

and to develop an appreciation for their own abilities and accomplishments. They learn how 

to interact positively with other people, form and value friendships, and express both positive 

and negative feelings appropriately. 

SE1. Children will demonstrate a positive sense of  self.

SE2. Children will demonstrate self  control, respect and responsibility.

SE3. Children express feelings and show concern for others.

SE4. Children will form healthy social relationships.
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Delaying Gratification
More than 40 years ago, Walter Mischel, PhD, a psychologist now at Columbia 
University, explored self-control in children with a simple but effective test. His 
experiments using the “marshmallow test,” as it came to be known, laid the 
groundwork for the modern study of self-control.

Mischel and his colleagues presented a preschooler with a plate of treats such 
as marshmallows. The child was then told that the researcher had to leave the 
room for a few minutes, but not before giving the child a simple choice: If the 
child waited until the researcher returned, she could have two marshmallows. 
If the child simply couldn’t wait, she could ring a bell and the researcher would 
come back immediately, but she would only be allowed one marshmallow. 

In children, as well as adults, willpower can be thought of as a basic ability to 
delay gratification. Preschoolers with good self-control sacrifice the immediate 
pleasure of a chewy marshmallow in order to indulge in two marshmallows 
at some later point. Ex-smokers forfeit the enjoyment of a cigarette in order 
to experience good health and avoid an increased risk of lung cancer in the 
future. Shoppers resist splurging at the mall so they can save for a comfortable 
retirement. And so on.

The marshmallow experiments eventually led Mischel and his colleagues to 
develop a framework to explain the human ability to delay gratification. He 
proposed what he calls a “hot-and-cool” system to explain why willpower 
succeeds or fails. 

The cool system is cognitive in nature. It’s essentially a thinking system, 
incorporating knowledge about sensations, feelings, actions and goals — 
reminding yourself, for instance, why you shouldn’t eat the marshmallow. While 
the cool system is reflective, the hot system is impulsive and emotional. The hot 
system is responsible for quick, reflexive responses to certain triggers — such as 
popping the marshmallow into your mouth without considering the long-term 
implications. If this framework were a cartoon, the cool system would be the 
angel on your shoulder and the hot system, the devil.

When willpower fails, exposure to a “hot” stimulus essentially overrides the cool 
system, leading to impulsive actions. Some people, it seems, may be more or 

When willpower fails, exposure 

to a “hot” stimulus essentially 

overrides the cool system, leading to 

impulsive actions.

Delaying Gratification



What You Need to Know about Willpower: The Psychological Science of Self-Control
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less susceptible to hot triggers. And that susceptibility to emotional responses 
may influence their behavior throughout life, as Mischel discovered when he 
revisited his marshmallow-test subjects as adolescents. He found that teenagers 
who had waited longer for the marshmallows as preschoolers were more likely 
to score higher on the SAT, and their parents were more likely to rate them as 
having a greater ability to plan, handle stress, respond to reason, exhibit self-
control in frustrating situations and concentrate without becoming distracted.

As it turns out, the marshmallow study didn’t end there. Recently, B.J. Casey, 
PhD, of Weill Cornell Medical College, along with Mischel, Yuichi Shoda, PhD, of 
the University of Washington, and other colleagues tracked down 59 subjects, 
now in their 40s, who had participated in the marshmallow experiments 
as children. The researchers tested the subjects’ willpower strength with a 
laboratory task known to demonstrate self-control in adults. 

Amazingly, the subjects’ willpower differences had largely held up over 
four decades. In general, children who were less successful at resisting the 
marshmallow all those years ago performed more poorly on the self-control 
task as adults. An individual’s sensitivity to so-called hot stimuli, it seems, may 
persist throughout his or her lifetime.

Additionally, Casey and colleagues examined brain activity in some subjects 
using functional magnetic resonance imaging. When presented with tempting 
stimuli, individuals with low self-control showed brain patterns that differed 
from those with high self-control. The researchers found that the prefrontal 
cortex (a region that controls executive functions, such as making choices) 
was more active in subjects with higher self-control. And the ventral striatum 
(a region thought to process desires and rewards) showed boosted activity in 
those with lower self-control. 

Research has yet to fully explain why some people are more sensitive to 
emotional triggers and temptations, and whether these patterns might be 
corrected. However, the recent findings offer an intriguing neurobiological basis 
for the push and pull of temptation.
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Promoting Children’s Social 
and Emotional Development
Through Preschool Education
by Judi Boyd, W. Steven Barnett, Elena Bodrova, 

Deborah J. Leong, and Deanna Gomby

Children need a combination of intellectual skills, motivational 
qualities, and socioemotional skills to succeed in school.1 They 
must be able to understand the feelings of others, control their 
own feelings and behaviors, and get along with their peers and
teachers. Children need to be able to cooperate, follow directions,
demonstrate self-control, and “pay attention.” Unfortunately, 
many students preschool experiences do not fully support their
social and emotional development. This policy brief describes 
the importance of social and emotional development for children
in their earliest years and as they grow older and describes the 
characteristics of those preschool education programs that 
best support these aspects of development.  
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What We Know:
• Kindergarten teachers say that about 20

percent of children entering kindergarten
do not yet have the necessary social and
emotional skills to be “ready” for school. 
Of very low-income children, as many as 
30 percent may not have the necessary skills.

• Social and emotional development is
important both in its own right and
because aspects of it facilitate cognitive
development. 

• When children are young, the adults
around them (parents, other adult care-
givers, preschool teachers) are the most
important influences on their social and
emotional development.

• High-quality preschool education can sup-
port early development in ways that yield
long-term social and emotional benefits. A
significant part of the long-term economic
pay-off to public investments in high-quali-
ty preschool programs can come from their
social outcomes, including the prevention
of crime and delinquency.

Policy Recommendations:
• Establish as a key goal of preschool 

education programs enhancing social
and emotional development, without 
de-emphasizing cognitive development.
Both domains are important, and neither
should be sacrificed for the other.

• Include in learning standards the 
outcomes that preschool programs 
are expected to achieve for social 
and emotional development.

• Expand access to high-quality preschool
education so that more children can benefit
from experiences that will improved their
social and emotional development.

• Ensure that preschool education programs
are high-quality because only high-quality
programs adequately support children’s
social and emotional development.
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Knowing the ABCs is not enough. To be prepared for school, children also must be excited and curious
about learning and confident that they can succeed (motivational qualities). They must be able to
understand the feelings of others, control their own feelings and behaviors, and get along with their peers
and teachers (socioemotional skills). Indeed, kindergarten teachers rate these motivational and socioemo-
tional skills as more important to school success than being able to hold a pencil or read.2 They want chil-
dren to be ready for learning—to be able to cooperate, follow directions, demonstrate self-control, and
“pay attention.” 

Unfortunately, kindergarten teachers report that many 
of their students are not socially or emotionally prepared 
for the challenges of the new environment.3 Kindergarten
teachers rate about 20 percent of all entering 
kindergarteners and 30 percent of very low-income 
entering kindergarteners as having poor social 
development.4 They enter kindergarten unable to 
learn because they cannot pay attention, remember 
information on purpose, or function socially in a 
school environment.5 The result is growing numbers 
of children who are hard to manage in the classroom.6,7

These children cannot get along with each other, 
follow directions, or delay gratification. They show 
belligerence and aggression in the classroom and 
on the playground. The problems begin before 
kindergarten: In some studies as many as 32 percent 
of preschoolers in Head Start programs have behavioral 
problems.8

These missing social and emotional skills mean that teachers spend too much of their time trying to rein
in unmanageable children and too little time teaching.9 Early childhood teachers report that they are
extremely concerned about growing classroom management problems,10, 11 and that they are ill-equipped
to handle them.12 Kindergarten teachers report that more than half of their students come to school
unprepared for learning academic subjects.13 If these problems are not addressed, the result can be growing
aggression, behavioral problems and, for some, delinquency and crime through the school years and into
adolescence and adulthood. 

The core features of emotional 

development include the ability to

identify and understand one’s own

feelings, to accurately read and 

comprehend emotional states in others,

to manage strong emotions and their

expression in a constructive manner,

to regulate one’s own behavior, to

develop empathy for others and to

establish and sustain relationships.

—National Scientific Council on the
Developing Child (2005) 
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Social and Emotional Development: Definitions and Importance
Social and emotional development involves the acquisition of a set of skills. Key among them are 
the ability to: 

• identify and understand one’s own feelings, 

• accurately read and comprehend emotional states in others, 

• manage strong emotions and their expression in a constructive manner, 

• regulate one’s own behavior, 

• develop empathy for others, and 

• establish and sustain relationships.14

Each of these skills develops on its own timetable, but the skills build on one another. Very young chil-
dren, for example, have to learn to understand and recognize their own feelings, but then they gradually
learn to associate verbal labels to those feelings, to learn that others have feelings too, and to begin to
empathize with others. As children grow older, they learn to manage their emotions—to shake off feelings
of anxiety, sadness, or frustration, and to delay gratification in order to achieve a goal.15 As adults, those
skills help differentiate the mediocre salesman from the successful one who can read the emotional
response of a prospective client. They help athletes persevere until they win their gold medals. They help
spouses empathize with one another to de-escalate arguments, and they impel good citizens to shy away
from injuring others because they can understand how such actions would cause pain. 

One of the most important skills that children develop is self-regulation—the ability to manage one’s
behavior so as to withstand impulses, maintain focus, and undertake tasks even if there are other more
enticing alternatives available. Self-regulation underlies the ability to undertake every task, so that it has
implications for not just how children get along with one another but also how they can focus and learn
in the classroom. (See sidebar, p. 4.)

In short, these skills help promote a range of positive behaviors, beginning before children enter kinder-
garten and extending into adult life. Not surprisingly, when social and emotional development goes awry,
the result can be problems in school and later life. 

Problems in Social and Emotional Development: The Beginnings of Aggression

Persistent physical aggression, high-school dropout rates, adolescent delinquency, and antisocial behavior
have all been associated with early childhood conduct problems.16 The preschool years are a “sensitive
period” for learning to regulate development of aggression.17 Children who exhibit high levels of physical
aggression in elementary school are at the highest risk of engaging in violent behavior as adolescents.
Researchers believe that children with difficult, disruptive behavior (poor social and emotional skills) are
at risk for these later problems for at least three reasons: (1) teachers find it harder to teach them, seeing
them as less socially and academically competent, and therefore provide them with less positive feedback;
(2) peers reject them, which cuts off an important avenue for learning and emotional support; and (3)
children faced with this rejection from peers and teachers tend to dislike school and learning, which leads
to lower school attendance and poorer outcomes.18, 19

Because difficult behavior exhibits itself early—even before children begin kindergarten—the pattern of
rejection and negative experiences begins early, too.20 The early experience of rejection can have lasting
emotional and behavioral impacts beyond elementary school, creating a downward spiral that becomes
increasingly difficult to reverse.
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Social-Emotional Self-Regulation:  A Key to School Readiness

One of the most important skills that children must develop is self-regulation. Self-regulation is 
a deep, internal mechanism that underlies the mindful, planful, and thoughtful behaviors of all 
children. It underlies performance in all domains, from reading to getting along well with others.

Self-regulation is the capacity to control one’s impulses both to stop doing something that is unnec-
essary (even if one wants to continue doing it), and to start doing something that is needed (even if
one does not want to do it). This ability to inhibit one response and to enact another on-demand is 
a skill used in thinking as well as social interactions. The child who does not have self-regulation at 5
years of age is the child who cannot follow the teacher’s directions at age 6 or who cannot plan how
to solve a problem at age 7. The child without self-regulation of emotions at age 4 will not be able to
control his temper at 5 and will have negative peer interactions at age 7.

Self-Regulation and School Readiness
Self-regulation is necessary for positive social relations with others and for successful learning. To
learn anything in a school setting, a child has to ignore the child next to him who is fun to play with
and make his mind concentrate on the story the teacher is reading. The abilities to pay attention and
to remember things on purpose are also part of self-regulation.21

The role of self-regulation in school success—from preschool and kindergarten to middle and high
school—has now been documented in a number of studies.22 Levels of self-regulation actually predict
school success in first grade over and above children’s cognitive skills and family background.23

Cognitive self-regulation is linked with students’ achievement in school.24 Children lacking emotional
self-regulation are at higher risk for disciplinary problems and are less likely to make a successful
transition from preschool to kindergarten.25 Emotional self-regulation seems to play a part in child
resiliency and later adjustment.26 Children who did not learn self-regulation in preschool can turn
into bullies with aggressive habits of interaction that are difficult to break in later years.27, 28

New studies demonstrate that there is a physiological basis for the development of self-regulation.
Brain research shows that self-regulation is linked to maturation of the prefrontal cortex area of the
brain, which occurs during the preschool years.29, 30 Both emotional and cognitive self-regulation seem
to have the same neural roots, making it possible for children to take control of both their thinking
and their feelings as they grow older and their brains develop. Based on other brain research, we
believe that preschoolers must practice self-regulation if they are to develop finely tuned skills.
Generally, if children do not practice deliberate and purposeful behaviors, traces in the brain are not
reinforced (“use it or lose it” principle). So, if preschoolers do not practice self-regulation enough,
the related brain areas will not be fully developed, and the end result may be adults who still act like
they are in their “terrible twos.” 

Practice Makes Perfect
Evidence indicates that self-regulation and impulse control does not emerge spontaneously, but is
learned.31 Most important, it can be learned not just in families, but also in preschool classrooms. 
In fact, in many good quality programs, children do learn self-regulation. In these high-quality pre-
school programs, teachers set up the preschool environment so that children begin to think ahead, 
to plan their activities, and to think about and use strategies to solve social problems.32
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Without intervention, the troubles born out of problems in social and emotional development create
high costs for society in terms of juvenile delinquency and adult crime. Close to 2.3 million juveniles
were arrested in 2002,33 more than 134,000 juveniles were held in residential facilities in 1999, and about
12,000 juveniles were incarcerated in adult jails or state prisons as of mid-year 2000.34 At year-end 2003,
6.9 million persons (3.2 percent of all U.S. adults) were on probation, parole, or in prison or jail.35

How Social and Emotional Skills Develop 
Promoting social and emotional development and preventing problems caused by maladaptive develop-
ment is clearly important to individuals and to society, but how do those socio-emotional skills develop?
They begin with the relationships children form with the people around them, including parents, care-
givers, and peers. 

The Role of Parents

Parents and families play an enormous role in shaping a child’s social and emotional development. Early
relationships with parents lay the foundation on which social competency and peer relationships are
built. Parents who support positive emotional development interact with their children affectionately;
show consideration for their feelings, desires and needs; express interest in their daily activities; respect
their viewpoints; express pride in their accomplishments; and provide encouragement and support dur-
ing times of stress.36 This support greatly increases the likelihood that children will develop early emo-
tional competence, will be better prepared to enter school, and less likely to display behavior problems at
home and at school.37 This is why many preschool programs include a focus on parent involvement and
parenting education.

The Role of Teachers/Early Childhood Educators

Most children spend many hours each week in the care of someone other than their parents. These care-
givers play the same role in promoting social and emotional development as do parents when children
are young. Just as parents who are warm and responsive are more likely to promote strong social and
emotional skills in their children, so too are early childhood educators and teachers, which means that
the classroom environment must enable teachers the time to focus on individual children. Just as it is
important for a consistent attachment to form between a parent and child, so too is such an attachment
important for caregiver and child. That means that staff turnover in preschool programs should be kept
to a minimum.38, 39

The Role of Peers

Emotionally healthy children engage in positive play behaviors, develop mutual friendships, and are more
likely to find acceptance from their peers. Through their play, they learn how to work in teams and coop-
erate with others. Their behavior and interactions influence the way in which teachers perceive them and
the way they are treated by their peers. As early as preschool, the relationships children develop with one
another can have a lasting impact on academic achievement, because they can contribute to more positive
feelings about school and eagerness to engage in classroom activities, which can, in turn, lead to higher
levels of achievement.40 Conversely, early rejection by peers has been associated with persistent academic
and social difficulties in elementary school.41 That is why it is important to have skilled preschool teachers
who can intervene when they see children having difficulties with peers and help the children learn how
to resolve conflicts, regulate emotion, and respond to the emotions of others.42
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Evidence that Preschool Influences Social and Emotional Development 
Convincing evidence exists that high-quality preschool positively affects social-emotional development.
Across hundreds of studies of immediate and short-term outcomes, impacts of early education on factors
such as self-esteem, motivation, and social behavior are positive, and range from about .25 to .40 of a
standard deviation—a meaningful impact.43 Other studies demonstrate that quality preschool produces
long-term benefits in terms of improved classroom behavior and social adjustment and decreased future
crime and delinquency. These successful programs all deliver high-quality center-based early childhood
education services, but they differ in some ways, too. Some focus on 3- and 4-year-olds only, while others
serve children from birth to 5, and some offer parent education or family support services in addition to
center-based early childhood education. 

A small group of studies suggest that too much time in an early childhood program, particularly in a 
low-quality setting, may actually increase children’s aggression levels slightly, but the bulk of the positive
evidence for preschool is compelling and derives from a variety of studies, beginning with demonstration
programs that were implemented decades ago and continuing to present-day demonstration programs
and large-scale programs, both in the United States and abroad. 

Evidence from Demonstration Projects

Some of the strongest evidence for the benefits that preschool programs can produce on children’s social
and emotional development is derived from demonstration projects begun in the 1960s and 1970s.

The High/Scope Perry Preschool Project. The High/Scope Perry Preschool Project,44 initiated more than 
40 years ago, was one of the first studies to provide a clear picture of the effects of early, high-quality 
preschool on educational, social, academic, and economic outcomes. Three- and 4-year-olds from 
low-income families (n=123) were randomly assigned to either a program or no-program group. Those
in the program group experienced a well-designed preschool program, which included weekly home vis-
its that encouraged parent-child interaction.

A recently released report of outcomes through age 40 confirms the economic benefits of investing in 
the education of young children.45 Throughout their school years, the children from the program group
outperformed the control group on achievement tests, had better attitudes about school, and were more
likely to graduate from high school. As adults, the preschool participants attained higher levels of educa-
tion and were more likely to vote in elections, find and maintain employment, and own their own homes,
than children in the control group. The program group also averaged significantly fewer criminal arrests,
including fewer arrests for drug-dealing crimes, and relied less on welfare or other social services as adults.
From an economic standpoint, the program benefited the general economy with a 17 to 1 return on the
original investment. This includes savings in the costs of crime, special education or retention in school,
and welfare, as well as increases in taxes paid by those earning higher incomes.46 Much of that return on
investment is attributable to decreased costs of crime—an outcome clearly linked to social and emotional
development. These data provide convincing evidence that providing more funding for preschool programs
today will result in substantial social and economic gains in the future. 

The Syracuse University Family Development Research Program. This program offered education, nutrition,
health and safety, and human service resources to low-income, primarily African-American families
(n=108) from 1969-1975. Services included weekly home visits, high-quality child care (one-half day five
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days per week for children 6 to15 months of age, and full-day care five days per week for children 15 to
60 months of age); and weekly parent group meetings. Services began prenatally and continued until
children reached elementary school age. At follow-up, when children were 13-16 years old, 6 percent 
of the intervention group versus 22 percent of the matched comparison group children had been
processed as probation cases (juvenile delinquency) by the County Probation Department, and the
cases for the youth in the comparison group were much more severe and chronic.47

The Houston Parent Child Development Center. Launched in 1970, the Houston Parent-Child Develop-
ment Center was designed to promote social and intellectual competence in children from low-income
Mexican-American families. Families received two years of services, beginning when children were one
year of age. In the first year of enrollment, families received biweekly 90-minute in-home visits that
focused on parent-child interaction. Fathers and siblings participated in periodic weekend sessions on
issues such as decision making and family communication. In the program’s second year, the mother and
child came to the project center four mornings per week. While the child participated in a nursery school,
the mother attended classes on child management, child development, and family communication. Five
to eight years after the end of program services, teachers rated control group children as more obstinate,
impulsive, disruptive, and involved in fights than program group children (study n= 132). Program
group children were rated as more considerate and less hostile.48 Caution is suggested by the failure to
find similar long-term effects on behavior in two studies of two other PCDCs using somewhat different
approaches with somewhat different populations.49 In addition, the Houston PCDC’s effects on behavior
problems appear to be limited to earlier cohorts, perhaps because program implementation suffered diffi-
culties in later years.  These results indicate that outcomes can be expected to vary with the design and
delivery of a program, suggesting that effective policies and practice should stick closely to those models
found to be most effective.

Findings Pooled Across Many Studies: The Consortium for Longitudinal Studies.50 The Consortium for
Longitudinal Studies combined data from 11 studies (including the Perry Preschool Project) begun in the
1960s and 1970s to assess the long-term effects of early childhood education programs. More than 3,500
low-income, predominantly African-American children were initially enrolled in early childhood programs,
and more than 1,100 were followed to young adulthood. Findings confirmed the well-established benefits
of preschool attendance for cognitive development and school competence, but they also suggested that
early education can affect children’s future goals and aspirations. At 10 to 19 years of age, children in
both program and control groups had high educational and occupational aspirations and equivalent eval-
uations of their own school performance, but children who had attended preschool were far more likely
to express pride in a school- or work-related achievement. Four years later, at ages 14 to 23 years, those
participants with higher “achievement orientation” were found to have better employment status and
higher educational attainment. Preschool attendance was also significantly associated with higher occupa-
tional aspirations and expectations for post-high school participants.
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Evidence from Large-Scale, Publicly Funded Programs

These positive findings do not just apply to demonstration programs or to programs begun in the 1960s
and 1970s. Similar results have emerged from federally funded programs begun in the 1980s and 1990s.

Chicago Child-Parent Centers. Since 1985, the Chicago Child-Parent Centers (CPC) have provided children
from low-income families with preschool and kindergarten programs, continued intervention in early
elementary school, and family support services. The Chicago Longitudinal Study has followed the devel-
opment of more than 1,500 children who participated in CPC and has documented positive short- and
long-term social and academic outcomes.51

Children who participated in CPC demonstrated greater cognitive achievement, better social adjustment,
less frequent grade retention, and lower crime rates as adolescents than the control group. In addition, a
cost-benefit analysis revealed a substantial return on the original investment in the form of reduced crime
rates, costs to crime victims, and school remedial services, as well as participants’ increased earnings
capacity by age 21.52 Much of these benefits are attributable to crime prevention (social outcomes). These
results demonstrate the long-term benefits of providing early childhood programs that nurture and care
for the emotional and academic needs of children and families.

Early Head Start. Evidence from another large-scale, federally-funded program, Early Head Start, also
supports the benefits of high-quality early childhood services. Early Head Start is a federally-funded pro-
gram that provides comprehensive educational, health, and social services to low-income families across
the country. Through either center-based child development services, home visits, or a combination of
the two, children ages birth to 3 receive early childhood education and parents learn how to meet their
children’s emotional needs and provide nurturing learning environments. Results of a rigorous random-
ized trial evaluation of the program53 documented that children in EHS enjoyed more positive interactions
with their parents and their parents showed more emotional support and less negativity toward them
than did their control group counterparts. By age 3, Early Head Start children were more likely to behave
in ways that maintained interaction with their parent, were more attentive to objects during play, and
were reported by parents to be less aggressive. Further analyses revealed that these effects were primarily
found in EHS program sites that employed a combination of center- and home-based services, suggesting
that it is very important for early childhood education services to partner with parents. 

International Evidence

Mauritius: Evidence of the power of preschool education programs to promote social and emotional
development comes from other nations as well. A sample of children, randomly selected from the local
population on the island of Mauritius (located off the southeastern coast of Africa), participated in a 2-
year preschool program (from ages 3 to 5). The program included three components: (1) educational
activities focusing on verbal and conceptual skills, visuospatial coordination, memory, and sensation and
perception; (2) nutrition (milk, juice, hot meal with fish, chicken or mutton, and salad provided each
day); and (3) 2 1/2 hours of physical exercise each day. Adult-child ratios were 1:5.5. 

When compared with a control group of children who had experienced usual community care (adult-
child ratio of 1:30; no lunch or structured exercise periods, and a traditional curriculum), benefits were
seen which were maintained into adulthood. The preschool group had better scores on measures of 
mental health and antisocial behavior at age 17 and lower rates of criminal behavior at age 23, compared
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to the control group. These benefits were especially pronounced for children with signs of malnutrition 
at age 3. The authors argue that the combination of services is important, perhaps because they result in
lasting changes in brain development.54 This suggests a need for a high-quality preschool environment that
pays attention to the needs of the whole child—social, emotional, and physical health and development. 

Jamaica: Relatively few studies have investigated the long-term effects of preschool programs on such
internalizing behaviors as anxiety and depression as opposed to aggression and other externalizing 
behaviors. The EPPE study discussed later in this brief is one of the few to look at such effects on a large
scale for preschool education programs generally. Follow-up of a randomized trial originally conducted
with 9-24 month old growth-stunted children in Jamaica provides evidence on the effects of educational
stimulation on these and other outcomes when the children are 17-18 years old.55

Children (n=127) were randomly assigned to four groups: no-treatment, dietary supplementation, home
visits, or both.  Dietary supplementation (one kg of milk-based formula) and home visits were provided
weekly for two years. The home visits were one-hour sessions working with mother and child to enhance
mother-child interaction in play.  Mothers were encouraged to talk with their children and to use praise
and positive reinforcement rather than physical discipline, and were taught play techniques designed to
foster positive child development. Mothers also were provided with toys and picture books and encour-
aged to play with their children between visits.

Follow-up at age 17-18 (n=103) showed significant effects of the educational intervention but not of
dietary supplementation.  Participants in the home visits reported less anxiety and depression and better
self-esteem.  Parents reported that they had fewer attention problems.  In addition, there was some 
evidence that they were less likely to have been expelled from school (2% v. 11%, p =.08).  No significant
effects were found for self-reported anti-social behavior or parental report of hyperactivity and 
oppositional behavior.

Complex Findings Including Negative Effects in Some Circumstances

Several studies find evidence that children who spend long hours in child care exhibit somewhat higher
levels of aggressive behavior in the first few years of school. This effect is small, and its practical importance
is unclear. The problem may be largely avoidable by providing better education in child care, though this
aspect of curricular improvement does not appear to be captured by commonly used measures of child
care quality. Moreover, the broadest research indicates that even when this mild negative effect is present
it is accompanied by positive effects on other aspects of social and emotional development as well as 
positive effects on cognitive development. There is some evidence that typical child care over the first 
5 years of life can have modest negative effects on social and emotional development that persists 
into elementary school, in the form of behavior problems, less social competence and poorer schoolwork
habits.56

The NICHD Study of Early Child Care.57 The NICHD Study of Early Child Care followed the development
of over 1,200 children from 10 sites across the country. Families were recruited for participation through
hospital visits shortly after the birth of a child in 1991, and the children’s social behavior was subsequently
assessed at 15, 24, 36, and 54 months, as well as early in their kindergarten year. Mothers, teachers, and
child care providers rated children’s behavior, and researchers observed the children’s interactions with
peers. Results suggested that a small percentage (less than 20 percent) of the children who spent a lot of
time (at least 30 hours per week) in non-maternal child care arrangements were more noncompliant and



[10]Promoting Children’s Social and Emotional Development Through Preschool

aggressive than their peers at 54 months of age and in kindergarten. This relationship held even when the
effects of quality, type, and stability of child care and maternal sensitivity were controlled for through
statistical modeling. Nevertheless, additional analyses revealed that the persistent effect of duration on
aggression was fairly small—smaller than the effects of children’s socioeconomic status and the maternal
sensitivity of their mothers.

Some researchers have suggested that the NICHD link between aggressive behavior and long hours in
child care may be easily explained and may not be problematic.58 The proportion of children in the high
duration of care group who show higher levels of problem behaviors does not exceed the proportion of
children in the national population as a whole who display the same frequency of these behaviors, so child
care is not increasing the number of aggressive children that otherwise exists in the population at-large.
Instead, it is possible that the increased aggression emerges when children first spend substantial time 
in large-group settings. For the children in long-term care, their exposure begins earlier, so the higher
aggression levels emerge earlier. When their agemates are exposed to substantial time in large-group 
settings, their levels of aggressive behavior will increase too, so that, in the end, preschool participants 
will not display more aggression than agemates.

The Abecedarian Project. 59 The Abecedarian project offers some additional evidence from a randomized
trial with a sample of 104 at age 21 follow-up. The Abecedarian Preschool Project provided low-income
African-American children with full-day educational child care from birth to age 5, and has demonstrated
important long-term benefits for children such as higher rates of high school graduation and college
attendance. However, in an early study, teachers rated 59 children from the project to be more aggressive
during the first three years of primary school than control group children. Although the teachers did 
not dislike or find the Abecedarian children harder to manage than children from the control group, the
Abecedarian children were more likely to kick, push, and hit in a variety of settings (such as lunchroom
and classroom) than children from the control group. By the third year in public school, the aggression
level of students who had participated in the Abecedarian program began to decline, and the level for
children in the control group began to rise slightly.

There were no differences in aggressive behavior among children in the Abecedarian control group,
although their exposure to child care ranged from none at all to nearly five years. Of course, the sample
size is quite small making it difficult to detect small effects. The study’s author suggests that the program’s
curriculum was an important factor in explaining the difference between treatment and control group
aggression. In the early years of Abecedarian, the program emphasized academic growth in its curriculum
activities. When early results showing elevated aggressive behavior were observed, the program’s designers
changed the curriculum to reinforce prosocial alternatives, and they brought in a consultant to work with
teachers on methods of behavior control. Subsequent cohorts of children enrolled in the program showed
much lower rates of aggressive behavior. It is noteworthy that large positive effects on school success were
found across all cohorts.

The Effective Provision of Preschool Education Project. 60 The Effective Provision of Preschool Education

(EPPE) Project involved nearly 3,000 children and 141 centers from five regions in England. Children were

recruited from six types of service settings, such as nursery school, playgroup, or day care. Social and

behavioral development over the preschool period was analyzed by measuring change in social behavior

from entry to the study (primarily 3-year-olds) to start of primary school (primarily 5-year-olds).
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Classroom teachers rated the children who attended preschool centers significantly higher on measures of

independence and concentration, cooperation and conformity, and peer sociability compared to children

who remained home. At entry to primary grades, effect sizes (measured in standard deviations) for 1-2

years of preschool attendance ranged from .11 for cooperation and conformity to .36 for peer sociability,

after controlling for child, parent, and home characteristics.  

In general, children in higher quality programs benefited more. In particular, developmental gains in

cooperation and conformity were stronger if children were enrolled in programs with highly qualified

staff, or in programs that scored well on “language and reasoning” and “social interaction” subscales of

the Early Childhood Environment Rating Scale (a measure commonly used to assess the quality of early

childhood programs). Children in centers with highly qualified staff also showed reduced anti-social/

worried behavior.

In general, the researchers found that the more time children spent in preschool, the more social benefits

they enjoyed, although it appeared that children who were enrolled in preschool for an extended time

(more than 3 years) showed some increased anti-social/worried behavior. The quality of the program made

a difference, such that the problematic behavior levels were lower in high-quality programs, although

those levels were still higher than for children who spent less time in care. This evidence is consistent with

the findings of the NICHD and Abecedarian studies, but places this one negative result in the context of

other more positive effects on social and emotional development because of the broader set of outcome

measures used.

The Role of Preschool Quality and Curriculum
Successful preschool programs may differ in some ways, but they all are high quality programs, with 
well-trained staff who focus attention on the needs of each of their students. In policy terms, this means
that the programs share the following characteristics: 61

• Small group sizes

• A partnership with parents 

• A sound curriculum that addresses the needs of the whole child

• High adult-child ratios

• Competitive staff compensation and benefits to attract and retain good staff 

• Well-prepared teachers and ongoing professional development 

The following sidebar (p. 13) discusses some of these aspects of preschool program quality in greater
detail. In addition to these important program elements, however, the methods of teaching and organizing
student activities are highly influential in the development of social competency. Many child development
experts feel that early childhood programs that employ only didactic methods of instruction may fail 
to enhance social and emotional skills.62 This type of instruction does not always provide children with
opportunities to develop problem-solving abilities and may negatively affect their development of social
and emotional skills, which can have long-term consequences for learning.
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The Benefits of a Balanced Curriculum

In an attempt to highlight the value of a balanced curriculum, the High/Scope Preschool Curriculum
Comparison Study 63 compared the effectiveness of three preschool curriculum models when used with
children at risk for school failure. Children were randomly assigned to participate in programs employing
(1) the High/Scope curriculum model which balances child- and teacher-directed instructional activities,
(2) a direct instruction model in which it is primarily teachers who initiate activities, or (3) a traditional
nursery school program in which classroom activities are the teacher’s responses to the child’s expressed
needs and interests, and teachers encourage children to engage in free play. 

The High/Scope curriculum provides children with opportunities to make choices about their activities by
identifying goals and making plans to achieve them. Students are also encouraged to recall or reflect upon
different experiences they have had during the day, taking time to consider ideas and concepts they have
discovered and discuss what they might do to build on or extend what they have learned. The plan-do-review
sequence helps children develop language and social behavioral skills and contributes to the development of
higher-order thinking skills such as making predictions, solving problems, and anticipating outcomes.64 This
model provides autonomy and assists in the development of analytical abilities, abstract thinking, problem
solving skills, self regulation, and metacognitive skills, all of which are essential for success in school.

Adults who had attended the High/Scope program as children experienced fewer social difficulties and were
more likely to participate in volunteer work, vote, and stay married longer than their peers who had partici-
pated in the other programs. Other studies also suggest that a balanced curriculum can have a significant
long-term impact on sociobehavioral outcomes,65 including more prosocial behavior and better relationships
with peers in early elementary school.66 These suggest that more attention to how children are taught and
the kinds of relationships children and adults have in preschool programs may be the key to avoiding even
small negative effects on aggression and maximizing positive effects on social and emotional development
and behavior. 

The High/Scope curriculum study is just one small experiment, but the field is decidedly lacking in ran-
domized trials investigating the effects of curriculum on social and emotional development on long-term
social and emotional development. Indeed, the experimental literature has tended to focus on highly spe-
cific interventions for children identified as having serious problems rather than on a whole child
approach for the general population.67 The preschool education programs  found to be the most effective in
preventing antisocial behavior and delinquency are quality programs with balanced curricula that focus on
the needs of the children,68 provide opportunities for peer interactions during play and produce high levels
of teacher-child closeness.69

Understanding the impact of quality preschool education  is the first step, but providing programs 
that foster healthy emotional development requires foresight, planning and the support of politicians,
communities and families.
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Quality Preschool Programs: Definitions and Evidence for Benefits 

Preschool programs that maintain high standards of quality provide children, especially those at risk,
with skills that will assist them in their social and academic adjustment to elementary school. High-
quality preschool is organized in ways that allow children to form close, sustained relationships with
teachers and encourage positive interactions with peers. Small group sizes and high adult-child ratios,
competitive staff compensation and benefits, professional development, and other aspects of the 
program are geared toward fostering strong relationships and reducing teacher turnover. These com-
ponents have been associated with positive social and emotional outcomes for children, including
greater compliance, sociability, attention, self-regulation, and peer relations as well as lower rates
of negative affect and behavior problems.70

A program’s quality may also be determined by the qualifications required of the teachers and staff.
Teachers with four-year degrees and specialization in early childhood are better prepared to develop
meaningful relationships with their students and create safe, nurturing climates that support children’s
emotional well being. Children cared for by teachers who are highly involved and invested during
their preschool years have been found to be less likely to display behavior problems in kindergarten
and demonstrate increased social skills through elementary school.71 High teacher-student ratios allow
for the development of these relationships, which provide stability in transitions to new classrooms,
contribute to increased social skills, and improve emotional stability.72

The National Institute of Child Health and Human Development (NICHD) has conducted extensive
research that has contributed to a better understanding of the relationship between preschool quality
and child outcomes. The research has shown that higher quality preschool programs defined by high
teacher-student ratios, group sizes and higher teacher qualifications results in more responsive teaching
and fewer behavior problems from children.73 Children who attend higher quality preschool have also
been reported to have fewer behavior problems, closer relationships with their mothers, and to be
better prepared for school.74
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Conclusions and Recommendations 
In sum, high-quality preschool education is designed to enhance children’s social and emotional devel-
opment. Such programs provide children with highly qualified teachers, small class sizes with high
teacher-student ratios, opportunities to pursue their interests and interact with their peer, and activities
intentionally designed and implemented to educate the whole child. Among the benefits found from 
such programs; children are more likely to graduate from high school, continue with higher education,
and have lower rates of teen pregnancy, special education placement, disruptive behavior, and arrests.
They are more likely to give back to their neighborhoods as adults by participating in volunteer work 
and contribute more to their communities through higher employment rates and earnings, higher voting
rates, increased church attendance, and home ownership.75 These benefits and associated economic
returns have only been found for programs that are high-quality. Benefits have been found for larger
scale programs including the Chicago Child Parent Centers, Head Start and Early Head Start. By contrast,
length of attendance in typical child care has been associated with modest negative outcomes.

As policymakers design programs and make decisions regarding early education, they should invest in
programs that support development of the whole child, including academic, social, and emotional skills.
Recommendations for policymakers are as follows: 

1. Include enhanced social and emotional development as a key goal of preschool education programs. 
This does not mean that enhanced cognitive development should be de-emphasized. Both aspects of
children’s development are important, and one need not be sacrificed to support the other.

2. Standards should spell out the outcomes that preschool education programs are expected to achieve
for social and emotional development.
Performance standards for preschool education programs should include explicit mention of social and
emotional development. The new draft of National Association for the Education of Young Children
accreditation standards include discussion of promotion of social and emotional skills and can provide
guidance for program administrators who are considering launching new preschool programs.76

Then, when policymakers require that progress be measured by indicators, those indicators should map
onto the performance standards and should therefore also include measures of social and emotional
development. Seventeen states have launched school readiness indicator projects, and their work can
provide examples of such indicators.77

3. Expand access to high-quality preschool education programs so that more children can benefit
from educational experiences that will improve their socio-emotional development.
Nationally,  only a few states have committed to funding preschool for all 4-year-olds whose parents
wish them to attend.78 High-quality infant and toddler programs, even for the most disadvantaged 
children remain rare. Substantial new investments should be made to increase access to high-quality
child care and preschool education programs designed specifically to enhance early learning and 
development, broadly defined.
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4. Ensure that all preschool programs are high-quality because only educational programs will support
children’s social and emotional development. Such programs have strong leadership, well-prepared
teachers, a balanced curriculum, reasonable class sizes and ratios, and partnerships with parents. 

5. Provide administrators and teachers with technical assistance and training to help them implement
effective curricula and teaching practices that support children’s social and emotional development.
Studies demonstrate that, beyond the traditional aspects of program quality, the content of the curricu-
lum and the teaching practices that teachers employ are critical determinants of a program’s ability to
benefit children’s social and emotional development. Policymakers should ensure that resources are
available to help teachers put into practice the best approaches for promoting children’s social and
emotional development. 

The Last Word
A child’s ability to learn and to function as a contributing member of society rests heavily on the devel-
opment of social competency and emotional health that begins at birth and is greatly influenced during
the preschool years. Preschool programs that pursue the highest standards of quality will contribute 
substantially to this development. And while it may be a difficult and costly responsibility to promote 
and maintain such standards, the benefits far outweigh the costs. If we value our children and their
future, we would be wise to make every effort to provide access to quality preschool programs and
endorse such a prescient investment in the social and economic future of our country. 
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“From the last two decades of research, it is unequivocally clear that children’s emotional and 
behavioral adjustment is important for their chances of early school success.” (Raver, 2002)

There is mounting evidence showing that young children with challenging 
behavior are more likely to experience early and persistent peer rejection, 
mostly punitive contacts with teachers, family interaction patterns that are 
unpleasant for all participants, and school failure (Center for Evidence-Based 
Practice: Young Children with Challenging Behavior, 2003). Conversely, 
children who are emotionally well-adjusted have a greater chance of early 
school success (Raver, 2002). Social and behavioral competence in young 
children predicts their academic performance in the fi rst grade over and above 
their cognitive skills and family backgrounds (Raver & Knitzer, 2002).

Science has established a compelling link between social/emotional 
development and behavior and school success (Raver, 2002; Zins, Bloodworth, 
Weissberg, & Walberg, 2004). Indeed, longitudinal studies suggest that the 
link may be causal….academic achievement in the fi rst few years of schooling 
appears to be built on a foundation of children’s emotional and social skills 
(Raver, 2002). Young children cannot learn to read if they have problems 
that distract them from educational activities, problems following directions, 
problems getting along with others and controlling negative emotions, and 
problems that interfere with relationships with peers, teachers, and parents. 
“Learning is a social process” (Zins et al., 2004).

The National Education Goals Panel (1996) recognized that a young child 
must be ready to learn, e.g., possess the pre-requisite skills for learning in 
order to meet the vision and accountability mandates of academic achievement 
and school success. Academic readiness includes the prosocial skills that 
are essential to school success. Research has demonstrated the link between 
social competence and positive intellectual outcomes as well as the link 
between antisocial conduct and poor academic performance (Zins et al., 2004). 
Programs that have a focus on social skills have been shown to have improved 
outcomes related to drop out and attendance, grade retention, and special 
education referrals. They also have improved grades, test scores, and reading, 
math, and writing skills (Zins etal., 2004).

Social skills that have been identified as essential for academic success include: 
 getting along with others (parents, teachers, and peers),
 following directions,
 identifying and regulating one’s emotions and behavior,
 thinking of  appropriate solutions to confl ict, 
 persisting on task, 
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 engaging in social conversation and cooperative play, 
 correctly interpreting other’s behavior and emotions, 
 feeling good about oneself  and others. 

And yet, many children are entering kindergarten and fi rst grade without 
the social, emotional, and behavioral skills that are necessary for learning and 
success in school. One survey of over 3000 kindergarten teachers found that 30% 
claimed at least half of the children in their classes lacked academic skills, had 
diffi culty following directions and working as part of a group; and 20% reported 
that at least half of the class had problems in social skills (Rimm-Kaufman, 
Pianta, & Cox, 2000). 

Research indicates that children who display disruptive behavior in school 
receive less positive feedback from teachers, spend less time on tasks, and receive 
less instruction. They lose opportunities to learn from their classmates in group-
learning activities and receive less encouragement from their peers. Finally, 
children who are disliked by their teachers and peers grow to dislike school and 
eventually have lower school attendance (Raver, 2002).  
What can we do to increase school readiness in young children?
 Policy – Federal and state policies need to refl ect the importance of these 

foundational skills by removing barriers and providing incentives and 
resources to communities and programs: (1) to improve the overall quality 
of early care settings; (2) to support families so that they are able to 
promote positive relationships and social competence in their infants and 
young children; (3) to prevent problem behavior by addressing social and 
educational factors that put children at risk for challenging behavior; and (4) 
to provide effective services and interventions to address social/emotional 
problems and challenging behavior when they occur. 

 Public Awareness – Federal, state, and local governments and community 
agencies need to raise the visibility of importance of social competence in 
school success.

 Knowledge and Skills – Early care and education professionals need 
training and on-site technical assistance in evidence-based practices for: (1) 
promoting social skills (e.g., identifying and regulating emotions, playing 
cooperatively, following directions, getting along with others, persisting 
with tasks, problem solving, etc.); (2) preventing problem behavior (through 
classroom arrangements, individualizing to childrens’ interests and abilities, 
etc.); and (3) providing effective intervention strategies when needed (e.g. 
positive behavior support, peer mediated strategies, etc.) (Fox et al., 2003). 
Early childhood education professionals need to know how to integrate 
social/emotional learning with literacy, language, and other curricular areas. 
Professionals need to know how to provide parents with information and 
support around parenting practices that prevent problems and effectively 
address challenging behavior. 

 Research – Studies are needed on specifi c promotion, prevention, and 
intervention strategies to establish their effi cacy for specifi c groups of 
children in particular settings. Research is also needed on policy and 
programmatic features that result in more effective services for children and 
families related to social development.

“The emotional, social, and behavioral competence of young children is a strong predictor of academic 
performance in early elementary school.” (Zero to Three, 2003)

The reproduction of this document is encouraged.
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Emotions Matter:
Making the Case for the Role of Young Children’s

Emotional Development for Early School Readiness
C. Cybele Raver

Summary

This Social Policy Report considers the importance of young children’s emotional development for their school

readiness, suggesting that social scientists can provide policy makers with concrete ways to conceptualize, measure and

target young children’s emotional adjustment in early educational and child care settings.  This Report then reviews a

recent and persuasive body of  rigorous research, to determine whether children’s emotional adjustment can be

significantly affected by interventions implemented in the preschool and early school years.

Results of this review suggest that family, early educational, and clinical interventions offer policy makers a wide

array of choices in ways that they can make sound investments in young children’s emotional development and school

readiness.  This research suggests that, while young children’s emotional and behavioral problems are costly to their

chances of school success, these problems are identifiable early, are amenable to change, and can be reduced over time.

What kinds of investments should policy makers be advised to make, at what point in young children’s

development, and in what settings?  While modest investments in low-cost interventions initially may seem appealing, this

report suggests that there are few bargains to be had when investing in young children’s emotional adjustment.  With this

caveat in mind, the findings of this report suggest that policy makers should broaden early elementary educational

mandates for school readiness to include children’s emotional and behavioral adjustment as key programmatic goals.

Policy makers should consider targeting young children’s emotional adjustment prior to school entry, in diverse settings

such as Head Start, child care settings, as well as in the first few years of school.  Finally, young children’s emotional

adjustment can serve as an important benchmark of programmatic success in other policy arenas focusing on child

welfare, family support, and economic self-sufficiency, as well as in education.
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This issue addresses the importance of young children’s emotional
development for school readiness.

There is currently at the national level a great deal of concern for
literacy and learning to read.  Certainly literacy could not be more
important.  Children frequently fail in school because they fall behind
in acquisition of basic skills, early in their school careers.

This report, however, highlights the interrelatedness of development,
particularly early in life.  Young children cannot learn to read if
they have emotional and behavioral problems that distract them
from reading lessons; such problems interfere with the acquisition
of basic early skills.  Two sidebars offer additional information on
early emotional development and the development of self-regulation.

Emotional development and behavioral self-regulation are as
important to early development as learning to read.  In order to
promote literacy, early educational programs have to attend to the
whole child, attending also to the promotion of emotional
development and health.  Head Start was originally founded (by
distinguished developmental psychologists such as Edward Zigler,
Shepherd White, and Bettye Caldwell) with exactly this view of
the whole child.  And social and emotional development are part of
the performance standards for early Head Start and Head Start.
In the national evaluation of Head Start, social and emotional
development were listed by staff as being most important. Now as
conversations begin about moving Head Start to the Education
Department, it is critical that we maintain this view that attends to
emotional as well as cognitive development.  This article presents
the research justification for doing that.

The article also summarizes literature demonstrating that a variety
of interventions can help young children who have already
developed emotional and behavioral adjustment problems become
more prepared for school.  We know what to do and how to do it—
in regard to promoting early development and preparing children
for school; it is just a matter of basing our decisions on what we
know about early child development.

Hopefully, this issue of the Social Policy Report will contribute to
making that happen.

Lonnie R. Sherrod, Editor
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Children who are emotionally
well-adjusted have a significantly
greater chance of early school
success while children who
experience serious emotional
difficulty face an increased risk
of early school difficulty.

Emotions Matter: Making the Case for the Role
of Young Children’s Emotional Development for Early

School Readiness

C. Cybele Raver
Irving B. Harris Graduate School of Public Policy Studies

University of Chicago

Recently, policy makers, researchers and educators have
intensified their interest in supporting young children’s
readiness to learn as they enter school  (National Education
Goals Panel, 1998). Surveys of teachers suggest there is
justifiable cause for concern. For example, in one recent,
nationally representative survey of over 3,000 teachers, 30%
of the Kindergarten teachers reported that at least half of
the children in their class lacked academic skills, had difficulty
following directions, and working as part of a group, and
20% reported that at least half the class had problems with
social skills (Rimm-Kaufman, Pianta & Cox, 2000). The
portrait that emerges from these statistics is one where many
children are not sufficiently ready to make the transition to
Kindergarten. Exposed to a wide range of psychosocial
stressors, children in poor neighborhoods are at greater risk
for developing emotional and social difficulties (Dodge, Pettit
& Bates, 1994; Brooks-Gunn, Duncan, & Aber, 1997).
Schools in low-income communities are therefore likely to
be called upon to meet the needs of a
greater number of young children with
behavioral problems within
Kindergarten classrooms (Conduct
Problems Prevention Research Group,
1999; Rimm-Kaufman, et al., 2000).
Conversely, emotional skills among
low-income children may serve an
important protective function, whereby
children who are able to effectively
handle their emotions and behavior
despite exposure to multiple stressors
are more likely to do better,
academically, than their peers (Raver
& Zigler, 1997). In this light, what can developmental
psychologists tell policy-makers about supporting young
children’s school readiness?

From the last two decades of research, it is unequivocally
clear that children’s emotional and behavioral adjustment is
important for their chances of early school success. Certainly,
cognitive maturity plays a central role in children’s academic
performance. However, psychologists’ and educators’
emphasis on cognition and on children’s academic
preparedness continues to overshadow the importance of

children’s social and emotional development for early school
readiness (Aber, Jones, & Cohen, 2000; Hyson, 1994;
Fantuzzo, et al., 1999; Raver & Zigler, 1997). This message
is not new—what is new, however, is the emergence of a
powerfully persuasive body of research on ways to support
young children’s emotional, behavioral and academic
adjustment just as policy interest in early school readiness is
“heating up.” With this window of opportunity in mind, the
following paper will make three, inter-related points:

1. Young children’s emotional adjustment matters.
Children who are emotionally well-adjusted have a
significantly greater chance of early school success while
children who experience serious emotional difficulty face
grave risks of early school difficulty.

2. Recent advances in developmental and clinical
research suggest that children vary in their levels of  emotional
competence and relative risk for developing behavioral and
emotional difficulties. Developmental research offers several
frameworks for understanding the child, family, classroom
and environmental factors that are associated with children’s
varying levels of skill versus difficulty, giving policy makers
clear “sign posts” for multiple avenues for intervention.

3. Research on family, early educational, and clinical
interventions offers policy makers a wide array of choices in
ways that they may want to invest in young children’s
emotional development and school readiness. Modest
investments in low-cost interventions initially may seem

appealing, but the following review
suggests that there are few bargains
to be had when investing in young
children’s emotional adjustment.
Specifically, some children with serious
emotional problems live in extremely
vulnerable families, where parents
struggle with a host of economic,
psychological, and social difficulties.
Policies aimed at young children’s
emotional adjustment and school
readiness may need to be cohesive and
comprehensive if we expect to have a

measurable, positive impact on increasing children’s chances
for school success. In other words, while short-term and
relatively low-cost solutions supporting children’s emotional
competence are available, they are unlikely to work for
children who face the greatest emotional hurdles. While
young children’s emotional problems are costly, results from
some of the interventions reviewed suggest that these
problems are identifiable early, are amenable to change, and
can be reduced over time.
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Children who are disliked by teachers
and peers grow to like school less,
feeling less love for learning and
avoid school more often.

The following paper briefly reviews relevant research
from developmental, clinical, and educational psychology,
evaluating recent empirical evidence on which these
assertions are made. First, longitudinal research linking
children’s social and emotional adjustment to their academic
achievement is briefly considered, highlighting ways that
emotions matter to children’s school success. Second, this
paper presents a brief overview of children’s emotional
adjustment from developmental and clinical frameworks, so
that policy makers understand the individual, family and
classroom processes that might be targeted in order for policy
interventions to be effective. Third, the bulk of this paper
then examines a range of interventions in order to address
the question of which type of
program is most effective in
fostering children’s emotional
adjustment. When is a good time to
intervene, for whom, and in what
settings? While it would appear to
make the most sense to get children
“ready” for school by targeting the
preschool years, researchers and
clinicians have not generally
focused on treating emotional problems in children younger
than school-age, until relatively recently (Campbell, Shaw,
& Gilliom, 2000). Therefore, in this review, programs aimed
at increasing children’s “school readiness” by improving their
emotional adjustment is broadly construed to span two
developmental periods—1) when children enter school, in
Kindergarten and 1st grade, and 2) prior to school entry.

This review is also broadly framed with respect to its
scope: It focuses both on universal interventions targeting all
children regardless of income and on programs tailored to
assist low-income children, given that family- and
neighborhood-level economic disadvantage increase
children’s risk for behavioral and academic difficulty (Bolger,
Patterson, Thompson & Kuperschmidt, 1995; Duncan, Yeung,
Brooks-Gunn & Smith, 1998). This review examines a
“continuum” of service delivery options, considering
interventions that target children at low, moderate and high
risk with programs of correspondingly low, moderate and
high intensity (Webster-Stratton & Taylor, 2001). In order to
evaluate the merit of various types of intervention, this review
focuses primarily on experimental evaluation research using
randomized design; exceptions (where non-experimental
evaluation studies are also considered) are clearly noted.
Where appropriate, this paper also provides standardized
estimates of the size of the impact, or effect for the
interventions that are described1. (Unfortunately, sufficient
data were not available to calculate these estimates in many
of the studies reviewed). Finally, the paper concludes with a
set of concrete policy recommendations.

I: Children’s Emotional Adjustment Predicts Their Early
School Success

Over the last twenty years, a series of studies has clearly
demonstrated that children’s emotional and social skills are
linked to their early academic standing (Wentzel & Asher,
1995). Children who have difficulty paying attention, following
directions, getting along with others, and controlling negative
emotions of anger and distress, do less well in school (Arnold
et al., 1999; McLelland, Morrison & Holmes, 2000). More
recently, evidence from longitudinal studies suggests that this
link may be causal: For many children, academic achievement
in their first few years of schooling appears to be built on a
firm foundation of children’s emotional and social skills

(Alexander, Entwistle, & Dauber,
1993; Ladd, Kochendorfer &
Coleman, 1997; O’Neil, Welsh,
Parke, Wang & Strand, 1997).

Specifically, emerging research
on early schooling suggests that the
relationships that children build with
peers and teachers are a) based on
children’s ability to regulate emotions
in prosocial versus antisocial ways

and that b) those relationships then serve as a “source of
provisions” that either help or hurt children’s chances of doing
well, academically, in school (Ladd, Birch & Buhs, 1999,
p.1375). Psychologists find that children who act in antisocial
ways are less likely to be accepted by classmates and teachers
(Kuperschmidt & Coie, 1990; Shores & Wehby, 1999),
participate less in classrooms and do more poorly in school
than their more emotionally positive, prosocial counterparts,
net of the effects of children’s pre-existing cognitive skills
and family backgrounds (Ladd et al., 1999). One caveat is
that children’s early academic skills and emotional adjustment
may be bidirectionally related, where young children who
struggle with early reading and learning difficulties may grow
increasingly frustrated and more disruptive (Arnold et al.,
1999; Hinshaw, 1992). Clearly our understanding of the causal
and reciprocal influences of children’s cognitive, language,
and emotional competences on later academic achievement
would be greatly benefited by additional research. With this
caveat in mind, the bulk of longitudinal evidence for the
importance of social and emotional adjustment for children’s
success in early academic contexts is convincing and clear.

How large a difference does children’s emotional
adjustment make? Children’s emotional and behavioral
difficulty with peers and teachers is not just a “feel good”
issue: Children’s aggressive, disruptive behavior has serious,
long-term costs, both to the children themselves, and to their
communities. Specifically, twenty years of research has now
clearly established that aggressive young children who are
rejected by their classmates in their first years of schooling
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Children’s ability to label and
manage different emotions
provides them with powerful
social tools: Using words,
children can “talk through”
rather than act out their
negative feelings.

are at grave risk for lower academic achievement, greater
likelihood of grade retention (being “held back”), greater
likelihood of dropping out of school, and greater risk of
delinquency and of committing criminal juvenile offenses in
adolescence (Jimerson, Egeland, Sroufe & Carlson, 2000;
Kuperschmidt & Coie, 1990; Miller-Johnson et al., 1999;
Vitaro, Laroque, Janosz & Tremblay, 2001).

Children with emotional difficulties are likely to “lose out”
academically, in a number of ways. First, disruptive children
are tough to teach: As early as preschool, teachers provide
disruptive children with less positive feedback, so that
disruptive children spend less time on task and receive less
instruction (Arnold, et al., 1999; McEvoy & Welker, 2000;
Shores & Wehby, 1999). Negative and conflictual
relationships with one’s Kindergarten teacher have been
found to forecast children’s later academic difficulties through
early elementary school (Hamre & Pianta, 2001). Second,
emotionally negative, angry children may lose opportunities
to learn from their classmates as children gather to work on
projects together, help each other with homework, and provide
each other with support and encouragement in the classroom
(Berndt & Keefe, 1995; Ladd et al., 1999). Third, children
who are disliked by teachers and classmates grow to like
school less, feeling less love for learning, and avoid school
more often, with lower school attendance (Berndt & Keefe,
1995; Birch & Ladd, 1997; Murray & Greenberg, 2000).
The costs of being socially rejected or withdrawn with peers
and teachers may be particularly great for low-income
children, increasing their risk of later school difficulty
(Coolahan, Fantuzzo & Mendez, 2000).

Given this compelling evidence that children’s emotional
adjustment plays an important part in predicting their likelihood
of school success, the next question is then: How do we aid
children to develop emotional competence and avoid emotional
difficulties, so that they come to school ready to learn? Two
different approaches to early emotional adjustment are briefly
outlined in the next section, so that policy makers can
strengthen their understanding of the multiple potential
avenues for intervention when targeting children’s school
readiness.
II: Frameworks for Understanding Young Children’s
Emotional Competence and Difficulty

Emotional competence: One framework used by many
developmental psychologists suggests that children have a
set of “emotional competencies” in ways that they think about
and handle their own and others’ emotions (Saarni, 1990).
Children’s ability to recognize and label different emotions
provides them with powerful social tools: Using words,
children can “talk through” rather than act out their feelings
of anger, sadness, or frustration (Denham & Burton, 1996).
Some children have more difficulty than others in correctly
identifying both their own and others’ emotions and in thinking

of appropriate solutions to common social problems (e.g.
resolving conflict with a peer) (Denham, 1998; Garner, Jones,
Gaddy & Rennie, 1997). These children persistently
misinterpret social situations (perceiving other children’s
motives as hostile rather than benign), and they then respond

aggressively, eventually becoming disliked and rejected by
their peers (Dodge & Feldman, 1990).

In a related avenue of research on children’s emotional
competence, some investigators focus less on what children
know about emotions and more on how children manage or
regulate their negative emotions. On the basis of their ability
to effectively manage their impulses and feelings, children
arrive to formal classrooms with differing “behavioral styles”
that have been characterized as more “prosocial” (where
children engage in social conversation, cooperative play, and
sharing), or “antisocial” in nature (where children hit, argue,
and act in oppositional and defiant ways) (Eisenberg & Fabes,
1992; Rubin, Coplan, Fox & Calkins, 1995). Children who
have trouble regulating their emotions and behavior may have
an especially hard time accurately processing the details of
an emotionally upsetting situation, as described earlier
(Lemerise & Arsenio, 2000).

Children’s emotional styles are thought to be influenced
by both children’s temperaments and by parents’ varying
uses of warmth, control, and harshness in the home (Eisenberg
& Fabes, 1992; Kopp, 1989; Patterson, Reid & Dishion, 1992;
Thompson, 1994; Wakschlag & Hans, 1999). Specifically,
children who demonstrate lower emotional competence and
more emotional difficulties are more frequently found in
families where parents express more negative emotion,
engage in more conflict, and are ineffective in helping children
deal with their feelings (Cummings & Davies, 1994; Denham,
et al., 2000; Eisenberg, Cumberland & Spinrad, 1998; Garner
et al., 1997; Gottman, Katz & Hooven, 1996).
Correspondingly, children from more emotionally positive and
less emotionally explosive households know more about
emotions and are more likely to respond in prosocial rather
than aggressive ways, in ambiguous situations.
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What does this developmental framework mean for
policy? A number of early educational programs have
implemented “emotions” based curricula and “social skills
training programs” to aid children to appropriately identify,
choose, and enact prosocial solutions to typical “social”
problems such as dealing with conflicts with friends. A few
of these interventions also provide teachers with extensive
training in effectively building warm relationships with
students, creating more positive and productive classroom
climates, managing disruptive behavior, and helping young
children to develop greater behavioral self-control.
Alternately, some programs target families as the place to
intervene, aiding parents in appropriate ways to handle their
own and their children’s anger and distress. Brief review of
whether these programs are successful is included, below.

Young children’s emotional and behavioral problems and
disorders: A number of investigators in the area of
developmental psychopathology focus on “externalizing
problem behaviors” among children who have serious and
persistent difficulty controlling their feelings of anger and
distress. Children with chronic, severe problems acting out
in inappropriate, aggressive ways are viewed as having an
emotional or behavioral disorder (EBD) (Quinn, Kavale,
Mathur, Rutherford & Forness, 1999) and some of these
children are at serious risk for antisocial and delinquent
behavior in adolescence and early adulthood (Moffit, 1993;
Loeber, Keenan & Zhang, 1997: Nagin & Tremblay, 1999).

How do clinical psychologists explain the development
of children’s severe, chronic and emotional and behavioral
problems? Again, psychologists point to parenting practices
as one significant (if not sole) influence in children’s
development of behavior problems, and therefore families’
parenting styles are often a major locus of intervention
(Denham et al., 2000; also see Selkelitch & Dumas, 1996
and McEvoy & Welker, 2000 for reviews).

Consistently, researchers also identify “family adversity”
or “cumulative risk” as a second environmental influence on
young children’s development of later emotional and
behavioral disorder. Evidence for this construct of “cumulative
risk” has burgeoned, with recent research indicating that it is
the extensiveness of multiple risks (e.g. parents’ problems
with mental illness, illegal activity, low educational attainment,
alcohol and drug abuse, having to rely on public assistance,
parenting as a single parent), rather than any single, one of
these factors, that best predicts children’s emotional and
academic status (Ackerman et al., 2000; Campbell, Shaw &
Gilliom, 20000; Sameroff, Seifer, Baldwin & Baldwin, 1993;
Yoshikawa, 1994). Impulsive, oppositional preschoolers who
are exposed to a high number of these accumulated
environmental risks are substantially more likely to fall into
an “early starter” group of children who continue to struggle

with severe behavior problems through middle childhood,
rather than “growing out” of their aggressive, acting out
behavior (Campbell et al., 2000). Clinical research on the
treatment of children’s behavioral problems provides a similar
portrait of their exposure to cumulative risk. Among one
survey of children receiving intensive “integrated” mental
health services for behavioral problems, for example, the
majority of families struggled with poverty, substance abuse
problems and, for ¼ of the families, a history of mental illness
(Foster et al., 2001).

It is important to note that this research identifies children
at greatest risk for bad outcomes: Without wanting to
negatively label any child, this research asks us to recognize
that some children manifest the early warning signs of a
serious behavioral disorder and are deserving of treatment
rather than social stigma or rejection. It is also important to
remember that only 60% of children who demonstrate
elevated levels of disruptive, aggressive behaviors in early
childhood will manifest high levels of antisocial and delinquent
behavior, later on (Campbell et al., 2000; Nagin & Tremblay,
1999) and that behavioral assessments of children’s
externalizing problems are subject to considerable
measurement error (Bennett, Lipman, Racine & Offord,
1998; Lochman et al., 1995). Therefore, it is doubly important
to 1) exercise a great deal of caution in identifying and treating
children who manifest behavioral problems and 2) to
recognize that the environments that shape children’s
problematic behavior, such as homes and schools, must be
as much the focus of “treatment” (i.e. intervention efforts)
as are children (McEvoy & Welker, 2000). With these caveats
in mind, it is equally important to recognize the value of
identifying and treating children who most need clinical
services, as one of many ways to support young children’s
school readiness.
III: Avenues of Intervention— Programs That Support
Children’s Emotional Competence and Ameliorate Their
Emotional Problems

Can the trajectories of children who are headed for
emotional and behavioral trouble be deflected, so that they
are redirected onto a more positive course of school success
rather than school failure? Can the number of children who
are “school ready” in any given school or district be increased,
by helping families and teachers to support children’s
development of emotional understanding and prosocial
behavioral styles? There are a wealth of interventions that
have been implemented at the family, child care, school, and
clinical site levels to address these questions. This paper cannot
review all the relevant evaluations of each of these areas of
intervention, comprehensively. Instead, broad conclusions will
be drawn from different areas of research, relying on relevant
meta-analyses, literature reviews, and specific studies, where
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Emotion Knowledge and Emotion Utilization Facilitate School Readiness
Carroll E. Izard

University of Delaware

Although largely ignored for a long time, we have
known for decades that children’s emotion knowledge
(EK) contributes to their ability to regulate their
emotions and behavior. We have also known for a long
time that emotion and self-regulation correlates with
various measures of social and academic competence.
Emotion knowledge (EK) in older children and adults
has many facets. EK in young children has fewer
aspects, but these include the capacity for emotion
perception and emotion labeling, the two facets that
constitute the fundamental infrastructure of EK.
Without these two parts of the foundation, scaffolding
of the more complex aspects of EK cannot occur. For
example, empathy (a vicarious emotional experience)
is impossible if the observer cannot detect the emotion
signals of the other person. Moreover, if the observer
accurately detects the emotion signal, she or he will
still need to label it (symbolize it in awareness) to
facilitate social communication and make an optimally
empathic response. Thus poor skills in emotion
perception and labeling greatly diminish the capacity
for empathy, the prosocial behavior it can motivate,
and its inhibitory effects on aggression. EK in the
present context refers mainly to emotion perception
and emotion labeling.

Recently we have learned something about the
antecedents or causal processes in the development
of emotion knowledge (EK) and the causal processes
that flow from EK to social skills, academic
competence, and peer acceptance–a critical factor in
social functioning and success in school. Emotion
expression and discourse about emotion feelings in the
home, parental use of emotion coaching, and the child
factors of emotionality/temperament and verbal ability
contribute to the development of EK. Children with
low thresholds for negative emotions and poor skills
for regulating them will influence the social environment
in a way that tends to restrict opportunities to increase

understanding of emotions. Such children may require
emotion-centered preventive intervention to realize
good progress on the key preschool developmental
task of making connections among emotion feelings,
appropriate thoughts, and effective behavioral
strategies.

The child factor of verbal ability also contributes
very substantially to the development of EK.
Correlations between either receptive or expressive
vocabulary and EK range from about .30 to .60 across
a number of studies. Thus conditions that contribute
to delayed development of verbal ability also contribute
to delays in the development of EK.

More recent studies have shown that EK
contributes to the prediction of social and academic
competence even after controlling for the effects of
verbal ability and emotionality/temperament. In addition
to the direct effects of EK on behavioral and academic
outcomes, it also plays the role of mediator. In a
longitudinal study of Head Start children, emotion
knowledge in preschool mediated the effect of verbal
ability on academic competence in third grade. Path
analysis of data from a study of first and second grade
children in a rural/small town district revealed that
verbal ability predicted EK, EK predicted social skills,
and social skills, in turn, mediated the effect of EK on
peer acceptance. Thus, knowing about emotions, and
even having the right emotion feeling, are not enough.
Socioemotional competence depends on emotion
utilization, the use of skills motivated by the emotion.
The classic example is empathy, where prosocial
behavior occurs only when the motivation of modulated
vicarious emotion experience drives relevant helping
behavior. Empathy without prosocial action has limited
value. Social and academic competence require
emotion modulation and the skills to utilize the adaptive
motivation inherent in modulated emotion. (For
references, email <izard@udel.edu>.



8

Classroom-based programs have been
more effective when they have targeted
both children’s knowledge of emotions
and children’s emotional and
behavioral self-control.

appropriate. The overview provided below is organized by
age range of the children served and by levels of
programmatic intensity.
Intervening When Children Enter School

A wide range of interventions identifies children’s entry
into formal schooling as a prime opportunity to affect
children’s social, emotional, and academic competence. While
many of these programs recognize that children’s emotional
development is grounded in their earlier experiences in infancy
and toddlerhood, their primary focus is in targeting children
in Kindergarten or 1st grade.

Low-intensity interventions in the classroom: Largely
based on the model of emotional competence outlined above,
some programs have been implemented to change the way
that children think about emotions and social situations. Using
modeling, role play, and group discussion, teachers can devote
relatively small amounts of class time to instruct children on
how to identify and label feelings, how to appropriately
communicate with others about emotions (e.g. to use words
instead of fists), and how to resolve disputes with peers.
Often, these curricula are taught for about 2 hours a week,
for between 12 and 20 weeks, and they are available as
commercially distributed packages (Conduct Problems
Prevention Research Group, 1999b; Frey et al., 2000;
Greenberg, Domitrovitch, & Bumbarger, 1999; Quinn et al.,
1999). The potential gain is that such programs can be offered
“universally” to all children in a given classroom, for relatively
low cost. As a result, the climate of the classroom may
become significantly less chaotic and more conducive to
learning (Conduct Problems Prevention Research Group,
1999b). The potential drawback is that these programs may
yield only a modest, short-term impact on children’s social
and emotional behavior (with effect
sizes less than .3) (Quinn et al.,
1999).

Classroom-based programs
have been more effective when they
have targeted both children’s
knowledge of emotions and
children’s emotional and behavioral
self-control through classroom
based “games” that reward
discipline and cooperation. Some of
these programs place substantially greater investment in
improving classroom climates through teacher training (in
one intervention, this included as much as 60 hours of training)
and appear to yield stronger positive effects (Ialongo, Poduska,
Werthamer & Kellam, 2001). In that intervention, for
example, children who were randomly assigned to the
program in 1st grade were significantly less likely to be
diagnosed with conduct disorder, significantly less likely to
have been suspended from school, and significantly less likely

to need mental health services, 5 years later, than were
children assigned to a control group (with effect sizes equal
to .4, Ialongo et al., 2001). While these findings support the
value of classroom-based approaches, children’s emotional
adjustment and school success may also be maximized by
coordinating classroom intervention with parent-based
approaches (Ialongo et al., 2001).

Low- to moderate-intensity interventions in the home —
Parent training programs: From the developmental and clinical
frameworks outlined above, it is clear that many psychologists
view parenting as playing a key role in children’s emotional
adjustment. Based on this body of research, a number of
interventions have been designed to reduce children’s risk
for emotional difficulties by aiding parents to increase their
positive interactions with their children, to set firm limits on
children’s negative behaviors, and to reduce their use of harsh
parenting practices when the adults, themselves, become
angry or upset (McEvoy & Welker, 2000; Kazdin, 1987;
Serketich & Dumas, 1996; Webster-Stratton, 1998).

These programs vary in their approach, their intensity,
and the locations in which they are implemented (e.g. home
visiting programs, telephone support, parenting skills
workshops offered by health care providers, parent
educators, social work staff).  Generally, these programs
have shown moderate success (Kazdin, 1987). One concern
is that the link between harsh parenting and children’s
manifestation of behavior problems has been found to hold
true for white families but not African American families in
some studies, suggesting that interventions must be placed in
culturally-grounded frameworks that take community norms,
values, and attitudes towards parenting into account (Deater-
Deckard & Dodge, 1997; Spieker et al., 1999). A second,

significant concern is that the
effects of these programs may be
more transitory than long-lasting
(Corcoran, 2000).

“Multi-pronged” home/
school interventions for children at
moderate risk: More intensive
interventions have also been
designed for children who exceed
some criterion level of
disruptiveness in their first few

years of formal schooling. Because the goals of these
programs are to help children most prone to externalizing
problems, they are termed “targeted” or “indicated”
preventive interventions, and they address children’s
emotional and behavioral difficulties on both home and school
fronts. While these programs are more costly to run and are
targeted at fewer children, they are expected to pay off in
the long run, by reducing the prevalence of costly outcomes
such as criminal offenses and drop-out from school among a
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More intensive interventions (that include
both parent- and teacher-training)
demonstrate remarkable effectiveness in
reducing children’s emotional and behavioral
problems.

smaller group of high risk children (Eddy, Reid & Fetrow,
2000; Kazdin, 1997; McEvoy & Welker, 2000; Conduct
Problems Prevention Research Group, 1992; Ialongo et al.,
2001).

For example, in one recent intervention, children who
were identified as disruptive were given classroom-based
social skills training, and their parents were trained to
encourage children’s positive behaviors, to use “time-outs”
for negative behaviors, to
supervise children’s after-
school activities, and to
problem-solve in times of family
crisis (Tremblay et al., 1995;
Vitaro et al., 1999). In some
programs, teachers are also
provided with additional training,
and parent-teacher partnerships
are strengthened by regular
conferences and phone contact (Ialongo et al., 2001; Reid et
al., in press). Recently, a large-scale, multi-site program for
young children, called FAST-TRACK, has been implemented,
where all children in a given classroom receive 22 weeks of
social and emotional skills curricula, regardless of their relative
emotional or behavioral risk (Conduct Problems Prevention
Research Group, 1999a). In addition, 10% of the enrolled
kindergartners who exhibited a high number of behavior
problems both at home and school were included, with their
parents, in parent training, peer group training, and academic
tutoring. Some programs such as “Let’s Invest in Families
Together” (LIFT) take the prevention program into additional
settings, such as the playground, where children may be
teased or bullied (Eddy et al., 2000).

Results from a number of experimental studies (using
randomized designs) suggest remarkable effectiveness of
these multipronged programs on reducing children’s disruptive
behavior. These gains range from modest improvements in
children’s social, emotional, and academic skills after 1 year
in the FAST-TRACK program, to effect sizes of as high as
1.5 reported by Eddy, et al.’s (2000) LIFT program
(Stoolmiller, Eddy & Reid, 2000). These interventions
demonstrate clearly that multi-pronged programs translate
to significant improvements by reducing children’s behavioral
problems and their use of special services, and by increasing
children’s social skills and their reading readiness (Conduct
Problems Prevention Research Group, 1999a; Ialongo et al.,
2001). These multi-pronged programs have also shown more
effectiveness in reducing the likelihood that children will
engage in delinquent behaviors, such as drug and alcohol use
(Stoolmiller et al., 2000), and in being held back a grade or
more, than did the less expensive, lower-intensity, classroom-
only interventions described earlier (Vitaro et al., 1999).

Some researchers have pointed out that these findings
are not sustained over longer periods of time, and that
children’s high school drop-out rates are not significantly
affected by the intervention program. This has led
investigators to suggest that “one-shot” interventions in early
childhood may not be sufficient, and that children may need
“booster” levels of intervention support in high school in order
to improve chances of later school success. Others have

suggested that children with
marked behavioral and
emotional disorder need more
comprehensive, intensive
services offered in a clinical
setting.

High-intensity clinical
interventions for high-risk
children: It is important to note
that the majority of children in

poverty are doing well, emotionally, and should not be
stigmatized or viewed from a deficit-oriented perspective
(Garcia Coll, Meyer & Brillon, 1995; Garner & Spears, 2000).
However, a small percentage of young children in poverty
struggle with serious emotional and behavioral disturbance,
and these children deserve access to the same level of
intensive clinical intervention services that their more affluent
counterparts are likely to purchase through private insurers.
Specifically, there exist a range of programs designed to lower
the risk of young children’s development of serious emotional
and behavioral problems in families struggling with multiple,
chronic stressors such as high risk of maltreatment, mental
illness, substance abuse, and domestic violence. School-based
mental health consultation programs, for example, pair
psychologists, social workers and psychiatrists with local
school districts in order to identify, assess and treat young
children who are in serious emotional and behavioral trouble.
Clinicians from local community mental health organizations
observe classrooms, provide teachers with training in early
childhood mental health and development, and provide child-
and family-centered psychotherapy to families in need (Cohen
& Kaufmann, 2000). As of this writing, no evaluations of
school-based consultation programs using randomized trial
design could be found. However, the potential for such
programs seems promising.

Because harsh, coercive parenting has been identified
as a likely predictor of young children’s behavior problems,
and because juvenile delinquency has consistently been
identified as a likely consequence of these same problems,
there is considerable overlap between home-based intensive
clinical interventions designed to assist multiply stressed
families at risk for maltreatment and multi-modal programs
designed to reduce the likelihood of juvenile offending among
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youth. Of these programs, multisystemic approaches appear
to be the most rigorously evaluated and the most successful,
with older children. Specifically, these programs offer families
comprehensive services from clinically-trained caseworkers
that work intensively with a small number of families in home,
school and community settings (for review of results, see
Henggeler, 1999). This approach has strong potential for
success with families with young children, given its track
record with older children using stringent standards of
randomized-trial evaluation (Campbell et al., 2000).
Intervening Prior to School Entry

One developmental axiom is that intervention early in
the course of development is more cost-effective than later
treatment for children and their families (see Alexander &
Entwistle, 1988; Jimerson et al., 2000). Accordingly, there
are a wealth of programs designed for families with infants,
aimed at reducing risks and supporting positive outcomes
among families facing significant poverty-related risks. One
problem in considering these programs is that few of these
have specifically focused on children’s emotional adjustment
as a targeted outcome, and so have not extensively assessed
their effectiveness in this regard.  Instead, programs have
hoped to improve low-income children’s academic and
cognitive performance, indirectly, by working with families
(Brooks-Gunn, Berlin & Fuligni, 2000; Yoshikawa, 1994).
These programs are briefly reviewed, below, in “broad-brush”
fashion.

Home visiting programs for parents of infants and young
children: Because many of children’s emotional problems
appear to be so profoundly affected by parenting practices,
many intervention programs aimed at helping adults parent
more effectively may also indirectly improve children’s
emotional and behavioral outcomes. Specifically, many of
these programs aim to improve families’ provision of sensitive,
responsive care, and to curtail families’ use of inconsistent
and harsh parenting as an indirect means of improving
children’s later life chances (see Brooks-Gunn et al., 2000;
Corcoran, 2000; Gomby, Culross & Behrman, 1999 for
reviews). Home visiting demonstration projects have been
implemented in a wide array of rural and urban settings and
vary broadly in the types of services they offer, from teaching
parents about appropriate developmental milestones, early
learning, and effective parenting, to public health and social
welfare foci oriented towards improving maternal mental
health, economic self-sufficiency, and social support (Brooks-
Gunn et al., 2000; Gomby et al., 1999; Olds et al., 1998).

Exhaustive review of the efficacy of these programs is
too great a task to be tackled here (Brooks-Gunn et al., 2000;
Olds & Kitzman, 1990; 1993). Conclusions that can be drawn
from smaller experimental and quasi-experimental studies is
that some demonstration home visiting programs have
generally shown small gains in improving parents’ provision

of sensitive, nurturing care and in reducing parents’ negative,
coercive behaviors (with effect sizes rarely exceeding .2).
However, when these programs have been taken to scale,
and larger evaluations using randomized design have been
conducted, results have been considerably less encouraging
(See Gomby et al., 1999; Goodson, Layzer, St. Pierre,
Bernstein & Lopez, 2000). Surprisingly, few studies have
examined whether the program has been effective in
indirectly supporting children’s emotional development
(Brooks-Gunn et al., 2000; Yoshikawa, 1994).

Moderate-intensity interventions in child care and early
educational settings: Given that 61% of children ages 3-5
spend a significant portion of their day with child care
providers other than their parents, it is particularly important
to focus on child care’s effects on young children’s emotional
development and school readiness (Arnold et al., 1999). Child
care providers identify preschoolers’ disruptiveness as a
serious problem in their classrooms, and children might learn
greater emotional and behavioral self-control in smaller
classes with increased teacher training and support (Arnold
et al., 1999; Denham & Burton, 1996; Gross et al., 1999;
Hamre & Painta, 2000). Yet few experimental studies have
been carried out that focus on improving child care quality
and caregivers’ classroom management practices as avenues
for decreasing children’s emotional and behavioral difficulties
(Webster-Stratton, 1999). It is clear that considerable
additional research is needed to examine the question of
whether and how child care quality may affect young
children’s emotional development and school readiness
(Arnold et al., 1997; Hagekull & Bohlin, 1995).

Among early educational settings, Head Start stands out
for its historical commitment to supporting young children’s
social and emotional development (Zigler & Styfco, 1995).
Findings regarding the impact of early educational settings
such as Head Start and state-funded preschool programs on
young children’s emotional development, however, are mixed.
On one hand, results from longitudinal studies of intervention
programs such as the Chicago Child-Parent Centers and High
Scope/Perry Preschool suggest that this form of intervention
is well worth the investment, leading to extremely long-term
social and academic gains for enrolled children (Barnett,
1995). On the other hand, few evaluations of early educational
interventions have utilized a randomized design, leading to
skepticism regarding the validity of claims of programmatic
success.

Specifically, nonrandomized studies cannot rule out the
possibility that families with differing levels of skills, attitudes,
and competencies choose whether or not to enroll their children
in early interventions. If families with comparatively more
skill and competence are more likely to enroll their children
in early interventions, some investigators point out that
children’s successes that should be attributed to family
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School Readiness and Regulatory Processes
Claire B. Kopp

Raver challenges us to understand more fully the
causes of inadequate social and emotional readiness
for school. A useful starting point involves distinguishing
three crucial regulatory processes—physiological,
emotional, self-regulation—from each other. Thinking
about the distinctiveness of each process including
developmental origins and associated risk factors should
lead to greater understanding of children’s dys-
regulation and intervention needs. This decoupling
approach does not negate the reality that school
readiness entails a seamless melding of all three
processes.

Physiological regulation (PR) typically begin in the
early weeks of life with gradually emerging control of
bio-physiological systems (e.g., digestion, arousal,
sleep). Over time PR transitions into a bio-behavioral
process in which arousal control is intrinsic to infant
attention, social-interactions, and learning. Optimally,
arousal control reflects a day and night cycle with
daytime periods of observant attentiveness alternating
with quiet alertness, and nighttimes containing restful
sleep. Physiological dys-regulation is apparent in the
newborn period, particularly among babies exposed to
prenatal/perinatal risks. However, even healthy babies
show non-optimal PR due to chaotic rearing contexts
and inadequate parenting. The result: children who
continue to have disturbed sleep, heightened irritability,
and erratic alertness, and subsequent compromised
attention, learning, emotion competencies, and social
experiences. A new challenge (e.g., school entry)
typically overwhelms these children because of their
fragile bio-behavioral regulatory systems.

In contrast to the more generalized aspect of PR,
emotion-regulation (ER) refers to modulating the
intensity of emotion responses such as anger, fear,
pleasure, sadness, and other emotions. Effective ER

means a response is appropriate to context, enhances
rather than jeopardizes bio-behavioral well-being, and
guides subsequent social and cognitive activities. ER
begins during the 1st and 2nd years of life, and depends
on appropriate caregiver inputs (e.g., soothing,
facilitation of infant attention to potential soothers,
descriptions of feelings) such that babies and toddlers
intentionally reduce fretfulness by exploring
interesting sights, engaging in play, gesturing to parents
for assistance, finding self-soothers (e.g., blanket), and
talking about their distress.  During the 2nd and 3rd
years, the growth of ER is also a function of children’s
understanding of their own and others’ emotion states,
and their ability to reason about emotions. Risk factors
include inadequate parenting, children with heightened
reactivity to stimuli, and language skills inadequate for
handling interpersonal disputes.

In contrast to PR and ER, self-regulation (SR) is
fundamentally a balancing of self defined needs with
respect to societal/cultural values and norms. For young
children, SR involves the ability to comply with everyday
family norms, including delaying behaviors as
appropriate. Parents typically begin socializing toddlers
to norms by the second year. Because toddlers do not
readily accept limitations, the growth toward effective
SR requires perceptive parenting and an emotional
bond between parent and child. In turn, children must
be attentive to parents’ messages and understand their
own role in SR. In addition to the parent and child risk
factors noted above, another important one concerns
limited parental inputs about everyday rules.

This sidebar has highlighted the unique features of
regulatory processes, and noted their parallel
developmental trajectories. It should be apparent that
integration of the processes leads to competent school
readiness.
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Preschool and child care settings offer a
valuable opportunity to implement comprehen-
sive, multi-pronged interventions that support
young children’s emotional and behavioral
adjustment.

competencies are misinterpreted as resulting from the
intervention (Mayer, 1997). One recent meta-analysis of
State-funded preschools emphasizes that the lack of rigorous
evaluation design seriously hampers any interpretation that
can be made of the few, modest gains (with most effect
sizes of approximately .2) regarding participants’ school
readiness (Gilliam & Zigler, 2001). A national randomized
trial evaluation of Head Start is planned in the next few years,
and such results will likely provide a clearer index of the
ways that Head Start may make a difference for young
children’s emotional development and school readiness.

Moderate- to high-intensity home/classroom
interventions: Many interventions designed for families facing
high risk combine both of the components described above,
offering families home visits in infancy followed by enrollment
in “enriching” early educational programs in toddlerhood
(Brooks-Gunn et al., 2000; Yoshikawa, 1995). Results of
randomized-trial evaluations of these demonstration programs
(such as BEEP, CARE, IHDP), suggest positive effects on
parenting, with mixed results regarding their effects on young
children’s emotional development (Brooks-Gunn et al., 2000).
Early findings from randomized-trial research with a nationally
implemented program of 0-3 family support for early school
readiness (Early Head Start) are promising. Specifically,
families in the Early Head Start program demonstrated more
supportive parenting, with children demonstrating lower levels
of aggression and greater emotional self-regulation, than did
families in the control group, with modest effects (of
approximately .1 to .2) in more established programs that
had been implemented in both homes and centers.

Recent research suggests that early educational settings
may offer a valuable opportunity to implement multi-pronged,
comprehensive teacher- and parent-training programs that
specifically target children’s emotional and behavioral
adjustment. One program, titled “The Incredible Years,”
offers comprehensive training to Head Start parents,
teachers, and children, over 12 weeks (Webster-Stratton,
1998). This intervention has led to significant improvements
in teachers’ use of more positive, less harsh classroom
management practices, improved classroom climate, and less
disruptive behavior on the part of children (with effect sizes
averaging .6, Webster-Stratton, Reid & Hammond, 2001).
Importantly, the intervention also yielded improvements in
skills important to children’s school readiness, such as their
greater engagement and more self-reliance in the classroom
(Webster-Stratton et al., 2001). Similar to the school-aged,
multi-pronged interventions reviewed earlier, this set of
intervention studies demonstrates that substantial gains can
be made in improving young children’s emotional and
behavioral adjustment when both home and school fronts
are targeted.

High-intensity interventions aimed at improving infant and
preschool mental health: A small number of clinically-oriented
programs can be identified that offer comprehensive mental
health services to both mothers and their infants or young
children. Families enrolled in these services have largely been
identified as needing services because of social service
providers’ concerns with economic self-sufficiency (Knitzer,
Cauthen & Kisker, 1999), maternal psychopathology (e.g.
maternal depression, Dickstein et al., 1998), maternal
substance abuse (Lester, Boukydis & Twomey, 2000), or
child health and mental health problems diagnosed early (e.g.,
low birth weight, neurological impairment, early-onset conduct
problems or developmental delay). Interestingly, these
programs emphasize the therapeutic benefit of repairing
“breakdowns” in dyadic relationships for both parents and
children, aiding the parent-child “system” to get back on an
optimal track. Few large-scale, randomized trial evaluations
of these programs have been conducted, and fewer still
include long-term emotional or school readiness outcomes
among participating children. It stands to reason that families
facing a large number of grave psychosocial stressors may
need this level of intensive, clinical support in order to avoid
long-term, costly emotional and behavioral problems.

Similarly, there have been a number of recent calls to
improve screening and treatment efforts for toddlers and

preschool-aged children with serious emotional and behavioral
problems (Arnold et al., 1999; Briggs-Cowan, Carter &
Skuban, & Horwitz, 2001; Fantuzzo et al., 1999; Gross et al.,
1999; Yoshikawa & Knitzer, 1997). For example, teachers
have significant concerns for some of their students’
overactivity, inattentiveness, and disruptiveness, with Head
Start teachers reporting that 10% of their students exhibit
high levels of antisocial, aggressive behavior (Kuperschmidt,
Bryant & Willoughby, 2000). Despite these concerns, Head
Start teachers face multiple barriers in referring children for
emotional and behavioral difficulties (Fantuzzo et al., 1999).
Head Start teachers have few opportunities for classroom-
level mental health consultation and support, and, despite a
national Head Start Performance Standard mandate to serve
children with emotional and behavioral disorders, participating
children rarely receive special services for these difficulties
(Fantuzzo et al., 1999).
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There is some sparse evidence that, despite these barriers,
Head Start might be an excellent site for service provision to
young children at high risk for later behavioral difficulty (see
Fantuzzo et al., 1996; Lara, McCabe & Brooks-Gunn, 2000).
For example, in additional randomized studies of the
“Incredible Years” intervention (described earlier), almost
all (90%) of the Head Start children with conduct problems
who were in the “treated” group showed a “clinically
significant” (e.g. a 30% or greater) reduction in their acting
out, aggressive, and oppositional behavior, as compared to
improvements in behavior for only 27% of the control group
children (effect sizes immediately post-treatment were in
the .5 range) (Webster-Stratton & Hammond, 1997).
Unfortunately, this kind of intervention stands as an exception
rather than the rule in the early childhood clinical literature:
Few other clinically-oriented, multi-modal, and rigorously-
evaluated interventions, designed and implemented for high-
risk, low-income preschoolers, could be found for this review
(see Arnold et al., 1999; Fantuzzo et al., 1996). While recent
Federal initiatives and literature reviews on Head Start
children’s mental health have signaled increased interest in
this area (see Webster-Stratton & Taylor, 2001; Yoshikawa
& Knitzer, 1997), there is clearly still much to be learned
regarding the prevalence and treatment of behavior problems
among Head-Start eligible preschoolers, and regarding the
long-term social and academic benefits of providing treatment
in the preschool years.
IV: Summing up — Cautions and Recommendations

Cautions:  One question that arises from this review is:
How we can explain the widely varying levels of
effectiveness that have been demonstrated across these
different types of interventions? Three cautions are offered
in an effort to explain variation in past programmatic success
and to frame our expectations for the success of future
interventions.

First, programmatic success is clearly reliant, in great
measure, on the extent to which families participate in the
programs designed to serve them (Brooks-Gunn et al., 2000).
In many studies, across a wide diversity of types of
intervention, rates of attrition in programs are alarmingly high
and program participation rates are worrisomely low
(Corcoran, 2000; Gomby et al., 2001; Kazdin, Mazurick &
Bass, 1993; Korfmacher, Kitzman & Olds, 1998; Yoshikawa,
Rosman & Hsueh, 2001). Many investigators have suggested
that the quality of partnership or “therapeutic alliance”
between the practitioner/educator/clinician and the family
need improvement (Corcoran, 2000; Brooks-Gunn et al., 2000;
Orrell-Valente et al., 1999). In addition, it may be that
programs are not sufficiently comprehensive in addressing
both parental and child mental health problems. Specifically,
as this review suggests, some children at high risk for
emotional and academic difficulty live in vulnerable families

facing multiple ecological stressors that make participation
in programs very difficult (Liaw, Meisels & Brooks-Gunn,
1995). Some children who are acting out, in school, face not
one, but many problems at home, and those problems are
likely to be serious, long-term and requiring of significant
attention by professionals in the legal, psychological and social
work communities, rather than simply through a short-term
parenting curriculum, for example (St. Pierre & Layzer, 1998).
In sum, it is clear from the cumulative risk literature that
families who may need intervention services most, may be
least able to participate in interventions unless these programs
address at least some of these stressors, directly.

Second, it may be unreasonable to expect long-term
emotional and behavioral gains on the part of young children,
if their families continue to face chronic, structural stressors
that erode children’s psychosocial health. It is inappropriate
to expect that a short-term program lasting a year or less
will “inoculate” a child from the debilitating consequences of
a chronic, recurring set of material hardships such as deep
poverty, inadequate housing, and violent surroundings. As
many leaders in the field of poverty research have noted
(Chase-Lansdale & Brooks-Gunn, 1998; Huston et al., 2001;
Yoshikawa, 1999) this is certainly one of the driving tenets
behind Welfare Reform efforts: to raise families out of poverty
rather than simply aiding poor families cope with the material
hardships that they face. This means a) that policy makers
and the public may need to lower their expectations of
psychosocially-oriented interventions, if they are not paired
with interventions aimed at families’ economic security at
the structural level and b) that structural interventions, such
as improvements in family income, neighborhood safety and
residential stability may have important and significant effects
on children’s emotional and behavioral well-being, that are
well worth tracking (see for example, Duncan & Brooks-
Gunn, 2000; Katz, Kling & Liebman, in press; Knitzer,
Yoshikawa, Cauthen & Aber, 2000; Morris, 2002). For
example, programs such as Moving to Opportunity
(conducted by the U.S. Department of Housing and Urban
Development (HUD)) suggest that providing low-income
families with housing in a safer, more affluent neighborhood
significantly reduces low-income boys’ behavior problems
(demonstrating an effect size of .5 when compared to their
control group counterparts) (Katz et al., in press). While
neighborhood and family poverty extend beyond the scope
of this paper, it is important to highlight the critical need for
continued research on the impact of structural and economic
interventions (such as Welfare Reform efforts) on young
children’s emotional health and school readiness.

Third, we must recognize that the economic, employment,
and policy contexts in which high-risk families have changed
substantially from the conditions under which many models
of interventions were originally designed and implemented,
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Improvements in family income,
neighborhood safety, and residen-
tial stability may have important
and significant effects on children’s
emotional and behavioral well-
being.

now over 20 years ago (e.g. Olds et al., 1999). Home visiting
and family involvement components of many programs may
be particularly challenging to implement when increasing
numbers of low-income mothers face strong policy mandates
to enter and stay in the workforce. Unless welfare reform
policies are substantively amended to allow parent
participation in early childhood interventions to “count” as
employment, it is likely that stressed, economically insecure
families may have to place participation in home visiting
prevention/intervention efforts as a lower priority than
participation in work and work-related activities (Gyamfi,
Brooks-Gunn & Jackson, 2001; Lamb-Parker, Piotroski,
Baker, Kessler-Sklar, Clark & Peay, 2001). State and local
family support, early education, and welfare-to-work policy
professionals need to insure that programs are coordinated,
rather than working at cross-purposes, when taking families’
time and attention.

Recommendations:
The first set of recommendations following from this

review is that educational policy makers at the Federal, state
and local levels should capitalize on public support for young
children’s school readiness by making a range of investments
in their emotional adjustment as well as their academic skills.
In service of this goal, it is key that policy makers, researchers,
and the public recognize that
children’s emotional and behavioral
difficulties are amenable to change.
Specifically, results from a wide range
of randomized, rigorous interventions
demonstrate that children’s emotional
development is plastic and open to
environmental influence. Multi-
pronged intervention efforts that are
implemented on home and school
fronts significantly deflect children’s
negative behavioral trajectories and
significantly improve their chances for later school success.
Early childhood and educational policy professionals are
specifically urged to consider the following options as ways
to strengthen children’s school readiness:

• Target children prior to school entry, in diverse settings
such as Head Start, child care settings, as well as in the
first few years of school.

These settings are often already supportive of the importance
of early social and emotional health, and have already made
substantial programmatic commitments to this area of young
children’s development. These commitments should be
strengthened with additional funding and support.

• Broaden early elementary educational mandates for
school readiness to include children’s  emotional and
behavioral adjustment as key programmatic goals.

In our haste to increase children’s pre-literacy skills, for
example, it is essential that we do not lose sight of the
contributions that children’s emotional and behavioral
adjustment makes to their chances for academic success.

• Consistently assess young children’s emotional
adjustment, using psychometrically valid measures of
both their emotional and behavioral competence and
difficulty, in child care and early educational settings as
well as during their transition through the first few years
of elementary school.

It is clear from this review that much remains to be learned
regarding the role of children’s emotional adjustment in
predicting their likelihood of later academic success. Tracking
children’s emotional adjustment along with children’s early
academic progress will aid both researchers and policy
professionals in answering key questions regarding the impact
of improvements versus decrements in children’s emotional
adjustment on their ability to do well, academically, over time.

• Support young children with interventions that span a
range of programmatic intensity.

Low-cost, universal interventions may
provide tangible benefits by in making
preschool and early elementary
classrooms more positive and less
chaotic learning environments.
However, review of the literature
suggests that these benefits are best
realized when children who are at
gravest risk for negative emotional
and academic problems are also
provided with more intensive services,

implemented in both home and classroom contexts. A number
of the innovative interventions reviewed earlier have
successfully found ways to offer much-needed services to
these children without stigmatizing them or losing the support
of important stakeholders such as parents and teachers.
Therefore, leaders are strongly encouraged to support the
provision of both low-intensity, universal programs and
higher-intensity supports for the families who have been
identified as needing these services most. These models
deserve broader implementation, with carefully designed
evaluations that test whether there are significant emotional,
behavioral, and academic gains for both the intervention
participants and for the classrooms in which these children
are enrolled.
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• Pay close attention to issues of quality assurance and
attrition when investing in young children’s emotional
adjustment and school adjustment by implementing
innovative interventions.

It is key that researchers, evaluators, and practitioners
maximize programs’ chances of success by making sure that
the most stressed families who may show the most substantial
gains are identified, enrolled and complete the program. The
quality of services that are offered must remain consistent
and well-documented across the “life” of the program’s
implementation if both intervention successes and difficulties
are to be clearly and carefully understood.

• A small proportion of young children will need integrated,
comprehensive services available to multiple members
of their families in order for gains in children’s school
readiness to be realized.

Multiple agencies serving young children must be provided
with the support needed to work collaboratively. Teachers in
Head Start, pre-Kindergarten, Kindergarten, and elementary
classrooms deserve professional support by being given
training and better access to clinical service referral for young
children and their families. This level of clinical consultation
and support will help teachers focus more effectively on the
job of teaching, while also helping young children who
manifest clinically elevated levels of emotional and behavioral
difficulty get the services that they need (Fantuzzo et al,
2001). While models of “systems of care” have begun to be
built among juvenile justice, child welfare, public health and
mental health systems of service delivery for older children
(Holder, Friedman, & Santiago, 2001), these services are
sorely needed for younger children (Yoshikawa & Knitzer,
1997).

A second set of recommendations can be directed to
intervention-oriented funders, policy makers, and investigators
in other areas of child welfare, family support, and economic
self-sufficiency, as well as in education. Specifically,
researchers and policy professionals in these other areas
are urged to consider improvements in young children’s
emotional development as worthy targets of intervention and
as key benchmarks of programmatic success. The second
major conclusion that can be drawn from research reviewed
earlier is that we have considerably more to learn about the
course of young children’s emotional development,
particularly in the context of large-scale interventions of all
kinds. In the past, investigators have been reticent to include
measures of children’s emotional development, arguing that
there were few robust, reliable and valid measures, and that
many were difficult to use (for review, see Raver & Zigler,
1997). That has since changed: a wide range of excellent

assessment tools is now available with which to assess young
children’s emotional and behavioral skills (Fantuzzo, Manz
& McDermott, 1998; Fantuzzo, Coolahan, Mendez,
McDermott, & Sutton-Smith, 1998; Raver & Zigler, 1997).

A third set of recommendations is also clear and is
addressed to both policy audiences: Without economic
security, many families and children will be hard pressed to
be emotionally healthy, well-regulated and ready for school.
We must make sure that Welfare Reform and school
readiness objectives and programs work together, rather than
at odds with one another. One major concern with Welfare
Reform efforts in the late 1990’s was that low-income
mothers’ entry into the workforce would be paralleled by
increases in mothers’ levels of stress, use of detrimental
parenting strategies, and corresponding decrements in
children’s emotional well-being. It appears from recent review
of results across multiple demonstration projects that
employment mandates, paired with incentives, have not had
the deleterious effects on young children’s emotional well-
being that some had feared (Huston et al, 2001; Morris, et
al., 2000; Yoshikawa, 1999). Just as school readiness programs
need to be mindful of Welfare Reform demands that families
face, so too can Welfare Reform efforts benefit from
substantive attention to parental and child psychological and
emotional health.

Notes
1 Estimates of effect size provide a standardized way to
evaluate the magnitude of the impact of a particular
intervention on a given child outcome.  While omnibus tests
of significance (e.g. F or t statistics and their p values) inform
the reader of a significant difference between control and
intervention groups on a given outcome, effect size estimates
inform the reader about how large or small that difference
is.  For example, consider a hypothetical classroom
intervention designed to increase children’s ability to work
prosocially with peers:  An effect size of .1 would, in most
cases, be considered modest, in that a treatment with a .1
effect size would be associated with an increase of 1/10 of a
standard deviation in their ability to work with their peers.  In
contrast, an effect size of .5 would suggest that the treatment
is associated with an improvement of a full ½ of a standard
deviation in children’s ability to work with their peers.  For a
more comprehensive discussion of ways to calculate effect
size estimates, the practical importance of findings based on
considerations of effect size, and different ways of
interpreting the meaning of small and large effects, see
McCartney & Rosenthal, 2000.
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